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ABSTRACT

THE IMPACT OF COMPUTER-ASSISTED LANGUAGE LEARNING ON THE
HEARING-IMPAIRED TURKISH STUDENTS” MOTIVATION AND THEIR
VOCABULARY DEVELOPMENT IN ENGLISH

Arslanoglu, Aslin
Master’s Thesis, Master’s Program in English Language Education
Supervisor: Prof. Dr. Filiz POLAT

January 2015, 149 pages

The present study investigated the impact of computer-assisted language learning on
the hearing-impaired Turkish students’ motivation and their vocabulary development
in English. In order to examine this impact, it applied a mixed methods design which

was more qualitative in nature.

The quantitative phase of the study consisted of the English exam scores of the
learners, Likert-type scales administered to the family members and the students, and
the observation checklist forms recorded by the English teacher and the researcher.
The qualitative phase of the study consisted of the semi-structured interviews
conducted with the teachers, the survey with open-ended questions that was
administered to the family members and the detailed field notes taken by the

researcher.

The exam scores did not reveal any significant improvement in the vocabulary
learning outcomes of the learners. However, the survey that was administered to the
family members at the beginning of the study summarized their positive views on the
impact of computer-assisted language learning. The quantitative data obtained from
the Likert-type scales that were administered to the family members towards the end
of the study also revealed complementary results. The qualitative data gathered from

the semi-structured interviews conducted with the teachers underlined the positive

v



impact of computer-assisted language learning on the learners’ vocabulary
development in English and their motivation. The observation results reported by the
English teacher and the researcher, the survey taken by the students and also the

researcher’s field notes revealed similar results.

Keywords: Hearing-Impaired, Computer-Assisted Language Learning, Motivation,

Vocabulary Development
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BILGISAYAR DESTEKLI DiL EGITIMININ ISITME ENGELLi TURK
OGRENCILERIN MOTIVASYONLARI VE ONLARIN INGILiZCE KELIME
DAGARCIGI GELiSiMI UZERINE ETKISI

Arslanoglu, Aslin
Yiiksek Lisans, Ingiliz Dili Egitimi Yiiksek Lisans Programi
Tez Yoneticisi: Prof. Dr. Filiz POLAT

Ocak 2015, 149 sayfa

Bu caligma, bilgisayar destekli dil egitiminin isitme engelli Tirk ogrencilerin
motivasyonlar1 ve Ingilizce kelime dagarcigi gelisimi iizerine etkisini arastirmustir.
Calisma, bu etkiyi incelemek igin daha c¢ok nitel 6zellik tagimakta olan karma

arastirma desenini kullanmistir.

Calismasmin nicel boyutu, dgrencilerin Ingilizce sinav sonuglari, aile iiyelerine ve
ogrencilere uygulanan Likert tipi 6lgekler ve Ingilizce gretmeni ve arastirmact
tarafindan doldurulan gézem formlarinden olusmaktadir. Calismanin nitel boyutu ise
O0gretmenlere uygulanan yar1 yapilandirilmig goriismeler, aile iiyelerine uygulanan
actk uclu sorular iceren anket ve arastirmacinin detayli alan notlarindan

olusmaktadir.

Smav sonuglari, Ogrencilerin kelime kazanimlariyla ilgili 6nemli bir gelisme
gostermemistir. Ancak, ¢calismanin basinda aile iiyelerine uygulanan anket, onlarin
bilgisayar destekli dil egitiminin etkisi ile ilgili olumlu goriislerini &zetlemistir.
Arastirmanin sonuna dogru aile {iyelerine uygulanan Likert tipi olceklerden elde
edilen nicel veriler ise agik uglu anket verilerini biitiinleyici nitelikte sonuglar ortaya
cikarmustir. Ogretmenlere uygulanan yari yapilandirilmis gériismeler sonucunda elde
edilen nitel veriler, bilgisayar destekli dil egitiminin &grencilerin Ingilizce kelime

dagarcig gelisimi ve onlarin motivasyonlari tizerine olumlu etkisinin altini ¢izmistir.
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Ingilizce 6gretmeni ve arastirmaci tarafindan bildirilen gdzlem sonuglari, dgrenciler
tarafindan doldurulan anket ve arastirmacinin alan notlar1 da benzer nitelikte

sonuglar ortaya koymustur.

Anahtar Kelimeler: Isitme Engelli, Bilgisayar Destekli Dil Egitimi, Motivasyon,

Kelime Dagarcig1 Gelisimi
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Chapter 1: Introduction

1.1 Introduction

This chapter will briefly review the background of the present research study,
the problems that have led to the proposed study and the aims and the significance of
the investigation. The operational definitions of the variables will be provided, and

an overview of each chapter will be presented.
1.2 Background of the Study

There is a well-known story written by Lauren Eiseley which is about a man
who tries to pick up all the starfish on the shore since he wants to throw them into the
ocean. An old man comes next to him and states that there are millions of starfish,
and he thinks that it is impossible for that man to throw all the starfish into the ocean.
However, the thrower looks at the starfish in his hand and states that it makes a

difference to that one (Hopen, 2011).

The above-mentioned passage is a story of hope that underlines an inspirational
message for teachers. The millions of starfish collected by the thrower symbolize
learners, and the struggle of the thrower is the struggle of parents and teachers who
try to give equal chance for every learner. The speaker in the story highlights the
capability of making a difference in learners’ lives by touching the needs of each
learner so as to help them realize their potential as individuals. In order to provide
quality education and to meet the needs of all students, educators should embrace a
more holistic approach to education. According to ASCD (Association for
Supervision and Curriculum Development), the “Whole-Child Approach” includes
policies that “affect children’s health to align and complement those that affect their
social, emotional, and cognitive development. ... children’s growth and
development, including academic development, cannot be fully realized without
providing a system of supports for their non-academic needs” (Slade & Griffith,
2013, p. 22). The education of deaf population in Turkey is divided into two main
branches. The first branch expects deaf learners to attend schools specialized for

them, and the second branch expects them to learn alongside their hearing peers in



mainstream schools. As a result, they are supposed to choose between these two
alternatives, and both types of schools should embrace a holistic approach to answer

both the academic and non-academic needs of learners with special needs.

Language education is a complicated process that requires careful and
continued effort. There have been many innovative strategies in the field of foreign
language education, and the impact of these strategies should be examined in the
field of special education. According to Jin and Low (2011), using games for

learning and teaching dates back to ancient China (4,000 years ago), for example:

Go [which was used to train military strategists] is probably the world’s
oldest board game that stimulates the conquest of territory by using black and
white stones to make ‘walled-in’ (defensive) or capture (offensive) moves.
The playing of go demands sophisticated skills and strategic thinking, yet the

rules and accessories are very simple so that even children can play it. (p.396)

The development of computer-assisted language learning (CALL) tools has
underlined the need for examining the impact of technology on vocabulary
acquisition. The evidence from the literature has shown the positive impact of digital
tools on learners’ motivation and their foreign language learning outcomes (e.g.,
Strassman & O’Dell, 2012; Radovanovic, 2013). The integration of these tools to
teach English as a foreign language may enhance hearing-impaired learners’
performance and motivation. These tools may also contribute to their personal
development by providing them with a wide range of academic and non-academic
skills in life and by maximizing their chances for integration into the society they
live in. In other words, students with special needs should be provided with quality
education, and they should be considered as members of a linguistic and cultural

community.
1.3 Statement of the Problem

Foreign language education fosters learners’ global vision which is an utmost
need for today’s world. However, there is almost no research study conducted on
deaf and hard of hearing learners’ foreign language education and the impact of

2



CALL on their foreign language acquisition process in Turkey. One of the most
significant components of foreign language education is vocabulary development,
and this research study will examine the impact of CALL on the hearing-impaired
Turkish students’ vocabulary development in English and their motivation to study

English.

Vocabulary acquisition requires constant exposure to target words, and it is
possible for language teachers to develop deaf and hard of hearing learners’
vocabulary knowledge by integrating some learner-centered materials into their
curricula. For instance, there is empirical evidence that digital games, which are also
used for educational purposes, provide a novel way of introducing target language
information. In other words, these games increase both the quality and the quantity of
learners’ vocabulary knowledge by affecting their motivation and performance in a
positive way and by answering their personal and academic needs. A research study
described by Ranalli (2008) analyzed the impact of a digital game called Sims which
was used as an instructional tool to teach English words in 9 intermediate-level
college students, and the research results reflected the positive impact of this game
on the students’ target language vocabulary acquisition process and also its positive
effect on their attitudes. The researcher came across some studies that assessed the
impact of digital games on the Turkish learners’ academic skills (e.g., Cetin, S6zcii
& Kinay, 2012), but no model was found investigating the impact of digital games

and/or CALL on the hearing-impaired Turkish learners’ foreign language skills.

The scope of this research is limited since it is concerned only with the process
of vocabulary acquisition, and it will not provide a sentence-level study. Before
highlighting the importance of English for deaf and hard of hearing learners, it
should be emphasized that the second language of deaf and hard of hearing
population in Turkey is Turkish since Turkish Sign Language is their first language.
As a result, some basic functional literacy skills should be introduced to hearing-
impaired learners by improving their proficiency in Turkish and by giving them the
chance to attend foreign language classes so as to enhance their academic and non-
academic skills and to provide equity not only in education but also in all phases of

life.



1.4 The Aims of the Study

The main objective of this research study is to provide empirical evidence
necessary to understand the impact of CALL on the hearing-impaired learners’
motivation and their vocabulary development in English. In order to analyze this
impact, the researcher administered an English vocabulary exam, conducted in-class
observation sessions (e.g., field notes and observation checklists) and searched
through some secondary data. In addition, she also examined the perceptions of the
key stakeholders (e.g., the learners, the family members, the English teacher, the
classroom teacher and the school principal) by conducting semi-structured interviews
and by administering Likert-type surveys and a questionnaire that included open-

ended questions.
1.5 The Significance of the Study

The integration of technology has attracted the attention of educators in the
field of foreign language education, and the comparison of the innovative
technological tools with the traditional ones underlines the enrichment of education
through computer-assisted instruction. For instance, Wood (2001) analyzed the
impact of games and concluded that game-like formats could perform better than
traditional media (e.g., textbooks) in capturing students’ attention (as cited in Yip &
Kwan, 2006). On the other hand, research studies that examined the impact of CALL
in Turkey are very rare, and there is an apparent need for the introduction of

computer-assisted instructional tools in the field of special education.

The researcher aims to contribute to the body of literature conducted in the
field of foreign language education in Turkey by calling attention to the relationship
between CALL and the hearing-impaired Turkish learners’ vocabulary development
in English and their motivation to learn a new language. The present study may guide
educators, students and parents for the efficient use of computer-assisted

instructional tools, and it might be unique in this sense.
1.6 Operational Definitions

Computer-Assisted Language Learning (CALL): It is “the use of computer
software for learning languages” (Macmillan English Dictionary, 2002). In the



present study, a website called “Quizlet” was used as a computer-assisted language
learning tool to create a positive change in the learners’ basic knowledge of English

and to cultivate positive attitudes towards this course.

Motivation: Petrides (2006) stated that in Foreign Language Learning theories,
motivation is defined in relation to two factors which are the needs of the learners
and also their attitudes towards their target language. In the present study, in order to
assess the learners’ motivation level, the researcher tried to answer their academic
and non-academic needs by integrating a computer-assisted language learning tool
into the current English curriculum. She also focused on the impact of this tool on
the learners’ attitudes towards the English class by assessing their interest to the
content of the intervention material and their eagerness to participate in the activities.
This study assessed the motivation level of the learners by focusing on four different
sub-categories: cooperation, communication, self-confidence and interest (See Table
4.2) which were assessed through in-class observation checklists, field notes, semi-
structured interview sessions, Likert-type surveys and a questionnaire that included

open-ended questions.

Vocabulary Development: According to Schmitt (2000), understanding a
word is known as receptive knowledge, and if learners are able to produce a word of
their own accord then it is considered productive knowledge. In order to evaluate the
learners’ vocabulary acquisition process, the researcher made use of various data
collection tools such as in-class observation checklists, field notes, semi-structured
interview sessions and an English exam that included the target words covered in the

classroom.
1.7 Overview of the Thesis

Chapter 1 introduces the background of the present study, its aims and
significance, the problems associated with the hearing-impaired students’ foreign
language education in Turkey and the role of computer-assisted instruction in
education, and it also provides definitions for the variables studied in the present
study. Chapter 2 will provide an overview of the relevant research studies and the
major issues related to the use of computer-assisted instructional tools in the field of

foreign language education and the impact of these materials on the learners’ level of



achievement and motivation, and it will also present a review of research on the
education of hearing-impaired learners. Chapter 3 will present the philosophical
paradigm and the design of the present study, the research questions, the setting, the
participants, the data collection instruments and the data collection procedures, the
data analysis process, the validity, reliability and the ethical issues and also the
limitations and the delimitations of the study. The findings of the present study will
be reported in Chapter 4. Finally, the conclusions related to the research questions
will be given in Chapter 5, and this chapter will also provide some theoretical and

pedagogical implications and will pose areas for future research.



Chapter 2: Literature Review

2.1 Introduction

This chapter will highlight the literature and the major issues associated with
the use of computer-assisted instructional tools in the field of English language
education and will present a review of research on the education of hearing-impaired
learners. It will define the terms “deaf” and “hard of hearing” and will describe
biculturalism and bilingualism issues in the field of deaf and hard of hearing
education. It will also examine the link between sign languages and spoken
languages from a general perspective, the foreign language teaching methods, the use
of technology in the field of foreign language education and its impact on hearing-

impaired learners’ motivation and performance.
2.2 Deaf and Hard of Hearing

This section will define the terms “deaf” and “hard of hearing”, and it will also
include topics such as hearing-impaired bilingual learners and Turkish Sign
Language, the concept of biculturalism and hearing-impaired people, and the link
between a sign language and a spoken language. Finally, it will focus on the impact

of family issues on hearing-impaired learners’ academic skills and non-academic

skills.

2.2.1 Definitions of the terms “deaf” and “hard of hearing”. Hearing
impairment is highly heterogeneous, and a clear distinction should be drawn between
these two terms since as Hallahan, Kauffman and Pullen (2009) stated, “Children
who can’t hear sounds at or above a certain intensity (loudness) level are classified as
‘deaf’; others with a hearing impairment are considered ‘hard of hearing’” (p. 340).
Audiologists make use of clinical measurements to understand the degrees of hearing
loss. Heward (2009) defined these degrees by stating, “Hearing loss is usually
described by the terms slight, mild, moderate, severe, and profound, depending on
the average hearing level, in decibels, throughout the frequencies most important for

understanding speech (500 to 2,000 Hz)” (p. 346).



2.2.2 Hearing-impaired bilingual learners and Turkish Sign Language.
There are various types of approaches and communication methods that were used to
communicate with deaf and hard of hearing learners such as oral/aural approaches
(e.g., auditory learning, speechreading, etc.), sign language, the Bilingual-Bicultural
approach and total communication (e.g., the use of a variety of forms of
communication). In this section, the characteristics of speechreading, fingerspelling

and Turkish Sign Language (TID) are examined in detail.

One of the communication techniques used by the deaf community is called
speechreading, and this term is defined as, “the process of understanding a spoken
message by observing the speaker’s face. All children with hearing loss ... use their
vision to help them understand speech. Some sounds are readily distinguished by
watching the speaker’s lips” (Heward, 2009, p. 354). In order for learners to follow the
speakers’ lips (e.g., teacher’s), some important issues should be attached importance in
a classroom setting. For instance, in a book published by the Ministry of Education in
Turkey it was stated that classrooms should be designed in such a way that they have
the acoustic insulation against disturbance by noise (e.g., desk creaking, the sound of
the air conditioning unit, etc.), there should be enough lightening in the classroom, and
the desks should be arranged in such a way that learners can see their teachers’ and the

other students’ faces clearly (Milli Egitim Bakanligi [MEB], 2003).

The term fingerspelling is defined as the representation of letters which is used
to spell out certain words (Hallahan et al., 2009), and both the deaf community and the
hearing people who need to communicate with hearing-impaired people may
sometimes need this communication tool. However, hearing people should not expect
a 100% correct spelling from the deaf community. For example, Heward (2009)
focused on the English literacy skills of learners who use ASL (American Sign
Language) by stating, “A child who ... cannot hear the speech of other people will not
learn speech and language spontaneously, as do children with normal hearing” (p.
336), and this factor may have a negative impact on deaf and hard of hearing learners’
linguistic skills and may influence their academic achievement in a negative way. All

these points will be discussed in the following sections.

The third communication tool, Turkish Sign Language is the most common

communication tool used by the deaf community in Turkey. The researchers
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highlighted the importance of early childhood education by saying, “complete
physical, mental, and social well-being by hearing and speech is mostly age-dependent
... [because] late diagnosis and delayed (re)habilitation lessen human well-being by
depriving hearing and speech” (Kemaloglu & Kemaloglu, 2012, p. 67). As a result,
hearing-impaired individuals should be exposed to sign language in the stages of early
childhood. However, Turkish people had difficulty in accepting Turkish Sign
Language, and Kemaloglu and Kemaloglu (2012) underlined this point by stating that
starting from the mid of 1980s, people (e.g., teachers) started understanding the
importance of sign language. However, a sign language used in a country (e.g.,
Turkish Sign Language) is not the signed version of the spoken language of that
country (e.g., Turkish) since a sign language used by a deaf community is a language

itself with its system and rules.

Bilingualism in a deaf community can be defined as, “a form of minority
language ... in which the members of the community acquire and use both the
minority language (sign language) and the majority language in its written form and
sometimes in its spoken or even signed form” (Grosjean, 2010, p.134). Although there
are both hearing-impaired and hearing bilinguals, a various number of aspects are
specific to the hearing-impaired people. For instance, Grosjean (2010) stated that
hearing-impaired bilinguals need to know their sign language to be able to
communicate with people within their own communities and with some hearing
people, and also some knowledge of the majority language should be acquired in order
for them to be able to survive in a hearing community. He also highlighted that
speaking and some other majority language skills may not be acquired by the hearing-
impaired bilinguals because they are unable to speak very well. In addition, hearing-
impaired people may sometimes prefer to keep silent, and they do not want to use their
voice to communicate since they have the tendency to believe that hearing people may
give negative feedback. For instance, Lott, Easterbrooks, Heller and O’Rourke (2001)
underlined that deaf and hard of hearing people may even show negative reactions
towards hearing people as a result of their prejudiced thoughts (as cited in Nikolaraizi

& Makri, 2004/2005).

Furthermore, Turkish and Turkish Sign Language may share some similarities.

For instance, Goksel and Kelepir (2013) highlighted that these two languages, “display



similar partitionings despite the fact that they belong to different modalities. Both
phonologically express interrogative mood, and both have specific units that encode
subgroups of questions” (p.21). Although there are some similarities between these
two languages, hearing-impaired bilinguals in Turkey whose native language is
Turkish Sign Language are not competent in Turkish which is their second language,
and they are not able to form grammatically correct long sentences in Turkish and may
not even understand 100% of the sentences uttered by hearing people. Goldin-
Meadow, McNeill and Singleton (1996) put forward the differences between a sign
language and a spoken language by focusing on the systematic and mimetic functions
of both spoken and signed languages. They analyzed the gestures of the hearing
mothers and their deaf children and stated that the children used their gestures as their
sole means of communication. However, the hearing mothers had the tendency to

teach their children spoken English and rarely gestured without speaking.

In addition, a sign language is a language with its own unique rules of grammar,
and geographical and cultural differences may also cause slight or visible separations
between a sign language and a spoken language used in a country. A research study
conducted in Turkey examined the left-right and front-back axes used in Turkish Sign
Language (TID) in expressing temporal concepts, and Figure 2.1 illustrates the
grammatical differences between Turkish and Turkish Sign Language and gives some
clues about deaf and hard of hearing people’s culture (e.g., how they use the space

around their body, etc.) which will be discussed in Section 2.2.3 more in detail.

yesterday school go
‘I went to school yesterday’

Figure 2.1. Marking tense in Turkish Sign Language. From “Space, time, and
iconicity in Turkish Sign language,” by E. Arik, 2012, Trames: A Journal of the
Humanities and Social Sciences, 16(4), p. 355. Copyright 2012 by Estonian Academy
Publishers.
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The order of the words (signs) used by the person in the picture is different when
it is compared with the spoken language (Turkish). Figure 2.1 also indicates that
suffixes are not used in Turkish Sign Language, and hearing-impaired people have the
tendency to focus only on the first syllable of the words. Thus, they may use similar

signs for two different words like “cil” (freckle) and “cilek” (strawberry).

All these features of deaf community need to be embraced by teachers and
school administrators in an educational setting so as to provide the most appropriate
learning environments for hearing-impaired learners, and teachers should adjust their

teaching styles according to the needs and the culture of this target group.

2.2.3 The concept of biculturalism and hearing-impaired people. Deaf and
hard of hearing people who are exposed to the culture of hearing people have to go
through a decisional process at the end of which they have to choose a cultural
identity. While describing the deaf community who use American Sign Language,
Hallahan et al. (2009) stated that hearing-impaired people “struggle with critical
choices about oral versus manual modes of communication and cultural identity. With
respect to the latter, in fact, many members of the Deaf community consider
themselves part of a cultural minority rather than disabled” (p.339). Deaf culture is
also present among hearing-impaired Turkish people. Zeshan (2003) stated that the
Deaf community in Turkey [‘D’ is capitalized so as to stress deaf people’s identity and
their cultural commitment in the deaf community] meets regularly for sports
organizations and cultural activities (e.g., sign language theater), and Deaf clubs are

also used for social activities.

Deaf people who identify themselves with the culture of hearing community
were also described by Nikolaraizi and Makri (2004/2005) who stated, “A part of
these individuals remains for their whole life culturally hearing, and they usually
interact either with other deaf people who are also culturally hearing or with hearing
people in oral language” (p.405). The “culturally hearing” hearing-impaired people

even deny their deafness and may suffer from lower level of self-esteem.

2.2.4 The link between a sign language and a spoken language: A general
perspective. Although the differences observed between the sign languages and the

spoken languages were described in Section 2.2.2, the positive link between them
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cannot be denied. To begin with, the impact of hearing-impaired people’s first
language (sign language) on their acquisition level of the spoken language of a country
should be attached importance since literature has shown that sign languages may
facilitate learning in countries where there are no coursebooks especially designed for
hearing-impaired learners. For instance, according to Grosjean (2010), sign languages
can be used to clarify difficulties or explain the topics or exercises covered in a

classroom setting.

In addition, the role of the spoken language should be taken into consideration
because hearing-impaired students are also expected to understand the majority
language of a country for the acquisition of academic and non-academic knowledge.
In other words, as it was discussed in Section 2.2.2, hearing-impaired people should
have some knowledge of the majority language (e.g., the written form of the majority
language) to survive in a hearing community and much of what learners are presented
at school are transmitted through writing. For instance, the quality of assessment tools
used with hearing-impaired learners is crucial, and a variety of factors may affect the
validity of these tools since, “standardized tests often cause problems ... because the
tests require reading ability, even when assessing skills other than reading. Thus, test
scores may reflect reading skill deficits rather than a lack of specific content
knowledge” (Luckner & Bowen, 2006, p.412). As a result, hearing people, especially
teachers that are in contact with hearing-impaired people should be aware of the
present academic and non-academic skills and needs of hearing-impaired learners in
order to find a balance between the spoken language of a country and the learners’
sign language. They should plan their curriculum, their teaching tools, the daily

activities, etc. accordingly.

2.2.5 The impact of family issues on hearing-impaired learners’ academic
and non-academic skills. Modality is an important factor in language education, and
Vygotsky’s “Zone of Proximal Development” concept claims that children benefit
from adult’s help (Gindis, 1999). Cannon and Kirby (2013) stated, “When deaf and
hard of hearing children are raised by native signers, and thus have full access to a
signed language from birth, these children show a similar development trajectory to
that of hearing children acquiring a spoken language” (pp. 292-293). In other words,

sign languages contain certain established rules; as a result, these rules should be
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introduced as early as possible in order for hearing-impaired children to demonstrate

competence in their sign languages.

On the other hand, the language development process of a hearing-impaired
child can be delayed because of various elements (e.g., child’s nonverbal 1Q, his/her
teacher’s attitude, etc.), and family is one of the most important factors that may affect
hearing-impaired learners’ speech development and even their academic and non-
academic skills. According to Ulrich and Bauer (2003), parents who are informed
about their children’s disability may show emotional reactions such as “uncertainty,
frustration, denial, depression, and anxiety” (as cited in Gargiulo, 2009, p. 430). In
addition, assistive devices (e.g., hearing aids, cochlear implants, etc.) or some other
methods (e.g., interpreters) may also be used to increase deaf and hard of hearing
learners’ academic and non-academic skills. As a result, parents (both deaf and
hearing parents) should be aware of the significant factors affecting deaf and hard of
hearing learners’ language development process to give them the opportunity to
improve their academic (e.g., writing, reading, etc.) and non-academic skills (e.g.,
social skills) and to give them the chance to get used to the above-mentioned methods
easily and as early as possible. Heward (2009) underlined the importance of the age of
onset by stating, “A child who acquires a hearing loss after speech and language are
well established, usually after age 2, has educational needs very different from the

prelingually deaf child” (p. 340).

The points discussed above indicate that each family member should be
informed about the impact of the age of onset on their child’s language development.
Not only parents’ attitudes but also their socioeconomic status may have a great
impact on hearing-impaired learners’ speech development since Geers and Nicholas
(2013) stated that children from higher socioeconomic status families may have the
opportunity to receive cochlear implants at younger ages which may enhance their
language outcomes. As a result, the education level and the socioeconomic level of
each family member should not be neglected, and these factors should be attached

importance by educators so that they can design their course content accordingly.
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2.3 Motivation

Motivation can be defined as the “feeling of enthusiasm or interest that makes
you determined to do something” (Macmillan English Dictionary, 2002). In every type
of educational setting, motivation is admitted to be one of the most significant and
essential components of teaching and learning, and a significant number of researchers
have been studying to highlight its impact on students’ performance. This section will
examine the language teaching and learning methods used through ages, language
learning anxiety and hearing-impaired learners’ language acquisition process,
computer-assisted instruction and its positive impact on learners’ academic and non-
academic skills, the quality of computer-assisted instructional tools, deafness and the

acquisition process of a third language.

2.3.1 Language teaching and learning methods used through ages:
Vocabulary acquisition. There have been numerous methods of teaching foreign
languages over many years, and vocabulary teaching has been one of the significant
components in this field. The main objective of early foreign language teaching
methods was to teach “about” a language, in other words, teachers preferred analyzing
the rules of a language and neglected the natural acquisition process and the ability to
use a target language. For instance, according to Howatt (1984), Grammar-Translation
Method, which was developed at the beginning of the nineteenth century, was a
reformist method in nature since it aimed to make language learning easier by making
use of example sentences instead of focusing on whole texts (as cited in Schmitt,
2000). However, this method followed a deductive approach and focused mainly on
the rules and analysis of a foreign or a second language (e.g., translation exercises).
According to Richards and Rodgers (2001), there are three different theoretical views
of language: structural, functional and interactional; and the structural view (e.g.,
Audiolingual Method, Total Physical Response and the Silent Way) is the most
traditional view which claims that language is a system that contained structurally
related elements to code meaning, functional view (e.g., Communicative Language
Teaching) supports the communicative and semantic functions rather than merely the
grammatical and structural characteristics of a language, and finally the interactional
view (e.g., Whole Language, Cooperative Language Learning, Content-Based

Instruction, etc.) highlights that language is a tool that provides interpersonal relations
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between people.

Previous research has shown that traditional language teaching methods may not
provide long-term retention of target languages. For instance, Gomleksiz (2007)
presented empirical evidence that put forward the negative impact of traditional
teaching methods on Turkish engineering students’ vocabulary knowledge and their
acquisition of active-passive voice. He stated that children who were educated through
traditional methods became passive recipients, and he continued by stating, “The ¢ -
test results for post-test scores ... showed that the engineering students in experimental
group who were taught English using cooperative Jigsaw II method performed better
than the controlled students who used traditional teacher-centred teaching method” (p.
619). However, there are language teaching methods (e.g., Direct Method,
Audiolingualism, Communicative Language Teaching, Suggestopedia, etc.) that focus
on the vocabulary acquisition process by underlining the significance of traditional

strategies (e.g., rote-memorization).

Knowing a word may have different definitions. Schmitt (2000) stated that
understanding a “word is known as receptive knowledge and is normally connected
with listening and reading. If we are able to produce a word of our own accord when
speaking or writing, then that is considered productive knowledge” (p. 4). In other
words, foreign language learners are expected to know how to use words in a sentence,
the meaning or the meanings of these words, their written and spoken forms, etc. to
have an excellent command of that language. As a result, in order to increase learners’
target language vocabulary knowledge and their motivation to learn that language,
foreign language teaching methods should be used considering the learners’ needs and

abilities.

2.3.2 Language learning anxiety and hearing-impaired learners’ language
acquisition process. The positive impact of learners’ motivation on their performance
has been analyzed for many years and traditional language classrooms started to lose
their impact in the field of language education. According to Krashen’s “Acquisition-
Learning Hypothesis”, “We ‘acquire’ as we are exposed to samples of the second
language we understand in much the same way that children pick up their first
language ... We ‘learn’ ... through conscious attention to form and rule learning”

(Lightbown & Spada, 2006, p. 36). In other words, only focusing on conscious
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learning does not provide successful linguistic competence, and creating situations in
which learners understand their target language without any conscious effort is also
essential. In order to increase learners’ acquisition level, teachers should not merely
focus on traditional methods; they should also prefer learner-centered methods by
including activities that will enable meaningful interaction opportunities in the target
language. Krashen (1988) stated, “Simply hearing a second language with
understanding appears to be necessary but it is not sufficient for acquisition to take
place. The acquirer must not only understand the input but must also, in a sense, be

‘open’ to it” (p. 21).

Anxiety is an undeniable factor that has an important role in the field of foreign
language education. According to Krashen’s “Affective Filter Hypothesis”, there is a
“metaphorical barrier that prevents learners from acquiring language even when
appropriate input is available” (Lightbown & Spada, 2006, p. 37). In other words, if
learners’ anxiety level is high, they may not understand the target language
information presented in the classroom. To lower their anxiety level, teachers should
increase learners’ motivation. Furthermore, Krashen’s “Comprehensible Input
Hypothesis” underlines the significance of foreign language ‘“acquisition” process
since it is the language acquisition process that “occurs when one is exposed to
language that contains i+1. The ‘1’ represents the level of language already acquired,
and the ‘+1’° is a metaphor for language ... that is just a step beyond the level”
(Lightbown & Spada, 2006, p. 37). In other words, presenting new information in a
new context with the combination of learners’ previously acquired knowledge may

increase learners’ self-confidence and comprehension level.

In order to maintain a high level of motivation in a foreign language classroom,
teachers should lower learners’ anxiety level by finding emotionally stimulating
teaching strategies and activities that may enable them to reflect their target language
knowledge. For instance, according to Csikszentmihalyi (1975), if individuals are
intrinsically motivated, they take part in activities for the interest and enjoyment the
activities give them (as cited in Abuhamdeh & Csikszentmihalyi, 2009). As a result,
learners take part in language activities since they find pleasure and satisfaction in
them. In addition, when they are extrinsically motivated, “they engage in activities in

pursuit of rewards they desire such as money, prestige, or journal publications”
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(Abuhamdeh & Csikszentmihalyi, 2009, pp. 1615-1616). In order to increase learners’
target language acquisition level and performance, the combination of intrinsic and
extrinsic motivational orientations should be preferred by language teachers because
these interactive activities may provide foreign language learners with meaningful

goals, and learners may “acquire” their target language subconsciously.

2.3.3 Computer-assisted instruction and its positive impact on learners’
academic and non-academic skills. The term “game” is described as, “an activity
that you do for fun that has rules, and that you can win or lose” (Macmillan English
Dictionary, 2002). Some may define this word by focusing on its compelling nature.

For instance, according to Gee (2003):

Good video games involve the player in a compelling world of action and
interaction, a world to which the learners has made an identity commitment in
the sense of engaging in the sort of play with identities ... Thanks to this fact,
the player practices a myriad of skills, over and over again, relevant to playing
the game, often without realizing that he or she is engaging in such extended

practice sessions. (as cited in Compton-Lilly, 2007, p. 721)

As it can be concluded from the definitions given above, the word “game” may
have different definitions. Furthermore, the term ‘“edutainment” combines both
education and entertainment. According to Gros (2003), this software genre not only
focuses on academic subjects but also targets players for entertainment purposes (as
cited in DeVary, 2008). This section will analyze the positive impact of computer-

assisted instruction on learners’ academic and non-academic skills.

In order to trigger learners’ interest and to entertain them, teachers should attract
learners’ attention by making use of different techniques. The most traditional
materials used in a language classroom are whiteboards/ blackboards, pens/ pencils/
board markers, textbooks, flashcards, realia, posters, pictures, charts, etc. In his book
Wright (1989) stated that pictures contribute to interest and motivation, and he added
that they present language structures, target language vocabulary and functions (e.g.,

making a polite request, expressing likes and dislikes in a pre-structured situation) and
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improve learners’ target language skills and competence (e.g., listening, reading,
writing and speaking). If these materials are presented in a meaningful and systematic
way, they may give learners the opportunity to ‘“acquire” the target language
information subconsciously and effectively. Furthermore, the role and function of ICT
(Information and Communication Technology) in language classrooms is essential. In
order to gain learners’ attention and to increase their motivation, teachers should make
use of online and offline digital games. In his book named The Conditions of
Learning, Gagne (1965) listed his nine events of instructions such as gaining attention,
informing learners of objectives, stimulating recall of prior learning, presenting the
content, providing learning guidance, eliciting performance (e.g., practicing the new
skill by posting of project work), providing feedback (scores), assessing performance
and enhancing retention (e.g. surveys, interviews etc.) (as cited in Iverson, 2005).
Digital games used in a language classroom should cover all these characteristics to

facilitate the acquisition process (e.g., vocabulary acquisition, writing skills, etc.).

With the advent of technology, the effectiveness of computer-assisted
instruction and learner-centered approaches has been examined more in detail since
the increased exposure to technology has led to a new need for teachers to integrate
digital instructional tools into their curricula since they need to answer learners’ needs
and expectations. In his article, Prensky (2001) used the word “digital native” to
define today’s students who are born into a digital world since he stated that they are
all native speakers of the digital language of tools such as computers, the Internet, etc.
Growing up in a technologically rich environment such as iPods, iPads, Twitter,
Facebook and more, digital natives may have a natural affinity for technological tools,
and teachers should be aware of the expectations of digital natives in order to be able

to answer their academic and non-academic needs.

Richards and Rodgers (2001) included Benjamin Franklin’s words, “Tell me and
I forget/ teach me and I remember/ involve me and I learn” (p. 82), and the integration
of computer-assisted instructional tools into a school curriculum increases the
possibility of learner participation and autonomy. Ryan, Rigby and Przybylski (2006)
underlined this positive impact by stating, “When activities are done for interest or
personal value, perceived autonomy is high. Provisions for choice, use of rewards as

informational feedback ... and non-conditioning instructions have all been shown to
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enhance autonomy and, in turn, intrinsic motivation” (p. 349). Larsen-Freeman (2001)
underlined the role of learner production by referring to Swain’s Output Hypothesis
and stated that when students “attempt to produce structures, they get to test their
hypotheses on how the structure is formed or what it means or when it is used. ... they
can receive feedback on their hypotheses and modify them as necessary” (pp.257-
258). As a result, computer-assisted instructional tools may give learners the
opportunity to realize their academic and non-academic skills and may enhance their
self-evaluation skills. For instance, a research study conducted in Turkey analyzed the
impact of computer-assisted instruction on 248 Turkish learners’ vocabulary
acquisition level (88.7% of them use social networking); and in the study it was
highlighted that social network games had pedagogical benefits since the results of this
research showed that the students could “incidentally” learn a great number of foreign
language words from online games on social networks (Cetin et al., 2012). The
empirical study discussed above indicates that meeting the needs of digital natives

requires the use of technological tools that address the demands of today’s digital age.

Furthermore, computer-assisted instruction may increase learners’ sense of
emotional safety. In other words, virtual environments may increase their sense of
safety because learners are allowed to practice their skills by exploring the potential
consequences of the actions taken in the real world. As a result, learners have the
freedom to make mistakes without suffering the serious and real consequences of their
actions. For instance, Gopher, Weil and Bareket (1994) conducted a study with two
groups of Israeli Air Force cadets trained for 10 hours on the Space Fortress II game
and compared their performance to a control group which was not exposed to the
game. The findings of the study indicated that the two groups, who were exposed to
the virtual environment, outperformed the control group by transferring their newly-
acquired knowledge and skills to an actual flight condition (as cited in Tobias,

Fletcher, Yun Dai & Wind, 2011).

In addition, the term “persona” is defined as, “a particular self-image ... that can
be construed from our overall personality, or mental life ... aspect of our personality,
either actual or imagined, that we choose to project to an audience in hope of
achieving desired effects” (Sadoski, 1992, pp. 272-273). In an educational setting,

poor grades may lead to feelings of inferiority by affecting learners’ self-confidence
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and self-image since learners may think that the grades they earn tend to reflect their
learning capacity. According to Heidegger (1992), the concept of “perception of a
picture” refers to a picture which is the representation of the real world and not the real

world itself, and he underlined the impact of digital beings by stating:

Here we have a new type of representing. What is now bodily given is the
postcard itself. This card itself is a thing, an object, just as much as the bridge
or a tree or the like. But it is not a simple thing like the bridge. As we have
said, it is a picture-thing. In perceiving it, I see through it what is pictured, the
bridge. ... The picture-thing can be a concrete thing - the blackboard on the
wall -but the picture-thing is not merely a thing like a natural thing or another
environmental thing. For it shows something, what is pictured itself. (as cited

in Kim, 2001, p. 93)

In other words, the virtual environment increases learners’ sense of safety by
providing them with risk-free learning environments where consequences are not
“dangerous” (e.g., poor grades) and where mistakes are tolerated contrary to the
traditional classroom atmosphere. The correct and incorrect answers presented on the
computer screen are not the “actual grades” learners earn, and they are just the
“scores” of a game. This factor may reduce learners’ anxiety level, and it may even
increase their self-efficacy. For instance, Tompson and Dass (2000) conducted a study
with 252 undergraduate students who were business majors, and there were two
separate groups (126 students in each group) in the study. One group (experimental
group) was enrolled in a simulation strategic management course, and the remaining
students were enrolled in a course (control group) that taught using primarily case
studies. The findings of the study showed that the learners in the experimental group
showed significantly higher improvement in self-efficacy since the simulations gave

them the opportunity to experience the complexities found in real strategic decisions.

2.3.4 The quality of computer-assisted instructional tools. In order to provide
learners with a successful learner-centered language learning environment, teachers

should take certain pedagogical rules and disadvantages into consideration especially
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when integrating computer-assisted instructional tools into their curricula. To begin
with, the success of learner-interface interaction can be achieved by focusing on
learners’ competency. In other words, teachers should question the prerequisite e-
learning and technological skills of their learners and should pay attention to the
quality of the interface used in a classroom setting by using familiar language, clear
and concise instructions, consistent formatting, etc. (Iverson, 2005). For instance,
Alexander (2009) stated that games include “multiple modes of writing and a need to
develop a sense of how text and visuals interact; many games provide a rich
environment in which gamers are developing and ... playing with a variety of complex
literacy skills” (p. 36). In other words, educators need to be aware of learners’
computer literacy skills in order to be able to make a clear distinction between the
mistakes caused as a result of learners’ lack of computer literacy skills and the
mistakes caused as a result of learners’ lack of target language knowledge. By
adapting various computer-assisted instructional tools to learners’ skills, teachers may

give them the chance to feel safe and independent.

However, the learner-content interaction is also crucial, and teachers should
have enough pedagogical knowledge to analyze the needs and personal interests of
their learners since they should choose engaging contents by presenting classroom
activities with the combination of scenarios, by using audio, music, pictures and
graphic organizers etc. (Iverson, 2005). According to Iverson (2005), learner-
facilitator interaction (e.g., determining learners’ needs and preferences, establishing
learning outcomes and objectives, providing timely feedback, etc.), and learner-learner
interaction (e.g., peer monitoring, working together to analyze a problem, sharing

information, etc.) should be taken into account by teachers.

Furthermore, teachers’ leadership roles have a significant impact on the quality
of digital media, and the standards of National Educational Technology Standards for
Teachers (2008) emphasized this impact by stating “Teachers advocate, model, and
teach safe, legal, and ethical use of digital information and technology, including
respect for copyright, intellectual property, and the appropriate documentation of
sources” (as cited in Coklar, 2012, p. 88). Brom, Sisler and Slavik (2010) also
underlined the impact of teachers’ roles on the usefulness of the instructional material

by stating that efforts to “make a game more educational tend to undermine its gaming
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objective, which may make the game less interesting ... attempts to make educational
materials more game-like may mitigate the educational objectives and cause
frustration and lack of acceptance” (p. 26). As a result, teachers should find the
balance between the educational objectives and the gaming objectives by reviewing
the aims they want to achieve while presenting the subject matter and the needs of the
learners and by adding educational aims into the context of the games. Teachers’
flexibility in regards to innovations and the change in learners’ interests may also
influence the impact of computer-assisted instructional tools. For instance, a study,
which focused on teachers’ skills, underlined that according to some scholars, a lack
of knowledge about instructional methods for including games is one of the most
frequently encountered obstacles (Kirriemuir & McFarlane, 2004, as cited in Can &

Cagiltay, 2006).

2.3.5 Deafness and the acquisition process of a third language. In this
section, topics such as hearing-impaired learners and their third language acquisition
process, the integration of computer-assisted instructional tools as supporting materials
to teach a third language to hearing-impaired learners, the impact of these tools on
learners’ social skills, and finally the factors affecting the efficiency of computer-

assisted instructional tools will be discussed.

2.3.5.1 Hearing-impaired learners and their third language acquisition
process: The cross-linguistic effect. The foreign language education of students with
special needs in Turkey has been neglected for many years. However, according to the
regulation of the Ministry of Education’s Special Education and Counseling Services,
students who have hearing problems or who are intellectually disabled “can be”
exempt from some of the foreign language skills or from the whole class upon their
parents’ request. In other words, some foreign language skills “can be” introduced to
learners with special needs, including hearing-impaired learners, according to the

severity of learners’ disabilities (Milli Egitim Bakanligi [MEB], 2014).

For hearing-impaired language learners in Turkey, English is a third language
(L3) since their first language is Turkish Sign Language and their second language is
Turkish. As noted previously, the degree of learners’ hearing loss and the onset of
hearing impairment, are some of the key factors that may affect their acquisition level

of the first, the second and even the third language and also their academic and non-
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academic skills. According to the “Critical Period Hypothesis”, “there is an age-
related point (generally puberty) beyond which it becomes difficult or impossible to
learn a second [foreign] language to the same degree as NSs of that language” (Gass &
Selinker, 2001, p. 335). Gindis (1999) stated that deafness is a severe disability since it
affects speech development, blocks verbal communication and hinders entry to the
world of culture. As a result, for the successful language acquisition process, hearing-
impaired learners should be given the opportunity to improve their metacognitive
skills and learning strategies as early as possible. The previous studies pointed out the
positive role of a first language and a second language on the acquisition process of a
third language. For instance, Modirkhamene’s (2006) study which compared the
English language acquisition success level of Turkish-Persian bilinguals and Persian
monolinguals underlined the positive impact of bilingualism on L3 learning since the
study showed that the previously learned languages provided cognitive and linguistic
benefits for Turkish-Persian bilingual learners (as cited in Onishi, 2013). In other
words, Turkish-Persian bilinguals outperformed their monolingual peers since they
were competent in both languages, and the monitoring strategies they used improved
their performance in their third language and enhanced their speed. In addition, Onishi

(2013) highlighted the concept of psychotypology by stating:

Psychotypology is wusually understood as perceived similarities between
languages. Such factors may play an important role when an L3 learner
perceives his L2 and target L3 to be similar, regardless of their true genetic
relatedness. For instance, Italian and English may be perceived to be similar by
native speakers of some Asian languages, such as Japanese, even though Italian
is a Romance language and English is a Germanic language, simply because
they would appear more similar to each other than to Japanese. If the learner is
a native speaker of German, however, he may not perceive Italian to be as

similar to English as his native language is. (pp. 67-68)

The above quote shows that hearing-impaired learners whose first language is
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Turkish Sign Language may depend on Turkish while acquiring their third language
(English) since according to hearing-impaired learners these two languages may share
some common features. In other words, both languages can be presented in a written

form, and they mostly share the same Latin letters.

Harris and Moreno (2004) conducted a study with a group of hearing-impaired
learners and hearing learners to examine their spelling performance. They concluded
that most of the spelling mistakes made by the hearing-impaired learners were non-
phonetic mistakes which indicated that they did not use phonological coding contrary
to the hearing learners (as cited in Houston, 2009). According to Fuchs (2005),
“Speaking, hearing and lip-reading in the foreign language should not be taught [to
hearing-impaired learners] because they do not belong to the communicative needs of
[the] deaf” (as cited in Bedoin, 2011, p.172). However, Allman (2002) examined the
impact of visual information on the hearing-impaired children’s performance by
observing the invented spellings of the kindergarten and the first-grade children who
made use of the Total Communication approach, and he concluded that these children
used some visual strategies such as lipreading, signing and fingerspelling so as to spell
out words (as cited in Houston, 2009). Thus, hearing-impaired Turkish students who
have experienced the written form of their second language (Turkish) may have the
chance to fingerspell the English words they see, and they may also see the connection
between the written forms of the vowel sounds in a word and determine them by the
lip movements of the speaker (e.g., their teacher). As a result, not only the written or
the spelled out form of a target word but also the equivalent sign used in Turkish Sign
Language and the shape the word takes in the signers mouth should be taken into
consideration to form a complete and balanced acquisition process since there can be

different degrees of hearing loss in a classroom setting.

Hamilton (2011) underlined that hearing-impaired individuals’ sequentially
based working memory is limited in comparison to that of hearing individuals.
According to Marschark and Wauters (2008), hearing-impaired children hardly ever
use sequential processing strategies which may account for their linguistic working
memory deficit and language comprehension difficulties (as cited in Hamilton, 2011).
As a result, in order to enhance the recall and the comprehension of a target word (e.g.,

meaning, spelling, etc.), teachers should provide learners with visual support or cues.
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For instance, Houston (2009) stated:

in order to spell a word correctly, an individual must remember the specific
order of letters within that word and that order is best remembered through
verbal rehearsal; because individuals who are deaf are often unable to
auditorily access speech sounds, then they must rely primarily on their visual
memory of the word (whether how it looks in written format, when

fingerspelled, or when pronounced on the mouth). (pp. 8-9)

The above quote describes the target language vocabulary acquisition process of
hearing-impaired learners by underlining the importance of visual information. On the
other hand, previous research has also shown that sentence level operation of
vocabulary is also possible for hearing-impaired students who learn English as their
third language. For instance, Bedoin (2011) stated that from the four basic foreign
language skills (reading, writing, speaking and listening) only reading and writing are
appropriate for hearing-impaired learners, but he also underlined a grammar lesson in
which the hard-of-hearing learners were used to communicating orally in class and
were learning how to use English adjectives in the superlative form. In that study, the
English teacher chose a listening activity from an English textbook, gave instructions
and explanations in French, put the audiotape out loud, expected the students to listen
to the text and stopped after each sentence, repeated sentences slowly, and the students

were expected to tick the correct answer (Bedoin, 2011).

In addition, language teachers should also consider the characteristics of
hearing-impaired learners’ native language and design instructional tools accordingly.
For instance, a research study that examined the characteristics of signers and hearing-
impaired people highlighted that some of the signed languages have relational
lexemes, but the users of these languages prefer the visually richer expressions, and
they do not prefer to use abstract or categorical ways of encoding (Ozyiirek,
Zwitserlood & Perniss, 2010). King and Quigley (1985) also indicated that hearing-
impaired children have the tendency to use and understand familiar action verbs and

concrete nouns compared with abstract words with which they do not have much
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experience (as cited in Furlonger & Rickards, 2011).

The points mentioned above indicate that hearing-impaired learners should be
recognized as members of a linguistic and cultural community and should be given the
opportunity to learn a foreign language. As a result, different and appropriate foreign
language teaching strategies should be used according to the learners’ level of
proficiency in their target language and the degrees of hearing loss determined in a

classroom setting.

2.3.5.2 The integration of computer-assisted instructional tools as supporting
materials to teach a third language to hearing-impaired learners. The inclusion of
foreign language education in the school curriculum should be planned carefully and
effectively in order not to affect hearing-impaired learners’ motivation in a negative
way and to provide long-term gains in learners’ academic performance. In order to
provide access and communication chances for hearing-impaired learners and to
increase their social satisfaction level, teachers should examine learners’ needs (e.g.,
learning pace of the students, severity of their disabilities, etc.) and design appropriate
classroom materials through which students can transfer or receive the target language

knowledge successfully.

The language problems deaf and hard of hearing learners face do not always
arise from learners’ level of intelligence. While commenting on the English literacy
level of deaf and hard of hearing students who use American Sign Language, Heward
(2009) stated that these problems “in education and adjustment are largely attributable
to inadequate development of a first language as well as the mismatch between the
demands of spoken and written English and the students’ ability to understand and
communicate in English” (p. 337). A research study that examined the reading and
writing skills of twenty-six deaf participants in Chile described MacDougall’s (1979)
ideas who claimed that a person’s access to phonological information was especially
auditory, but many studies underlined that phonological information can also be
acquired and strengthened through visual information (as cited in Puente, Alvarado &
Herrera, 2006). The positive impact of digital materials on hearing-impaired learners’
academic and non-academic skills was also examined by Roberson (2001) who stated
that educational technology offers visual methods of presenting information to the

learners (e.g., videos, the use of Internet, etc.), and it eliminates the emphasis on the
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audible communication of information; thus it allows hearing-impaired learners to be
freed from the limitations in communication which may restrict their learning and

participation.

The points discussed above suggest that the visual representation of a target
word may develop hearing-impaired learners’ receptive and productive skills since
educational technology mainly focuses on appropriate means of communication (e.g.,
writing and reading activities) without expecting them to participate in activities that
mainly require audible representation of target language information. A study which
was conducted with 69 deaf and hard of hearing middle school students analyzed the
impact of digital images on the learners’ language skills, and Strassman and O’Dell
(2012) stated that the use of visual images gave the learners the opportunity to use
more content-specific vocabulary, they included more main ideas and details in their
writings and wrote longer texts. Furthermore, a research study which was conducted
with 70 profoundly deaf students (43 students in the experimental group and 27
students in the control group) in Serbia examined the impact of computer games on the
development of these learners’ visual-motor skills, and Radovanovic (2013) stated that
the seven-year-olds in the experimental group outperformed their peers in the control
group and the control group of eight-year-olds; and the eight-year-olds in the
experimental group scored more points on the post-test compared to their peers and

also the nine-year-olds in the control group.

Moreover, Drigas, Vrettaros, Tagoulis and Kouremenos (2010) presented a
study which focused on the impact of e-material, vodcasting and web 2.0 tools (e.g.,
social networking and blog) on the deaf learners’ foreign language acquisition process.
After the completion of the pilot study, a questionnaire was administered to the
trainers and the pedagogists in order for them to evaluate the impact of the study (e.g.,
the content quality, interactivity, etc.), and they concluded that the above-mentioned
tools supported the learners’ acquisition process and also encouraged their learning.
Another study which was conducted in Thailand highlighted the positive impact of
computer-assisted instruction on the hearing-impaired learners’ foreign language
performance (Wicha, Sharp, Sureephong, Chakpitak & Atkins, 2012), and the
researchers made use of an educational software tool (Total Communication with

Animation Dictionary) to facilitate the learners’ vocabulary development in English
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and to improve their retention skills (See Figure 2.2).

LINIDNGROOM

Figure 2.2. A screenshot showing the contextual vocabulary associated with “living
room”. From “An animated dictionary for hearing-impaired students in Thailand,” by
S. Wicha, B. Sharp, P. Sureephong, N. Chakpitak & A. Atkins, 2012, Journal of
Research in Special Educational Needs, 12(4), p.239.

This software included different ways of communication (e.g., sing language,
finger-spelling, lip reading, etc.), and the findings of the study showed that it increased

learners’ engagement and improved their vocabulary development in English.

2.3.5.3 The impact of computer-assisted instructional tools on hearing-
impaired learners’ social skills. The social interaction level of children who are deaf
and hard of hearing is described by Antia, Jones, Luckner, Kreimeyer and Reed (2011)
who stated, “Although it is expected that children with a greater degree of hearing loss
will have poorer social outcomes, research indicates that children with all degrees of
hearing loss have social difficulties” (p. 491). In other words, students with hearing
impairment may feel isolated in a learning environment where they are not provided
with appropriate teaching tools especially by mainstream teachers. Gargiulo (2009)
stated, “Deaf children spend less time in cooperative peer play when they are with
other deaf children; even though they are interested in and initiate the interaction, they
frequently get no response from their play partner because of language deficits” (p.
411). Research has shown that cooperative computer activities that require the
inclusion of teams may enhance hearing-impaired learners’ interpersonal
communication skills since learners may have the opportunity to learn or acquire the
target language information by comparing their performance with other students and

by peer reviewing and supporting each other (e.g., correcting each other’s mistakes,

28



etc.) to achieve a common goal.

For instance, a study which was conducted with students attending the Atlanta
Area School for the Deaf (Clarkston, GA), made use of a gesture recognition
technology to increase the hearing-impaired learners’ competence in American Sign
Language (Henderson, Lee, Brashear, H. Hamilton, Starner, & S. Hamilton, 2005).
The system used in the aforementioned study was an interactive game that included a
tutoring video to show the correct signs (e.g., phrases), a live video to provide input to
the system and feedback to the player and also an animated character (a cat) that
performed the player’s instruction. At the end of the first pilot study, the researchers
decided that the game required a smoother flow in order to encourage the children to
attempt to the phrases again when their signing was incorrect. As a result, they
changed the flow of the game slightly in the second pilot study by including a video
clip in order for the learners to watch and cue the correct signing. The findings
indicated that the learners played the game until the researchers stopped them, and

they were highly engaged in the game.

In addition, literature has also shown that computer-assisted instructional tools
may increase hearing-impaired learners’ self-confidence. For instance, the Internet
provides them with the opportunity to communicate with others effectively through
reading and writing since they are given the opportunity to freely communicate with
people via email, forum, blogs etc. without revealing their special health status, and
this may elevate their self-esteem (Barak & Sadovsky, 2008). Markey, Power and
Booker (2003) conducted a study in order to investigate the impact of games on four
hearing-impaired students’ (2 boys and 2 girls) notion of fractions. At the end of the
study it was concluded that the games used in the classroom, “not only provided a
suitable basis for mathematical learning that was motivating and interesting and met
the students’ educational needs, but also created the basis for a way of learning that

was nonthreatening and boosted self-esteem” (Markey et al., 2003, p. 256).

2.3.5.4 Factors affecting the efficiency of computer-assisted instructional
tools. Games, which are designed according to the academic and personal needs of
hearing-impaired learners, may have positive impact on learners’ performance and
motivation since they can provide some appropriate communication tools that may

give learners the opportunity to reflect their newly acquired knowledge effectively.
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However, not only the quality of instructional materials discussed in Section
2.3.4, but also the foreign language teachers’ background knowledge in special
education and their perceptions may have a crucial impact on learners’ performance
and motivation. For instance, mainstream foreign language teachers, who are expected
to teach deaf and hard of hearing learners in mainstream schools or in schools
specialized for hearing-impaired learners, may have the tendency to follow the same
teaching strategies they use while teaching hearing students. However, teachers should
use special teaching strategies while teaching hearing-impaired learners since the
social-emotional development of these learners “depends heavily on the ability to use
communication skills. A hearing loss modifies one’s capacity to receive and process
auditory stimuli; thus, the individual who is deaf or hard of hearing receives reduced
auditory information” (Gargiulo, 2009, p. 411). A research article put forward the
problems in the field of special education in France by stating that because of the
shortage of English teachers of the deaf, teachers are recruited in schools (even in
schools specialized for hearing-impaired learners) without any special training; as a
result, they have to find out for themselves the challenges hearing-impaired learners

may face (Bedoin, 2011).

The challenges discussed above are also observed in Turkish educational system,
and language teachers who are recruited to teach hearing-impaired students should be
given some background knowledge about deaf and hard of hearing learners’ needs,
their academic level and the communication methods they make use of (e.g., Turkish
Sign Language, fingerspelling, etc.) in order to be able to design their instructional
materials successfully. For instance, Luckner, Slike and Johnson (2012) emphasized
that teachers need to know that a huge number of hearing-impaired students enter
schools with “(1) language, vocabulary, and literacy delays; (2) gaps in background
and domain knowledge; (3) inadequate knowledge and use of learning strategies; (4)
socials skills deficits; and (5) reliance on assistive technology” (p. 65). As a result,
teachers should prefer different types of strategies (e.g., inviting interpreters) so as to
make foreign languages accessible to hearing-impaired learners. However, Bedoin
(2011) analyzed the situation of hearing-impaired French learners who studied English
as their third language and stated that in order to be good role models for hearing-
impaired learners, foreign languages should be taught “by hearing users of English

who can use French sign language or by deaf people with high English proficiency”
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(p.172).

All these factors and points underlined above indicate that for each course,
schools should provide a curriculum especially designed for learners with hearing loss.
Gindis (1999) also underlined that according to Vygotsky’s “positive differential
approach”, students with special needs require some alternative or modified
educational methods; as a result, special education programs should also design and
employ their own specific methods. For instance, foreign language teachers should
plan the content of their curriculum according to the characteristics of hearing-
impaired learners, and they should focus on the positive impact of virtual environment
on the learners’ receptive and productive skills so as to increase these learners’
motivation. Thus, they may give learners the opportunity to interact with each other
effectively in a collaborative atmosphere. They may also have the chance to improve
hearing-impaired learners’ performance and motivation by directing learners’ energy
towards language learning without making them feel anxious about their target

language performance.

Financial problems may also affect the quality and even the use of computer-
assisted instructional tools. For instance, a study, which was conducted with
elementary school students to assess the impact of digital video games on the learners’
skills, highlighted that the use of video games in a classroom setting, “comes with a
cost. Add to that barrier the rapid consumer characteristic of the younger generation,
and we have an even bigger problem of providing sustainable video game
environments for these learners” (Tiiziin, 2007, p. 473). Kluwin and Noretsky (2005)
also stated, “several administrative or structural concerns, such as local support and
infrastructure; and the nature of the training program itself impinge on the likely

success of the integration of technology into teaching by working teachers” (p. 352).

The empirical research studies and the points discussed above highlight the
impact of quality instructional materials on the quality of learning outcomes; thus the
factors discussed above (e.g., teachers’ and learners’ skills, financial problems, etc.)
should be taken into consideration by educators and school administrators in order to

be able to offer the greatest possibilities for hearing-impaired learners.
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2.4 Conclusion

The aim of this chapter was to describe the major topics related to the role of
computer-assisted instructional tools in the field of English language education. In
general, this chapter examined hearing-impaired learners’ culture and the
communication means they use. It also focused on the acquisition process of a third
language by hearing-impaired learners, the impact of family members and teachers on
hearing-impaired learners’ education, the impact of computer-assisted instructional
tools on learners’ motivation and performance, and the factors affecting the efficiency
of these tools. The next chapter will describe the methodology used in the present

study.
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Chapter 3: Methodology

3.1 Introduction

Throughout this chapter the methodological foundation of the present research
study will be discussed. This chapter will provide an overview of the study, including
its philosophical paradigm, the design of the study, the research questions, the setting
and the participants, the data collection instruments and procedures, the data analysis
process and the validity and reliability of the study. It will also discuss some ethical
issues and also the limitations and the delimitations of the study. The goal was to
examine the hearing-impaired Turkish students’ vocabulary development in English
and their motivation to study this language by integrating a CALL tool into the

curriculum.
3.2 Philosophical Paradigm

According to Creswell (2007), researchers bring their worldviews, paradigms
or belief systems to their research projects, and a successful research study requires
making these assumptions explicit. Teddlie and Tashakkori (2009) underlined the
five types of paradigms: positivism, postpositivism, pragmatism, constructivism and
transformative. The present study adopted a mixed methods approach in which both
qualitative and quantitative methods were used to provide a broader perspective on
the overall issue, and it was more qualitative in nature. Incompatibility thesis
believes that it is inappropriate to mix qualitative and quantitative methods since
there are fundamental differences in the paradigms underlying these methods
(Teddlie & Tashakkori, 2009). However, pragmatism rejects this thesis with the

compatibility thesis and claims that:

Objectivist and subjectivist perspectives are not mutually exclusive. Hence, a
mixture of ontology, epistemology and axiology is acceptable to approach
and understand social phenomena. ... Pragmatist researchers favour working

with both quantitative and qualitative data because it enables them to better
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understand social reality. (Wahyuni, 2012, p.71)

The above paragraph indicates that pragmatism is a value-bond paradigm that
integrates multiple perspectives to answer the research questions of a study. On a
philosophical level, the present study embraced a pragmatic approach by rejecting
the either/or choices associated with the paradigm debate and triangulated methods,

sources, analysts and theories by building a bridge between them.
3.3 Overall Design of the Study

The main purpose of the study was to depict the impact of CALL on the
hearing-impaired Turkish students’ English vocabulary development process by
reviewing the views of the students and the other key stakeholders such as the
English teacher, the classroom teacher, the family members and the school principal.
The research design is a systematic plan that combines the different components of a
research study in a logical way. Therefore, it is crucial for a research study to be
developed in the most appropriate form for the research questions to be answered
effectively, and research methods may range from the pure qualitative to the pure
quantitative methods. Considering the aims of the study and the literature conducted
in the related fields, a mixed methods intervention design was employed in the
present study. Tashakkori and Creswell (2007) described mixed methods research as
a research study “in which the investigator collects and analyzes data, integrates the
findings, and draws inferences using both qualitative and quantitative approaches or
methods in a single study or program of inquiry” (as cited in Teddlie & Tashakkori,

2009, p.339).

The present study, which was more qualitative in nature, allowed for
triangulation of methods, sources, analysts and theories to provide a detailed and

balanced picture of the given situation which will be discussed in Section 3.8.
3.4 Research Questions

The research questions were designed to reveal the perceptions of the
students, the family members, the English teacher, the classroom teacher and the

school principal, and they were all about the integration of CALL into the current

34



English curriculum. The following research questions, and/or the sub-questions, were
taken as the blueprint for the present study to highlight the impact of CALL on the

learners’ motivation and their vocabulary development in English.

1. What is the impact of CALL on the hearing-impaired Turkish students’

vocabulary development in English?

a. What is the impact of CALL on the students’ vocabulary
development in English?

b. What is the impact of CALL on the students’ vocabulary
development in English according to the perceptions of the key
stakeholders (e.g., the school principal, the classroom teacher

and the English teacher)?

2. What is the impact of CALL on the hearing-impaired Turkish students’
motivation according to the perceptions of the key stakeholders (e.g., the
students, the family members, the school principal, the classroom teacher and

the English teacher)?
3.5 Setting and the Participants
This section will provide information on the setting and the participants.

3.5.1 The setting. The research study was conducted in Mimar Sinan
Elementary School for the Deaf which was located in Fatih, Istanbul. This school
was first founded in 1889 and was forced to close due to lack of students, but it was
reopened in 1953. The school took different names and moved to different places,
but in the end the name Mimar Sinan Elementary School for the Deaf was given to
the school. In 1995-1996, the Multi-Program High School was founded but was
renamed as Fatih High School for the Deaf in 2002. However, the study was
conducted with the elementary school students and not with the high school students

(See Table 3.1 for the elementary school population).
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Table 3.1
Student Population in Mimar Sinan Elementary School for the Deaf

Grade Male Students Female Students Total Number
Preschool 4 6 10
1/A 3 2 5
1/B 5 1 6
2/A 2 4 6
2/B 2 5 7
3/A 7 2 9
3/B 5 1 6
3/C 5 3 8
4/A 4 4 8
4/B 3 7 10
5/A 5 4 9
5/B 6 4 10
6/A 4 4 8
6/B 7 4 11
6/C 7 4 11
6/D 9 2 11
6/E 8 5 13
7/A 5 6 11
7/B 5 6 11
7/C 5 5 10
7/D 6 3 9
7/E 7 4 11
7/F 6 3 9
8/A 7 5 12
8/B 10 4 14
8/C 6 5 11
TOTAL 246

Table 3.1 indicates that the classrooms were not crowded since crowded
classrooms could distract the hearing-impaired students’ attention, and they could
also decrease the quality of education learners received. According to the Ministry of
Education in Turkey, students are required to start learning English in the 4t grade.
Unfortunately, there is not a special foreign language program designed for hearing-
impaired Turkish students, and students with and without disabilities use the same
foreign language coursebooks. However, according to the regulation of the Ministry
of Education’s Special Education and Counseling Services in Turkey, students who

have hearing problems or who are intellectually disabled “can be” exempt from some
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of the foreign language skills or from the whole class upon their parents’ request

(Milli Egitim Bakanligi [MEB], 2014).

Because English is one of the required courses in Turkish state schools, Mimar
Sinan Elementary School for the Deaf started offering English classes for 5™ and 6™
graders in the academic year of 2013-2014, and each class had three hours of English
per week. There were only two English teachers who worked collaboratively so as to
provide strong consistency and fairness among classrooms. Each grade had its own
subgroups which were divided according to the students’ level of ability. Apart from
English, there were also courses such as Turkish, Math, Science, Physical Education,
Moral and Religion, Social Sciences, Computer, Music, etc., and teachers and
students had the opportunity to use different types of technological tools (e.g., smart
boards, projectors, laptops, computer labs, etc.). There was also a special sound
system (Group Hearing Aid System) available in each classroom so that the voice of
a teacher could be transmitted successfully, and teachers preferred using both
Turkish Sign Language and Turkish in the classrooms according to the students’
level of competency to facilitate access to the lecture content. All these factors

affected the researcher in the process of selecting the research site.

3.5.2 The learners. Before the intervention, the researcher used a purposive
sampling approach to select a small number of participants. There were five groups
of 6™ graders in the school, and the study was conducted with 6/A students since the
number of the students with multiple disabilities was really high in the remaining
groups. As a result, the researcher had to conduct the research study with this
subgroup to be able to evaluate the impact of CALL on the students’ vocabulary
development process effectively. The participants were eight (8) students (4 male
and 4 female participants) who were aged between 12 and 17. All the students had
hearing aids and were all fluent in Turkish Sign Language. The reason why the age
range was so high was that one of the students who was born in 1997 was
intellectually disabled, and the other student who was born in 1999 was profoundly
deaf; as a result these two students had to study in this group. Table 3.2 shows their
level of disability and their year of birth which were gathered through the secondary

data collection tools (See Section 3.6.1.4).
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Table 3.2

Characteristics of the Participants

Students Loss of Function (%) Year of Birth
Student #1 42% Bilateral sensorineural hearing loss 2001
Student #2 52% Bilateral sensorineural hearing loss 2001
Student #3 63% Bilateral sensorineural hearing loss 2002
Student #4 Total hearing loss 1999
Student #5 57% Sensorineural hearing loss and 25% 1997

mental retardation
Student #6 52% Bilateral sensorineural hearing loss 2001
Student #7 Bilateral sensorineural hearing loss (the 2001

percentage was not provided)

Student #8 52% Bilateral sensorineural hearing loss 2001

3.5.3 The teachers. The students’ English teacher, their classroom teacher and
the school principal were interviewed for the present study. The school principal had
gained his BA degree in the field of Religious Culture and Moral Knowledge, and he
had never had the opportunity to learn Turkish Sign Language before his present
position in the school. The reason why the school principal was involved in the study
was to collect data on the foreign language teaching policies of the institution and to

understand school culture.

The English teacher was a non-native speaker of English and worked there as
a part-time teacher since she was also teaching at another state school. She was a
graduate of Foreign Language Education Department and had held her BA degree in
the field of English Language Teaching. However, she had never taught hearing-
impaired students before and only knew the equivalents of some of the basic Turkish
words and expressions in Turkish Sign Language (e.g., equivalents of the target
words taught in the classroom and the common in-class expressions and words such
as “write”, “sit down”, “exam”, etc.). She was asking for guidance from the
classroom teacher and the school counselor to get some information about the
techniques used while teaching students with special needs. She took part in the in-
class observation sessions to assess the students’ target language performance by

using a structured checklist with the researcher before and throughout the present
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study, and she was also interviewed at the end of the study because she was the only

person who could closely observe the students’ reactions towards the intervention.

The classroom teacher was also the Social Science teacher. He was interviewed
because he was also studying English Translation to get his second BA degree, and
he was also teaching Turkish Sign Language to the novice teachers and supporting
hearing-impaired learners by practicing sign language with them in person. As a
result, he had the opportunity to successfully observe and comment on the impact of
CALL on the hearing-impaired learners’ vocabulary development in English,
including their success and motivation, since he had a good command of their third

language (English) and their first language (Turkish Sign Language).

3.5.4 The family members. In order to get some detailed information about
the hearing-impaired students and their family members, the researcher administered
questionnaires at the beginning and at the end of the intervention sessions because as
it was stated in the previous chapter, Ulrich and Bauer (2003) underlined that the
education and the awareness level of family members (e.g., parents) and their support
may directly and indirectly affect the hearing-impaired learners’ academic and non-
academic skills (as cited in Gargiulo, 2009). The questions, which were mostly
related to those factors, were answered by the students” mothers and fathers, but only
one of the questionnaire packs was answered by one of the students’ brother. Table
3.3 gives information about the ages and the education levels of the family members
participated in the study, and it follows the order used in Table 3.2. In other words,

“Family Member #1” is the family member of “Student #1”.
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Table 3.3
Family Member Demographics: Age and Education Level

Family Members Age Education Level
Family Member #1 50 Primary School
Family Member #2 41 Primary School
Family Member #3 25 University

Family Member #4 40 Primary School
Family Member #5 36 Primary School
Family Member #6 33 Primary School
Family Member #7 52 Primary School
Family Member #8 34 Primary School

3.6 Procedures

In this section, the data collection process will be explained in detail. Both

qualitative and quantitative methods were used in the present study (See Figure 3.1).

Figure 3.1. The three research communities and their points of view. From
Foundations of Mixed Methods Research: Integrating Quantitative and Qualitative
Approaches in the Social and Behavioral Sciences (p.23), by C. Teddlie and A.
Tashakkori, 2009, Thousand Oaks: CA. Copyright 2009 by SAGE Publications.

In social sciences, “triangulation” refers to the application of both qualitative
and quantitative methods in mixed methods studies. It is used in the analysis process
of the data to determine the quality of the collected data and to provide a more

complete and comprehensive perspective on a given situation. On the other hand,
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triangulating methods may have disadvantages since the researcher who uses
different methods in order to study the same phenomenon may see conflicts in

findings, but Patton (2002) underlined the significance of this conflict by stating:

Areas of convergence increase confidence in findings. Areas of divergence
open windows to better understanding the multifaceted, complex nature of a
phenomenon. ... Focusing on the degree of convergence rather than forcing a
dichotomous choice — that the different kinds of data do or not converge —

yields a more balanced overall result. (p.559)

In the present study, the researcher used some triangulation techniques to
increase the design quality of the study which will be described in Section 3.8 more

in detail.

3.6.1 Data collection instruments. The present study triangulated methods
as it followed multiple data collection procedures by including both quantitative and
qualitative data collection tools to answer the research study questions and to provide
a well-integrated picture which will all be discussed in Section 3.8 more in detail. In
Silverman’s (2000) book it was highlighted that focusing only on the experimental
data or some official statistics may not establish the validity of research findings
effectively since, “The methods used by qualitative researchers ... can provide a
‘deeper’ understanding of social phenomena than would be obtained from purely
quantitative data” (p.8). To sum up, both qualitative and quantitative data collection
tools were used in the present study to allow for objectivity and value-free science
and to leave a room for the subjective and unstructured interpretations of the

participants.

3.6.1.1 Questionnaires. In accordance with the relevant literature conducted
in the fields of English language teaching, deaf education and also technology, the
researcher developed a questionnaire consisting of nineteen (19) questions and an
introduction part that required some background information about the participants
(See Appendix A). The questionnaire was conducted in the family members’ mother
tongue (Turkish) because the participants could not speak English. The demographic

survey served for the purpose to get some information about the family members and
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to find out their perceptions on the students’ education by asking some open-ended
questions about different topics such as Turkish Sign Language, English, the hearing-
impaired students’ attitudes towards technology, the current curriculum, etc. The
researcher made use of open-ended questions in order to be able to analyze the
participants’ views accurately and thoroughly because the participants had the
chance to use their own words; as a result the researcher could see their personal
feelings and thoughts. In other words, the researcher preferred open-ended questions
since it was impossible to observe the participants’ reactions and ideas effectively
only through scales composed of standardized items. The answers of the open-ended

questions were read through and were categorized in the data analysis process.

The first part of the questionnaire aimed to get information about the family
members’ age, education level, their degree of relationship with the students, and it
also asked whether the respondents had any disability or not. The second part of the
questionnaire (Questions 1-9) was designed to find out family members’ knowledge
of Turkish Sign Language and lip-reading skills, the techniques they used while
communicating with the learners and their perceptions on the importance of support
services (e.g., rehabilitation services). Moreover, the third part of the questionnaire
(Questions 10-18) was designed in relation with the objectives of the study since the
questions in this part aimed to find out the family members’ perceptions on their
child’s education (e.g., the English class, the hearing-impaired students’ attitudes
towards technology, etc.), and the fourth part asked whether the participants had any
comments to add or not. All these questions were developed in light of the literature
review conducted before the study since as it was noted previously, family members

may affect hearing-impaired learners’ academic and non-academic skills.

Furthermore, towards the end of the intervention, a 3-point Likert scale
questionnaire (See Appendix B) consisting of 15 questions was given to the students,
and a 3-point Likert scale questionnaire (See Appendix C) consisting of 8 questions
and an additional part for the participants to add comments was given to the family
members in order for them to reflect on the impact of CALL. These two types of
Likert-type scales were almost parallel worded so that the researcher could compare
the answers of the participants’ while assessing their level of agreement and

disagreement to the items related to the topic of interest. In other words, they
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included similar questions (e.g., students’ reactions towards the English class and
computers, students’ self-esteem, etc.). The open-ended questions and the Likert-type
scale questionnaire were used to assess the results both quantitatively and

qualitatively.

3.6.1.2 Interviews. The semi-structured interviews were held in Turkish to
make the participants feel comfortable (See Appendix D), and they were preferred to
get in-depth information about the perceptions of the teachers about the role of the
learners’ knowledge of Turkish in their English vocabulary acquisition process, the
impact of CALL on the learners’ motivation and their language learning outcomes,
and finally the impact of English on the learners’ academic and social skills in the

future. Bogdan and Biklen (1982) suggested that qualitative data were:

Soft, that is, rich in descriptions of people, places, and conversations, and not
easily handled by statistical procedures. ... They [People] are concerned as
well with understanding behavior from the subject’s own frame of reference.
External causes are of secondary importance. They tend to collect their data
through sustained contact with people in settings where subjects normally

spend their time. (p.2)

In addition, the interviews conducted in the study provided some qualitative
data for further understanding because it gave the participants the opportunity to
reflect their own feelings and ideas about the topic under study. As a result, in order
to analyze the answers of the questions that were related to the perceptions of the
participants, the researcher utilized this technique because it was almost impossible
for her to directly observe the feelings and thoughts of the participants only through

standardized items.

Creating rapport also paves the way for successful data collection process,
and the researcher made use of a conversational tone during the interview sessions to
build trust and to increase the quality of the data. The interview questions were
designed to get further information on the participants’ views about the impact of

CALL on the students’ vocabulary development in English and their motivation.
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3.6.1.3 Observation. The researcher also made use of the participant-observer
technique by going into the field to be able to directly observe the factors or anything
that may escape awareness among the people in the setting. The English teacher was
also asked to participate in the in-class observation sessions to increase the reliability
level of the collected data which will be discussed in Section 3.8. A checklist, which
was designed in English, was used in order for the English teacher and the researcher
to specifically observe and assess the impact of CALL on the students’ motivation
and their in-class performance (e.g., their target language vocabulary knowledge,
self-confidence, interest, etc.). The observation checklist items included a “Yes” box
and a “No” box, and the scoring was “Yes=1" and “No=0" (See Appendix E for the

observation checklist).

However, because checklists did not give the observers the opportunity to
record detailed notes, the observers in the present study discussed the definitions of
the predetermined categories in the checklist in detail and found a common definition
for each term so that they could answer the items from a similar point of view since a
term (e.g., motivation) may have different connotations for different people. The
researcher also took extensive field notes in English for each intervention session
(See Appendix F for the field notes sheet) and compared her detailed notes with the
checklist results. According to Chiserti-Strater and Sunstein (2001), field notes
include date, time, the place in which the observation takes place, description of the
environment, specific words, phrases, summaries of conversation, personal responses

and behaviors, etc. (as cited in Berg, 2007).

3.6.1.4 Secondary data. The researcher also collected some unobtrusive
documents which are defined as documents that “do not require intrusion into the
lives of participants by investigators” (Berg, 2007, p.152). For instance, with the help
of the school counselor, the researcher gathered data from the students’ personal
files, in other words, the students’ medical reports that gave information about their

level of disability and their year of birth.

3.6.1.5 The evaluation material. Before the intervention, the researcher gained
some information about the current English vocabulary knowledge of the hearing-
impaired students by asking the English teacher to provide some information about

the results of an English exam which had been administered before the present study.
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In the present study, the learners’ target language vocabulary knowledge was
evaluated by conducting an English vocabulary exam after the completion of the
intervention sessions. In other words, the researcher used computer activities in the
classroom and evaluated the results of the exam (See Appendix G for the exam
questions) so as to investigate the impact of CALL on the students’ vocabulary
development in English. The questions included in the evaluation material were
prepared by the English teacher since the researcher had to stick to the school
curriculum designed by the English teacher. See Section 3.8 for the explanation of
the reasons why the researcher did not use a pretest-posttest design for the present
study. The evaluation material consisted of abstract and concrete words which were
covered in the classroom. The exam questions asked the students to write the Turkish
equivalents of the English words, and there were also some matching questions (e.g.,

matching the target words with the correct picture) in the exam.

3.6.1.6 The intervention material. The researcher made use of a website called
“Quizlet” so as to design computer activities for the participants. According to
Charles Doe (n.d.) “Quizlet is highly recommended for anyone needing to learn
information that fits the flashcard format. Teachers will find it useful to create
flashcards for students and to set up entire classes in groups so students can help each
other” (as cited in Rivero, 2011, p.32). “Quizlet” also provides teachers with a safe
teaching environment in which teachers can have the control of the material. It also
gives teachers the opportunity to prepare age-appropriate activities according to the
program they follow. Figure 3.2 shows an example of a digital flashcard material,

and Figure 3.3 illustrates an example of an activity page designed by the researcher.
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cloudy

bulutlu
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Figure 3.2. An example of a digital flashcard material designed by the researcher.
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Figure 3.3. An example of an activity page designed by the researcher.
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The steps of the in-class activities followed by the researcher will be
discussed in Section 3.6.2 more in detail. As it was highlighted in the previous
chapter, Alexander (2009) underlined that teachers’ and students’ computer literacy
skills may influence the effectiveness of digital instructional tools, and Iverson
(2005) also highlighted the importance of learner-content interaction (e.g., learners’
needs, their expectations, etc.) by stating that the quality of this interaction type may
also influence the effectiveness of digital tools. In other words, teachers should be
aware of students’ and their own technological skills while including computer-
assisted instructional tools into their curriculum. However, as it was indicated by the
figures given above, “Quizlet” is a user-friendly website that can give teachers and
learners the opportunity to focus on the language skills they want to cover without

requiring advanced technological skills.

The prior literature also showed that financial problems may also affect the
inclusion of digital tools into the school curricula. For instance, as it was stated in the
previous chapter, Tiiziin (2007) underlined that these digital tools come with a cost.
However, the website used by the researcher was free of charge. “Quizlet” also
allows students to practice the required skills in an interactive environment by
increasing their level of engagement, motivation and autonomy, and it also increases
their sense of emotional safety through instant and corrective feedback given in a
virtual environment (e.g., points). The positive impact of visual information on the
hearing-impaired learners’ academic skills (e.g., MacDougall, 1979, as cited in
Puente et al., 2006) should be highlighted since these learners, by enlarge, are visual
learners, and they may miss out letters when writing because of their disability.
However, computer-assisted instructional tools such as “Quizlet” would empower
them through their learning process and would give teachers the chance to design

tools according to the learners’ literacy level and pace.

3.6.2 Data collection procedure. At the beginning of the study, required
permissions from the Ministry of Education, from the Ethics Committee (Bahgesehir
University’s), from the family members and from the school in which the study was
conducted were granted. Before conducting the present study, the teachers, the
students and the family members were informed about the details of the study, and

their permissions were granted individually. They were also informed about the
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confidentiality issues that their names were not mentioned in any part of the study.
Afterwards, as it was mentioned in Section 3.5.2, the appropriate class was chosen
with the accompaniment of the teachers in the first week of December, and the
researcher informed the English teacher about the content of the study. The
questionnaire was administered to the family members in the second week of
December, 2013, and they were handed to the researcher by the school counselor in
the following week. In the third week of December, the English teacher and the
researcher observed the students’ in-class performance before the intervention
sessions to provide some general information about the learners’ target language

vocabulary knowledge and their reactions towards the English language.

The intervention sessions started on February 11, 2014 after the semester
holiday and lasted 10 weeks. At least ten (10) target words were chosen for each
week, the target words were prepared according to the weekly topics (e.g., weather
conditions, clothes, fruits, etc.), and the researcher prepared a computer activity for
each week by using the website called “Quizlet”. All the participants studied the
digital vocabulary teaching material under their English teacher’s scrutiny. The
English teacher taught 3 hours of English per week, and the researcher participated in
the English classes 2 hours a day per week (on Tuesdays). The English teacher
introduced the target words in the first hour and let the learners write the words in
their notebooks. In the second hour (the following day) the researcher introduced the
target words to the students by presenting some digital flashcards, and in the third
hour the learners took part in the activities by using the researcher’s computer. In the
first part of the activity, each student looked at the picture of each target word they
had studied before, and they typed the English equivalents of the words on the
computer and got corrective feedback or gained points. In the second part of the
activity, the researcher divided the class into two groups where gender distribution
was even in each group because she wanted to eliminate the gender effect. She gave
instructions in Turkish Sign Language because she had some sufficient knowledge of
the learners’ first language and then started a vocabulary activity that asked learners
to type the English equivalents of the Turkish words on the computer. The students
had the opportunity to see the pictures of the target words before typing the answers,
and they gained points (1 point for each word) or corrective feedback after answering

the questions.
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The researcher was standing with the students in front of the computer in case
the participants needed her guidance while using the computer and while typing the
letters (e.g., the order of the letters). As it was stated in the previous chapter, Harris
and Moreno (2004) highlighted that hearing-impaired learners had the tendency to
make spelling errors, and most of them were non-phonetic errors (as cited in
Houston, 2009). In addition, in order to minimize the negative impact of the spelling
errors on the students’ motivation and performance, the English teacher assessed the
learners’ target language vocabulary acquisition level by preparing exam questions
that required them to write only the Turkish equivalents of the target words and did
not ask questions that could expect them to write the English equivalents of the
Turkish words. Furthermore, these spelling errors were also observed when the
students were writing down Turkish words in their notebooks or on their exam
sheets, and the misspelled Turkish equivalent of a target language word was not
crossed out by the English teacher as long as the meaning or the translation of that
given word was correct. The group that got the highest score was awarded (e.g.,
chocolate, candies, etc.). The reason why the researcher prepared both individual and
group activities was that she wanted to increase the students’ level of autonomy and
their interpersonal communication skills through digital activities. In other words, as
it was mentioned before, Roberson (2001) underlined that educational technology
offers effective modes of communication with others, and it gives hearing-impaired
students the opportunity to be freed from the limitations in communication (e.g.,

audible communication of information).

In the fourth week of April, the researcher distributed a questionnaire for the
family members and also interviewed the classroom teacher to get some detailed
information about each student in the classroom and asked about his observations
(e.g., his observations about the students’ reactions towards the English class or the
computer activities, etc.). The interview session lasted around 35 minutes. On the
same day, the students took their English exam. The researcher got the answers of
the questionnaire given to the family members in the following week, and on the
same day she gave each student a questionnaire sheet to assess their reactions
towards the English class and the computer-assisted language learning tool.
However, because the questions were all in Turkish, she asked for guidance from the

school counselor who translated the items on the questionnaire into Turkish Sign
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Language. The following day, the English teacher gave the English exam scores to
the researcher, and the researcher interviewed the English teacher and the school
principal to learn more about their perceptions on the impact of the intervention
sessions. Both interview sessions lasted about 20 minutes, and at the end of each

session the researcher thanked participants for their contributions to the study.

The ethical issues concerning the precautions taken against the participant-
observer effect and how the categories, the questionnaires and the interview
questions were developed will be discussed in Section 3.8. See Table 3.4 for the

summary of the procedures followed in the present study.

Table 3.4

A Summary of the Procedures Followed in the Present Study

Date Description
December 2, 2013 -The appropriate group was determined
December 9, 2013 -A questionnaire was administered to the family
members
December 16, 2013 -The answers of the questionnaire were received

-The English teacher and the researcher observed

the students in the classroom

February 11, 2014- April 15, 2014 -Intervention sessions were conducted
April 22, 2014 -A questionnaire was administered to the family
members

-The classroom teacher was interviewed

-The students took their English exam

April 29, 2014 -The answers of the questionnaire were received
-The researcher gave a questionnaire to the

students and collected the results

April 30, 2014 -The researcher got the English exam scores
-She interviewed the English teacher and the

school principal
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3.7 Data Analysis Procedure

Data triangulation is applied by gathering and analyzing both quantitative and
qualitative data so as to minimize the possible problems that may arise from a single
method. In the present study, the quantitative data were collected through the English
vocabulary exam scores of the learners, and the percentage of agreement [(Number
of Agreements/ Number of Agreements + Disagreements) x 100] between the
observation checklists recorded both by the English teacher and the researcher was
also calculated. The Likert-type scale surveys, which were conducted in Turkish,
were also administered to the family members and the students. Descriptive statistics
were employed to analyze the results gathered through these data collection tools by

using Microsoft Excel.

The qualitative data were gathered through the semi-structured interviews
conducted with the teachers, the open-ended survey responses received from the
family members and the field notes taken by the researcher. The semi-structured
interviews and the open-ended question survey were conducted in Turkish, and
thematic or categorical patterns were identified to analyze these written documents
and the transcriptions of recorded verbal communications mentioned above. Each
interview session was transcribed fully, the interviewees were informed about the
presence of the recorder, and they had the chance to turn the recorder off whenever
they liked. The interviews were transcribed, and then they were translated into
English. The translations were checked many times for accuracy, and some basic
theme categories for analysis were developed by looking at the interviewees’

verbatim responses.

Furthermore, the open-ended survey data, which were gathered from the
responses of the family members, were translated into English. The translations of
the answers were checked many times, and the collected data were clustered under
different theme categories. Moreover, the researcher also noted down some simple
sentences and keywords while observing the students in the classroom, and then she
took some detailed notes by focusing on these notes after each intervention session.

Qualitative data were organized using Microsoft Word program.

In the following chapter, the results of the data analysis process and the
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specific outcomes will be presented in detail.
3.8 Validity, Reliability and Ethical Issues

Focusing on the validity and the reliability issues of a research study
increases its quality, and “triangulation” is defined as, “the attempt to get a ‘true’ fix
on a situation by combining different ways of looking at it” (Silverman, 2000, 177).
The process of triangulation is preferred by researchers to reduce systematic bias and
to increase the reliability, credibility and the validity of a research study. Patton

(2002) listed four kinds of triangulation techniques by stating:

1. Methods triangulation: Checking out the consistency of findings generated
by different data collection methods

2. Triangulation of sources: Checking out the consistency of different data
sources within the same method

3. Analyst triangulation: Using multiple analysts to review findings

4. Theory/perspective triangulation: Using multiple perspectives or theories

to interpret the data. (p.556)

Regarding the definitions given above, it is clear that the researcher
triangulated methods by making use of a mixed methods design. The rationale for
this technique was to gain a deeper understanding of the phenomenon under study
since it combined different types of sources or data collection tools to provide a
broader perspective. In other words, the researcher believed that certain kinds of
questions in a study could lend themselves to qualitative methods, and on the other
hand some could also be answered by quantitative methods. The researcher had to
support her data by triangulating data collection tools to find out more about the
participants’ views. The qualitative data in the present study were gathered through
semi-structured interviews conducted with the teachers (e.g., the English teacher, the
classroom teacher and the school principal), and a questionnaire that included open-
ended questions was also prepared for family members to obtain some demographic

information and to learn about their perceptions on the impact of CALL on the
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students’ motivation. Secondary data collection technique (e.g., students’ medical
reports, etc.) was also used to obtain detailed information about the learners’

disability level, and the researcher took some detailed field notes.

The reason why the researcher did not use a pretest-posttest design to collect
quantitative data could be explained by focusing on the working memory systems of
hearing-impaired learners. For instance, Hansson, Forsberg, Lofqvist, Miki-Torkk
and Sahlén (2004) assessed the long-term working memory skills of the children
with and without hearing loss through a reading span test. They examined the

children’s novel word learning process through a mutual inclusion test and stated:

The CHL [Children with sensorineural hearing loss] performed the same as
their CNH [Children with normal hearing] age-mates on working memory
and word learning but exhibited significantly smaller receptive vocabulary
sizes ... It is possible that the smaller receptive vocabulary sizes are a residual
effect of delayed development of working memory. (as cited in Stiles,

McGregor & Bentler, 2012, p.154)

The information given above indicates that focusing on the hearing-impaired
learners’ long-term working memory development process could have given
unsuccessful results since the first intervention session was conducted 10 weeks
before the last intervention session, and the English exam was administered a week
after the final intervention session. The above-mentioned time may cause pretest
sensitization in general, but it can be a long period of time for hearing-impaired
students because of their poor long-term working memory skills. Although various
techniques are used to improve hearing-impaired learners’ long-term working
memory systems (e.g., grouping the target words as semantically related words,
semantically paired words, etc.), including these techniques in the present study
would have required a longitudinal study and a more flexible curriculum. As a result,
the pretest-posttest design was not preferred since the time between a pretest and a
posttest would have been too long for the hearing-impaired learners’ to recall the

meanings of the target words and the order of letters within each word. The
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curriculum used by the English teacher did not allow the researcher to design a more
detailed program with the aforementioned special techniques, but these techniques
could have improved the hearing-impaired learners’ long-term working memory
skills. Moreover, the content of each exam had to be different from one another
according to the school curriculum, and conducting an additional exam for a pretest-
posttest comparison would not have fit the school curriculum and would have also
increased the learners’ level of exam anxiety according to the teachers’ point of

view.

In addition, apart from the English exam scores of the students, the
quantitative data were analyzed through the structured questionnaires administered to
the students and to the family members towards the end of the study to explore their
views on the impact of the intervention sessions. Furthermore, as it was mentioned
above, the researcher took extensive field notes to gather some qualitative data about
what was happening in the research site. As a result, in order to provide some
objective information and to lower the impact of researcher bias on the findings of
the study, quantitative data were also gathered by the structured checklists recorded
both by the researcher and the English teacher which gave the researcher the
opportunity to measure the consistency of the observers’ answers. It is an example of
a triangulation technique since “Triangulating observers ... helps reduce the potential
bias that comes from a single person doing all the data collection and provides means
of more directly assessing the consistency of the data obtained” (Patton, 2002,
p.560). Because the researcher had an active role in the present study, it was crucial
for her to act as an emphatically neutral inquirer, and including a second observer
might have also reduced the potential bias of the researcher by drawing a more
objective perspective. In general, the in-class observation checklist results indicated a
high level of agreement between the two observers (See Appendix I for the checklist

results).

Researchers may also influence the analysis and the interpretation processes
by their subjective expectations, and by asking her thesis advisor to review the
findings of the study, the researcher had the opportunity to increase the accuracy,
fairness, completeness and the validity of the data analysis process and the findings

of the study, and she could also decrease the level of her subjectivity. It is also
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possible that participant-observers may change during the course of the evaluation
(e.g., as a result of the situation they witness). In other words, the credibility of the
researcher is an important factor that can be affected by his or her past experiences,
biases, prejudices etc., and these factors should be clarified so that the reader can
understand the researcher’s position that may affect the course of a study (Creswell,
2007). In the present study, the researcher had been involved in the deaf culture in
Turkey, and she had some sufficient knowledge of Turkish Sign Language. She was
familiar with the challenges hearing-impaired people face (e.g., their academic and
non-academic needs, the communication problems they experience, etc.). As a result,
she could adopt a stance of neutrality throughout the present study, and she could

design the intervention material of the study accordingly.

Moreover, by including multiple disciplines in the present study - i.e. English
Language Education, Information Technology and Special Education - and by
reviewing some of the approaches, methods and techniques used in these fields, the
researcher also triangulated theories in the present study. In order to integrate
multiple perspectives to increase the validity of the data collection tools, the
researcher consulted her thesis advisor who was a qualified instructor in the fields of
Psychology and Special Education and another instructor from the same department
who was also a qualified instructor in the field of Psychology. In other words, the
researcher was getting her master’s degree in the field of English Language
Education, and in order to combine these three fields effectively, to develop
successful questions for the surveys and for the interview sessions and to develop
themes for analysis, she asked for guidance from her instructors and revised her data

collection tools accordingly.

As for the ethical issues, at the beginning of the study, the procedures and the
materials used in the study (e.g., the questionnaires, the intervention material, etc.)
were presented in the form of proposals to the Ministry of Education and to the
Ethics Committee (Bahgesehir University), and the required permissions were
granted. The researcher respected the participants’ privacy and would not share the
information she received from them with anyone without their permission. She also
stated that the participants would have the chance to avoid answering any of the

questions (e.g. interviews, questionnaires, etc.) whenever they felt uncomfortable.
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The researcher also prepared a consent letter (See Appendix H) and gave it to
the school principal so that he could send it to the family members. In this letter, she
explained the details of the study and asked permission from them. In order to
maintain confidentiality, the researcher made use of coded identifiers (e.g., Student
#1, Family Member #1) and did not mention the participants’ names. In addition,
each interview session was transcribed as fully and fairly as possible and was
checked many times for accuracy. The interviewees were informed about the
presence of the recorder, and they had the chance to turn the tape recorder off

whenever they liked.

As for the financial issues, in order to keep costs for the participants to a
minimum, the researcher made use of her own laptop and internet connection device
and prepared the materials (e.g., copying the questionnaires, rewards given to the
students, etc.) without demanding money from the school. Moreover, the
intervention material used in the study was a reliable educational tool that could be
controlled by the users, and the activities were conducted under the English teacher’s
scrutiny. The data collected throughout the present study will be destroyed within

five years.

3.9 Limitations and Delimitations

Every study, no matter how well it is conducted has some limitations and
delimitations. Limitations are the shortcomings over which the researcher has no
control. To begin with, there is not an abundance of research done pertaining to the
impact of computer-assisted instructional tools on hearing-impaired learners’ foreign
language acquisition process. In addition, because the study had to be carried out in a
short period of time, the researcher could only evaluate the short-term impact of the
intervention, and thus it could not assess the learners’ long-term working memory

skills.

The presence of an observer can also affect the attitudes of the participants. In
other words, in the present study, the participants might have been hesitant to reveal
their true opinions or attitudes because the participants, especially the family
members and the children, might have been concerned about the teachers’ reactions,

and this could have affected the validity of the study. However, Glesne (1999) stated,
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“When a large amount of time is spent with your research participants, they less
readily feign behavior or feel the need to do so; moreover, they are more likely to be
frank and comprehensive about what they tell you” (as cited in Patton, 2002, p.567).
In order to minimize the participant-observer effect and to acquire trustworthy data,
the researcher introduced herself to the participants and explained the procedures she
would take before conducting her research study, and she stated that she would
respect their privacy. Moreover, the researcher had some little experience (2 years) in
the deaf culture, and it was almost impossible for her to know all the significant
factors (e.g., the impact of her gestures, the speed of her speech, etc.) which might
have affected the quality and the quantity of the answers she expected to get from the

participants.

The sampling process was also a limitation since the purposive sampling
strategy had to be used in the present study because the researcher could not find
another school that offered an English class for hearing-impaired learners, and the
number of the students who took the English class was also limited within the
research site. Furthermore, as it was mentioned in Section 3.5.2, the number of the
students with multiple disabilities in the remaining groups was really high, and the
study group, which was thought to be the most appropriate group, was selected
according to the teachers’ opinions. As a result, the present study lacked a control
group. There is this possibility that the limited number of students might have
affected the quality of the study, but because the students had a certain level of
disability, the classroom within the research site was not allowed to be crowded (See
Table 3.1). For instance, in their research article, which was about a study conducted
with special education teachers in 55 rural districts, Berry and Gravelle (2013)
underlined the importance and the necessity of small class size for special education
classes by stating that it provided a detailed personal knowledge of the learners and
their families, and the students could be observed in a variety of academic and non-
academic contexts. Thus, the number of the students in the recommended group was
also limited so as to provide an individualized instruction which is an important
factor to meet the academic and non-academic needs of the students with special
needs. In other words, teachers may fail to pay close attention to each learner in a

crowded classroom setting.
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Some other extraneous factors might have also affected the results of the
English exam given to the students towards the end of the study since it is possible
that in a research study, a successful student may fail a test due to various reasons
(e.g., history effect: health problems). As a result, a product-oriented paper-based test
should not be the only tool for assessment, and in order to minimize these possible
factors, the researcher not only focused on the students’ exam results but also
conducted a process-oriented method to assess the learners’ motivation and
performance by including data collection tools such as field notes, teacher interview
sessions and also a survey that was administered to the family members at the
beginning of the study. For instance, the continuous inclusion of vocabulary
activities during the intervention sessions and the performance of the students while
participating in these activities could enable the researcher to observe the impact of
the intervention on the learners’ motivation and their vocabulary development in

English.

Delimitations are the boundaries set by the researcher. The researcher could not
conduct a focus group with the family members because she did not have the chance
to access the family members. As a result, she preferred conducting a survey to be
able to assess their perceptions effectively. At the beginning of the study, she made
use of some open-ended questions because she wanted to get some background
information about the family members. However, the researcher had to evaluate the
perceptions of the family members at the end of the study by administering a Likert-
scale survey since their education level was low (See Table 3.3) in general. The
Likert-scale survey, which was administered to the family members, included an
additional part that gave the respondents’ the opportunity to write comments by
using their own words. However, the researcher believed that including some guiding
statements would give the family members the opportunity to evaluate and to focus
on the impact of the intervention sessions effectively. Furthermore, the learners were
not competent in Turkish, and the survey questions had to be translated by the school
counselor because the researcher was not fluent in Turkish Sign Language. As a
result, the researcher administered a Likert-type survey instead of conducting a focus
group to be able to follow the translation process or to avoid the overuse of

translation because the statements in the survey were simple and to the point.
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Moreover, the study only analyzed the learners’ vocabulary development
process and did not present a sentence-level analysis. In addition, the researcher only
focused on a certain age group within a certain area so as to provide an in-depth
study of a small number of participants. However, the intervention type preferred by
the researcher may not be as effective as it was in the present study when it is
conducted with a different age group or when it is conducted in other districts. As a
result, the findings may not be generalized or transferred to other contexts because

they were highly context dependent.
3.10 Conclusion

The purpose of this chapter was to describe the methodology used for the
present study. A mixed methods intervention design was employed, and the data
collection tools such as the survey questions (open-ended questions and Likert-type
scales), the semi-structured interviews, the researcher’s field notes, the observation
checklist, the exam scores of the learners and some secondary data were used to
compare and contrast the perceptions of the participants on the integration of a
computer-assisted instructional tool into the English curriculum and to assess the
learners’ vocabulary development in English and their motivation. The following

chapter will present the findings of the present study.
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Chapter 4: Results

4.1 Introduction

The purpose of the present study was to analyze the impact of CALL on the
hearing-impaired Turkish students’ vocabulary development in English and their
motivation. By triangulating observers, qualitative and quantitative methods and
sources, the researcher aimed at gaining a deeper understanding of the phenomenon
under study. Data were collected in two phases: The first phase depicted the
collection of the quantitative data including the English exam scores of the learners,
the Likert-type surveys administered to the family members and the learners and the
structured checklists recorded by the English teacher and the researcher. In addition,
the second phase of the study consisted of the collection of the qualitative data
through the semi-structured interviews conducted with the teachers, the open-ended
questions prepared for the questionnaire which was administered to the family
members at the beginning of the study and the detailed field notes taken by the
researcher. As it was mentioned above, mixed method approach involves two
separate phases: The quantitative analysis of data uses descriptive statistics and the
qualitative phase mostly includes the thematic analysis of the gathered data. See

Table 4.1 for the categorization of the research questions.

Table 4.1

Categorization of the Research Questions and the Data Collection Tools

Research Questions Data Collection Tools

1- What is the impact of CALL on » The English exam scores

the hearing-impaired Turkish » The observation checklists
students’ vocabulary development in recorded both by the English
English? teacher and the researcher

> Field notes
» Semi-structured  interviews

conducted with the teachers
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2. What is the impact of CALL on » The observation checklists
the hearing-impaired Turkish recorded both by the English
students’ motivation according to the teacher and the researcher
perceptions of the key stakeholders? » Field notes
» Semi-structured  interviews
conducted with the teachers
» Likert-type scales
administered to the family
members and the learners
» Open-ended questions
prepared for the survey that was
administered to the family

members

The organization of this chapter is based on the research questions of the
present study, and the study was more qualitative in nature. The quantitative data
were analyzed using Microsoft Excel, and the qualitative data were organized using
Microsoft Word program. The descriptive statistics were used to calculate the data in
the form of percentages and frequencies. The findings of the quantitative strand of
the study were based upon the information gathered from the English exam that was
administered towards the end of the study, the Likert-type scales given to the family
members and the learners and the observation checklists (See Table 4.2 for the
predetermined categories of the observation checklists) recorded by the English
teacher and the researcher. Moreover, the qualitative data were gathered through the
semi-structured interviews, the open-ended questions used in the survey that was
administered to the family members and the field notes taken by the researcher
during the in-class observation sessions. Some themes were developed by the
researcher for the semi-structured interview sessions and the open-ended survey data,
and then they were revised according to the reflections of the researcher’s thesis
supervisor. As previously mentioned, the participants were coded due to

confidentiality reasons.
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Table 4.2

Definitions of the Predetermined Categories

Categories Definitions

Cooperation The act of acting together for a
common purpose (e.g., teamwork,
helping each other, studying
together, etc.)

Communication The act of exchanging thoughts and
feelings (e.g., eye-contact, listening
to his/her classmates, comforting
his/her classmates when they are

unhappy, etc.)

Self-Confidence Being sure of yourself, your abilities
and actions (e.g., wants to use the
computer without any help, trusts

his/her knowledge, etc.)

Interest Wanting to learn more about
something or to participate in
something (e.g., asks questions about
the activities used in the classroom,
wants to participate in them,
impatient, makes eye contact with
the researcher, etc.)
Knowledge Information gained through study or
learning (e.g., answers questions and

does not ask for help, etc.)

The observation checklist results gathered in the third week of December (See
Table 4.3) summarized the general success and motivation levels of the students

before the intervention.
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Table 4.3

Students’ Success and Motivation Levels before the Intervention

Self-

Cooperation =~ Communication  Confidence Interest Knowledge

T R T R T R T R T R

Student #1 0 0 1 1 0 0 0 0 0 0

Student #2 1 1 1 1 0 0 0 0 1 1

Student #3 1 1 0 0 1 1 0 0 1 1

Student #4 0 0 0 0 0 0 0 0 0 0

Student #5 0 0 1 1 0 0 1 1 0 0

Student #6 0 0 1 1 0 0 0 0 0 0

Student #7 0 0 1 1 1 1 0 0 1 1

Student #8 0 0 1 0 1 0 0 0 0 0
(%) 100% 90% 90% 100% 100%

Note. T=Teacher; R=Researcher.

The following chapters will discuss the success and motivation levels of the

students throughout and after the intervention sessions.

4.1.1 The impact of CALL on the hearing-impaired Turkish students’
vocabulary development in English. This section will assess the data collection
tools that will answer the sub-questions of the first research question by examining
the impact of CALL on the hearing-impaired learners’ vocabulary development in

English.

4.1.1.1 The impact of CALL on the students’ performance. In order to assess
the students’ target language vocabulary knowledge, qualitative data were gathered
through the field notes taken by the researcher, and quantitative data were collected
through the English exam scores of the students and the observation checklists

recorded by the English teacher and the researcher (See Appendix I).

The English exam (See Table 4.4), which was administered towards the end of
the research study, consisted of 20 target words in total (both abstract and concrete
words). The exam questions asked students to write the Turkish equivalents of the
English words, and it also included some matching exercises (e.g., writing down the

target words under the correct pictures).
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Table 4.4

The English Exam Scores of the Learners

P1 P2 P3 P4
Student #1 100% 60% 100% 100%
Student #2 25% 100% 100% 100%
Student #3 100% 100% 100% 100%
Student #4 50% 20% 20% 100%
Student #5 50% 60% 60% 100%
Student #6 100% 100% 60% 100%
Student #7 100% 60% 80% 100%
Student #8 100% 0% 100% 100%

The information provided in the above table indicated that 5 out of 8 students
showed high performance (100%) in answering the first part of the exam questions
that included four abstract words which were some of the target words covered in the
third intervention session. The observation checklist results (See Appendix 1) were
also in line with the exam results of the five students. Two students showed a success
rate of 50%, but the researcher’s field notes indicated that these two learners’ in-class
performance was quite well. For instance, the researcher observed the performance
of Student #4 by stating, “He had never given a correct answer before, but he
showed better performance this week [third week]. He knew how to finger-spell the
words and even finger-spelled the ones which were to be answered by his
classmates” (field notes, February 25, 2014). The researcher’s notes on the
performance of Student #5 underlined that, “The target words ‘summer’ and ‘spring’
started with the same letter, and she typed the wrong word on the computer.
However, towards the end of the intervention session she could sign the correct
equivalents of these target words” (field notes, February 25, 2014). As for the
performance of the remaining student (25%), the researcher included positive
comments by saying, “He [Student #2] stated that he did not like the words, but he
liked the game. He gave correct answers when I showed him some digital flashcards
to assess his performance” (field notes, February 25, 2014). The earned results
indicated that although the low-performing students (3 out of 8) could not reflect

their target language vocabulary knowledge successfully in the first part, they had
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shown satisfactory in-class performance (See Appendix I).

The second part of the exam included some of the target words covered in the
fifth week. The exam results indicated that 3 out of 8 students showed high
performance (100%) in this section. In addition, 3 out of 5 students in the remaining
group showed a success rate of 60%, another student showed a success rate of 20%,
and one of the students could not answer the second part. On the other hand, all the
students’ in-class performance was really high during the fifth intervention session
(See Appendix I). The examples in the researcher’s field notes depicted the low-
performing students’ in-class performance. For instance, she remarked, “She
[Student #1] typed all the answers on the computer correctly without any hesitation”
(field notes, March 11, 2014). The researcher also stated, “She [Student #5] typed the
word ‘sunny’ instead of the word ‘snowy’ and signed to say that these two words
looked so similar. However, she realized her mistake and corrected it and smiled”
(field notes, March 11, 2014). The researcher added, “Student #2, Student #4 and
Student #7 covered the Turkish equivalents of the target words together. They could
finger-spell the target words quickly” (field notes, March 11, 2014). The researcher
also reflected on the in-class performance of Student #8 by stating, “He was sitting
in front of Student #2, Student #4 and Student #7. He looked back to watch his
friends and finger-spelled the target words they were studying” (field notes, March
11, 2014). The researcher also summarized the English teacher’s comments by
stating, “She was shocked since the learners could type the words quickly and
effortlessly on the computer” (field notes, March 11, 2014). The researcher also
stated, “I went over the target words we covered last week, and the learners could
remember the meanings of the words this week [ 6™ week]. The majority of learners

could also remember the order of the letters” (field notes, March 18, 2014).

The target words in the third part of the English exam included some of the
target words covered during the seventh intervention session. Contrary to the exam
results of the third part, all the students performed quite well during the seventh
intervention session according to the observation checklist results (See Appendix I)
and the field notes. To begin with, 4 out of 8 students could place all the target words
correctly (100%) in this part. On the other hand, the success rate of one of the

students in the remaining group was 80%. Two students showed a success rate of
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60% and the success rate of the remaining student was 20%. According to the field
notes taken by the researcher, only one of these low-performing students (the success
rate of Student #4 was 20%) made a mistake during the seventh intervention session,
but this example did not influence the overall performance of that student according
to the observation checklist results (See Appendix I) which summarized his target
language performance in general. The researcher also commented on Student #6,
whose success rate was 60%, by stating, “She misspelled the word ‘foot’ and then
corrected it on her own” (field notes, March 25, 2014). Furthermore, another
example showed that in the third part of the exam, Student #6 wrote “eye” instead of
the word “ear” and “ear” instead of the word “eye”, and Student #5 (her success rate
was 60%) confused the word “head” with the word “hand”. Student #7 wrote “hand”
in the place of “head”, and it was clear from the pencil marks left on the paper that he
was hesitant to write the answers, but he showed a success rate of 80% and could not

remember only one of the target words.

The last part of the English exam included some of the words covered during
the eighth and the ninth intervention sessions, but this part asked learners to write the
Turkish equivalents of the English words to make it easy for them to reflect their
target language vocabulary knowledge effectively since writing the English
equivalent of a Turkish word could be difficult and demotivating for hearing-
impaired students. The success rate of all the students was 100% in the fourth part,
and the observation checklist results (See Appendix 1) were mostly in line with the
exam results. However, according to the observation checklist results of the English
teacher, Student #8 could not show a high level of in-class performance. On the other
hand, the observation checklist results (See Appendix I) of the researcher showed
that he performed well since her field notes revealed that Student #8 only misspelled
a long target word (e.g., pomegranate). The researcher also included some other
examples about the learners’ acquisition process and stated, “She [Student #1] came
next to me and finger-spelled the word ‘limon’ to show the similarity between this

word and the target word ‘lemon’” (field notes, April 8, 2014).

4.1.1.2 The impact of CALL on the students’ performance: The teachers’
perceptions. In order to reach further qualitative data about the perceptions of the

participants (the school principal, the classroom teacher and the English teacher) on
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the impact of the intervention sessions, the researcher conducted semi-structured
interviews (See Appendix D) with them. This section will examine the second sub-

question of the first research question by focusing on the following themes:

1. The role of English in the hearing-impaired students’ lives in the future

2. The relation between the hearing-impaired students’ second language
(Turkish) and their third language (English)

3. The impact of computer-assisted instruction on the hearing-impaired

students’ achievement

The themes listed above show that this section will assess the interviewees’
views on the integration of CALL into the current English curriculum and the impact
of the hearing-impaired learners’ second language knowledge on their acquisition
process of a third language (English). It will also evaluate the role of English

language in the hearing-impaired learners’ lives in the future.

4.1.1.2.1 The role of English in the hearing-impaired students’ lives in the
future. For the Question 4 “Do you think that the foreign language education which
has just started for the hearing-impaired students in Turkey would provide positive
academic and social outcomes for them in the future?”, the participants stated that it
was too early for them to comment on its possible impact because they had never
seen such an example before. The classroom teacher added, “When our students
apply for a job in the future, they may be required to know some of the basic rules of
the language. Why not?” (personal communication, April 22, 2014). The English
teacher also stated, “They [students] may want to have an academic position in the
future, and they may benefit from their foreign language skills to improve their
career” (personal communication, April 30, 2014). The opinions of the participants
indicated that although they did not feel comfortable enough to foresee the possible
effects of the students’ foreign language education in the future, they were not

completely against it.

4.1.1.2.2 The relation between the hearing-impaired students’ second language
(Turkish) and their third language (English). When Question 1 “Do you think that
Turkish, which has a written format just like English language, has any positive or

negative impact on the hearing-impaired students’ third language literacy skills?”
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was asked, the participants underlined both the positive and the negative impact of
this relation. For example, the school principal first highlighted the differences
between Turkish Sign Language and Turkish by saying, “Hearing-impaired people
in Turkey do not have suffixes and tenses in their first language, and this language
has a completely different sentence structure” (personal communication, April 30,

2014). He then continued by saying:

We should accept Turkish Sign Language as their first language and Turkish
as their second language. Adding English in the school curriculum may make
it difficult for them to study this third language because it is a completely
different language, too. However, as you have also mentioned, there are
students who are willing to study this language. We have just started teaching
English to our students, and next year we may offer this course not as a
required course but as an elective course for the students who really want to

study it. (personal communication, April 30, 2014)

He also highlighted the role of Total Communication Approach by saying:

While teaching English or any other course, teachers should also focus on
these students’ first language [Turkish Sign Language] and even speak in
order to reach all the hearing-impaired students because there may be
different degrees of hearing loss in the classroom, and these students do not
have a full command of Turkish language. (personal communication, April

30, 2014)
In addition, the classroom teacher underlined that the hearing-impaired

students’ major language (Turkish) literacy skills should be improved in order for

them to acquire their third language more easily and said:

69



We need to see that our hearing-impaired students accept Turkish Sign
Language as their first language which does not have a written format.
However, most of the coursebooks we cover are prepared in Turkish, and
teaching English may add a third dimension if their Turkish literacy skills are

inadequate. (personal communication, April 22, 2014)

The English teacher who was also participating in the in-class observation
sessions first highlighted the relation between Turkish and English by giving some

information about the hearing-impaired students’ attitudes towards English and said:

When 1 first came to this school, students were anxious about my course
because they just knew the sign of the word “English” [she signs it] and
nothing else. They were almost sure that they would fail this course.
However, gradually, they compared it with Turkish and realized that they
would also write this new language. Now, when I show them some English
and Turkish words they are familiar with and ask them to show the Turkish
word and sometimes the English word, they generally give correct answers.

(personal communication, April 30, 2014)

She also commented on the relation between the learners’ second language and

their third language by stating:

You also know that we witnessed some examples of this relation. For
instance, when we were covering the word “doctor”, one of the students
came next to me and finger-spelled the Turkish equivalent of this target word
and signed to show that these two words looked so similar. (personal

communication, April 30, 2014)

She also underlined the possibility of the negative language transfer effect by
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saying:

On the other hand, while referring to their second language in the process of
writing or typing an English word, students may also mistakenly use Turkish
letters or words. We have not seen such an example yet, but that is also
possible. However, although our students sometimes misspelled some of the
Turkish words, thanks to the written format of this language, it had already
introduced students the Latin letters. As a result, it was easy for them to
accept their third language after spending some time with it. (personal

communication, April 30, 2014)

4.1.1.2.3 The impact of computer-assisted instruction on the hearing-impaired
students’ achievement. When Question 3 “Do you think that the computer activities
used in the study had a positive impact on the hearing-impaired students’ success?”
was asked, the school principal, who did not have the chance to observe the students’
in-class performance closely, uttered a general comment: “Hearing-impaired
students are visual learners in general, and they learn by doing or taking part in the
activities. We should take advantage of these technological tools in order to increase

their success” (personal communication, April 30, 2014).

The classroom teacher also commented on the impact of CALL by stating:

I hear positive comments about these activities, but they [students] sometimes
state that they find it hard to type the long words on the computer, but this is
normal because they mostly focus only on the first syllable of the words they

are presented. (personal communication, April 22, 2014)

Finally, the English teacher, who could observe the students’ in-class

performance, gave some detailed information by saying:
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Pictures in the activities had a positive impact on their [learners’]
acquisition process. You especially preferred including authentic pictures
which really took their attention. I also used pictures, but they were not
digital. Thanks to these digital pictures, they could remember the meanings of
the words easily. These pictures developed their receptive and productive
skills or their literacy skills simultaneously since they were active in the
classroom, and they were eager to try and take part in the typing activities.

(personal communication, April 30, 2014)

She also underlined the positive impact of CALL on the hearing-impaired

learners’ memory skills and thanked the researcher for the present study by saying:

The students sometimes got bad scores when they misspelled a word or when
they could not remember its meaning, but these trials did not threaten them
because they were just computer activities or games played on the computer.
Plus, they could see their mistakes or their friends’ mistakes and acquired the
correct forms of the target words. Because they could acquire those words
naturally and did not memorize them, they could remember them easily and
could finger-spell these words most of the time correctly in the following
lesson by looking over their notes briefly. Also, I really want to thank you for
your study because we had the chance to see that we could increase the
hearing-impaired learners’ academic achievement level through these

computer activities. (personal communication, April 30, 2014)

In conclusion, the participants supported the use of computer-assisted

instructional tools by pointing out their positive impact on the learners’ performance.
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4.1.2 The impact of CALL on the hearing-impaired Turkish students’
motivation. This section will focus on the data collection tools that will answer the
second research question of the present study by assessing the impact of CALL on

the hearing-impaired learners’ motivation.

4.1.2.1 The impact of CALL on the hearing-impaired students’ motivation:
The students’ perceptions. This section will present a quantitative analysis of the
answers of the first four items in the observation checklist (See Appendix E), and it
will also combine the quantitative data gathered from the observation checklist
results with the qualitative data gathered through the field notes of the researcher.
A 3-point Likert scale survey (Agree/ Slightly Agree/ Disagree), which consisted of
15 questions (See Appendix B-See Figure 4.1 for results), was administered to reveal
the expectations of the students and their perceptions on the integration of CALL into

the curriculum.
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Figure 4.1. Data collected through the survey that was administered to the learners.

Generally, the observation checklist results (See Appendix I) pointed out the
positive impact of CALL on the hearing-impaired learners’ cooperation and
communication skills and their self-confidence and interest. As for the answers of the
learners, no one chose the “disagree” option for any of the statements. To begin with,
the majority of learners (87.5%) found it boring to write the English exercises in their

notebooks (Q1). For instance, the majority of learners were not interested in the
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English class according to the results gathered before the intervention sessions (See
Table 4.3). All the respondents (100%) agreed that they liked using computers (Q2)
and also the same number of respondents (100%) agreed that typing on the computer
was not difficult (Q7). In addition, 62.5% of respondents agreed that the use of
computer in the classroom made it easy for them to learn the target language words
(Q4), and the same number of respondents (62.5%) agreed that learning target words
through this instructional material was enjoyable (Q3). For example, the researcher
commented on the positive impact of CALL on the learners’ interest in their third
language by stating, “Student #7 pulled the curtain and turned on the computer.
Student #4 helped him. They were really excited about playing games” (field notes,
February 25, 2014).

The results also indicated that the integration of CALL into the current English
curriculum cultivated positive attitudes towards this course since all the students
(100%) agreed that typing the target words on the computer was easy and enjoyable
(Q9 and Q10). The field notes taken by the researcher showed that the learners, who
thought that writing the target words in the notebooks was boring, were eager to
participate in the activities so that they could type on the computer. As a result, their
target words literacy skills were developed effortlessly and subconsciously. For
instance, Student #2, Student #4 and Student #7 studied really hard because, “They
wanted to get high scores” (field notes, March 11, 2014). Furthermore, all the
respondents (100%) agreed that they liked the English class because they use
computers in the classroom (Q11), and the same number of students also agreed that

they want to continue to learn English through computer activities (Q15).

The integration of CALL into the English curriculum influenced the hearing-
impaired learners’ self-confidence and their description of themselves, in other
words, their self-image. For instance, 75% of respondents agreed that thanks to the
computer activities, it was quite easy for them to study for their English exam (Q6).
The majority of learners (87.5%) agreed that they could easily remember the
meanings of the target words thanks to the digital pictures (QS5), and the same
number of respondents also agreed that they could easily understand the questions
asked through this digital instructional material (Q8). For instance, the researcher

commented on Student #5 by stating, “She was hesitant to participate in the
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activities before, but she started to take that responsibility now. She raised her hand
to participate in the activities and even finger-spelled the target words
enthusiastically this week” (field notes, March 11, 2014). The field notes which were
taken towards the end of the intervention sessions also pointed out the positive
impact of CALL on the learners’ exam anxiety since one of the students [Student #6]
came next to the researcher and signed to say that, “I do not want to take the exam. 1
am afraid of it. I want to play games” (field notes, April 8, 2014). This was also in
line with another statement of the survey since the majority of learners (87.5%)
agreed that they were not afraid of the scores they got during the intervention
sessions (Q14) since these questions were less threatening than the paper-based
exams they took. In addition, the majority of learners (87.5%) agreed that they had
higher level of self-confidence (Q12), and 75% of learners agreed that they felt more

successful in the classroom thanks to the computer activities (Q13).

The positive impact of CALL on the learners’ cooperative learning skills (See
Appendix I) was also observed in the present study. For instance, the researcher
commented on Student #3 by stating, “She did not want to take part in the group
activities. However, this week she could somehow balance her ego because she
helped her friends, and she gave some clues so that they could gain scores” (field
notes, March 4, 2014). The computer activities also improved the learners’
communication skills (See Appendix I), and the researcher’s field notes also
highlighted the positive impact of CALL on the learners’ communication skills. For
instance, the English teacher believed that these activities became a new means of
communication for the hearing-impaired learners since according to the field notes of
the researcher the English teacher said, “At first, the learners were just copying and
memorizing the target words. However, they study these words through meaningful
activities now, and they are given the opportunity to interact with each other to

achieve a common goal” (field notes, April 15, 2014).

4.1.2.2 The impact of CALL on the students’ motivation: The family
members’ perceptions. This section will provide both the quantitative and the
qualitative data gathered throughout the present study to examine the perceptions of
the family members. To begin with, the survey (See Appendix A), which consisted

of 19 questions and an introduction part that required some background information,
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was administered to the family members to gather some demographic information
about them (See Table 3.3 for the demographic information about the family
members). This data collection tool was also utilized to get some qualitative
information about their perceptions on the hearing-impaired students’ education by
asking questions about several topics including Turkish Sign Language, the hearing-
impaired students’ attitudes towards technology and the present English curriculum
framework, etc. Some qualitative data were obtained from the family members
before the intervention so that these qualitative data could be compared with the
quantitative data gathered through the 3-point Likert-type survey (Agree/ Slightly
Agree/ Disagree) consisting of 8 questions and an additional part for the family
members to add comments (See Appendix C). This quantitative data collection tool
was administered towards the end of the study. Both data collection tools were
conducted in Turkish in order for the participants to express their thoughts and
feelings more easily and effectively, and then the responses were translated into
English. The translated qualitative and the quantitative data were read many times,
and thematic analysis method was utilized to categorize the open-ended survey data:

The themes, which were developed by the researcher, are provided below:

1. The family members’ attitudes towards the hearing-impaired students’

disabilities
2. The role of technology in the hearing-impaired students’ lives
3. The hearing-impaired students’ third language education

The open-ended survey data revealed that none of the respondents were
disabled. The themes listed above indicate that the following sections will focus on
the family members’ attitudes towards the learners’ disabilities, and they will
examine the respondents’ views on the third language education of the hearing-
impaired learners and the role of technology in the students’ lives. This section will
also include the quantitative data gathered through the Likert-type survey

administered to the family members (See Figure 4.2).
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Figure 4.2. Data collected through the Likert-type survey that was administered to

the family members.

4.1.2.2.1 The family members’ attitudes towards the hearing-impaired
students’ disabilities. First of all, the qualitative data, which were gathered through
the open-ended questions 1, 2, 3, 4, 5, 6, 7, 8 and 9 provided some general
information on the family members’ attitudes towards the learners’ education and
disabilities. As it was mentioned in Section 3.5.4, the survey questions were
answered by the students’ mothers and fathers, but only one of the questionnaire
packs was answered by one of the students’ brother. The open-ended survey
questions 3 and 4 asked about the family members’ knowledge of signing and lip-
reading skills, and the survey question 7 asked about the communication means used
by the family members to communicate with the learners. The responses of the
family members showed that all of them (8 out of 8) knew Turkish Sign Language,
but they also expressed their distrust in their signing skills. 4 out of 8 of the
respondents had some knowledge of lip-reading, but they did not feel comfortable
with their lip-reading skills. For instance, one of the respondents stated, “/ know
most of the words my child uses, but I cannot sign fluently” (Family Member #2,
Male). Another participant stated, “My child signs so quickly. It is difficult for me to
understand the words she signs, but I can communicate with her” (Family Member
#6, Female). Finally, one of the respondents stated, “When I cannot sign a word, 1
fingerspell it or speak slowly so that she can read my lips” (Family Member #1,
Male).
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The above-mentioned results indicated that the communication means
preferred within each family were not used effectively. In addition, 5 out of 8 of the
respondents stated that their child was the only disabled person in the family (Survey
Question 1), and the answers of the same family members for the survey question 5
and 6 showed that there was no one in their family who knew how to sign and lip-
read apart from them. In other words, more than half of them were not able to
communicate with more than one person in the family. As for the survey question 9,
all the respondents (8 out of 8) stated that the hearing-impaired learners in the
present study preferred using Turkish Sign Language when they wanted to

communicate with people outside the family circle.

The responses given for the survey questions 2 and 8 highlighted the family
members’ attitudes towards their child’s disability. To begin with, the second survey
question asked about the first reactions the family members showed when they
realized their child’s disability. The respondents gave almost similar answers by
expressing their frustrations. For instance, one of the family members stated, “She
was talking at first when she was a baby. Then, suddenly she stopped talking. When [
realized her disability, I felt like my heart stopped beating” (Family Member #5,
Male). In addition, another participant described her disappointment by stating, “He
was not looking at us when we called his name. When I was informed about his
disability, he was around two years old. The whole world came crashing down on

me’”’ (Family Member #8, Female).

The survey question 10 asked about the perceptions of the family members on
the education provided for the hearing-impaired learners, and the eleventh question
asked them to write the reasons behind their answers if they said “No” for the survey
question 10. All the participants were almost satisfied with the students’ education.
In addition, as for the survey question 8, which asked whether the hearing-impaired
students had ever received any assistance from support services, one of the
respondents underlined the positive impact of these support services on his child’s
performance by stating that they “improved her academic skills” (Family Member
#5, Male). The examples given above indicated that the family members had already
acknowledged the students’ disabilities in spite of their first negative reactions they

had mentioned since they had searched for additional support services to help the
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learners in the present study.

4.1.2.2.2 The role of technology in the hearing-impaired students’ lives. This
section will examine the family members’ views on the role and the significance of
technology in the hearing-impaired students’ lives by focusing on the survey
questions 12 and 13. To begin with, the survey question 12 asked about the hearing-
impaired students’ attitudes towards technological tools, and the answers of the
participants indicated that all the hearing-impaired students in the present study liked
using technological tools. The survey question 13 asked, “For what purposes does
your child use technology?”, and the answers of the respondents revealed that the
students made use of technology to search for information and to play games. For
instance, one of the respondents pointed out the positive impact of technological
tools on the students’ self-esteem by stating, “He [her child] sometimes types some
keywords to find out information on the Internet about the topics he is interested in
or the topics he studies in the classroom. He seems to be proud of himself” (Family
Member #7, Female). Another respondent stated, “She [her child] likes playing
games on the computer. She finds it enjoyable” (Family Member #6, Female).
Finally, one of the family members also commented on the positive impact of her
child’s computer literacy skills on his motivation to use computers by stating, “Most
of the time he uses his computer to play games. He looks really happy. Maybe, that is
because he feels comfortable with his computer literacy skills” (Family Member #8,

Female).

4.1.2.2.3 The hearing-impaired students’ third language education. This
section will analyze the participants’ perceptions on the role of English in the
hearing-impaired students’ lives and their perceptions on the present English
curriculum framework. The survey question 15 asked about the respondents’ views
on the role of English in the hearing-impaired learners’ academic and social lives.
Nearly the majority of respondents (7 out of 8) were doubtful about the impact of the
English class, but they did not have any negative reactions towards it. One of the
family members stated, “/ am not sure. My child finds it hard to study English”
(Family Member #4, Male). Another respondent stated, “I think my sister’s foreign
language skills will provide many advantages for her in the future. She may get a

head start on her career” (Family Member #3, Male).

79



The perceptions of the family members on the present English curriculum were
also discussed. The survey question 14 asked, “Do you think that teachers who teach
hearing-impaired students, including the English teachers, the Math teachers etc.,
should make use of Turkish Sign Language in the classroom?”, and all the
respondents said that those who teach hearing-impaired students should use Turkish
Sign Language in the classroom. The survey question 16 asked if the hearing-
impaired students had ever studied English before, and the responses given by the
family members revealed that the learners had no prior experience in that target
language. However, one of the respondents added by stating, “I will search for a
language course for him [his child] in the future” (Family Member #4, Male). The
survey question 17 asked, “Is there anyone in the family who can help your child
learn English?”. Unfortunately, the answers of the respondents revealed that the
hearing-impaired children studied on their own since the family members had no
experience in the hearing-impaired students’ target language. One of the participants
stated, “I wish I had the chance to help him [her child], but I do not know how to do
that” (Family Member #7, Female).

The survey question 18 asked the respondents to state their perceptions on the
current English curriculum framework. Only one of the family members did not
comment on the current curriculum and expressed himself by saying, “I do not have
enough knowledge to decide whether it is suitable or not. Sorry” (Family Member
#5, Male). On the other hand, the majority of respondents (7 out of 8) expressed their
displeasure with the current curriculum framework designed for the courses in
general, and three of the respondents who criticized the curriculum provided reasons
as to why they were not pleased with it. For instance, one of them said, “Fach
coursebook provided for these children is above their level” (Family Member #1,
Male). Another one stated, “They [students] get bored because the coursebooks are
not suitable for them” (Family Member #2, Male). Another respondent stated,
“There are lots of topics and skills which are not suitable for the hearing-impaired
students, and the curriculum developed for each subject expects our teachers to
teach all these topic and skills, but it is difficult and almost impossible” (Family
Member #3, Male). Q19, which gave the respondents the opportunity to write

additional comments, was skipped by all the family members.
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As for the quantitative data received from the Likert-type survey (See Figure
4.2), which was administered towards the end of the study, no one selected the
“disagree” option while answering the questions. To begin with, 100% of
respondents underlined the positive impact of CALL on the learners’ attitudes, and
they agreed that the hearing-impaired students’ attitudes towards their English
teacher changed in a positive way (Q3). In addition, the majority of respondents
(87.5%) agreed that the learners were excited about the computer activities (Q1), and
the same number of respondents agreed that the learners felt comfortable with their
computer literacy skills (Q6). Furthermore, 100% of respondents agreed that
computer-assisted instruction had positive impact on the hearing-impaired learners’
self-confidence and their in-class performance (Q7), and all the respondents (100%)
agreed that the use of computer-assisted instruction supported the learners’ target
language (third language) acquisition process (Q8). 75% of respondents agreed with
the statement, “My child’s interest in the English class has increased” (Q4), and the
same number of respondents agreed that the learners were eager to learn English
(Q5). Finally, 62.5% of respondents agreed with the statement, “My child’s attitude
towards the English class have changed in a positive way” (Q2). The last part of the
survey, which was added in order for the respondents to state their feelings and

thoughts, was skipped by all the respondents.

4.1.2.3 The impact of CALL on the students’ motivation: The teachers’
perceptions. In order to reach further qualitative data about the participants’ (the
school principal, the classroom teacher and the English teacher) perceptions on the
integration of CALL into the current English curriculum, the researcher conducted
semi-structured interviews (See Appendix D) with them. The participants’ responses
to the second question of the interview, “Do you think that the computer activities
used in the study had a positive impact on the hearing-impaired students’ motivation
to learn English?” were categorized. The themes, which were developed by the

researcher, are provided below:

1. The link between the current English curriculum framework and the
hearing-impaired students’ motivation
2. The link between the computer activities used in the classroom and the

hearing-impaired students’ motivation
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In the following sections, the perceptions of the school principal, the classroom

teacher and the English teacher will be discussed.

4.1.2.3.1 The link between the current English curriculum framework and the
hearing-impaired students’ motivation. During the interview sessions, the
participants stated that they felt the need to use coursebooks especially designed for
the hearing-impaired learners, and they mentioned the challenges they faced. The
school principal underlined the negative impact of these books on the hearing-

impaired learners’ motivation by stating:

Teaching them [students] how to write and read in English, and even in
Turkish, is not effective. They can read, but sometimes they do not even
understand the sentences they read. It is like parroting for them. The
sentences and the instructions in the coursebooks are long and too complex

for them. (personal communication, April 30, 2014)

The classroom teacher also underlined the negative impact of the coursebooks

on the social-emotional development of the hearing-impaired learners’ by stating:

The hearing-impaired people sometimes feel lonely and uncomfortable
among hearing people. Unfortunately, they may also feel in the same way
when teachers make them use the coursebooks that are not designed for them.
For instance, one of the objectives of a unit I cover in the classroom aims at
developing students’ listening skills. How can I accomplish this with hearing-
impaired students? Yes, we develop individualized programs for each student
and study with them in person, but there should be educational resources
especially designed for these students because they may feel isolated and
demotivated when they face such resources throughout their lives. (personal

communication, April 22, 2014)

82



The sentences uttered by the classroom teacher focused on the inadequacy of
the current instructional materials. The English teacher also underlined the

challenges she faced by stating:

The coursebooks we use are not suitable for the hearing-impaired students. It
is not just adding or omitting activities according to the disability level of
these students. We should have supplementary books or coursebooks
especially designed for these students to give them the motivation to study.

(personal communication, April 30, 2014)

The above-mentioned results indicated that the respondents gave almost similar
answers since they believed that the coursebooks did not fully meet the academic and
non-academic needs of the hearing-impaired students. As a result, the inadequacy of

these books could negatively affect the students’ motivation.

4.1.2.3.2 The link between the computer activities used in the classroom and
the hearing-impaired students’ motivation. According to the responses of the
participants, the integration of computer-assisted instructional tools may have
positive impact on the hearing-impaired learners’ motivation. For instance, the
school principal said, “They [students] are definitely interested in technological
tools, and we should make use of these materials while designing our course
schedules” (personal communication, April 30, 2014). The classroom teacher also
stated, “They [students] like using technology because they feel comfortable with
their computer literacy skills. They even talk about the games they play at home”
(personal communication, April 22, 2014). He also underlined the positive impact of
computer activities on the students’ interaction skills and their motivation by giving

examples:

When I ask her [one of the students in the classroom] a question or when I
comment on one of her paper-based tasks in the classroom, she always
behaves in a shy way. However, when I bring a computer into the classroom

and cover my course through activities by using it, her attitude towards my
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course and also her communication style with her classmates change. Most of
the students in the classroom who feel nervous about completing a task, feel
relieved when we make use of these technological tools in the classroom.

(personal communication, April 22, 2014)

The English teacher commented on the concept of learner-content interaction

and its impact on the hearing-impaired learners’ motivation:

Our students like using computers. However, we should consider the ethical
issues and our students’ [computer literacy] skills before using these
technological tools. We should design these computer activities by taking
these factors into account in order to be able to eliminate the possible
negative effects on learner motivation. (personal communication, April 30,

2014)

The English teacher also underlined the positive impact of computer-assisted
instructional tools on the hearing-impaired learners’ autonomy and self-confidence

by saying:

Students who use computers at home find it enjoyable to use it in a classroom
setting, and they are comfortable with it. As you said, we call them “digital
natives”. They even search for the pictures of the new words I cover in the
classroom and talk about them with me. They sometimes claim that they can
learn the target language words on their own at home by using their

computers [smiles]. (personal communication, April 30, 2014)

The English teacher also underlined the positive impact of CALL on the
hearing-impaired learners’ interaction skills, and she talked about a perfectionist

student who most of the time denied participating in group activities with others
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because she did not trust her friends’ target language knowledge. According to the
English teacher, these activities, which were presented as “games” or as “computer
activities”, lessened the stress level of the perfectionist student and her authority over

her classmates at the same time, and she added:

She was unwilling to participate in group works. However, although she
showed some similar reactions while participating in the computer activities
in the classroom, she was cooperating with her classmates in general, and
these activities also developed her communication skills in a positive way.

(personal communication, April 30, 2014)

The English teacher also stated that these activities had positive impact on the
hearing-impaired students’ self-image and also on their attitudes towards the English

class, and she talked about a student who was reluctant to take part in the activities:

Most of the time he did not even open his notebook, and he was bored.
However, now, thanks to the integration of technology in the classroom, he
goes over the target words in his notebook and raises his hand to answer the
questions asked during the intervention sessions. He is impatient to answer
the questions, and he even prefers using the finger-spelling technique when
someone else is answering a question. Simultaneously, he acquires the target

language words. (personal communication, April 30, 2014)

In general, according to the data provided above, the integration of CALL
increased the learners’ motivation and their vocabulary development in English, and

it also cultivated positive attitudes towards the English class.
4.2 Conclusion

The results of the present study were reported in this chapter, and they

showed that the triangulation of both the qualitative and the quantitative data
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collection tools yielded a more complete portrayal of the topic under study. The

interpretation of the findings will be the focus of the following chapter.
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Chapter 5: Discussion and Conclusions

5.1 Introduction

The results of the present study were presented in the previous chapter. The
purpose of the study was to examine the impact of CALL on the hearing-impaired
Turkish students’ motivation and their vocabulary development in English. The
researcher aimed to investigate the perceptions of the students, the family members
and the teachers to assess their views on the relationship between the computer-
assisted instructional tools and the learners’ motivation and performance. The
following sections will discuss the implications of the findings for theoretical and

pedagogical development and will also suggest avenues for future research.
5.2 Discussion of Findings for the Research Questions

1. What is the impact of CALL on the hearing-impaired Turkish students’

vocabulary development in English?

a. What is the impact of CALL on the students’ vocabulary development
in English?

b.  What is the impact of CALL on the students’ vocabulary development
in English according to the perceptions of the key stakeholders (e.g.,

the school principal, the classroom teacher and the English teacher)?

2. What is the impact of CALL on the hearing-impaired Turkish students’
motivation according to the perceptions of the key stakeholders (e.g., the
students, the family members, the school principal, the classroom teacher and

the English teacher)?

Both qualitative and quantitative data collection tools are utilized to answer the
questions listed above. The findings will be discussed under two sections: the impact
of CALL on the hearing-impaired Turkish students’ vocabulary development in

English and its impact on the hearing-impaired Turkish students’ motivation.

5.2.1 The impact of CALL on the hearing-impaired Turkish students’

vocabulary development in English. In this section, the sub-questions of the first
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research question will be analyzed. To begin with, the data were gathered through the
English exam questions that were asked towards the end of the study, the observation
checklist results of the English teacher and the researcher, the field notes taken by the
researcher during the intervention sessions and also the semi-structured interviews

conducted with the teachers.

The exam results of the learners were not always in line with the observation
checklist results and the researcher’s field notes. In other words, according to the
observation checklist results and the field notes, the overall in-class performance of
the students was quite well. However, the exam results highlighted that some of the
students had difficulty in answering the questions that included the abstract words
covered in the classroom, and they also confused the words that looked similar to
each other. For example, one of the two learners, whose success rate was 50% in the
first part, was intellectually disabled (25%), and the other student was profoundly
deaf. As noted previously, it is difficult for the hearing-impaired learners to acquire
the abstract words as it is (Ozyiirek, Zwitserlood & Perniss, 2010; King & Quigley,
as cited in Furlonger & Rickards, 2011), and in this case, the presence of an
additional disability and total deafness may complicate the learning process of these
learners. As a result, it was really difficult for these two learners to grasp the
meanings of these abstract words. The researcher’s field notes indicated that these
two students performed well while covering the target words of the first part, but the
reason why they showed low performance on the examination day could be because
of their low working memory skills (Marschark & Wauters, 2008, as cited in
Hamilton, 2011). Thus, the findings of the present study are parallel to the findings
of the research study conducted by Hansson et al. (2004) because both studies
indicated that the hearing-impaired learners had smaller receptive vocabulary sizes
than those children with normal hearing (as cited in Stiles et al., 2012). Another
student whose success rate was 25% stated that he did not like the target words of the

week, but he could answer the researcher’s questions successfully in the classroom.

In the second part of the exam, the majority of learners showed low
performance. The combination of the information gathered from the observation
checklist results and the researcher’s field notes indicated that the hearing-impaired

students could remember the target language words quickly and most of the time
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effortlessly in the classroom, but the low-performing students could not show the
same performance on the examination day. The reason why they could not perform
well could be because the target words (e.g., sunny, rainy, windy and cloudy) looked
so similar according to the most of the hearing-impaired students. In other words, as
it was mentioned before, hearing-impaired learners could mix the words because of
their smaller receptive vocabulary sizes (Hansson et al., 2004, as cited in Stiles et al.,
2012). They could not remember the words on the examination day successfully
because of their low working memory skills (Marschark & Wauters, 2008, as cited in
Hamilton, 2011) since the exam was administered 5 weeks after the completion of
the fifth intervention session. However, an example quoted from the researcher’s
field notes showed that during the sixth intervention session, the majority of learners
could remember the meanings of the target words and the order of the letters they

had studied a week before.

The negative impact of the hearing-impaired learners’ long-term working
memory skills and their smaller receptive vocabulary sizes (Marschark & Wauters,
2008, as cited in Hamilton, 2011; Hansson et al., 2004, as cited in Stiles et al., 2012)
was also observed in the third part of the exam. For instance, one of the students
confused the word “eye” with the word “ear” and two students confused the word
“hand” with the word “head”. However, the observation checklist results (See
Appendix I) and the field notes highlighted some positive results. As mentioned
previously, the reason why the hearing-impaired students confused the above-
mentioned words could be because the target words they confused looked so similar
according to them. As a result, their success level might have been affected because

of their low working memory skills and their smaller receptive vocabulary sizes.

Finally, all the students showed a success rate of 100% in the last part of the
exam. As noted previously, according to Heward (2009), hearing-impaired children
cannot learn speech and language spontaneously as do their peers with normal
hearing. Houston (2009) also stated that in order to spell a word successfully, a
person must remember the order of the letters which can be accomplished through
verbal rehearsal, but hearing-impaired learners are unable to auditorily access speech
sounds, thus they rely on their visual memory of the word. However, as discussed

earlier, the long-term memory skills of hearing-impaired people are quite low in
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general (Marschark & Wauters, 2008, as cited in Hamilton, 2011) which might also
lessen the positive impact of their visual memory skills, and the example which was
about the overall in-class performance of Student #8 revealed the relation between

memory and literacy skills in general.

The results also pointed out the strategies the learners created to study their
third language since the findings showed that the learners had the tendency to
compare their second language and their third language. An example quoted from the
researcher’s field notes underlined the positive influence of the similarities between
two languages. In other words, as it was discussed before, the concept
“psychotypology” which was pointed out by Onishi (2013) claims that regardless of
their true genetic relatedness, the similarities between two languages can facilitate
the third language acquisition process of a language learner since learners may refer
to their second language to comprehend their third language. For example, the
findings of the present study showed that Student #1 focused on a Turkish word
covered in the classroom and stated that it looked so similar to its equivalent in
English. These types of similarities revealed the positive impact of the learners’
knowledge of Turkish on their third language acquisition process. Because the
findings of the study underlined the positive impact of the learners’ second language
knowledge, these results met the findings of Modirkhamene’s (2006) study.
Modirkhamene’s (2006) study which had been conducted with Turkish-Persian
bilinguals and Persian monolinguals indicated that the bilingual EFL learners showed
high performance thanks to their previously learned monitoring strategies, and their
competence in both languages enhanced their speed and facilitated their third

language acquisition process (as cited in Onishi, 2013).

As a result, the hearing-impaired learners’ literacy skills in Turkish should be
improved as early as possible so that they can make use of their second language
knowledge effectively since as it was stated before, late diagnosis and delayed
rehabilitation can influence hearing-impaired learners’ literacy skills in a negative
way (Kemaloglu & Kemaloglu, 2012). In addition, hearing-impaired learners should
be supported through assistive devices (e.g., hearing aids, cochlear implants, etc.),
and they should be exposed to sign language as early as possible since inadequate

development of first language may cause problems in education (Heward, 2009). The
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aforementioned key factors showed that the learners’ first and second language skills
should be improved effectively in order for them to demonstrate a similar

competence in their third language.

The present study underlined the positive impact of CALL on the academic
performance of the hearing-impaired learners. For instance, thanks to the integration
of computer activities that included the pictures of the target words covered in the
classroom, it was quite easy for the learners to acquire not only the concrete words
but also the abstract words. The data mentioned above also pointed out the positive
impact of CALL on the learners’ vocabulary development in English since the
students could type or finger-spell the target words correctly most of the time in the
classroom, and the majority of learners had the potential to remember the meanings
of the words and the order of the letters they had studied a week before. In addition,
examples quoted from the researcher’s field notes showed that students had the
tendency to correct their mistakes thanks to the feedback (e.g., scores) they received
during the intervention sessions since the use of CALL provided immediate and
corrective feedback for them, and this also enhanced their self-evaluation skills. The
results gathered from the present study correlate with the results of the study
conducted by Cetin et al. (2012) which was discussed earlier in this paper since both
studies indicated that the students incidentally or naturally acquired the target

language words through computer-assisted instruction.

A general conclusion derived from the comparison of the qualitative and the
quantitative data revealed that according to the observation checklist results and the
field notes, the hearing-impaired students’ in-class performance was quite high in
general contrary to the exam scores mentioned before. In other words, this
information could only show the impact of visual images on the hearing-impaired
learners’ short-term memory skills (Houston, 2009), and it could indicate the
negative impact of their poor working memory skills (Marschark & Wauters, 2008,
as cited in Hamilton, 2011) on their vocabulary development in English (e.g.,
spelling mistakes, confusing the target words that looked similar according to them,
etc.). As a result, in order to assess the long-term working memory skills of the
learners successfully, different teaching strategies should be included by conducting

a longitudinal study to improve memory and retention.
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Furthermore, in order to answer the second sub-question of the first research
question, semi-structured interviews were conducted with the school principal, the
classroom teacher and the English teacher. First of all, the answers of the
interviewees’ showed that they did not feel comfortable enough to comment on the
long-term impact of foreign language education on the hearing-impaired learners’
lives in the future, but they were not completely against it. As mentioned previously,
Onishi (2013) underlined the concept “psychotypology” to point out that regardless
of their true genetic relatedness, the similarities between two languages can facilitate
the third language acquisition process of learners. In the present study, the general
information gathered through the semi-structured interview sessions highlighted both
the positive and the negative impact of the hearing-impaired learners’ second

language knowledge on their third language acquisition process.

For instance, the interview results showed that the learners’ familiarity with the
Latin letters used in Turkish triggered their positive reactions towards English and
made it easy for them to develop their target language productive skills (e.g., writing
skills: spelling, recognition of the Latin letters, etc.) and even receptive skills (e.g.,
comprehending the meanings of the concrete and the abstract words and even the
listening skills of those who were not profoundly deaf, etc.) since they could realize
that these two languages shared some common features. However, the interview
results also highlighted the possibility of negative language transfer, but there was no
example in the present study underlining the negative impact of the similarities
between the two languages. On the other hand, the general comments also
highlighted that Turkish is the hearing-impaired learners’ second language, and
Turkish Sign Language is their first language. In other words, their second language
literacy skills should be improved successfully to facilitate the acquisition of a third
language. In addition, Allman (2002) pointed out that hearing-impaired learners feel
the need to use some visual strategies (e.g., lipreading, signing and fingerspelling) to
spell out words (as cited in Houston, 2009) which underlined the positive impact of
the combination of these strategies (Total Communication) on their performance.
The results of the interview sessions also pointed out the significance of Total
Communication method since the interviewees also stated that teachers should use
Turkish Sign Language, and they should also speak to be effective in a classroom

setting where the population of children with hearing loss in not homogeneous.

92



The interviewees also commented on the coursebooks in general and stated that
these books were not designed according to the hearing-impaired learners’ level
which could also influence the success level of the learners in a negative way.
However, in order to eliminate this factor, the learners’ second language literacy
skills should be developed (e.g., their familiarity with the Latin letters, etc.). For
instance, hearing-impaired learners’ literacy skills can be improved by introducing
them the written representations of the spoken language, and this can be
accomplished by the use of the “fingerspelling” technique which is one of the visual

strategies mentioned above.

The interviewees had positive comments on the impact of CALL in general
since the hearing-impaired learners were visual learners according to the interview
results. For instance, the participants stated that the digital pictures used in the
classroom facilitated the learners’ productive and receptive target language skills in
general since in the present study, these visual materials could meet the hearing-
impaired learners’ academic needs by developing their short-term memory skills. As
mentioned previously, Alexander (2009) also underlined the positive impact of visual
information by stating that it provides learners with a rich environment in which they
have the chance to improve a variety of literacy skills by developing a sense of how
text and visuals interact. In addition, the findings of earlier studies (e.g.,
MacDougall, 1979, as cited in Puente et al., 2006; Strassman & O’Dell, 2012;
Radovanovic, 2013; Drigas et al., 2010; Wicha et al., 2012) underlined the
significance of visual information on hearing-impaired learners’ performance. In
other words, the results of these studies met the results of the present study since they
all indicated that the visual information introduced to the hearing-impaired learners
facilitated their acquisition process. The learners in the present study could also find
it hard to remember the spelling of the long words because they had the tendency to
focus only on the first syllable of a word. However, as it was mentioned before,
various language teaching strategies could be used together with the computer-

assisted instructional tools to reinforce long-term retention of a target language.

To sum up, although the English exam scores of the hearing-impaired learners
could not reflect the learners’ target language vocabulary knowledge effectively, the

overall results of the semi-structured interview sessions generally revealed
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complementary results to the aforementioned information gathered through the

researcher’s field notes and the observation checklist results.

5.2.2 The impact of CALL on the hearing-impaired Turkish students’
motivation. In order to address the second research question of the present study, the
researcher gathered data through the observation checklists results, the field notes,
the semi-structured interviews conducted with the teachers, Likert-type scales
administered to the family members and the learners and the open-ended questions
prepared for the survey that was administered to the family members at the beginning

of the intervention session.

The Likert-type scales answered by the learners indicated that the survey
results were mostly in line with the observation checklist results and the field notes.
The results gathered from these data collection tools showed that the use of CALL
increased the hearing-impaired learners’ interest in the English class because as
noted previously, according to Prensky (2001), children who are born into a world of
digital technologies, are called “digital natives”. For instance, all the respondents
agreed that they liked using computers and typing on the computer was not difficult
for them. Furthermore, the learners’ familiarity with computers triggered their
motivation to study English. As it was clear from the examples quoted from the
researcher’s field notes, most of the time the learners were eager to take part in the
activities, and more than half of the respondents agreed that learning target words
through computer activities was enjoyable and easy. The reason why the number of
the students who agreed with these statements was not high could be because they
knew that their target language vocabulary knowledge would be tested through
paper-based exams. In other words, the learners had no problem with the computer-
based vocabulary instruction in general since all the respondents agreed that typing
the target words on the computer was enjoyable and easy because the content of the
material did not require complex computer literacy skills. The results indicated that,
as it was discussed before, teachers should question the prerequisite technological
skills of their learners since the materials used in the classroom should contain

familiar language and clear instructions (Iverson, 2005).

In addition, the majority of learners agreed that they could easily remember the
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meanings of the target words, and the reason why the learners could recall the
meanings of the words almost effortlessly could be because of the positive impact of
the digital flashcards or the digital pictures used throughout the intervention sessions
since as discussed previously, pictures or visual information contribute to the literacy
skills of the hearing-impaired learners by triggering their interest (e.g., Wright, 1989;
Houston, 2009). In addition, the majority of respondents agreed that they could easily
understand the questions asked through the digital instructional material used in the
study. The computer activities in the present study also cultivated positive attitudes
towards the English class since the majority of respondents found traditional teaching
methods boring, and all the respondents agreed that they liked English since they use
computers in the classroom and agreed that they wanted to continue to learn English
through computer activities. As a result, the students were acquiring the meanings of
the target words and the order of letters in a stress-free and a risk-free environment
(Gopher et al., 1994, as cited in Tobias et al., 2011) thanks to these emotionally
stimulating activities, and they were also “open” to the target language input
(Krashen, 1988) psychologically. For instance, three quarters of the respondents
agreed that thanks to these computer activities, it was quite easy for them to study for

their English exam.

As previously mentioned, Heidegger (1992) defined the concept, “the
perception of a picture” as the pictured representation of something from the real
world (as cited in Kim, 2001). According to this definition, digital beings (digital
information) may also represent what is in the real world. This concept was also in
line with another statement of the survey since the majority of respondents agreed
that they were not afraid of the scores they got during the intervention sessions, and
they felt safe since these activities were less threatening than the paper-based exams
they took. Learners may think that the grades they earn tend to reflect their capacity
(See Section 2.3.3), and the virtual environment of digital activities provided learners
with risk-free learning environments where consequences were not “dangerous”
(Tompson & Dass, 2000). In other words, the scores presented throughout the
intervention sessions were not the “actual grades” and they were just the “scores” of
the computer activities used in the classroom. As a result, this factor lessened the

learners’ foreign language learning anxiety.
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These computer activities also influenced the learners’ self-image (persona)
which can be defined as the aspect of an individual’s personality that he or she
chooses to project to an audience (Sadoski, 1992). Previous research has underlined
the positive impact of computer-assisted instruction on learners’ self-confidence or
self-image (Barak & Sadovsky, 2008; Markey et al., 2003; Henderson et al., 2005).
In the present study, the integration of CALL affected the learners’ self-image in a
positive way by presenting them some alternative methods for communication (e.g.,
interactive activities). For instance, the computer activities used in the present study
increased learners’ communication chances (e.g., interaction with their classmates,
interaction with their teacher and the researcher, etc.), and they could also enable the
learners to reflect their target language knowledge effectively since these activities
were more suitable to their learning abilities. For instance, the majority of
respondents agreed that their level of self-confidence increased, and three quarters of
the respondents agreed that their performance increased thanks to the integration of
the computer activities. These results were all in line with the observation checklist

results and the field notes.

The findings of the present study are parallel to the findings of the study
conducted by Gomleksiz (2007) in the sense that computer-assisted instruction may
enhance learners’ cooperative skills through learner-centered interactive activities. In
other words, it was clear from the data gathered in the present study that the
integration of CALL developed the learners’ cooperative and also communication
skills by giving them the opportunity to participate in meaningful and interactive
activities. The significance of the two primary types of motivation was discussed
earlier. In other words, Csikszentmihalyi (1975) underlined the role of intrinsic
motivation (as cited in Abuhamdeh & Csikszentmihalyi, 2009), and the impact of
extrinsic motivation was also highlighted (Abuhamdeh & Csikszentmihalyi, 2009).
In the present study, the computer activities increased the learners’ intrinsic
motivation by triggering their interest in the activities, and these activities also
increased their extrinsic motivation since the learners were in pursuit of rewards
(e.g., scores). However, as it was mentioned before, Gargiulo (2009) underlined that
deaf children may be reluctant to participate in the cooperative activities if they do
not find the opportunity to communicate effectively because of their language

deficits. In other words, the level of the interactive activities should meet the learning
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needs and abilities of students to give them the opportunity to overcome the
communication problems that may affect the quality of the interaction they

experience.

The researcher also assessed the perceptions of the family members on the
impact of technology by utilizing a survey with open-ended questions and a Likert-
type questionnaire. The qualitative data gathered from the open-ended questions
were in line with the observation checklist results and the field notes, and they
showed that all the students liked using computers. Some of the examples uttered by
the respondents also underlined the learners’ tendency and motivation to use
technological tools for academic and non-academic purposes (e.g., searching for

information, playing games, etc.).

The comparison of the qualitative and the quantitative data showed that
although the majority of family members (7 out of 8) were doubtful about the long-
term impact of the third language education on the learners’ lives in the future, they
were not completely against it. The results of the open-ended questions also revealed
similar answers to the answers of the teachers since the majority of respondents (7
out of 8) were not satisfied with the content and the expectations of the coursebooks,
and they also believed that these books were not suitable for the hearing-impaired
learners. Moreover, the results obtained from the Likert-type questionnaire showed
that three quarters of the respondents agreed that the use of computer activities in the
classroom triggered learners’ motivation to study and their interest in their third
language. The majority of respondents stated that the learners were excited about the
computer activities used in the present study. The majority of family members had
mentioned their displeasure with the present English curriculum, and after the
intervention sessions all the respondents agreed that CALL could meet the learners’
educational needs by increasing their level of self-confidence because the computer
activities were conducted in a nonthreatening classroom environment (Barak &
Sadovsky, 2008; Markey et al., 2003). In addition, these activities also provided an
appropriate language learning environment for the learners by offering them methods
of presenting information that freed them from the limitations in communication and

increased their participation (Roberson, 2001).

All the respondents agreed that the learners’ attitudes towards their English
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teacher changed in a positive way. However, only more than half of respondents
agreed that the students’ attitudes towards the English class changed in a positive
way, and this could be because of the English exam included in the curriculum since
they knew that the students would be tested through a paper-based evaluation
material. As it was mentioned before, according to Iverson (2005), the quality of the
interface used in a classroom setting should have features such as familiar language,
clear and concise instructions, consistent formatting, etc., and the majority of
respondents also stated that the hearing-impaired learners felt comfortable with the
computers used in the classroom, and all the respondents believed that computer-
assisted instructional tools supported the learners’ target language acquisition process

in a positive way.

The qualitative data gathered from the semi-structured interviews conducted
with the teachers were also examined, and the results of the interview session were
also in line with the observation checklist results and the field notes. To begin with,
the interviewees believed that the coursebooks did not fully meet the academic and
non-academic needs of the hearing-impaired students because the level of these
books was above these students’ learning skills, and thus they could decrease the
students’ motivation to study for their target language. The answers of the
interviewees also suggested the positive impact of technological tools on the
students’ motivation and their autonomy, the students’ perceptions on their self-
image, their self-confidence, their interaction skills and also their attitudes towards

their courses.

In the field of special education, a curriculum especially designed for students
with special needs is required (Gindis, 1999). The overall results gathered from the
above-mentioned data collection tools also underlined the inadequacy of the present
curriculum and its negative impact on the hearing-impaired learners’ motivation. The
findings pointed out the stimulating impact of CALL on the hearing-impaired

learners’ motivation to learn a target language.
5.3 Theoretical and Pedagogical Implications

Majority of the literature revealed the positive impact of computer-assisted

instructional tools on students’ performance and their motivation level. It is
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noteworthy to mention that hearing-impaired students depend more upon their visual
skills, and including visually rich materials may meet their academic and non-
academic needs. For instance, as previously mentioned, the present study also echoed
the significance of CALL which gave the learners the chance to use different means

of communication to interact with their friends, their teachers and the researcher.

According to Krashen’s “Affective Filter Hypothesis”, high level of anxiety
prevents learners from acquiring a target language input (Lightbown & Spada, 2006).
On the other hand, as previously mentioned, Larsen-Freeman (2001) underlined
Swain’s “Output Hypothesis” which argues that language output gives learners the
chance to focus on their target language knowledge. In other words, learners may
notice the gap in their target language knowledge which may enable them to evaluate
their target language skills (self-evaluation). For instance, in the present study, the
integration of CALL into the current English curriculum provided learners with
meaningful and engaging activities which gave them the opportunity to produce their
newly acquired knowledge. As a result, they could find the chance to modify their
output thanks to the feedback (e.g., scores) they gained in the vocabulary activities.
As noted previously, “edutainment” is defined as the combination of education and
entertainment, and the results of the present study revealed the positive impact of this
method. In other words, the computer-assisted instructional tool used in the present
study found the balance between the target language input and output by presenting
the target language words through activities that aimed at entertaining the learners,

and it also facilitated their target language production simultaneously and naturally.

Another important implication derived from the present study is related to the
positive impact of constant inclusion of computer activities and the ineffectiveness of
the present English curriculum. For instance, the comparison of the English exam
results and the qualitative and the quantitative data which were gathered to evaluate
the participants’ in-class performance showed that teachers should also include some
process-oriented evaluation tools especially in the field of special education so as to
eliminate the possible negative impact of hearing-impaired learners’ smaller
receptive vocabulary sizes on their performance (Hansson et al., 2004, as cited in
Stiles et al., 2012). In other words, the inclusion of process-oriented materials may

give teachers the opportunity to assess the learners’ skills and their academic and
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non-academic needs effectively since including more than one type of evaluation tool
may help teachers see the learners’ progress and attitudes from a developmental
perspective. This method may also enable learners to develop their target language
skills by monitoring their target language knowledge and also the overall

performance of their classmates.

As it was mentioned before, Luckner et al. (2012) emphasized that teachers
should know the characteristics of hearing-impaired learners (e.g., literacy delays,
social skills deficits, etc.) to be able to use various and appropriate instructional tools
to make the content accessible to them. In addition, the above-mentioned positive
results indicated that computer-assisted instructional tools should be used as
supplementary tools to foster positive consequences for students’ achievement and
motivation even if the traditional assessment tools are the mandatory elements of the

foreign language curriculum.
5.4 Conclusions

There are two main conclusions since the present study was concerned with
the impact of CALL on the hearing-impaired Turkish students’ motivation and their
vocabulary development in English. The findings of the study revealed that although
the exam scores did not reveal any significant improvement in the vocabulary
learning outcomes of the learners due to some reasons mentioned before, the
qualitative and the quantitative data collected in the present study underlined the
positive impact of CALL on the hearing-impaired students’ academic and non-
academic needs. In other words, if the content of an instructional material is designed
in a way that appeals to students’ attention and provides meaningful and interactive
learning environments according to their learning abilities, some motivating
computer-assisted instructional tools can be introduced to hearing-impaired learners
to increase their level of achievement. The findings also highlighted the role of
evaluation tools since in order to provide a more complete and effective assessment
of learners’ performance, especially the performance of learners with special needs,
teachers should make use of process-oriented evaluation materials along with the
product-oriented evaluation techniques. To sum up, the present study proposed a step
toward providing a whole child approach to the education of hearing-impaired

Turkish students by focusing on their vocabulary development in English and their
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motivation to learn English. However, more research is required to raise an increased

awareness in this field.
5.5 Recommendations for Future Research

Considering the limitations and the delimitations of the study, some
suggestions for further research are presented in this section. To begin with, the study
had to be completed in a limited amount of time, and in order to observe the long-
term impact of CALL on the hearing-impaired students’ English vocabulary
development process, longitudinal studies that take more than a year can be carried
out. Thus, this type of study may also reveal the impact of hearing-impaired learners’
long-term memory skills on their target language acquisition process (Marschark &
Wauters, 2008, as cited in Hamilton, 2011). However, in order to be able to get
successful results from such a research study and to improve the long-term memory

skills of the learners, some other effective teaching methods should also be used.

The study was highly context dependent since it was conducted with a small
number of participants, and only a certain age group within a certain district was
investigated. Thus, the findings of the present research study cannot be generalized.
As a result, a further research study can be conducted with more participants from
different age groups by focusing on more than one district of Turkey, if possible. In
addition, the present study lacked a control group, and another study that investigates
the impact of CALL on the hearing-impaired students’ English vocabulary
development process can be done via an experimental study. In other words, a
control group with whom traditional foreign language teaching methods are used and
an experimental group with whom some computer-assisted instructional tools are
used can be compared since a control group can reveal the impact of an intervention
more clearly and effectively. Furthermore, the present study only focused on the
English vocabulary development process of the hearing-impaired learners, but a

further research study can be designed to conduct a sentence-level study.
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APPENDIX A

VELI ANKETI
Asagidaki sorulara verilen yanitlar isitme engelli Ogrencilerimizin okul
igerisindeki egitimlerine destek olmayr amacglamaktadir ve Ogrencilerin genel
durumlanyla ilgili arastirmaciya bilgi verecektir. Yanitlariniz hi¢bir kurum ve
kurulus ile paylasilmayacaktir. Aragtirmaya iliskin daha detayli bilgi almak
istiyorsaniz, asagida belirtilen iletisim bilgilerini kullanabilirsiniz.
Sayg1 ve sevgilerimle,
Aslin ARSLANOGLU
Bahgesehir Universitesi- Ingiliz Dili Egitimi Y.L.P. Ogrencisi

E-mail: [ Telefon: [N

Anketi Dolduran Kisinin Bilgileri
-Yasimz

-Egitim Durumunuz

-Cocuga yakinlk dereceniz ((")rnegin; anne, baba, kardes vs.)

-Herhangi bir engeliniz var m1? Varsa engelinizi liitfen belirtiniz

1) Ailenizde isitme engelli baska biri var midir?

2) Cocugunuzun isitme engelini nasil ve ne zaman fark ettiniz? Ne
hissettiniz?

3) Tiirk Isaret Dili’ni biliyor musunuz? Cevabmmz evet ise ne diizeyde

biliyorsunuz?
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4)

5)

6)

7)

8)

9)

Dudak okuma yontemini biliyor musunuz? Cevabiniz evet ise ne diizeyde

biliyorsunuz?

Aile icerisinde Tiirk Isaret Dili’ni bilen var midir? Cevabiniz evet ise ne

diizeyde bilmektedir?

Aile i¢erisinde dudak okuma yontemini bilen var midir? Cevabiniz evet

ise ne diizeyde bilmektedir?

Cocugunuzla nasil iletisim kuruyorsunuz (Ornegin; Tiirk Isaret Dili

ve/veya dudak okuma yontemi vs.)?

Cocugunuza egitim gordiigii okul disinda destek egitim saghyor
musunuz (Ornegin; rehabilitasyon merkezine gondermek vs)?

10) Cocugunuzun aldig: egitimden memnun musunuz? [ Evet g Hayir

Liitfen memnun oldugunuz ya da olmadiginiz yonleri belirtiniz.

11) Bir onceki soruya “hayir” yamiti verdiyseniz sizce nasil bir egitim ortam

ya da yontemi cocugunuzun egitimini daha iyi destekleyebilir?
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12) Cocugunuzun teknoloji ile arasi nasil?

14) ingilizce 6gretmenleri, matematik 6gretmenleri de dahil olmak iizere
isitme engelli 6grencilere ders veren 6gretmenlerin sinif icerisinde Tiirk

Isaret Dili kullanmalar1 gerekir mi?

15) Sizce isitme engelli 6grencilere verilen yabanci dil egitimi onlara egitim

ve sosyal hayatlarinda avantaj saglayacak midir? Kisaca agiklayimz.

16) Cocugunuzun 6grenmekte oldugu yabanc dil (ingilizce) ile ilgili daha

onceden bir deneyimi var midir? Liitfen aciklayimiz:

17) Ailede ¢ocugunuza Ingilizce 6grenmesi konusunda yardimei olabilen biri

var midir? Liitfen aciklayiniz:

18) Kullanilmakta olan Ingilizce miifredat engelli 6grenciler icin yeterli
midir? Cevabmiz hayir ise bu mifredatin gelistirilmesi icin neler
onerirsiniz?

ANKET SON BULMUSTUR. YANITLARINIZ iCiN TESEKKUR
EDERIM
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APPENDIX B

OGRENCIi DEGERLENDIRME ANKETI

Merhaba. Ben Aslin. Sizinle beraber bilgisayar ortaminda Ingilizce ¢alistik. Asagida
size sorular sordum ve bu sorular1 cevaplamanizi istiyorum. Simdiden tesekkiirler.

Kismen
SORULAR Katihyorum Katilmiyorum
Katillyorum
Ingilizce ahstirmalar1 sadece deftere yazmak © 2 ®
sikicl :
Bilgisayar kullanmay: seviyorum © ? ®
ingilizce kelimeleri bilgisayar  ortaminda
ogrenmek eglenceli © ? ®
{l}gllllce kelimeleri bilgisayar ortaminda © 9 ®
ogrenmek kolay °
Bilgisayarda gordiigim resimler Ingilizce
kelimelerin anlamlarim hatirlamam © ? ®
kolaylastirryor
Smifta yaptiZimiz bilgisayar alistirmalan
sayesinde Ingilizce sinavina daha kolay ¢alistim © ? ®
Bilgisayarda yaz1 yazmak bence zor degil © 9 ®
ingilizce ahstirmalar bilgisayar ortaminda
soruldugunda onlar1 daha kolay anliyorum © ? ®
Ingilizce kelimeleri bilgisayarda yazmak © 9 ®
eglenceli *
Ingilizce kelimeleri bilgisayarda yazmak kolay © 9 ®
ingilizce dersini seviyorum ¢iinkii bilgisayar
kullamyoruz © ? ®
Bilgisayar ortamindaki ahstirmalar sayesinde
Ingilizce = dersinde kendime daha c¢ok © ? ®
giiveniyorum
Bilgisayar ortamindaki ahstirmalar sayesinde
Ingilizce derslerinde daha basariliyim © ? ®
Bilgisayar ortaminda cevapladigim
alistirmalardan diisiik puan alsam da kendimi © DS ®
giivende hissediyorum ciinkii bu ahstirmalar :
Ingilizce sinavlar1 kadar beni korkutmuyor
Bilgisayar kullanarak lingilizce 6grenmeye

devam etmek istiyorum
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APPENDIX C

VELi DEGERLENDIRME ANKETI

Bildiginiz gibi bir siiredir &grencilerimizin Ingilizce derslerinde misafir olarak

bulunuyor ve bilgisayarda Ingilizce alistirmalar ¢alistirtyorum. Asagidaki sorulari

aragtirmamin etkisini daha iyi degerlendirebilmem i¢in cevaplamanizi rica edecegim.

Arastirmama katilip bu siiregte bana destek oldugunuz icin tekrar tesekkiir ederim.

Sayg1 ve sevgilerimle,

Velinin ad1 /soyadi:
Aslin ARSLANOGLU
SORULAR Katilyorum | Kismen Katillyorum | Katilmiyorum
Cocugum, stmf icerisinde
gerceklestirilen bilgisayar

etkinliklerinden evde heyecanla
bahsediyor

Cocugumun Ingilizce dersine kars:
tutumu  olumlu ydénde artis
gosterdi

Cocugumun Ingilizce 6gretmenine
kars1 tutumu olumlu yonde artis
gosterdi

Cocugumun Ingilizce dersine kars:
meraki artti

Cocugumun Ingilizce 6grenme
istegi artti (Orn.; son Iingilizce
sinavina ilgiyle calhist1 vb.)

Cocugum simf icerisinde
bilgisayari rahathkla
kullanabildigini soyliiyor

Cocugumun bilgisayar

ortamindaki ahistirmalar sayesinde
sinif icerisinde daha rahat ve
kendine giivenle Ingilizce dersine
katildigina inaniyorum

Bilgisayar destekli egitimin
cocuklarin  ingilizce  egitimini
destekledigine inaniyorum

Eklemek istediginiz baska hususlar var mdir?
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APPENDIX D
THE SEMI-STRUCTURED INTERVIEW QUESTIONS (FOR THE
TEACHERS)
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APPENDIX D

YARI YAPILANDIRILMIS GORUSME SORULARI

Sizce Ingilizce gibi yazili format1 olan Tiirk¢enin, dgrencilerin iigiincii dil
yazim becerileri lizerine herhangi bir olumlu ya da olumsuz etkisi var midir?
Sizce ¢alismada kullanilmis olan bilgisayar ortamindaki aligtirmalar, isitme
engelli grencilerin Ingilizce 6grenme motivasyonlari iizerine olumlu bir etki
yaratmis midir?

Sizce ¢alismada kullanilmis olan bilgisayar ortamindaki alistirmalar, isitme
engelli 6grencilerin basarilari iizerine olumlu bir etki yaratmis midir?

Sizce Tiirkiye’de isitme engelli Ogrenciler i¢in heniiz baslatilmis olan
yabanci dil egitimi gelecekte onlar i¢in olumlu akademik ve sosyal sonuglar

saglayacak midir?
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APPENDIX E

OBSERVATION CHECKLIST

Date:

Title of the observer: English Teacher / Researcher

Student’s Name:
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APPENDIX F

The Field Notes Sheet

Date:

1. Positive attitudes observed in the classroom:

2. Negative attitudes observed in the classroom:

3. High-performing students in the classroom. Give examples.

4. Low performing students in the classroom. Give examples.
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APPENDIX G

2013-2014 Egitim Ogretim Yilh Mimar Sinan isitme Engelliler 6.Sinif ingilizce Yazilisi
A)Asagida verilen mevsimleri ingilizce olarak yaziniz.

summer autumn spring winter

ee0cccccscccsccccccccnce eeccccccccccscccccscccnce eecccscccccccccccce eecccccccsccccccccccce

B)Kelimelerle resimleri eglestiriniz.

(snowy, rainy, sunny, windy, cloudy)

C)Viicudun béliimlerini eglestiriniz.

(ear, hand, leg, eye, foot)

D)Asagidaki kelimelerin Tiirkge anlamlarini yaziniz.
Lemon:

Orange:

Water:

Milk:

Salt:

Pepper:

NOT: Her soru 5 puandir..
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APPENDIX H

Degerli Veli,

Ben Bahgeschir Universitesi Egitim Bilimleri Enstitiisii Ingiliz Dili Egitimi Yiiksek Lisans
Programi 6grencisiyim ve 6grencisi oldugum kurumda ayni zamanda asistan olarak gorev
yapmaktayim. Bir egitmen olarak isitme engelli 6grencilerimizi daha yakindan taniyabilmek
ve onlar1 daha iyi anlayabilmek igin Tiirk Isaret Dili egitimi aldim ve bu kursu basari ile

bitirip sertifika almaya hak kazandim.

Bu yil yiiksek lisans egitimimin son yilindayim ve tez ¢alismam igin sif igerisinde
kullanilan bilgisayar ortamindaki alistirmalarin 6grencilerimizin yabanci dil egitimleri
iizerindeki etkisini arastirmak istiyorum ¢ilinkii diinya capinda cesitli arastirmacilar
tarafindan gergeklesirilen ¢alismalarda, bilgisayar destekli egitimin 6grencilerin dil 6grenme
motivasyonlarini ve bagarilarini arttirdigi goriilmiistiir. Bu amagla arastirmam i¢in okulunuzu
secmis bulunmaktayim ve aragtirmamin igerigini degerli miidiirimiiz ile paylagmak igin
okulunuzda misafir oldugum giin degerli 6grencilerimizin bir kismi ile de tanigma firsatini
buldum. Bu aragtirmanin amaci dgrencilerimizin yabanci dil kelime bilgisini desteklemektir

ve bu amacla zaman zaman cesitli sinif i¢i aktivitelere yer verilecektir.

Belirtmek istedigim bir diger husus ise kullanilacak olan egitim materyallerinin arastirmaci
tarafindan giivenli egitim kaynaklarindan 6zenle secilmis oldugu ve bu aktivitelerin Ingilizce
Ogretmeninin gozetiminde uygulanacak olmasidir. Aragtirma sirasinda edinilen hicbir
bilginin baska kurum ve kuruluslarla paylasilmayacaginin, aragtirmanin igeriginin degerli
Ogrencilerimize higbir anlamda zarar vermeyeceginin ve bu konuda sizler kadar hassas
oldugumun giivenini 6zellikle vermek isterim. Bu anlamda Milli Egitim Bakanligi’nin, okul
miidiiriimiiziin, rehber 6gretmenimizin, simf égretmenimizin ve Ingilizce dgretmenimizin de
bilgisi dahilinde yapilacak olan yaklasik 3,5 ay siirecek olan bu ¢aligmay1 yapabilmek icin
oncellikle sizlerin izin ve onaymizi almam gerekmektedir. Yabanci dil egitimini
desteklemeyi amaglayan bu ¢alismamda beni destekleyeceginizi umuyorum. Konu ile ilgili
sorulariniz olursa ¢ekinmeden asagida paylastigim iletisim bilgilerimden bana ulasabilirsiniz.
s RestEINIZ.iCIn SINAIdEn . COK.IESEKKUTIST v

i VELLIZIN FORMU Saygi ve sevgilerimle,

! Aragtirmaci tarafindan arastirma konusu hakkinda paylasilan

: Aslin ARSLANOGLU
: genel bilgileri anladim ve cocugumun o6gretmenlerinin de bilgisi :

dahilinde gerceklestirilecek olan bu calismaya katilmasina: EE_maj]; -
izin veriyorum 1  izin vermiyorum 1 ;Telefon:

Ad- Soyadi: Imza:
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APPENDIX I

THE OBSERVATION CHECKLIST RESULTS

Self-
Student #1 Cooperation Communication Confidence Interest Knowledge

WEEKS T R T R R

~
-

Week 1

T R T

1 1 1 1 0

Week 2 1 1 1 1 0
1 1 1 1 1

0
0
Week 3 0

—

Week 4

Week 5 1

Week 6 1

Week 7 1

Week 8 1

Week 9 1

— === === == =
— == == == = = =
— === === = o o
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—_

—_

—_

—_
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Week 10 1

Percentage of

Agreement (%) 100% 80% 100% 100% 80%

Self-
Student #2 Cooperation Communication | Confidence Interest Knowledge

WEEKS R T R T R R

Week 1 0 1 1 0

Week 2 0 0 0 0

Week 3
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—
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Week 5
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Week 7

Week 8

e
e
e
e
e
e
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e
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Week 9

—
—
—_
—_
s
Ju—
s
s

Week 10

Percentage of

Agreement (%) 90% 100% 100% 100% 100%
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Student #3 Cooperation Communication Consfgtllfence Interest Knowledge
WEEKS T R T R T R T R T R
Week 1 0 0 1 1 0 1 1 1 1 1
Week 2 0 0 1 1 1 1 1 1 1 1
Week 3 1 0 1 0 0 1 1 1 1 1
Week 4 1 1 1 1 0 1 1 1 1 1
Week 5 1 1 1 1 1 1 1 1 1 1
Week 6 1 1 0 1 1 1 1 1 1 1
Week 7 1 1 1 1 1 1 1 1 1 1
Week 8 1 1 1 1 1 1 1 1 1 1
Week 9 1 1 1 1 0 0 1 1 1 1
Week 10 1 1 1 1 1 1 1 1 1 1
AZ?ZZZ‘E%? f,’/f) 90% 80% 70% 100% 100%
Self-

Student #4 Cooperation Communication | Confidence Interest Knowledge
WEEKS T R T R T R T R T R
Week 1 0 0 0 0 0 0 0 0 0 0
Week 2 1 0 1 0 0 0 0 0 0 0
Week 3 1 1 1 1 1 1 1 1 1 1
Week 4 1 1 1 1 1 1 1 1 1 1
Week 5 1 1 1 1 1 1 1 1 1 1
Week 6 1 1 1 1 1 1 1 1 1 1
Week 7 1 1 1 1 1 1 1 1 1 1
Week 8 1 1 1 1 1 1 1 1 1 1
Week 9 1 1 1 1 1 0 1 1 1 1
Week 10 1 1 1 1 1 1 1 1 1 1
Kegicei‘;ii‘; % ;’f 90% 90% 90% 100% 100%
Student #5 Cooperation Communication | Self-Confidence Interest Knowledge
WEEKS T R T R T R T R T R
Week 1 0 0 1 0 0 0 1 1 0 0
Week 2 1 1 1 1 0 0 1 1 0 0
Week 3 | | | 1 0 0 1 1 1 1
Week 4 1 1 1 1 0 0 1 1 1 1
Week 5 1 1 1 1 1 1 1 1 1 1
Week 6 1 1 1 1 1 1 1 1 0 1
Week 7 1 1 1 1 1 1 1 1 1 1
Week 8 1 1 1 1 1 1 1 1 1 1
Week 9 1 1 1 1 1 1 1 1 1 1
Week 10 1 1 1 1 1 1 1 1 1 1
K‘f;rii‘:;ii‘; (‘;2) 100% 90% 100% 100% 90%
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Student #6

Cooperation

Communication

Self-Confidence

Interest

Knowledge
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Student #7

Cooperation

Communication

Self-Confidence

Interest

Knowledge
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Week 2
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Week 5

Week 6

Week 7

Week 8

Week 9

Week 10
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Agreement (%)
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100%
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Student #8

Cooperation

Communication

Self-Confidence

Interest

Knowledge
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T

R

T R

T R
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R
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0

0

0

0
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0
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0
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Week 10

Percentage of
Agreement (%)

100%

90%

100%

100%

100%
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APPENDIX J

CURRICULUM VITAE

PERSONAL INFORMATION

Surname, Name: Arslanoglu, Aslin

Nationality: Turkish (TC)

Date and Place of Birth: 14 September 1988, Istanbul
Marital Status: Single

E-mail: aslina88 @hotmail.com

EDUCATION
Degree Institution Year of Graduation
BA Bahgesehir University 2010
High School Pangalt1 High School 2006
WORK EXPERIENCE
Year Place Enrollment
2012-Present Bahgesehir University Academic Assistant
2010-2011 Pangalt1 High School English Teacher
2009 Hiirriyet Daily News and Intern

Economic Review
FOREIGN LANGUAGES

English (fluent), Spanish (intermediate), Turkish Sign Language (intermediate)

CERTIFICATES

Turkish Sign Language — Kariyer Adam (2013) Ankara, Turkey

Writing Course - Yildiz Technical University (2012) Istanbul, Turkey

Instituto Cervantes Estambul (2009) Istanbul, Turkey
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"Facing the Past / Facing the Future: History, Memory, Literature" (2009)

Istanbul, Turkey
PUBLICATIONS
Year
2012 Short story translation
published in a literary
magazine called “Lacivert”
(James Thurber “Mr Preble
Gets Rid of His Wife”)
2012 Story (“Agit”) published
in a literary magazine called
“Galapera Fanzin”
2011 Short story translation
published in a literary magazine
called "Lacivert" (Langston Hughes,
""Thank You, M'am")
HOBBIES

Reading, Writing, Watching movies, Doing puzzles, Learning new languages, Caring

for street animals, Jogging, Zumba, Pilates

136



APPENDIX K
TURKISH SUMMARY

137



APPENDIX K

TURKISH SUMMARY

1. Boliim: Giris

Bu boliim, arastirmayr kisaca tanitmakta, arastirmanin ortaya c¢ikmasini
tetikleyen problemleri ve ayrica arastirmanin amaci ve 6nemi ile ilgili genel bilgileri
sunmakta ve islemsel tanimlara yer vermektedir. Bu calisma, 0gretmenlere daha
biitiinciil bir yaklasim sunarak engelli Ogrenciler de dahil olmak iizere tiim
Ogrencilere esit egitim firsatlar1 sunmalar ile ilgili mesajlar vermekte ve isitme
engelli Ogrencilerin  yabanci dil (Ingilizce) kelime kazamm siireglerine

odaklanmaktadir.

Bilgisayar destekli egitim materyalleri, bilginin degisik ve ilgi ¢ekici bir
bicimde tanitilmasin1 saglamakta ve 6grencilerin akademik ve akademik olmayan
ihtiyaglari iizerine olumlu etkide bulunabilmektedir (Ornegin; Strassman & O’Dell,
2012; Markey, Power & Booker, 2003; Radovanovic, 2013). Ayni zamanda,
iilkemizde de bu tiir materyallerin 6grencilerin yabanci dil 68renim siireglerine
olumlu etkileri oldugu yapilan arastirmalarda gozlemlenmistir (Ornegin; Cetin,
Sozcli & Kinay, 2012). Ancak, lilkemizde isitme engellilerin yabanci dil egitiminin
ve bu egitimde kullanilan dijital egitim ara¢ ve gereglerinin roliiniin incelendigi bir

arastirma ile karsilagilmamastir.

Bu arastirmanin temel amaci, isitme engelli 6grencilerin yabanci dil kelime
kazanimlar1 ve motivasyonlar: lizerinde bilgisayar destekli egitim araglarinin roliinii
incelemek ve egitimciler, 0grenciler ve ebeveynler ile bu alan hakkinda bilgi
paylasimi gerceklestirmektir. Arastirmaci, bu amaci gergeklestirmek i¢in 6grencilerin
arastirma sonunda elde edilen Ingilizce smav sonuglarina, gdzlem sirasinda kendi
tutmus oldugu notlara, Ingilizce dgretmeni ile birlikte doldurmus olduklar1 gézlem
formlarinmn  sonuglarma ve aym zamanda bir takim ikincil verilere (Ornegin;
Ogrencilerin saglik raporlart vs.) odaklanmistir. Arastirmaci, katilimcilarin
goriislerini inceleyebilmek icin ise Ingilizce 6gretmeni, simif gretmeni ve okul

midirti  ile yar1 yapilandirilmis goriismeler gergeklestirmis, arastirmanin
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basinda aile iiyelerine agik uglu sorular iceren bir anket uygulamis ve son olarak da
aragtirmanin sonuna dogru Ogrencilere ve aile tyelerine Likert tipi anketler
uygulamistir. Bu boliimde ayrica, arastirma siiresince degiskenlerin nasil

degerlendirildigi ile ilgili de birtakim islemsel tanimlar sunulmustur.

2. Boliim: Alan Yazin Taramasi

Bu bolim, “sagir” ve “duyma zorlugu olan” terimleriyle ilgili bilgiler
vermekte ve isitme engellilerde iki kiiltlrlilik ve iki dillilik ile ilgili bilgiler
paylasmaktadir. Bu boliimde ayrica isaret dilleri ve konusma dilleri arasindaki iliski
ile ilgili genel bir bakis sunulmakta, yabanci dil 6gretim yontemleri, yabanci dil
egitiminde teknolojinin kullanim1 ve bu yoOntemin isitme engelli 6grencilerin

motivasyon ve basarilari {izerine etkisi ile ilgili bilgiler de verilmektedir.

Isitme engelliler ile iletisim kurarken kullanilmakta olan farkli yaklagimlar ve
yontemler mevcuttur (Ornegin; duyumsal-sézel ydntem, isaret dili, tiim iletigim
yontemi, parmak alfabesi, dudak okuma vb.). Ulkemizde yogun olarak kullanilmakta
olan ii¢ yontem ise dudak okuma ydntemi, parmak alfabesi ve Tiirk Isaret Dili
(TID)’dir. Ancak, Tiirk Isaret Dilinin gerekliligi 1980’lerden itibaren anlasiimaya
baslamistir. Ulkemizdeki isitme engellilerin ana dilleri Tiirk Isaret Dili oldugundan
Tiirkceye ¢ok hakim degildirler ve uzun ciimleleri dogru bir bicimde kurmak ve
anlamak konusunda oldukca zorlanmaktadirlar. Baska bir ifadeyle, Tiirk Isaret Dili
kendine 6zgii dil bilgisi kurallarina sahip olup (Ornegin; bu dilde ekler yok denecek

kadar azdir) Tiirk¢eden tamamen bagimsiz bir dildir.

Isitme engelli dgrencilerin, siniflarinda kullanabilecekleri diizeylerine uygun
kitap olmadigindan smif icerisinde isaret dilini kullanma ihtiyact dogmaktadir.
Ornegin; Grosjean’a (2010) gore kimi zaman isaret dili sinif icerisinde aciklamalar
yapmak icin kullanilabilmektedir. Bireylerin isaret dili becerilerinin tam anlamiyla
gelismemesi akademik ve akademik olmayan becerilerini olumsuz yonde
etkileyebildiginden yardime cihazlarla (Ornegin; isitme cihazi, koklear implant vb.)
ve diger yontemlerle (Ornegin; isaret dili terciimani) erkenden tanistirilmalari

gerekmektedir.

Geleneksel ve geleneksel olmayan 6gretim yontemlerinin kiyaslanmasinda
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dijital egitim materyallerinin Ogrencilerin basarilar1 ve motivasyonlar1 iizerine
etkileri gozlemlenmistir. Schmitt’e (2000) goére bir kelimenin anlasilir olmasi,
Ogrencilerin hedef kelimeyi kavrama ve kullanma becerilerinin gelismis olmasi
demektir. Krashen’in “Edinme-Ogrenme” ayrimina gére bizler bir dilin 6rneklerine
(o dilde anlasilir mesajlara) maruz kaldigimizda o bilgileri tipki ana dilimizi 6grenme
stirecimize benzer bir siirecte edinebilmekteyiz; ancak bir dili “6grenmek”, o dilin
kurallarin1 ¢alismak ve bunun i¢in bilingli bir ¢caba gostermekle gergeklesmektedir
(Lightbown & Spada, 2006). Bir dili dogal bir sekilde edinebilmek i¢in, Krashen’a
(1988) gore ogrencilerin 6grenmeye “agik” olmalar1 gerekmektedir ve Krashen’in
“Etkili Filtre Hipotezi”ne gore Ogrencilere sunulan bilgi 6grenciler i¢in ne kadar
anlasilir olursa olsun eger 6grencilerin endise diizeyi yiiksekse bu onlarin hedef dil
hakkinda sunulan bilgiyi anlamalarin giig¢lestirmektedir (Lightbown & Spada, 2006).
Bu sebeple, 6grencilerin olumsuz endise diizeyini azaltacak yontemler gelistirmek ve
onlarin igsel giidillenme (Csikszentmihalyi, 1975; akt. Abuhamdeh &
Csikszentmihalyi, 2009) ve digsal giidiilenme (Abuhamdeh & Csikszentmihalyi,
2009) diizeylerini yiikseltmek gerekmektedir.

Ogrencilerin dgrenme motivasyonlar1 ve basarilarim yiikseltmek icin ise
eglence ve egitim kavramlarinin bir araya geldigi “edutainment” (Egitlence)
kavramina odaklanilmaktadir. Bu yazilim tiirli, Gros (2003)’un da agikladig1 gibi
kullanicilar/6grencileri sadece akademik konulara ya da hedeflere degil aym
zamanda eglenceli hedeflere de yonlendirmektedir (akt. DeVary, 2008). Boylece
kullanicilar oyun oynadiklari esnada farkinda olmadan hedef bilgiyi edinebilme
sansma sahip olmaktadirlar. Ogretme, Gagne’nin (1965) agiklamis oldugu dokuz
adima gore, dikkat ¢ekme, 6grenciyi hedef hakkinda bilgilendirme, 6n 6grenmenin
hatirlatilmasini saglama, igerigi sunma, 0grenme konusunda rehberlik saglama,
performansi ortaya ¢ikarma, doniit saglama, performansi degerlendirme ve kaliciligi
saglama adimlarindan olusmalidir (akt. Iverson, 2005). Yeni nesil artik dijital bir
kiiltiir icerisinde dogmus olup artik “dijital yerliler” olarak tanimlanmaktadir
(Prensky, 2001). Bu sebeple Ogrencilerin ihtiyaglar1 degismis ve akademik ve
akademik olmayan ihtiyaclarim1 karsilayabilmek i¢in kullanilacak olan egitim
materyallerinin de bu degisiklige uygun olarak gelistirilmesi ve degistirilmesi

ihtiyaci ortaya ¢ikmustir.
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Heidegger’mn (1992) “bir resmin algilanmasi” ile ilgili diisiincesi gercek
diinyadaki herhangi bir seyin resmedilmis temsili olarak tanimlanabilmektedir (akt.
Kim, 2001) ve dijital ortamda Ogrencilerin yapmis olduklar1 eylemler sonucu
aldiklar1 déniitler (Ornegin; puanlar) de bir bakima gergekte almis olduklar1 ya da
alacaklar1 puanlarin/notlarin birer yansimasi sayilabilmektedir. Bu doniitlerin oyun
sirasinda alinan puanlar seklinde sunulmasi ise 6grencilerin geleneksel yontemlerle
almis olduklar1 ya da alacaklar1 puanlara kiyasla (Ornegin; kagit iizerinde
gergeklestirilen sinavlardan aldiklar1 notlar) daha olumlu bir etkiye sahiptir. Bunun
sebebi ise, “oyun” adi altinda sunulan bu alistirmalar 6grencilerin bakis agisina gore
tehlikesiz bir ortamda sunulmaktadir ve ogrenciler de bdylece yanlis yapma
konusunda ¢ekinmeden bilgilerini test etme sansina sahip olabilmektedirler. Swain’in
“Ciktt Hipotezi”ne gore Ogrenciler sahip olduklari bilgileri dogrultusunda hedef
dildeki yapilart {irettiklerinde, bu yapilarin nasil olusturulduklari ve ne zaman
kullanildiklart hakkinda kendilerini ve kendilerince kurmus olduklar1 hedef dil
hakkindaki hipotezlerini test etme sansini bulabilmektedirler (akt. Larsen-Freeman,
2001). Ornegin, iilkemizde gergeklestirilen, sosyal ag oyunlarmin 248 Tiirk
ogrencinin kelime kazanimlar tizerine etkisinin incelendigi bir arastirmaya gore, bu
tiir oyunlarin birtakim pedagojik faydalarmin oldugu ve 6grencilerin “sans eseri”

hedef dildeki kelimeleri edindikleri gdzlemlenmistir (Cetin ve ark., 2012).

Bu boliimde ayrica, bilgisayar destekli egitim materyallerinin etkinligi
tizerinde 6gretmenlerin rolii de incelenmistir. Oyun igerisinde yer alan eglendirici ve
egitici hedefler arasinda esit dengenin saglanmasi gerektigi (Brom, Sisler & Slavik,
2010) ve Ozel egitim alaninda calisan Ogretmenlerin isitme engelli 68rencilerin
ozellikleri ile ilgili birtakim bilgilere sahip olmasi gerektigi (Luckner, Slike &
Johnson, 2012) tiirden bilgiler 6gretmenlerin egitici materyaller iizerindeki etkisini

Ozetleyen Ornekler arasindadir.

Isitme engelli 6grencilerin bir kelimeyi dogru yazabilmeleri i¢in harflerin
dizilis sirasin1 dogru bilmeleri gerekmektedir ve isitme engelli 6grenciler hedef
bilgiyi isitsel anlamda etkili bir bicimde edinemediklerinden agirlikli olarak gorsel
verilere odaklanmaktadirlar (Ornegin; Houston, 2009; Radovanovic, 2013). Bu
sebeple, bilgisayar destekli egitim materyallerinin egitim programlarma dahil

edilmesi, isitme engelli 6grencilerin hedef dile kars1 olan ilgilerinin ve ayn1 zamanda
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onlarin iletisim ve isbirli§i becerilerinin artmasm saglayabilmektedir. Ornegin;
Roberson’a (2001) gore egitim teknolojisi, bilginin birtakim gorsel yontemler ile
sunulmasinmi saglayarak igitme engelli 6grencilerin sadece isitmeye dayali iletisim

gerektiren yontemlerden kurtulmalar1 konusunda onlara yardimei olmustur.

Yukaridaki bilgiler gosteriyor ki, isitme engelli 6grencilerin yabanci dil
becerileri ve motivasyonlari birtakim dijital materyallerin de programa eklenmesiyle
arttirilabilmektedir. Bagka bir ifadeyle, bu materyaller isitme engelli 6grencilerin
ozerklik, 6z degerlendirme, kisilerarasi iletisim ve isbirligi becerilerinin artmasi

konusunda alternatifler sunmaktadir.
3. Boliim Yontem

Bu béliimde, arastirmanin felsefi paradigmasi ve modeli, arastirma sorunsali,
calismanin gerceklestirildigi yer ve calisma grubu, veri toplama araglar1 ve verilerin
analizi, aragtirmanin giivenirligi, gecerliligi ve aragtirmanin etigi ve son olarak da
arastirmada dogan sinirhiliklar ve arastirmacinin belirledigi sinirliliklar hakkinda

bilgi verilmistir.

Bu c¢aligmada pragmatik bir yaklasim tercih edilmis ve karma arastirma deseni
kullanilmistir ¢linkii bu yaklagim paradigmalar arasindan sadece birini segmekle ilgili
tartismalar1 reddetmekte ve yontemler, kaynaklar, analizciler ve kuramlari birlikte

harmanlayarak degerlendirmektedir.

Arastirma Sorunsali:

Bu arastirmanin amaci bilgisayar destekli dil egitiminin (BDDE) isitme
engelli Tiirk ogrencilerin motivasyonlari ve bu o6grencilerin Ingilizce kelime
dagarcig1 gelisimi iizerine etkisini arastirmaktir. Bu amag¢ dogrultusunda arastirmact

tarafindan asagidaki sorular sorulmustur:

1. BDDE nin isitme engelli Tiirk &grencilerin Ingilizce kelime dagarcig

gelisimi iizerine etkisi nedir?

a. BDDE’nin 6grencilerin Ingilizce kelime dagarcigi gelisimi

uzerine etkisi nedir?
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b. Ilgili kisilerin (Ornegin; Okul miidiirii, sinif dgretmeni ve
Ingilizce 6gretmeni) bakis acisina gore BDDE nin 6grencilerin

Ingilizce kelime dagarcig1 gelisimi iizerine etkisi nedir?

2. Ilgili kisilerin (Ornegin; Ogrenciler, veliler, okul miidiirii, sinif dgretmeni
ve Ingilizce dgretmeni) bakis acismna gére BDDE’nin isitme engelli Tiirk

ogrencilerin motivasyonlari iizerine etkisi nedir?

Arastirmanin Gerceklestirildigi Yer:

Arastirma, Fatih ilgesinde bulunan Mimar Sinan Isitme Engelliler Ilkogretim
Okulu’nda gergeklestirilmistir. Arastirmanin  gergeklestirildigi okul 2013-2014
egitim ve 6gretim yilinda besinci ve altinci simiflara Ingilizce dersleri vermeye

baslamistir.

Arastirma Grubu:

Ogrenciler: Arastirmaci sadece altinci sinifin 6/A grubuna odaklanmistir.
Arastirmada toplam 8 6grenci (4 kiz ve 4 erkek) bulunmakta ve her bir 6grenci de

ana dilleri olan Tiirk Isaret Dili konusunda oldukca basarililardur.

Ogretmenler: Aragtirmaya ayrica okul miidiirii, sinif dgretmeni ve Ingilizce
Ogretmeni de katilmistir. Arastirmacinin bu ¢alismaya okul midiiriiniin de
katilmasim isteme sebebi okul ve okulun yabanci dil egitim politikalar1 hakkinda
bilgi toplamaktir. Arastirmaya sinif Ogretmeninin dahil edilmesinin sebebi,
ogretmenin kendi bransi Sosyal Bilgiler olmasima ragmen ikinci bir bolim olarak
arastirmanin  gerceklestirildigi sirada Ingilizce ¢evirmenlik boliimiinde okuyor
olmasidir. Ayrica, 6grencilerin ana dillerini de okula yeni baglayan dgretmenler ve
Ogrencilere bu konuda egitim verecek kadar iyi bilmektedir. Sonug¢ olarak, her iki
dile de asina oldugu i¢in siif Ogretmeninin arastirmaya katki saglayacagi
diisiiniilmiistiir. Ingilizce 6gretmeninin bu arastirmaya dahil edilmesinin sebebi
arastirmact ile birlikte uygulamaya yakindan tamik olarak smif i¢i goézlemlere
arastirmact ile birlikte katilip ikinci ve farkli bir gozle katkida bulunabilecek

olmasidir.

Aile Uyeleri: Arastirmaya aile iiyelerinin katilmasinin sebebi 6grenciler
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hakkinda daha detayli bilgi almak ve bu arastirmanin bir de aile iiyelerinin géziinden

degerlendirilmesini saglamaktir.

Veri Toplama YoOntemleri:

Anketler: 19 adet agik uclu soru ve bir de anketi cevaplayan kisi hakkinda bilgi
isteyen kisa bir giris boliimiinden olusan ve arastirmanin basinda aile iiyelerine
dagitilan anket, katilimcilar hakkinda birtakim bilgiler talep etmis ve Tiirk¢e olarak
uygulanmistir. Anketin amaci ise aile iiyelerine ¢esitli konular hakkinda (Ornegin;
Ogrencilerin teknolojiye karsi olan tutumlari, aile {lyelerinin kullanilmakta olan
miifredat hakkindaki goriisleri vb.) sorular sorup onlardan birtakim nitel veriler elde
etmektir. Nicel veriler ise arastirmanin sonuna dogru aile iiyelerine uygulanmig olan
8 soru ve bir de yorum i¢in ayrilmis olan bdliimden olusan Likert tipi dl¢ek ve yine
arastirmanin sonuna dogru 6grencilere uygulanan 15 soruluk Likert tipi 6lgekten

olugmaktadir. Bu 6l¢ekler, uygulamanin etkisi ile ilgili birtakim sorular igermektedir.

Goriisme: Ogretmenlerin (Ornegin; okul miidiirii, stmf égretmeni ve ingilizce
Ogretmeni) isitme engelli 6grenciler ve genel miifredat hakkindaki goriisleri ve
arastirma i¢in uygulanan yontemin etkisi ile ilgili goriislerini almak icin yari

yapilandirilmis goriismeler diizenlenmistir. Bu goriismeler Tiirkge uygulanmastir.

Gozlem: Arastirmaci ayrica nitel anlamda detayl veri saglayan sinif i¢i gézlem
notlar1 almig ve uygulamaya dayali nicel veri saglayan ve her bir 6grencinin haftalik
durumunun takip edilmesi igin Ingilizce 6gretmeni ile birlikte tutulmasi gereken
gbzlem formlarini isaretlemistir. Bu gézlem formlari Ingilizce hazirlanmus, “Evet” ve
“Hayir” seceneklerinden olusmus ve gozlemcilerin isaretlemeleri i¢in bes ayr1 baslik

igermektedir (Ornegin; isbirligi, iletisim, kendine giiven, ilgi ve bilgi).

Ikincil Veriler: Okuldaki rehber dgretmen araciligiyla dgrenciler hakkinda
bilgi toplamak icin (Ornegin; engel diizeyleri ve yaslar1) Ogrencilerin saglik

raporlarina ulagilmistir.

Ingilizce Sinav: Arastirma sonuna dogru bilgisayar destekli dil egitiminin
etkisinin 6l¢iilmesi i¢in 6gretmen tarafindan hazirlanmis olan bir Ingilizce sinav
uygulanmistir. Sinav, smif icerisinde islenmis olan soyut ve somut kavramlardan

olusmustur ve aym1 zamanda dgrencilerden bazi Ingilizce kelimelerin de Tiirkge
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karsiliklarinin yazilmasi istenmis ve ayrica eslestirme sorularina da yer verilmistir.

Uygulamada Kullanilan Materyal: Uygulama sirasinda “Quizlet” isimli bir
internet sitesinden yararlanilmistir. Bu sitede arastirmaci islenen konulara gore
kelime aktiviteleri hazirlama ve bu kelimelerin her biri i¢in de dijital resimler ekleme

ve kullanma sansina sahip olmustur.
Veri Analizi:

Arastirmada tek bir yontemden dogacak olasi zayifliklara karsi karma
arastirma deseni uygulanmustir. Ancak, arastirmanin nitel 6zelligi daha agir
basmaktadir. Arastirmada elde edilen nicel veriler su sekildedir: Ogrencilerin

Ingilizce smav sonuglari, Ingilizce gretmeni ve arastirmacinin gdzlem formlarindan

Goris Birligi

elde edilen sonuglar arasindaki anlasma yiizdesi ( X 100) ve

Goriis Birligi+Goriis Ayrilig
Ogrenci ve son olarak aile {iyelerine uygulanan Likert tipi Ol¢eklerden elde edilen
sonuglar. Bu veri toplama yontemleriyle toplanan sonuglar i¢in betimsel istatistiklere
yer verilmis ve Microsoft Excel programi kullanilmigtir. Aragtirmada elde edilen
nitel veriler arasinda 6gretmenlere uygulanan yari yapilandirilmig goriismeler ve agik
uclu sorulardan olusan ve arastirmanin basinda aile iiyelerine dagitilmis olan
anketlerden elde edilen sonuglar yer almaktadir. Bu veriler tematik agidan
incelenmistir. Goriismeler yaziya aktarilmis ve Ingilizceye terciime edilmistir.
Ceviriler birgok kez kontrol edilmis ve analiz i¢in birtakim temalar olusturulmustur.
Acik uclu sorulardan elde edilen veriler de Ingilizceye cevrilmis, bircok kez kontrol
edilmis ve birtakim temalara gore gruplandirilmistir. Arastirmacinin  gozlem
sirasinda almis oldugu notlar incelenmistir. Biitiin bu nitel veriler Microsoft Word

programi kullanilarak diizenlenmistir.

Arastirmanin Gecerliligi, Guivenirligi ve Arastirma Etigi:

Arastirma  sirasinda  yontemler, kaynaklar, analizciler ve kuramlar
harmanlanmustir. Ornegin; nitel ve nicel yontemlere, birden fazla kaynaga ve analiz
ve gozlem sirasinda birden fazla analizciye yer verilmis, ayrica, yabanci dil egitimi,

bilgi teknolojisi ve 6zel egitim alanlarindaki bazi bilgi ve yaklasimlar incelenmistir.

Aragtirmaya baslamadan oOnce Milli Egitim Bakanlhigi’ndan, arastirma

yapilacak olan okuldan ve Bahgesehir Universitesi Etik Kurulu’ndan gerekli izinler
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alinmistir. Bu bolimde ayrica, arastirmacimin katilimcilarin 6zel hayatina ve
tercihlerine duydugu saygi, goriismelerin yaziya aktarilma siirecinde dikkat ettigi
konular, aragtirma yaptig1 okuldan maddi anlamda herhangi bir talepte bulunmadigi
ve uygulama materyalinin giivenirligi ile ilgili bilgiler paylasilmistir. Son olarak,
arastirma sirasinda ortaya c¢ikan sinirliliklar arasinda arastirmanin kisa siirede
tamamlanmas1 gerektigi, aragtirma yapilan alanda O6rnek olusturacak yeteri kadar
arastirma yapilmis olmamasi, katilimci-gozlemci etkisi, arastirmacinin isitme engelli
kiltirii ve dili ile ilgili tim detaylara hakim olmamasi, katilimci sayisinin az olmasi
ve bir kontrol grubuna ulagilmamis olmasi, 6grencilerin performanslarinin saglik

problemi gibi dis faktorler tarafindan etkilenebilir olma ihtimali yer almaktadir.

Arastirmaci tarafindan belirlenen smirhiliklar arasinda arastirmacinin  aile
liyelerine ve Ogrencilere Likert-tipi anket uygulamay1 tercih etme sebebi ve sadece
ogrencilerin kelime kazanim siireclerine odaklandig1 ve ciimle kazanimi diizeyinde
bir uygulamaya yer vermedigi sayilabilir. Detayli bir arastirma ger¢eklestirebilmek
icin sadece belirli bir yas grubuna ve bolgeye odaklanilmasi gerektiginden ve sonug
olarak da bu arastirma belirli bir igerige baglh kaldigindan bu ¢alisma sonunda elde

edilen sonuclarin da hicbir sekilde genellenemez oldugu hatirlatilmistir.
4. Bolim: Bulgular

Bu boliimde, arastirmada nicel ve nitel veri toplama araglari ile elde edilen
bulgular bildirilmistir. Elde edilen bulgular iki baslik altinda incelenmistir:
BDDE nin isitme engelli 6grencilerin Ingilizce kelime dagarcigi gelisimi {izerine
etkisi ve bu uygulamanin dgrencilerin motivasyonlar: {izerine etkisi. Ogrencilerin
basarilart hakkinda elde edilen bulgular, uygulamanin etkisinin Ingilizce sinav
kagitlar ile etkili bir bicimde yansitilamadigmi gostermistir. Ote yandan, Ingilizce
Ogretmeni ve arastirmaci tarafindan isaretlenen gozlem formu ve arastirmacinin
detayli gozlem notlari, 6grencilerin sinif igerisindeki basarilarinin genel anlamda
olumlu sonuglar igerdigini gostermektedir. Yar1 yapilandirilmis goriismelerde, isitme
engelli ogrencilerin almakta olduklar1 Ingilizce egitiminin onlarin gelecekteki
akademik ve is hayatlarinda faydali olabilecegi ile ilgili 6gretmenlerin diigiincelerinin
alt1 ¢izilmistir. Bunun yaninda katilimcilar, yabanci dil egitiminin etkili olabilmesi
icin 6grencilerin Tiirk¢e dil becerilerinin gelistirilmesi gerektigini soylemislerdir

clinkii ogrenciler Tiirkce ve Ingilizce arasindaki kimi benzerlikler sebebiyle
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(Ornegin; “doktor” ve “doctor” kelimesi, iki dilin de yazili bir alfabeye sahip olmasi
vb.) Ingilizce dgrenme siireclerinde kimi zaman Tiirkge dil becerilerini referans
alabilmektedirler. Katilimeilar ayrica smif icerisinde sadece Tiirk Isaret Dili degil
farkl1 iletisim ydntemlerinin de (Ornegin; konusma) kullanilmasi gerektigini bdylece
siif icerisinde farkli isitme diizeylerinde 6grenciler olmasi durumunda daha etkili
olunabilecegini sOylemislerdir. Ayrica, isitme engelli 6grencilerin gorsel 6grenenler
olduklarini1 ve bu sebeple teknolojinin 6grencilerin basarilart iizerine olumlu etkiler
yaratabileceginin altim1 ¢izmislerdir. Katilimcilar ayrica BDDE’nin genel anlamda
ogrencilerin hedef kelimeleri kavrama ve kullanma becerilerini gelistirdigini ¢tinkii
dijital resimlerin 6grencilerin hafiza becerilerini gii¢lendirdigini sdylemisler ve dijital
ortamda uygulanan aktivitelerin Ogrencilere arkadaslarim1 ve kendi cevaplarini

gbzlemleme ve hedef dildeki bilgilerini test etme sansini tanidigini vurgulamislardir.

Ogrencilerin motivasyonlarina yonelik toplanan bulgular ise BDDE’nin
dgrencilerin Ingilizce calisma motivasyonlari iizerine genel anlamda olumlu bir etkisi
oldugunu ortaya koymustur. Oncelikle, &grencilere arastirmanin sonuna dogru
uygulanmis olan Likert tipi anketten elde edilen sonuglara gore dgrencilerin BDDE
ile ilgili genel anlamda olumlu déniitler verdikleri ve derse karsi ilgilerinin arttig1
goriilmiistiir. Ornegin, dgrenciler, bilgisayar kullanmay1 sevdikleri ve bilgisayar
kullanmanin zor olmadig1 konusunda hemfikirler ve hedef kelimeleri bilgisayarda
yazmanin kolay ve eglenceli oldugu ifadesine de katilmislardir. Ayrica, ankette yer
alan Ingilizce dersini bilgisayar kullandiklari i¢in sevdikleri ve Ingilizceyi bilgisayar
kullanarak 6grenmeye devam etmek istedikleri ile ilgili ifadelere de katilmislardir.
Ogrenciler uygulamanin ozgiivenlerinde artis sagladigina da katilmaktadirlar.
Ingilizce Ogretmeni ve arastirmaci tarafindan doldurulan gézlem formlari ile
aragtirmacinin  gozlem notlar1 da yukarida belirtilen ifadeleri destekler nitelikte
sonuglar ortaya koymus ve ayrica BDDE’nin 6grencilerin iletisim ve isbirligi

becerileri lizerine olumlu etkileri oldugunu da gdstermistir.

Aile iiyelerine arastirmanin basinda sorulan agik uclu anket sorular ile
aragtirmanin sonuna dogru uygulanan Likert tipi anketten elde edilen sonuglar ise
teknolojinin isitme engelli Ogrencilerin motivasyonlar1 {izerine olumlu etkileri
oldugunun altin1 ¢izmistir. Ac¢ik uclu sorulara verilen yanitlara gore Ogrenciler

teknolojiyi oyun oynamak ya da bilgi edinmek gibi farkli amaglar igin
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kullanabilmektedirler ve 6grencilerin bilgisayar kullanma becerileri yeterlidir. Anket
sonuglarina gore aile tyeleri mevcut miifredatin yetersiz oldugunun altini
cizmektedirler ve kullanilan materyallerin G6grencilerin  seviyesinin iizerinde
olduklarim1 vurgulamaktadirlar. Likert tipi anket sonuc¢larindan elde edilen verilere
gore Ogrenciler bilgisayar kullanma konusunda zorlanmamaktadirlar ve smif
icerisinde gerceklestirilen bilgisayar etkinlikleri konusunda heyecan duymaktadirlar.
Aile iiyeleri ayrica, bilgisayar ortamindaki alistirmalarin 6grencilerin 6zgliven
duygulart ve smif igerisindeki performanslar1 iizerine olumlu etkileri oldugu
konusuna ve bilgisayar destekli egitimin dgrencilerin Ingilizce dgrenme siireclerini

olumlu yonde destekledigi konusuna katilmiglardir.

Ogretmenler ile gergeklestirilmis olan yar1 yapilandirilmis gériismelerden
elde edilen sonuglarda katilimeilarin mevcut miifredat: (hem genel anlamda hem de
Ingilizce dersi igin) yetersiz bulduklari ve Ogrencilerin seviyeleri ve engel
diizeylerine uygun olarak hazirlanmayan mevcut miifredatin bu 6grencilerin sosyal-
duygusal gelisimleri {izerine olumsuz etkisinin olabilecegini savunduklar
goriilmiistiir. Ogretmenler ayrica, isitme engelli &grencilerin teknoloji ile i¢ ice
olmaktan hosnut olduklarim1 ve birgok isitme engelli 6grencinin de bilgisayar
becerilerinin iyi oldugunu vurgulamislardir. Bu sebeple, derslere dijital materyallerin
de eklenmesinin onlarin ¢aligma isteklerinin artmasin1 saglayabileceginden
bahsetmislerdir. Son olarak, dijital materyaller 6grencilere farkli bir iletisim kurma
segenegi sunacagindan, bunlarin 6grencilerin iletisim, isbirligi, 6zerklik ve kendine

giiven duygulari lizerine de olumlu etkiler yaratacagini eklemislerdir.
5. Boliim: Tartisma ve Sonuclar

Bu béliimde, arastirma siiresince elde edilen sonuglar alan yazin taramasinda
bahsedilen kimi konu ve arastirmalar referans alinarak tartisilmis ve bu baglamda
gelecekte yapilacak olan arastirmalara bazi yol ve segenekler sunulmustur.
BDDE’nin 6grencilerin basar1 ve motivasyonlar iizerine etkisi ile ilgili elde edilen
sonuclarin tartisildigi bu aragtirmada, onceden gerceklestirilmis olan arastirmalar ve

bahsedilen konulara genel anlamda paralel sonuglarin elde edildigi goriilmiistiir.

Ote yandan, arastirma esnasinda ortaya cikan veya arastirmaci tarafindan

belirlenen smirliliklar dikkate alindiginda, daha sonra bu alanda yapilabilecek olan
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benzer bir arastirmanin uzun siireli etkisinin gézlemlenebilmesi i¢in daha uzun siiren
bir uygulama gerceklestirilebileceginden bahsedilmistir. Boylece, isitme engelli
Ogrencilerin uzun siireli hafiza becerilerinin de gelistirilebilmesi i¢in farkli ve etkili
yontemlerin de denenebileceginin alt1 ¢izilmistir. Ayrica, daha sonra gerceklestirilme
ihtimali olan benzer ¢aligmalarin, eger miimkiinse, Tiirkiye’nin birden fazla yerinde
ve daha fazla kisinin katilimiyla gergeklestirilmesinin uygulamanin etkisini daha
etkili bir bi¢cimde ortaya ¢ikaracagindan ve c¢alismaya kontrol grubunun da
eklenmesinin bu etkiyi daha net gostereceginden bahsedilmistir. Ayrica, bu arastirma
isitme engelli Ogrencilerin sadece yabanci dil kelime kazanim siireglerine
odaklanmistir; ancak bu c¢aligmada yabanci dil ile ilgili gelecekte gerceklesme
thtimali olan bagka c¢alismalar i¢in isitme engelli Ogrencilerin hedef dil ciimle
yapisint  kavrama ve kullanma becerilerine odaklanilabilecegi secenegi de

sunulmustur.
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