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ABSTRACT

SELF-REGULATION STRATEGIES THAT ENGLISH LANGUAGE LEARNERS
IN A TURKISH STATE UNIVERSITY USE TO INCREASE THEIR
PROFICIENCY AND SELF-EFFICACY

Tomak, Burak
Ph.D., Department of Foreign Language Education
Supervisor: Prof. Dr. Golge Seferoglu

April 2017, 361 pages

With the new trends in language teaching, more responsibility has been given to the
language learners who are in charge of their own learning. Thus, they are now
supposed to keep track of their language development and do their best to increase
their language proficiency and self-efficacy. Especially learners who start their
language learning from Al level and who must reach to B2 level within a limited
time just like the ones here in this study are expected to make use of the language
learning strategies to increase the efficiency of their language learning and to
improve themselves within a limited amount of time. This study aims at determining
the self-regulation strategies that students who started their language learning process
from Al level in the School of Foreign Languages in one of the Turkish state
universities in Istanbul had used and their effects on the self-efficacy and linguistic
proficiency within an academic year that took eight months. For the purpose of this

study, the researcher distributed a questionnaire with which the researcher reached



169 students. After the analysis of the questionnaire results with SPPS, the researcher
made stratification among the participants and 10 participants were chosen. These
participants were taken to think aloud protocols and interviews both almost at the end
of the first (fall) semester and nearly at the end of the second (spring) semester. After
the semester break, student diaries were also collected. For triangulation purposes,
instructors that had taught this group were also included in the study and they were
interviewed at the end of the academic year as well. According to the results, the
higher average group used strategies in accordance with their own needs and the
deficiencies of the language, which led them to change the strategies accordingly in
the second term whereas the average group participants used the same strategies as
the ones in the first term. Higher average group mostly used “cognitive” strategies
whereas the participants in the below average group and the average group preferred

“memory” strategies.

Keywords: self-regulated learning strategies, self-efficacy, Al level learners
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BiR TURK DEVLET UNIVERSITESINDE INGILiZCE OGRENENLERIN DiL
YETERLILIGI VE OZ YETERLILIGINI ARTIRMAK ICIN KULLANDIGI OZ
DUZENLEME STRATEJILERI

Tomak, Burak
Doktora, Yabanci Diller Egitimi Boliimii

Tez Yoneticisi: Prof. Dr. Golge Seferoglu

Nisan 2017, 361 sayfa

Dil o6gretimindeki yeni akimlarla birlikte, kendi Ogreniminden sorumlu olan
ogrencilere daha fazla sorumluluk verilir. Bdylece, artik dil gelisimlerini takip
etmeleri ve yeterliliklerini ve 6z yeterliligini artirmak icin ellerinden gelenin en
iyisini yapmalar1 beklenir. Ozellikle Al seviyesinden dil dgrenimine baslayip bu
calismada da oldugu gibi sinirl bir siire iginde B2 seviyesine ulasmak zorunda olan
ogrencilerin dil 6greniminin etkinligini artirmak ve kendilerini sinirli bir siire i¢cinde
gelistirmeleri i¢in dil 6grenme stratejilerini kullanmalar1 beklenmektedir. Bu ¢alisma,
Istanbul'daki  Tiirk devlet {iniversitelerinden  birinde, Yabanci  Diller
Yiiksekokulu’nda A1l dil seviyesinden baslayan 6grencilerin kullandiklar1 kendi 6z
diizenleme stratejilerini ve bu stratejilerin 6grencilerin sekiz ay siiren akademik yil
icerisinde 0z yeterliligine ve dil becerilerine etkisini belirlemeyi amaglamaktadir.
Anket yardimi ile aragtirmaci, bu okulda Al diizeyinden baslayip 6grenim yilina

giren ve akademik yili sonunda B2 diizeyine ulagsmasi gereken 169 6grenciye
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ulasmistir. Anket sonuglarinin SPPS ile analizi yapildiktan sonra katilimcilar
arasinda tabakalagsma yapmis ve 169 Ogrenciden 10 katilimci segilmistir. Bu
katilimcilar neredeyse ilk (sonbahar) yariyilin sonunda ve ikinci yariyil (bahar
donemi) sonunda olmak iizere sesli diisiinme protokollerine ve miilakatlara
alimmiglardir.  Yariyil tatili  sonrasi, Ogrenci gilinliikleri de toplanmustir.
Calismanin giivenilirligi i¢in, arastirmanin yapildigi bu akademik yil boyunca bu
gruba Ogretmenlik yapan 0gretim gorevlileri de arastirmaya dahil edilmis ve 6gretim
yili sonunda da onlarla da goriisiilmistiir. Elde edilen sonuglara gore, yiiksek
ortalama grubu, stratejileri kendi ihtiyaclarina ve dil deki eksikliklerine gore
kullanirken ve buna uygun olarak ikinci donem stratejileri degistiriyorken; ortalama
grup katilimcilar ilk donem uyguladiklar stratejileri ikinci donem de aymi sekilde
kullanmistir. Yiiksek ortalama grup katilimcilari ¢ogunlukla "biligsel" stratejiler
kullanirken, ortalamanin altindaki gruptaki katilimcilar ve ortalama grup "bellek”

stratejilerini tercih etmislerdir.

Anahtar Kelimeler: Oz diizenleyici grenme stratejileri, dz-yeterlik, Al

seviyesindeki dil 6grencileri
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CHAPTER 1

INTRODUCTION

1.1. Changes in language learning/teaching

People have tried to learn another tongue either as their foreign or second language
so they have been taught these languages differently all through these years. Every
recent change both in education and pedagogy has naturally affected this language

learning/teaching process accordingly.

Language teaching was based on Grammar Translation Method and in this method,
the lessons were teacher-centered because those times language teachers were
considered as the sole authority of the class and they were considered as the
“experts” who were the sole source of the knowledge which can only be transmitted
by the teachers themselves. Students were only the recipients of the information
taught to them. This trend had continued until 1940s and 1950s when the Audio-
lingual Method was the most popular language teaching in which the responsibility
of teaching was again on the shoulders of the teachers whereas the learners were
considered as “passive” agents who took the input provided to them (Richards &
Rogers, 2001).

With the advent of the Communicative Language Teaching during 1980s, students
have started to take over the responsibility of their own learning and they have been
thought as “active” agents who are to be responsible for their own learning process.
This was a milestone both for language teaching and learning because it was
understood that language teaching was not a process that should be restricted to the
hands of teachers but the learners were also a part of it. Thus, new terms came out
and researchers attracted the attention to the responsibility of learners in language

teaching/learning process Hedge (2000) explained this process:



Since the late 1980s we have seen a proliferation of terms relating to this
concept of self-directed learning: autonomous learning, self-monitoring, self-
assessment, learner strategies, self-help learning strategies, strategic
investment, learner training, self-study, self-access learning (p. 77).

This quotation points out the importance of the new requirements and expectations
from the 21 century learner as well as the changing trends in education which
expects the learners to take over the responsibility of their own learning.

These current issues in education are not only associated with the new concepts and
theories in language teaching field but they are also directly related to the
“Constructivism” trend in education. Constructivists point out that real understanding
can take place only when students fully participate in their own learning, which is
believed to lead to deeper and richer understanding and use of knowledge by
promoting application of what has been learnt (Clements & Battista, 1990) because it
requires a process in which learners construct the knowledge with the help of their
own experiences (von Glasersfeld, 1989). Importance of social interaction has been

emphasized in the social constructivist version of the theory (Simons, 2000).

Constructivism has influenced many educational reforms ‘‘that seek to create
constructivist-based classroom environments and instructional practices to enhance
students’ deep understanding of knowledge’’ (Nie & Lau, 2010, p. 411) because
deep understanding of the knowledge and knowledge building are both required from
the learners (Bolhuis & Voeten, 2001; Honebein, 1996; Nie & Lau, 2010), which
encourages student centred learning. When the focus is more on the learners, they are
provided with multiple representations of the learning content (Jonassen, 1994;
Murphy, 1997). This means that the new trends in education have required the
learners to be skillful enough to monitor their own learning process. Seferoglu (2014)
also emphasizes the importance of 21% century skills that are obligatory for the new
generation to learn so as to be successful in this new era of education. She elaborates

on her explanations by saying:



Most of the time we, as educators, concentrate on our students’ cognitive
ability development but we should provide our learners with opportunities for
them to develop their emotional as well as social skills so that they should be
active individuals that will contribute to the development of the country (p.
21).

It is stressed in article that language learners should be equipped with the
opportunities that will enable them to be the active agents for their own learning in
every aspect of education including cognitive, social and emotional perspectives.
How this can be achieved is the point that has been considered for the last three
decades with the studies and researches conducted in the field of education. The
academic research has come up with a term called “self-regulation” that puts some
emphasis on the improvement of the learners’ self-regulation skills that they will use
both in their academic and social lives. Thus, there have been lots of studies
conducted to determine both the importance of “self-regulation” and its reflection on
the achievement of learners. However these studies that have been carried out so far
is not adequate to explain what students do and what kind of strategies they use so as
to increase their self-regulation. Thus, more research is needed to discover the
strategy use of the learners better.

1.2. Changes in language classrooms

The changes in education naturally affect the language teaching and learning
pedagogy, which leads to different implementations in language classrooms as well.
Collins and Munoz (2016) claim that language classrooms are different from any
other learning environments such as conversation clubs (face-to-face or virtual),
tutoring sessions, or self-paced courses because of the three characteristic features of
these classes.

The first one is the physical space which should be appropriate for language
learning/teaching. For instance, the desks or the seats used in language classrooms
should be movable and practical to carry around because a student should always be
ready to interact with her friends in the class as communication can never stop in

language classrooms.



The second one is the time in which teachers and students should reach the
objectives of the each lesson within a limited amount of time so everything should be
well-planned. As the language skills are integrated with one another, speaking
activity of a certain topic cannot be left to another time to be covered unlike a math
lesson. Thus, the teacher should organize the reading listening and speaking activities

of a certain topic well so that they will not be separated from one another.

The third one is the teacher himself/herself who must have an expertise in foreign
language and foreign language teaching pedagogy. S/he should bethe one that knows

what, when and how to teach to increase the efficiency of the language.

Though these three elements of the language class are important, Collins and Munoz
(2016) claim that language learning can no longer be restricted to a certain place,
certain amount of time and the teacher who is in charge of the teaching process in the
class. They assert that language learning and teaching process is no longer limited to
a certain amount of time, place and people. Learners must take over the
responsibility of their language learning and they can do it so everywhere, every time
with every one. Perfect example for this is the flipped classrooms which is a form of
blended learning in which students accumulate the knowledge on their own by
arranging the time when they will focus on the topic with the help of video lectures
so that the class time is used for exploring, refining, and applying knowledge in more
hands-on activities (Baker, 2000; Engin,2014; Hung, 2015; Muldrow, 2013). This
means that students have to study for a specific topic on their own out of the
classroom trying to understand it and they will practise what they have learned
outside the class in the class. As a matter of fact, they will have the chance to practise
what they have learned out of the class theoretically within the class time. Thus, they
become the active agents of their own learning. Unless they do what is required from
them, they will not be able to learn. Unlike traditional classrooms in which teachers
are the mere source of the information and play the active role in teaching as well as
take over the responsibility of students’ learning, class time will be allocated for the

practise and elaboration of the new knowledge acquired.



Even though these new implementations in class may lead to thrills among the
teachers who are willing to apply them in their lessons, some students might not like
because of several reasons. Weimer (2012) articulates that students think that these
new applications will require them to study more and to take over more
responsibilities of their learning on their shoulders. Additionally, they oppose to
these new trends just because they are afraid of them. New trials always mean new
challenges so students want to be exposed to activities to which they have been
accustomed for long years. However, there are some other studies that show that
students like the new applications in the classroom. Kurt’s study (2017) proves that
students enjoy the “flipped-classroom” design of the course offered to prospective
teachers in English language teaching program in the Faculty of Education more than
their peers who have taken the same course in which the theories have been provided
during the lectures either with presentations and the explanations of the lecturer in a
traditional way. Surely, whether the new implementations like flipped classroom
model in which students are more responsible for their own learning will work
depend on the context as well as the student profiles. For instance, the participants of
study conducted by Kurt (2017) are university level students who are already aware
of their own responsibilities but this same implementation might not work with high

school learners who are already having their problematic adolescence period.

Despite the rejections that might come out of the students to the new
implementations that will make them more active and responsible for the learners,
there are some solutions that teachers can have to sort out this probable trouble. They
should encourage their students to take risks for this new methodology that will be
followed so that students can be inspired by the empowerment of their teachers. They
highly need it because the higher self-esteem they have for their potential, the more
likely they will get used to this new trend. Candy (1991) gives a piece of advice for
the teachers who are planning to have their students get used to these new

implementations:



Teachers of critical thinking and psychotherapists both require individual
responsibility and self-direction from their students/clients, who often lack
self-confidence. So students/ clients must try things they are not yet good at.
Relying on oneself rather than the expert is frightening. Becoming a
successful critical thinker or client means taking risks and fighting fears of
failure and of the unknown (p. 382).

Teachers should handle this issue with care and do their best not to frighten their
students with the new implementations with which students are totally unfamiliar.
Thus, students should be supported by their teachers during this process in which
they will get used to the new system. However, teachers are not the only ones who
are responsible for this big change in terms of both the implementation of the lesson
design and the attitudes of the students towards the new. Students must also be eager
to cooperate with their teachers to have less problems during this troublesome
transition process. Weimer (2002) suggests communicating with the students and
persuading them for the benefit of this new methodology.

These new changes both in the language classrooms and language learning/teaching

process result in some changes in the roles of the language learners.

1.3. Changes in the learners’ responsibilities

The changes in the language classroom and the philosophy of language teaching and
learning have naturally affected the roles of the learners both in and outside the class
time. These new changes require the learners to think about their own learning
process and take over the responsibility of it. When they are in charge of their own
learning, they will be more independent learners who do not solely depend on their
teachers as the only source of the knowledge. The focus on individual learners and
the choices they make as well as the responsibilities that they have to take have all
been a pervasive influence on language learning and teaching for more than three
decades (Brindley, 1989; Holec, 1981, 1987; Holec et al., 1996; Nunan, 1988;
Rubin, 1975; Tudor, 1996).

These new trends in the field which make the individual learners more responsible
for their own learning have led to individual language learning. White (2008) has

come up with some of its principles: optimizing or extending learner choice,
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focusing on the needs of individual learners, not the interests of a teacher or an
institution, and the diffusion of decision-making to learners. Thus, independent
language learning means more learner-centered language learning which pays
attention to the needs and right of the language learners. They should be provided
with the options among which they will choose the best for themselves in
accordance with their needs, preferences and the language level so that they will be
able to make their own choices for their on learning as Anderson and Garrison
(1998) have suggested. Therefore, Dickinson (1994) argues that the most effective
way of creating such an independent language learning environment is for the
teachers to get their learners think about their needs and the objectives that they have
to accomplish.

When learners think about their needs, they will decide upon their own choices that
will bring the success that they have been seeking for. Thus, a good language
learners should be the one that makes up his/her mind to find the right path that will
take him/her to the goals that s/he has set in his/her mind. Chapelle and Roberts
(1986) assert that good language learners are more flexible so they can make some
adaptations in terms of their learning style to fit a learning task or purpose, while
poor language learners rigidly refuse to change their learning styles, no matter what

the task or purpose is.

As the learners become more independent in their language learning journey, this
might mean that they will be more autonomous. However, there is a slight difference
between these two terms. Little (1991) thinks that autonomy emphasizes
interdependence over independence. Dickinson (1994) makes a sharp
distinguishment between these two concepts. He relates independence to
responsibility of one’s own learning whereas autonomy requires a person to learn
alone. Littlewood (1997) defines autonomy as “an ability to operate independently
with the language and use it to communicate personal meanings in real,
unpredictable situations” (p. 81). Thus, this means that you should be studying
independently to be an autonomous learner. To better understand the issue, the

detailed definition of autonomy is necessary.



1.3.1. Autonomy

There are several definitions of autonomy in the literature. For instance, it might be
considered as “the free choice of goals and relations as an essential ingredient of
personal well-being” (Raz, 1986, p. 369). Thus, students determine the way that they
follow on their own way. Young (1986) agree with this definition by saying that
autonomy “is that of authoring one’s own world without being subject to the will of
others” (p. 35). These two researchers confirm that in autonomous learning
environments learners are the decision makers that determine the way of their own

learning.

The importance of autonomy in terms of language learning/teaching became
prevalent in the 1970s when “life-long learning” term was introduced in the context
of the Council of Europe’s Modern Languages Project (Council of Europe, 2001).
Since then, autonomous learning has gained significance and Allwright (1988) states
that it has an influential effect of language learning process which is now “associated
with a radical restructuring of language pedagogy, a restructuring that involves the
rejection of the traditional classroom and the introduction of wholly new ways of
working” (p. 35). This means that language learning is not restricted to classroom
environment but outside it learning will still continue and students will be active
agents of learning both inside and outside the classroom. Thus, the classrooms will
not be the traditional places where the knowledge is conveyed by means of teachers
but students will play an active role to reach information within the class time as
well. Thus, Holec (1979/1981) defines autonomy as “the ability to take charge of
one’s own learning” (p. 3). He elaborates on his definition by mentioning the key
elements of autonomy including “determining objectives, content, and progression,
selecting methods andtechniques, monitoring acquisition, and evaluating what has

been acquired” (p.3).

There are some concepts that are confused with autonomy in the field. Thus, Little
(1990) has explained some of the notions that cannot be associated with autonomy.
He argues that “autonomy is (a) not a synonym for self-instruction, (b) not a matter

of letting learners get on with things as best they can, (c) not a teaching method, (d)
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not a single easily described behavior, and (e) not a steady state” (p.7). Thus, it can
be understood that independence and autonomy are totally two different terms that

should be not used interchangeably

An autonomous learner is someone who takes over his/her own learning
responsibility. Dickinson (1987) confirms this by claiming that autonomy is “the
situation in which the learner is totally responsible for the decisions concerned with
his/her learning and the implementation of these decisions. In full autonomy there is
no involvement of a teacher or an institution [...] [nor] specially prepared materials”
(p. 11). However, this dramatic definition might mean that there is no involvement of
the teachers to make their learners autonomous but actually teachers are also part of
the process in which learners become autonomous because without the guidance,
directions as well as the appropriate instructions of teachers, learners might feel lost
and cannot find the right way to be autonomous. Therefore, Dickinson (1992)

introduced how teachers can increase the autonomy level of their students.

Though being autonomous learner does not mean that there will be no teacher or
expert involvement in the process of language learning/teaching, there are some
claims that support the idea that independence is the prerequisite of autonomy, which
means autonomous learners are the ones that decide everything about their learning
process. For instance, Rivers (2001) thinks learners can be considered as autonomous
as long as they are “requesting and demanding substantive changes to every aspect of
the course, and especially to the course content and structure” and employing ‘self-
directed language learning’ which is defined as “behaviors directed at the
amelioration of the learner-teacher and learner-learner style conflicts, and at the
individual’s need for learner autonomy”. For Rivers, “autonomy is a prerequisite for
self-directed language learning” (p. 286). However, the definition of autonomy
cannot be simplified and overgeneralized because there are lots of other factors that
affect the autonomy of the learners. For instance, Pennycook (1997) comes up with
three different factors that affect the autonomy: (a) technical, encompassing
situational conditions for autonomy; (b) psychological, involving the individual’s
characteristics, such as attitudes and behaviors; and (c) political, dealing with

competing ideologies. However, Oxford (2003) criticizes Pennycook’s model
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because it gives more importance to political factor of autonomy and do not mention
the sociocultural perspective at all. According to Oxford (2003) learning strategies
are another important element that highly affects autonomy of the learners and in
Pennycook’s definition learning strategies can only be found in technical component
but they should be integrated with every component of it. What is more, Pennycook
does not include other factors that affect the autonomy of the learners such as
context, agency, and motivation relate to different versions of autonomy. Oxford
(2003) adds that autonomous learners must also have characteristics such as high
motivation; self-efficacy defined by Bandura (1997) as “beliefs in one’s capabilities
to organize and execute the courses of action required to produce given attainments”
(p.3) as well as a sense of agency; a desire to seek meaning (Frankl, 1997); positive
attitudes; need for achievement; and a combination of extrinsic and intrinsic
motivation (Deci and Ryan, 1985; Wigfield et al., 1998).

In addition to the factors given by both Pennycook (1997) and Oxford (2003) that
affect the autonomy of the learners, there are some other that are mentioned by
Toohey and Norton (2003). They claim that autonomous learners must have variable
motivations, learning styles, cognitive traits, strategies and personality orientations

that are seen as causal of their success or failure in language learning.

Autonomy brings about success for the language learners. An important study
conducted by Dam and Legenhausen (1996) shows that students in autonomous
classrooms in Denmark develop greater proficiency in terms of vocabulary,
grammar, and spoken communication than ones in more traditional classrooms.
However, there are also studies like the one carried out by Sinclair (1999) who claim
that there is currently “little evidence to suggest that learners who have followed a
programme that promotes greater learner responsibility develop greater language
proficiency than those who do not” (p. 97). Surely there are other factors that affect
the autonomy and the atmosphere of a successful classroom that should be
considered while evaluation the performance of the students. These factors affecting
the efficiency of the language classrooms because of the new changes in language

learning and teaching pedagogy will be given in more detail.
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1.3.2. Motivation

Motivation is an important factor that affects language learning both inside and
outside the classroom. The difference between motivated learners and unmotivated
ones are easily noticed in terms of their awareness and attention to the lesson. As
Turkish is one of the languages, which creates a little bit more difficulty for the
English language learners than any other languages, motivation is necessary for the
Turkish learners who must be determined to learn English. Pimsleur (1980) has made
four different categories of the languages in terms of the difficulty that they create
for the learners of English. The difficulty level increases from group 1 (the easiest) to
group 4 (the hardest) and Turkish language has been put in group 3, which means
that Turkish learners of English will naturally have some trouble in learning English
so they need to be highly motivated to challenge the difficulties that they face. Thus,
motivating the learners to learn English is also one of the responsibilities of the
teachers. There are a variety of factors that teachers should consider to increase the
motivation level of their learners, which are suggested by Dornyei and Murphey

(2003):

1) Learning about each other

2) Proximity, contact, and interaction
3) Difficult admission

4) Shared group history

5) The rewarding nature of group activities
6) Group legend

7) Public commitment to the group

8) Investing in the group

9) Extracurricular activities

10) Cooperation toward common goals
11) Intergroup competition

12) Defining the group against another

These are the some of the issues that should be taken into account while motivating

students to learn the language. In his book Dornyei (2001) shares lots of different
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techniques to motivate the students but briefly he suggests that teachers should pay
attention to the needs and interest of the learners as well as their personalities and
their wishes. As long as teachers know their students and their profile better, they

will have an insight about how to motivate them accordingly.

In one of his articles, Dornyei(1994) comes up with a model of L2 motivation which
includes three levels. : (a) the language level, reflecting social and cultural attitudes
toward the language and involving integrative and instrumental reasons for language
learning; (b) the learner level, concerning the individual’s characteristics, such as
achievement needs and linguistic self-confidence (this is where autonomy resides);
and (c) the learning situation level, containing course factors, teacher factors, and

group factors.
1.3.3. Cultural context

The context where language learning and teaching takes place also affect the way of
language teaching and learning. Cortazzi and Jin (1998) name after it as “culture of
learning language” and define as “culturally based ideas about teaching and learning,
about appropriate ways of participating in class, about whether and how much to ask
questions” (p. 100). However, this does not mean this “culture of learning language”
only has an influence on the activities done within the classroom time but it also
includes outside the classroom such as a self-access centers (Jones, 1995) or in more

informal situations (Diouf et al., 2000).

The characteristics of the learning context somehow determine the type of language
learner that is suitable for the learning environment. However, teachers should do
their best to make their learners find they way that suits them most. Thus, Pennycook
(1997) warns that it requires a process which is ““merely a matter of handing over
the reins, of giving students greater control over the curriculum, of giving them
greater control over or access to resources, of letting them negotiate what, when, and
how they want to learn” (p. 46). However, Freire (1972) disagree with him by saying
that giving the students all the responsibility of their own learning is not the right
thing to do because they might lose their way and be lost. Littlejohn (1997) gives an

example of the self-access centers which are organized to make learners more
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autonomous and responsible for their active learning. These places might sometimes
arrange only low-level, scripted, non-communicative, uncreative L2 tasks, from
which students do not benefit at all so they always need the guidance of their

teachers.

Every context has its own unique features so there are also some places which will be
very useful for students. For example, the self-center in the University of Helsinki as
described by Karlsson et al. (1997), is providing its learners the opportunities and

facilities that will make them active agents of their own learning.
1.3.4. Individual Differences

It is important for the teachers to know about their learners’ profiles before they
design their lessons because a teacher that does not know any idea about his/her
students cannot plan an efficient lesson. Crozier (1997) suggests that teacher should

know the differences among their students in terms of how they learn.

Every act of teachers will have an influence over their students either in a positive or
negative way. Thus, the design of the lessons might be either motivating or
demotivating for the students depending on their goals (Ddrnyei, 2001) and learning
style (Ehrman, 1996; Reid, 1998). Thus, if teachers have an insight about their

learners’ choices and targets, they will organize activities accordingly.

The present interest and aims have both and influence on the students’ learning styles
and choices but their backgrounds which they have brought from their past learning
experiences should also be considered by the teachers because students who are used
to learning in traditional classrooms will find it difficult to adapt themselves to
learning conditions under which new and modern techniques are used. For instance,
Levine et al. (1996) reveals that immigrants from Soviet Union to Israel tend to
prefer ‘traditional’ strategies, such as memorization of grammar rules and doing
grammar exercises, while learners who have spent five years or more in Israel are
inclined to prefer more ‘communicative’ strategies. This is because of the “cultural-
educational” factors that affect the preferences of these two different leaner profiles.
Levine et al. (1996) claim that “learners studying in a highly structured and uniform
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educational system would develop learning strategies reflecting that system” (p. 45).
This means that educational system that has been either exposed to or imposed on the
learners certainly affect the choices that they make to use strategies that will facilitate
their learning. This brings another important factor that affects language learning and
that is the main core of this study: learning strategies.

1.3.5. Learning strategies

The importance of learning strategies has become more apparent after the new
changes both in educational and language learning/teaching pedagogy that have been
stated in the previous pages. Peculea and Bocos (2015) elaborate on the significance
of learning strategies by saying:
The interest of education in learning strategies has increased due to the
innovative concept of competencies; in fact, the strategies are considered part
of the resources that the student should engage in order to put in practice the
competences. The learning to learn ability that is to become autonomous,

independently in the learning is often valorized in the pedagogy of
competencies (p.16).

This quotation emphasizes that strategy use is part of the language learning process
in which students play the active role by taking over the responsibilities of their own
learning. With the help of the strategies, they will turn into more conscious and

autonomous learners.

According to Weinstein, Husman, and Dierking (2000), learning strategies are “any
thought, behaviors, beliefs, or emotions that facilitate the acquisition, understanding,
or later transfer of new knowledge and skills” (p. 727). Thus, learning strategies,
plans or steps taken in an organized way,facilitate learning and they can be
considered as psychological gateway to L2 learner autonomy (Oxford, 1990;
Wenden, 1991; Dickinson, 1992; Littlewood, 1996). It is necessary for the learners
who can be identified as “autonomous students” to do self-evaluation, organization,
goal-setting, planning, information-seeking, record-keeping, self-monitoring,
environmental structuring, giving oneself consequences for performance, rehearsing,
memorizing, seeking social assistance, and reviewing (Zimmerman & Martinez-
Pons; 1988, 1990).
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Learning strategies are good indication for whether the learner is autonomous or not
but if the learners are using the strategies just to pass the tests or exams instead of
learning the language or as a tool to facilitate their learning language, it means that
they are not using learning strategies in the deep sense (Oxford, 2008). Learning
strategies cannot be thought in that simple way. They are the clues that show the
learners the path that they will follow and gain the benefits in the long run. As long
as they make use of the strategies in an efficient way, the strategies will have an
effect on their language performance, achievement, proficiency, and autonomy
beliefs (O’Malley & Chamot, 1990; Oxford & Ehrman, 1995; Pressley & Woloshyn,
1995).Therefore, it is really vital for the learners to better able to make use of the
learning strategies in their language learning process. They can learn strategies with
strategy training that can be given by their teachers so that they will improve their
sense of agency, self-efficacy judgments, motivation, confidence, and L2
performance (Chamot & O’Malley, 1996; Chamot et al., 1996; Dadour & Robbins,
1996; Oxford & Leaver, 1996; Nunan, 1997). The efficient use of strategies has an
effect of other factors that are also significant parts of language learning and teaching

process so they are in a way interconnected with one another.
1.3.6. Self-regulation

Self-regulation is another concept that is related to learning strategies and that will be
dealt with in detail in the literature review part of the thesis. Briefly, it is the
discipline that language learners need to have to be good language learners. Also, in
order to be self-regulated learner, one should know how to do self-study and they
must know how and when to allocate the time for language learning. Thus, one of the
responsibilities of a good language teacher is to promote self-regulated learning so
that his/her learners will benefit from different learning environments that they have
created themselves. This is also related to learner autonomy because students will
organize their own learning and to be able to do that they need “specific abilities to
navigate different (learning) environments” (Reinders & White, 2011, p. 2). They
can do this with their own self-study time because this will bring variety to the

learning environment that they already have in their formal classrooms.
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There are several ways that learners can make themselves self-regulated with the
self-studies that they organize for their learning. Some researchers claim that learners
can do this with the help of technology which has been developing quite a lot for the
last ten years. For instance, Kern (2006) states that technology has brought a variety
to language learning pedagogy by changing some of the methodology and the
communication between learners and teachers. However, Nielson (2011) warns that
technology is not providing the learners with everything that they need. In his study
it is shown that even adults who are doing self-study with CD packages need
guidance and instruction from their teachers. Thus, trying to make students self-
regulated does not mean leaving them all alone. They should get professional help

from their teachers.
1.4. Significance of the study

When the literature has been reviewed, it can be noticed that most of the studies
conducted on self-efficacy and language learning strategies were done with
quantitative methods just with a questionnaire (Baleghizadeh & Masoun, 2013; Bilge
et al, 2014; Chuang et al., 2015; Cubillos & Ilvento, 2002; Cubukgu, 2008; Erdzkan,
2013; Heikkila & Lonka, 2006; Hodges & Kim, 2010; Kim et al., 2015; Magogwe &
Oliver, 2007; Mahmoodi et al., 2014; Mizumoto, 2013; Pintrich & De Groot, 1990;
Tirfalioglu & Cinkara, 2009; Ting & Chao, 2013; Wang et al., 2013; Yang, 1999;
Yilmaz, 2010) whereas there were only very few studies conducted integrating
qualitative methodology to test the self-efficacy of learners (Inan, 2013; Rose &
Harbon, 2013; Usher, 2009; Wang, 2004). Therefore, this study could contribute to
the field with a one year long longitudinal data collection process with qualitative
methods. White (2014) mentions the advantages of longitudinal case studies such as
their power to show the different aspects of the proficiency of the learners as they
can be observed and monitored during the time of the study, the ways learners follow
both during and out of the class time as well as the stages that they pass especially
during their linguistic development. There seems to have insufficient numbers of
longitudinal studies conducted on strategy use of language learners (Green and
Oxford, 1995; Ellis, 1996; Chamot, 2001). In fact, there are some studies which have
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used learners’ retrospective accounts to determine their strategy use (Wenden, 1986;

Carson & Longhini, 2002).

There are also studies which combine the self-efficacy and the use of technology in
relation to each other (Barber et al., 2011; Basaran & Cabaroglu, 2014; Ducate &
Lomicka, 2013; Feng, 2009; Taipjutorus et al., 2012) but this study do not try to
make relation between technology use and self-regulation strategies but they might
come out in the results if participants mentioned about them in the interviews or

student diaries.

Some researchers have examined the sources of self-efficacy qualitatively by asking
college students to list what makes them feel confident in their coursework. For
example, Hutchison et al. (2006) have carried out a study with undergraduate
engineering students who are asked to list and rank the factors that have influenced
their confidence for them to be successful in an introductory course. Results show
that mastering course content have increased their confidence, though women are
more likely than men to report that availability of help in the class have made them
more confident. The study conducted by Lent et al. (1996) also shows similar results.
They have also asked college undergraduates to list what have affected their
mathematics self-efficacy. Students in these studies primarily listed mastery
experiences and rarely vicarious experiences, social persuasions, or physiological
arousal as central to their self-efficacy, which may have been a function of the open-
ended nature of the measures used.

Quantitative studies involving experimental or quasi-experimental design have been
taken into more seriously within education and the social sciences; however, rigorous
qualitative studies have started to be given more values with respect to generating
new knowledge and moving disciplines in innovative directions. The latter has also
begin getting more validation and support by means of financial aids and rewards
(Duff, 2007). Actually the recent prominence of qualitative research design has lead
to more publication of the studies both in the journals and books on language

education and applied linguistics (e.g., Bailey & Nunan, 1996; Davis & Lazaraton,
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1995; Duff, 2002; Lazaraton, 2000, 2003). These new trends in academy have

encouraged scholars to do more research with qualitative design.

Quantitative data collection tools might not always serve the needs of the researchers
who are trying to determine the self efficacy level of the learners along with the one
who conduct a study on the use of learning strategies by the students. To illustrate
Usher and Pajares (2008) claim that the studies using quantitative measures designed
to assess vicarious experience show poor internal consistency, obscuring the
relationship between this source and self-efficacy. Similarly, Benson and Gao (2008)
assert the idea that strategy questionnaires are not suitable tools to determine the
exact use of strategies by the students because they are not context sensitive, which
means they can work well in one place but might not give accurate results in another.
What is more, students might not be honest with their choices that they have to make
among the ones given in the scales. The importance of context and the profile of the

participants have also been stressed by Usher (2009):

Contextual and demographic factors may also have played a role in research
outcomes in this area. Researchers investigating the sources of middle and
high school students’ self-efficacy beliefs have reported that students may
rely differently on the sources of self-efficacy as a function of their gender,
ethnic background, and learning domain (p 276).

Contextual factors highly affect the studies of this kind. Thus, the questions such as
where the study has been conducted and with whom it has been done should be given
some thought to better understand the results because the context and the profile of
the learners have a big influence over the results. Thus, just giving the questionnaires
might not provide the researcher with the sufficient data to come to the conclusions
from that group.

Due to the context-sensitive nature of qualitative research design, they tend to
describe the strategic behaviors of the participant learners in some detail while
quantitative strategy research methods are more apt to suggest broad strategy

preferences (Benson &Gao, 2008).

Another important reason why this study should be done is the lack of studies that
have determined the strategies that students are using in the preparatory schools in
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higher education where Turkish students are enrolled in an intensive English
language teaching program. The status of preparatory schools, the School of Foreign
Languages, in Turkey is worth mentioning because in Turkey it is the only place and
time when students have the chance to be exposed to English with such intensive
curriculum during whole week days because they do not take such intensive English
lessons either in their primary school years or high school years. They take English
courses along with other lesson such as Maths, Science and Social Sciences... etc.
However, before the change in the curriculum designed by Ministry of Education in
2006, students had the chance to have a one year extensive English preparatory year
just before they started their high school education. Thus, after finishing their eight
years of education in primary school, they had a preparatory year when they started
their high school. During that year they had intensive English lesson all through the
year between 24 to 28 hours per week. However, this application was cancelled and
they distributed the English lessons to four years of high school education so the
students lost the chance to be exposed to English intensively within a year.
Therefore, the language education provided by the School of Foreign Languages has
gained more importance because these institutions have become the only places
where students can have the intensive English courses in their formal education after

the change in the curricular applications in the Ministry of Education in 2006.

With regard to the changes in 2006, most of the students who pass the university
exam have to take a one year preparatory school English language program to
continue their university education unless they are graduates of private high schools
or colleges where English lessons are highly given priority. Therefore, for students
who do not take proper English language lesson in their previous years in their
formal education, English learning turns into an important duty that they have to
accomplish. However, they have a limited time which is only “one year” to complete
this task because most of the state universities including the university where this
study was conducted only give them a year of education officially. If they fail that
year, they do not have the right to get another year of language education in that
school as “repeaters” but they can only take the exams without getting a formal

education for which they can attend the classes regularly so they have to use
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language learning strategies to be able to successful in the end because they do not
have much time to waste. Otherwise, they will have a gap year in which they cannot
go to university but take the exams to be able to pass and then to start to take their
departmental courses. Thus, it is important for the researchers to determine whether
the students use language learning strategies so as to use this limited time efficiently
and effectively. Unfortunately, there are not many studies carried out for this purpose
in Turkish context. Recently, A¢ikel (2011) did such a study with preparatory school
students to determine their language learning strategies but she used questionnaires
to collect the data so her study was purely quantitative. Therefore, this study will
bring another perspective to the field with the qualitative data collection tools
dominantly used to determine the strategies that language learners used and their

effects on their self-efficacy.

Along with the recent changes in the education and language teaching/ learning
pedagogy that have brought new terms and conceptsin the field which have been
introduced briefly in this chapter, the status of students who start their language
learning in Foreign Language Schools of the Turkish universities from Al level has
created a need to conduct such a study to better understand the one-year language

learning process of the Turkish learners of English language in undergraduate level.
1.5. Aims of the study and research questions

This study tries to determine the learning strategies that English language learners
who took a one-year intensive English language teaching program in a School of
Foreign Languages in one of the prestigious Turkish state universities in Istanbul
used as well as these strategies’ reflection on self-regulation and students’ language
proficiency along with the strategies effects on students’ self-efficacy. Zimmerman
(2008) emphasizes the importance of such studies on self-regulated learning, which
might show “the dynamic nature of self-enhancing cycles of learning as well as self-
defeating cycles” (p.181). The use of learning strategies to be self-regulated learners
is changing in nature because it is context-sensitive issue as the strategies used by
university level students and high school students might also change. Thus, Inan
(2013) suggests that there should be more learning strategy studies conducted in
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university context. The following research questions are addressed throughout the

study:

1. What are the learning strategies that English language learners enrolled in an

intensive language program in a Turkish state university use in order to be

self- regulated learners as well as to improve their language proficiency?

a.

b.

What do they do to be self-regulated learners?

Do they rely on their previous learning strategies that they
acquired previously or do they adopt new ones in this context?
Why? How?

Do they learn the strategies that they use from their instructors or
by themselves?

What kind of learning strategies do students use?

What kind of learning strategies they use to improve their four
skills (reading, writing, listening, speaking)?

What determines the way they study or the strategies that they are
using?

In what ways dothe learning strategies that they have acquired in
this new learning context help them improve their language?

Do they use these learning strategies so as to get higher grades
from the exams?

Do the learning strategies that students use improve their self-

regulation and language proficiency? How?
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2. What is the English self-efficacy level of Al level English language learning
students? Does it improve with the education provided to them by the School
of Foreign languages?

a. Is there any relation with English self-efficacy level of students
and their achievements in this School of Foreign Languages?

b. Is there any relation between the strategy use and self-efficacy
perception of these learners?

3. What do instructors working in this School of Foreign Languages do to help
their students use learning strategies and are they reflected on their teaching

hours?

Starting point of this research and the significance and aim of it have been introduced
along with the research questions. Though some terminology has been briefly
explained, more details will be in the following chapter.
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CHAPTER 2

REVIEW OF LITERATURE

2.1. Introduction

The onset of this research as well as the research questions have been discussed in
the previous chapter. The recent changes in education and their reflection on
language education have been briefly mentioned. In this chapter basic concepts
related to the purpose of the study will be given so that the theoretical knowledge and

the previous studies conducted on them will be better related to the aim of this study.
2.2. Self-regulation

With the advent of the changing trends in education which have been briefly
mentioned in the previous chapter, self-regulation has become one of the topics that
are hotly debated in the field. Zimmerman (2008) asserts that “self-regulation”
occurred more than two decades ago with the question of how students should take
over the responsibility of their own learning process. This also shows that it is a
current issue that has to be dealt with more research. As every learner is different
from each other in terms of their own abilities and approaches to language learning
process, they should create their own way or path to study the language to be self-

regulated ones.

There are different definitions of self-regulation. Brown et al. (1999) define self-
regulation as “the capacity to plan, guide and monitor one’s behavior flexibly in the
face of changing circumstances” (p.162). Zimmerman (2000) considers it as a
process involving “self-generated thoughts, feelings and actions that are planned and
cyclically adapted to the attainment of personal goals” (p.14). This means that
students are to be fully aware of what they are doing so as to learn what is expected

from them. Randi and Corno (2000) define self-regulated learners as the ones who
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“seek to accomplish academic tasks strategically and manage to overcome obstacles

using a battery of resources” (p.651).

In addition to the different definitions of self-regulation, there have been different
categorizations of self-regulation in the literature by various researchers. From a
social cognitive perspective, self-regulation is made up of the interaction of personal,
behavioral, and environmental triadic processes (Bandura, 1986). According to
Bandura (2006), learners should use three important processes which are self-
observation, self-judgment, and self-reaction, which will make it possible for the
learners to monitor and adjust their behaviors accordingly. This means that there are
different variables that learners should consider so as to make themselves “self-
regulated students”. They should be aware of their own learning process directing

and guiding themselves to the way that best suit them.

Pintrich (2000) elaborates on Bandura’s (2006) categorization by claiming that self-
regulated learning accounts for four factors. It is not only the cognitive one but also
motivational, affective and contextual factors should be given importance. The
effects of “motivation” and “the context” on language learning have also been
discussed in the previous chapter. According to Zimmerman (1998), self-regulation
is comprised of three important aspects of academic learning: behavior, motivation
and cognition. In terms of behavior, learners should be the active agents and they
should have the control over their learning time, studying environment and other
kinds of help that can be provided from their peers and teachers. If their self-
regulated behavior works well, it tends to change some of their behavior. Second,
self-regulation of motivation means that students know how to control and change
their motivational beliefs such as self-efficacy and goal orientation so that they can
accomplish the demands of a course. This also shows the relation between self-
regulation and self-efficacy which will be discussed later on. Accordingly, students
should learn how to control their emotions and affect (such as anxiety) in order to
promote their learning. Finally, self-regulation of cognition means that students
should have the control of various cognitive strategies for learning such as the use of
deep processing strategies that bring about better learning and performance (Garcia

& Pintrich, 1994). This means there is also relation between self-regulation and
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learning strategies. Self-regulation of cognition and behavior is crucial for learners in
terms of their learning and academic performance in the classroom context (Corno &
Mandinach, 1983; Corno & Rohrkemper, 1985).

Wolters (1998) stresses that most of the research on “self-regulation focused on
cognitive aspect of it but self-regulated learning has other divisions which are more
important than the others such as motivational or affective aspects. Pintrich (2000)
agrees with Wolters (1998) by claiming that self-regulated learning is made up of
four factors. It is not only the cognitive one but also motivational, affective and
contextual factors should be given some importance. This means that if a student is
highly motivated to succeed, s/he will be able to self-regulate himself/herself. Also,
there are some other factors that might affect the students’ willingness to be self-
regulated such as the teachers, materials that are used in the lessons as well as the
learning atmosphere in which students should feel enthusiastic to regulate their own
learnings. Pintrich and De Groot (1990) support that self-regulated students can be
cognitively engaged in a task even if there are distractions. Pintrich (2004) has also
argued that students’ efforts to monitor, control, and regulate their motivation or
affection should be mentioned or stated in conceptual models and measurement
instruments of student learning. This means that motivational and affective aspect of
self-regulation should also be given adequate importance by the teachers. These
factors and elements are all regarded as important aspects of self-regulated learning
(Wolters, 1998; Boekaerts & Niemivirta, 2000).

Zimmerman (2008) articulates that self-regulated learning is a way for students to

achive the academic goal with the help of other measures by saying:

Unlike measures of mental ability or academic performance skill, self-
regulated learning (SRL) refers to the self-directive processes and self-beliefs
that enable learners to transform their mental abilities, such as verbal aptitude,
into an academic performance skill, such as writing. SRL is viewed as
proactive processes that students use to acquire academic skill, such as setting
goals, selecting and deploying strategies, and self-monitoring one’s
effectiveness, rather than as a reactive event that happens to students due to
impersonal forces. Although SRL was viewed as especially important during
personally directed forms of learning, such as discovery learning, self-
selected reading, or seeking information from electronic sources, it was also
deemed important in social forms of learning, such as seeking help from
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peers, parents, and teachers. The core issue is whether a learner displays
personal initiative, perseverance, and adaptive skill. These proactive qualities
of learners stem from advantageous motivational feelings and beliefs as well
as metacognitive strategies (Zimmerman & Schunk, 2007) (pp. 166-167).

Zimmerman (2008) here tries to explain that there are different aspects of self-
regulated learning including cognitive, metacognitive, academic as well as social
aspects. Thus, not only the personal matters but also the social aspects of learning
should be taken into account in order to turn our learners into self-regulated ones.
Dornyei (2005) has also attracted the attention to the “multidimensional construct of
self-regulation including cognitive, meta-cognitive, motivational, behavioral, and
environmental processes that learners can apply to enhance academic achievement”
(p.191). Thus, there are various factors that cause educators to encourage learners to

be “self-regulated”.
2.2.1. The importance of self-regulation

With the changing trends in education, the importance of self-regulation has stood
out. With the advent of Common European Framework announced by Council of
Europe (2001) and its emphasis on some terms such as “learning how to learn” and
“life-long learning”, the significance of self-regulated learning strategies have been
accepted in the field of language teaching. Self-regulated L2 learning strategies are
defined as deliberate, goal-directed attempts to manage and control efforts to learn
the L2 (Afflerbach et al., 2008).

There is a relation between self-regulation and the success level of the students.
Lindner and Harris (1992) and Vrugt and Oort (2008) have carried out researches in
higher education context to show that there is a correlation between academic
success and self-regulated learning strategies. Other researchers (Pintrich et al., 1993;
Zimmerman & Martinez- Pons, 1986) have also done studies by using interviews and
questionnaires as their data collection tools to point out that there is a strong
correlation between students’ self-regulatory strategy use and their course
performance. They show that students who highly use self-regulation strategies
consult their peers, teachers, and parents more than their peers whose self-regulation

skills are not high. Consequently, they learn more and they highly benefit from this
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cooperation and collaboration. In Zimmerman and Bandura’s (1994) study, it has
been shown that the efficient verbal skills of students are reflected on their written

performance with the help of self-regulation skills.

Another study conducted by Heikkila and Lonka (2006) show that success
expectation indicating an optimistic strategy has correlated positively with deep
approach and self-regulation of learning, and negatively with surface approach,
external regulation and lack of regulation. Students who are eager to learn something
in detail and in depth will be more successful than their peers who just learn just the
basics of something. In other words, students whose rates are high on success
expectations have followed a deep approach to learning and have shown readiness to
regulate their own learning processes. As long as students have higher expectations
about their academic success, they will be able to self-regulate their own learning so
that they can delve into the content of their lessons deeper so as to learn in detail.
Research also shows that highly successful children are more self-regulated and less
disruptive in their behavior than children who underachieve (Vauras et al., 2001).
This is also extremely important for the stability and security of the learning and
teaching environment. Unless the students are aware of why they are in the
classroom and their target goals, there is not a suitable atmosphere for both teaching
and learning. Therefore, students should always be instructed and guided about what
they learn and why they learn it. They should know how they can use the knowledge
that is taught to them in their real life so that they can make the new information

gained part of their life trying to internalize it.

Another research conducted by Inan (2013) has shown the importance of self-
regulation with its great influence on the GPAs (General Point Average) of the
students, which means the more self-regulated learners are, the higher grades they
get form the courses that they take. She has made her study with students in the
English language teaching department of a Turkish state university. The findings
show that there are significantly positive correlations between three aspects of self-
regulated learning strategies (i.e. motivation and action to learning, planning and
goal setting, strategies for learning and assessment) and GPA scores of the

participants. There is a highest correlation between motivation and action to learning
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and GPAs. Therefore, the more efforts students make to self-regulate their learning,

the more successful they become and this is also reflected on their grades and scores.

It seems from the research in the literature that there is a direct relation between self-
regulated learning and academic success. When students do their best to improve
their self-regulated learning skills, their academic self-efficacy is enhanced,
accordingly (Zimmerman & Bandura, 1994; Zimmerman & Kitsantas, 1999). This
will be dealt with more detail in the following section of this dissertation.

2.2.2. The integration of self-regulation with the education

Students are expected to be self-regulated learners considering all the studies that
show the higher positive correlation between self-regulated learning and academic
success as they have been mentioned in the previous pages. However, students may
not know how to be self-regulated learners on their own so they need guidance and
direction on how to be a self-regulated learner. Pressley and McCormick (1995)
confirm this by saying that students do not use self-regulated learning strategies

when they are at home unless they are given directions.

Heikkila and Lonka (2006) emphasize the importance of teaching “self-regulatory

skills” to students so as to facilitate their learning by saying:

It is important to develop teaching and counseling strategies which promote
the chance for developing more functional learning approaches, self-
regulatory skills, diminishing negative self-related attitudes and causal
attributions. By designing learning environments that promote active
knowledge construction, self-regulation of learning and personal goal setting,
it may be possible to change these belief systems (p. 114).

These two researchers stress that it is crucial for the teachers to familiarize students
with the self-regulation techniques that their students may not be familiar with at all.
Otherwise, students will find it difficult to regulate their own learning and unless
students regulate their learning, this process will be taken over by the teacher, which
is called “external regulation” (Vermunt, 1998; Vermunt & Verloop, 1999).
Therefore, it is advisable for the learner to take the guidance and instruction of the
teachers into account but to make up his own mind about how to regulate his/her

learning in accordance with his/her own needs because there can be big problems
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that will come out if there is a mismatch between students’ own learning preferences
and the requirements of the learning environment in which they are presented
(Vermunt & Verloop, 1999). Unless students are guided appropriately, students
might choose the wrong learning strategy that might not take them to the success.
Thus, Marton and Séljo (1976) warn that “students adopt an approach determined by
their expectations of what is required of them” (p. 125). By doing so, they will be

misled and face a disappointment at the end.

Another research that shows the importance of self-regulated learning training has
been conducted by Schmitz and Wiese (2006). In their research it has been shown
that students who have got self-regulation training have improved themselves a lot in
terms of intrinsic studying motivation, self-efficacy, effort, attention, self-motivation,
handling distractions, and procrastination. Those students in the control group have
also shown significant developments in their self-regulation and motivation as well
as self-efficacy, positive affect, personal understanding, and satisfaction. They have
also stated in their diaries which they have kept for the data collection process for the
purpose of this study that they have improved themselves a lot in terms of time
management, planning, and concentration and a significant decrease in
procrastination has been observed in their manners after the training that has been
organized for them to be able to use those specific self-regulatory processes.

One of the ways that teachers can train students on how to be self-regulates is to give
them homework or assignments on a regular basis so that they will get used to
regulating their own studies. For instance, Stoeger and Ziegler (2007) have
conducted a study on how teachers can make use of classroom assignments to teach
self-regulated learning processes. For the purpose of their research they have trained
teachers of fourth-grade students to get them to reach the capability to teach self-
regulated learning processes during mathematical instruction in accordance with a
cyclical model (Zimmerman, Bonner, & Kovach, 1996). According to this model,
self-regulatory processes such as monitoring and self-evaluation, goal setting and
strategic planning, strategy implementation and monitoring, and strategic outcome
monitoring are all emphasized as part of the teaching process. After the training,

students have shown a great deal of motivation to be on task, willingness to make
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great efforts for their lessons. There has also been an increase in their learning-goal
orientation while there has been a decrease in their feelings of helplessness. Students
have benefitted from the trainings a lot especially in terms of their math
achievement. Thus, it is advisable for teachers to make their students do their
homework and assignments on time because this will make them engaged with the

learning process.

Another study that shows the importance of self-regulation learning teaching has
been done by Perry (1998). In this study, the researcher divided the student
participants into two different classes. Students in the first class were taught by a
teacher teaching self-regulation skills whereas students in the other one did not learn
anything related to self-regulation from their teacher. The results have shown that the
former students have monitored and evaluated their writing progress more
productively than the latter group. Therefore, students in classrooms where self-
regulation skills were taught looked for instrumental support from one another and
their teachers more frequently than students in the other class. However, students in
both classes did not reveal any significant differences in terms of motivation (i.e.,
beliefs, values, and expectations regarding writing), which was attributed to the
ineffectiveness of these concepts by the researcher. However, it is obvious that
teachers teaching self-regulation skills provide their students with more opportunities
for checking and monitoring their learning experiences. Thus, teachers should create
such a classroom environment for his/her students that they will be learners that are
open for self-regulation because without the directions and guidance of the teachers,
students may not find their own ways as the previous studies have shown.

Even though there are several researches conducted on self-regulated learning,
Karabenick and Zusho (2015) focus on the need for further research on self-regulated
learning for future studies to employ multiple methods (i.e., self-report and trace
methodologies) to better understand the dynamic nature of SRL because they think
self-regulation is a highly contextual issue as students’ cognition, behavior, and
affect will change over time and across the learning environments and/or tasks that
are given to them. Therefore, they state that the studies will contribute more to the

field if they can show how self-regulated learning change over time as well as
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contextual variations that affect the results. In this sense, this study will be able to
show how self-regulation of the students change over time because the data collected
lasted one year long as they were collected at different times of the year with

different data collection tools.

Researchers who criticize the use of self-report inventories in self-regulated learning
research (Dinsmore et al. 2008; Winne and Perry 2000) report that these data
collection tools such as interviews, diaries and questionnaires cannot reflect the
effect or influence of context, time, and tasks given to students so this study has also
made use of the think-aloud protocols so that students real performance can be
detected. What is more, some researchers (Efklides 2011; Winne & Hadwin 2008;
Zimmerman 2000)claim that there is a direct relation between self-efficacy and self-
regulation as well. Thus, these two concepts cannot be thought separately from each
other. As a matter of fact, self-efficacy issue has also been integrated with the
research questions and whether it had some influence over self-regulation has also
been questioned in this research.

There is also another term that is confused with self-regulation: self-directed

learning. This should also be explained more to prevent confusion.
2.3. Self-directed learning

The concept of “learning” has changed a lot for the last two or three decades. In the
past, it was considered as an action that took place in the class under the supervision
of the teacher who were thought as the only authority and the supplier of the
knowledge. Thus, students tried to learn what was given to them by the teachers.
However, with the recent changes in the education and language teaching pedagogy,
students have become the active agents in their own learning process instead of being
the passive receiver of the knowledge in the past. Knowles (1975) describes
“learning” as a process in which students take the initiative of their own learning by
deciding their own needs, goals, the materials that they will use as well as the

learning strategies that they will benefit from.
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Due to these changes in terms of learning process in education, self-regulated
learning has gained importance as it is a discipline which students should have as a
twenty first century skill so that they can be active agents, set their own goals,
monitor, regulate and control their cognition, motivation and behavior considering

the contextual factors such as the learning environment (Pintrich, 2000).

According to Saks and Leijen (2014), self-regulation emphasizes behavioral and
emotional regulation. Later with the Bandura’s publications on self-efficacy,
motivation has become one of the requirements of self-regulation. Dinsmore et al.
(2008) stress that self-regulation is a process in which the environment has an

influence over the person, the behavior of whom is sharpened accordingly.

When it comes to the self-directed learning, Knowles (1975) and Winne and Hadwin
(1998) four key phrases of self-directed learning in academic learning situations: (1)
defining tasks; (2) setting goals and planning; (3) enacting study tactics and
strategies; (4) metacognitively adapting studying.

These two concepts look similar in that they both require goal-setting and motivation
to be the active agent of learning. However, self-directed learning is a concept that
belongs to adult education in 1970s-1980s while self-regulated learning is a much
younger concept originating from educational psychology and cognitive psychology
(Saks & Leijen, 2014). Another difference stated by Loyens et al. (2008) is that self-
directed learning is mostly used for describing the learning activities outside
traditional school environment because of its adult education roots and involves the
aspect of designing learning environments. On the other hand, self-regulated learning
is mostly studied in school environment. Therefore, self-directed learning seems to
be a much broader concept whereas the self-regulated learning is something more
specific, which means self-directed learning can be thought in macro level while self-
regulated learning can be considered in micro level. Saks and Leijen (2014) reveal
the similarities and differences between self-regulated learning and self-directed

learning as shown in the figure below.
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SDL SEL
SIMILARITIES

1. both are seen in two dimensions
a) external/process/event;

b) internal/personality/aptitude;
2. both have four key-phases:
defining tasks - setting goals and
planning - enacting sirategies -
monitoring an reflecting;

3. active participation;

4. goal-directed behaviour;

5. metacognition;

6. intrinsic motivation.

DIFFERENCES
1. onginates from adult 1. oniginates from cognitive
education; psyvchology;
2. practiced mainly 2. practised mainly in
outside traditional school school environment;
environment; 3. task usually set by
3. involves designing teacher;
learning environment; 4, narrower micro-level
4. involves planning construct,
learning trajectory;
5. broader macro-level
construct.

Figure 1. Similarities and differences of self-directed learning and self-regulated

learning

No matter how many similarities and differences they have, Holec (1981) claim that
learners need methodological preparation to be self-directed learners, which requires
the use of learning strategies. Therefore, the importance of learning strategy training
has become prevalent (Ellis & Sinclair, 1989; Weaver & Cohen, 1997).

2.4. Learning strategies

The importance of “self-regulation” and its effect on language learning process have
both been shown in the previous studies conducted in the field. However there is also
another term that is highly relevant but slightly different should also be discussed in
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detail, which is “language learning strategies”. These two terms are usually used

interchangeably and some people do not distinguish them from each other.

Dornyei (2005) claims that the term “self-regulation” has substituted “strategy” due
to the difficulty in conceiving “learning strategies”. As suggested by Dornyei (2005),
although the term “self-regulation” is considered as a synonym of the term
“strategy”, it is different from strategy in that there is a shift of focus in self-
regulation from product to process and self-regulation is not restricted to learning.
This means that one person can even regulate his/her working discipline. Even,
teachers can regulate their own teaching ways in accordance with their students
needs. What is more, “self-regulation” also includes other types of cognitive and
behavioral processes in different disciplines such as clinical, health, and
organizational psychology. However, here in this study, it is referred to “self-

regulation of learning” by the students in an educational context.

Language learning strategies are significant for the success of language learners since
with the help of learning strategies, as Oxford (2008) stated, “rather than mere
passive receptacles for knowledge, learners become thinking participants who can
influence both the processes and the desired outcome of their own learning” (p.52).
They become the active agents of their learning process. The importance of

“language learning strategies” is also emphasized by Chamot (2004):

.If students are learning a second language in an academic context, a
repertoire of cognitive learning strategies (perhaps combined with affective
strategies to develop self efficacy) will be helpful with academic reading,
listening, writing, and speaking tasks (p. 17).

In this quote, the researcher stresses that the knowledge of learning strategies for the
learners will facilitate their four skills improvement. As the integration of four skills
is the real trend in language education, it is vital that learners develop these skills
accordingly. What is more, it is also important for learners to combine both cognitive
and affective strategies together so as to increase the efficiency that they will for the
development of their language skills with the help of the strategies that they have

been using.
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There are several definitions of language learning strategies in the literature.
According to Oxford (1990), language learning strategies are “specific actions taken
by the learner to make learning easier, faster, more enjoyable, more self-directed,
more effective, and more transferable to new situations” (p. 8). Thus, strategies help
students find out what they want to learn both easily and pleasantly. Another
researcher Rubin (1975) defined the language strategies as “the techniques and
devises which a learner may use to acquire knowledge” (p.43). In other words,
strategies have been considered as tools that will help the learners reach the
information and knowledge that they need. Another scholar, Chamot (2004),
describes learning strategies as “the conscious thoughts and actions that learners take
in order to achieve a learning goal” (p. 14). Hence, by using learning strategies,

students make up their own minds to accomplish what they want to do.

Oxford (1990) has divided language learning strategies into two different categories:
direct strategies (including memory, cognitive, and compensation) and indirect
strategies (including metacognitive, affective, and social). This model was used in
the questionnaires that were distributed to the participants of this research. Also, in
the interviews, the researcher gave some explanations about these strategy types to
the learners so that they could decide which one(s) they were dominantly making use

of.

Most language learning strategy researchers have mentioned the central role of
metacognitive knowledge and metacognitive learning strategies in language learning
(Anderson, 2002; Chamot, 2001; Chamot et al., 1999; Grenfell & Harris, 1999;
Harris, 2004; O’Malley & Chamot, 1990; Rubin, 2001; Thompson & Rubin, 1996;
Vandergrift, 2002; Wenden, 2002). Vermunt and Verloop emphasize the importance
of metacognitive strategies by saying that they ‘are those thinking activities students
use to decide on learning contents, to exert control over their (cognitive) processing
and affective activities and to steer the course and outcomes of their learning’’ (p.
259). However, it is also important to focus on affective factors as they can highly
influence performance on a task (Khaldieh, 2000) because unless students enjoy
what they are doing or unless they are motivated to what they are doing, it is not

likely that they will succeed in the end. Along with the affective factors,
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metacognitive strategy is associated with the ability to monitor and adjust the
reasoning and cognitive processes such as learning, understanding and problem
solving (Woolfolk, 2007). Thus, students using metacognitive strategies try to use
what they already have as their background knowledge so as to cover up their
deficiencies with their problem solving skills. Another strategy type, which is action
control strategy, is related to the efforts to protect one’s aims from other competing
tendencies (Kuhl, 1987). It requires the learners to make decisions and apply what

they have thought.

Vermunt and Verloop (1999) have made a distinction between cognitive, meta-
cognitive and affective strategies. Cognitive strategies refer to the processing of
information; in this respect deep versus surface strategies can be distinguished (Chin
& Brown, 2000; Marton & Saljo, 1976). Learners who adopt deep processing
strategies are more involved in learning in detail and relating what they have been
taught to what they already know. In contrast, students who actively use surface
processing strategies are mostly engaged with memorization. Thus, deep cognitive
strategies might be considered as superior to surface strategies with respect to their
influence on learning results (Struyven, Dochy, Janssens, & Gielen, 2006). Chin and
Brown (2000) also confirm that students using deep cognitive strategies are more
interested in meaning of the content which includes new information so that they can

relate this information to what they previously know.

As for the categorizations of language learning strategies, two different adaptations

made by Wang and Pape (2005) are as follows.
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Table 1. Self-regulated learning strategies

Self-Regulated Learning Strategies

Category definitions

1. Self-evaluation: Self-initiated evaluations of the
quality or progress of students’work

2. Organizing and transforming: Self-initiated overt
or covert rearrangement of instructional materials to
improve learning.

3. Goal-setting and planning: Setting educational
goals or subgoals and planning for sequencing,
timing, and completing activities related to the self-
set goals.

4.Seeking information: Self-initiated efforts to secure
further task information from nonsocial sources.

5. Keeping records and monitoring: Self-initiated
efforts to record events or results.

6. Environmental structuring: Self-initiated efforts to
select or arrange the physical setting to make learning
easier.

7. Self-consequences: Student arrangement or
imagination of rewards or punishment for success or
failure.

8. Rehearsing and memorizing: Self-initiated efforts
to memorize learning materials by overt or covert
practice.

9. Seeking peer assistance: Self-initiated efforts to
solicit help from peers.

10. Seeking teacher assistance: Self-initiated efforts
to solicit help from the teacher.

11. Seeking adult assistance: Self-initiated efforts to
solicit help from adults.

12. Reviewing tests: Self-initiated efforts to reread
tests.

13. Reviewing notes: Self-initiated efforts to reread
notes.

14. Reviewing texts: Self-initiated efforts to reread

texts.

Examples of ESL children
Check writing before turning it in to the teacher

Translate English into their native language to
help memorize the word.

Adjust what to write in a journal entry by
checking how much time is left.

Look for the meaning of a word in a dictionary.
Take down an unknown word to ask for help
later.

Study in one’s own room.

Jump up and down when one gets good results of
study.

Write the word many times on paper in order to
memorize it.

Ask a friend.

Ask the teacher for help.

Ask parents.

Reread the past test.

Reread the notes.

Reread the textbook.

Adapted by Wang and Pape (2005) from “Development of a Structured Interview for
Assessing Student Use of Self-Regulated Learning Strategies,” by B. J. Zimmerman
and M. Martinez-Pons, 1986, American Educational Research Journal, 23, p. 618.
Copyright 1986 by the American Education Research Association. Adapted with
permission.
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Table 2. Learning strategies used by good language learners

Dichotomous
classification
Direct strategies

Indirect strategies

Strategies

Memorization

Cognitive

Compensatory

Metacognitive

Affective

Social

Substrategies

Creating mental
linkages

Applying images and
sounds

Reviewing

Employing action

Practicing

Receiving and sending
messages

Analyzing and
reasoning

Creating structure for
input and output

Guessing intelligently

Overcoming
limitations in
expression

Centering the learning

Arranging and
planning the learning

Evaluating the learning

Lowering anxiety

Encouraging oneself

Taking emotional
temperature

Asking questions
Cooperating with
others

Empathizing with
others

Learning Strategies Favored by Good Language Learners

Examples of strategies

Grouping/Associating/Elabora
ting

Using imagery/Semantic
mapping

Structured reviewing

Using physical
responses/Using mechanical
tricks of sensation
Repeating/Formally practicing

Getting the idea quickly/
Using resources for receiving
and sending messages
Reasoning
deductively/Analyzing
expressions

Taking notes/ Summarizing

Using linguistic clues/ Using
other clues

Switching to the mother
tongue/Getting help

Linking with known
material/Paying attention

Organizing/Setting goals and
objectives

Self-monitoring/ Self-
evaluating

Using music or
meditation/Using laughter

Making positive
statements/Rewarding oneself

Writing a language-learning
diary/Discussing one’s
feelings with others

Asking for
clarification/Asking for
correction

Cooperating with peers/
Cooperating with proficient
users of the language
Developing cultural
understanding/Becoming
aware of others’ thoughts and
feelings

Adapted by Wang and Pape (2005) from Language Learning Strategies: What Every Teacher
Should Know, by R. L.Oxford, 1990, pp. 18-21. Copyright 1990 by Heinle & Heinle.
Adapted with permission.
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In spite of these differences in terms of definition and categorization, there is a
consensus among the researchers that language learning strategies are efficient ways
for the achievement of the students (Chen, 1990; Goh & Foong, 1997; Green &
Oxford, 1995; Khaldieh, 2000; Wharton, 2000) because they are used by the learners
to make learning process easier and more efficient as these two tables have shown.
According to Stern (1992), “the concept of learning strategy is dependent on the
assumption that the learners consciously engage in activities to achieve certain goals
and learning strategies can be regarded as broadly conceived intentional directions
and learning techniques” (p. 261) . The scholar stresses the importance of students’
will and determination to use these strategies to reach their objectives because

language learners are responsible for their own learning process.

Ellis (1989) is one of the researchers that have emphasized the importance of
learners’ responsibility for their own learning process. Good language learners
choose the way to take charge of their own learning rather than to rely exclusively on
the teacher. (Ellis, 1989; Rubin, 1975). They can consult their teacher when they are
in need of their guidance and instructions but this does not give them the right to rely
merely on what they say because a good language learner must know his/her
characteristic features much better than other so s/he should make up his/her own
mind about what is best for her/him after taking the recommendations of his/her
teacher into account. Furthermore, successful language learners are tolerant of the
ambiguity and uncertainty in language, insistent in achieving their goals, and they are
all aware of their learning process, whether they are on the right track or not (Ellis,
1989). Therefore, they need to use some strategies to handle the problems even
though they may bring about some trouble for their language learning process. They
are expected to sort these troubles and problems out with their own language learning
strategies that best suit their needs. For example, they tend to guess the meaning of
unknown words from the context and frequently use gestures in communication
(Rubin, 1975). Thus, a good language learner makes use of some strategies that are
appropriate to his or her own personality, age, sex, purpose, and learning context

whereas unsuccessful language learners often use less effective learning strategies
39



(Bates, 1972). This is important in that language learners should decide the strategies

in accordance with their own needs and their characteristics.

Even though choosing the strategies that best suit the learners and their needs in
terms of language learning, it is also notable that these strategies should be used
consistently and regularly by these learners so as to increase the efficiency of their
learning. They have to know where and when to use the strategies. As long as
learners are aware of the strategies that serve their linguistic needs, they must use
these strategies all the time both in their class-time activities and out of their class
time while they are studying on their own. Chamot (1987) confirms that good
language learners benefit from learning strategies not only in the classrooms but also
in out-of-classroom activities. Thus, there is a strong relationship between the
proficiency of the language learners and their use of language learning strategies.
The more language learners use strategies, the more they will be successful in
reaching their objectives. Several researchers also state that there is a huge difference
between proficient and less proficient learners in terms of their frequency of the
strategy use (Bruen, 2001; Vandergrift, 2003; Zhang, Gu, & Hu, 2008). In order to
improve their language, language learners should make use of as various strategies as
they can because more proficient and competent language learners make use of a
greater variety and a greater number of learning strategies (Anderson, 2005; Bruen,
2001; Chamot & El-Dinary, 1999; Green & Oxford, 1995; O’Malley & Chamot,
1990; Wharton, 2000). Variety brings more options for the students that will choose
among the best ones that serves their needs.

No matter how many learning strategies learners can use, there are a lot of overlaps
among these language learning strategies for the learners on condition that they are
efficiently using them because different spheres of the activity can be organized by
similar sub-skills, which will lead to some interdomain relation between different
strategies in perceived efficacy. For instance, a student who is trying to do “guess the
meaning from the context” and ““solve reference questions” is using his/her cognitive
skills to find out what he does not know and trying to understand the details by
looking at the whole picture. In other words, these two different strategies are used

for a single purpose: to understand the reading text well. Thus, use of two different
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strategies requires the learner to benefit from similar sub-skills. As a matter of fact,
proficient performance is partially directed by higher-order self-regulatory skills,
which include “generic skills for diagnosing task demands, constructing and
evaluating alternative courses of action, setting proximal goals to guide one’s efforts,
and creating self-incentives to sustain engagement in taxing activities and to manage
stress and debilitating intrusive thoughts” (Bandura, 2006, p. 308). In fact, a good
language learner is capable of multifunctioning and using different strategies for a
single purpose just as the one given in the example. Therefore, a good language
learner is aware of what s/he will do and s/he has a control over the actions that s/he
takes to improve his/her language.

The theories and different categorization of language learning strategies are

important but it is also significant to know their place in education.
2.4.1. Language learning strategies in education

The importance of language learning strategies in education is obvious if we want
our students to be successful learners. Oxford and Nyikos (1989) confirm that higher
self-perceived proficiency in language skills is directly related with greater use of
learning strategies. Therefore, it is believed by most researchers that strategy
instruction in language teaching is crucial for this process (Anderson, 2005; Chamot
et al.,, 1999; Cohen, 1998; Nunan, 1997; O’Malley & Chamot, 1990; Oxford &
Leaver, 1996; Shen, 2003).

The responsibilities of the teachers are quite high in classroom context for their

students to learn the strategies. Chamot (2004) elaborates on the issue:

It 1s important that teachers strive to develop students’ own metacognition, as
that will help them select the most appropriate strategies for a given task.
Students do not need to learn the names of every strategy that has been
identified in the research literature! They need to learn how to use strategies
that they find effective for the kinds of tasks they need to accomplish in the
L2 (p.18).

In this quote, Chamot (2004) emphasizes the importance of strategy teaching in
education because it is highly crucial for the students to know how to use strategies

efficiently for their own learning process. They do not need to know every kind of
41



strategy and the terminology about it but the ones that will be considered to be
beneficial for them should be presented in the class by the teachers so that the

students will choose the ones that they think most efficient for them.

Without the guidance of the teachers who can introduce them to the strategies that
they will use in the class, students might get lost so there should be explicit teaching
for them. Wang and Pape (2005) also stress the importance of explicit strategy
teaching by saying:

Thus, ESL teachers should incorporate explicit instruction related to SRL

strategies and help students develop strategies suitable to their characteristics
and the learning context (p.85).

Teachers should teach their learners the strategies that they can use but they should
not impose the strategies that they can use on them. They should give the students
the right to choose among the strategies taught to them. Thus, teachers should be

careful with how they teach strategies to their learners.

As for strategy teaching, there are some other factors that affect this process. Some
teachers do not teach their students any kind of learning strategy until they reach to a
certain level of proficiency but Chamot (2004) is against this idea. According to
Chamot (2004), learning strategy instruction should not be delayed until intermediate
or advanced level because beginners also need strategies that can make their
language learning more successful and consequently increase their motivation. This
study was conducted with learners who started their language learning process from
Al level so it is highly important to determine whether they were taught language
learning strategies from the very beginning of the term and whether they used them
efficiently. However, the strategies used among students who are from different
language proficiency levels differ accordingly. In a study conducted by Chamot
(1987) with high school ESL students, differences in individual strategy use have
been found between beginning and intermediate level ESL students. What is more,
metacognitive strategies such as self-management, advance preparation, and self-
monitoring are mostly preferred by intermediate-level students. Contextualization is
also used more often among intermediate-level students while translation and

imagery is prone to be used by beginning-level students. Additionally, many more
42



intermediate-level students use strategies to improve their oral presentations skills
than beginner-level students do. Thus, this study reveals the fact that the language
proficiency level of the learners plays an active role on their choices over language

learning strategies which differ a lot according to the linguistic competence.

Besides the level of students, their personal preferences affect the strategies they
prefer to use. Abraham and Vann (1987) have conducted a study that show the role
of “individual differences in choice of strategies” considering successful and less
successful language learners. It has been revealed in their study that the successful
learners use more strategies overall including a greater variety of both learning and
communicative strategies. Also, they are more careful with the correctness of forms,
more eager to guess meaning, show higher persistence, use more production
strategies such as paraphrasing to make themselves clear, and employ many more
clarification/verification strategies. These characteristics of successful language
learners are almost identical to descriptions of self-regulated learners who are
described as active participants in the learning process because good language
learners are supposed to use as many differing strategies as they can. As Zimmerman
(1994, 2000) has stated, self-regulated learners can control their cognitive processes,

motivation, and emotion for a single purpose: to reach their aims.

Along with the characteristic features of learners, another important factor that
should be considered as “important” in language learning environment is culture.

Chamot (2004) asserts:

For example, in a culture that prizes individual competition and has organized
its educational system around competitive tasks, successful language learners
may prefer strategies that allow them to work alone rather than social
strategies that call for collaboration with others. (p. 18).

In this quote, it has been emphasized that the culture of the learning environment
should be taken into consideration when learning strategies are taught. If language
teaching takes place in a context where individual work is praised, the teacher should
show how to use individualistic language learning strategies. However, if a teacher
teaches a group of people among which cooperation and collaboration are highly
supported, s/he should teach his/her students language learning strategies that will

43



work well with team work. In Turkish education system in which there are lots of
standardized national exams that determine the future of the students such as the high
school type that they will attend or the university that they will be enrolled, students
become more individualistic and they tend to study on their own so when they start
their university life that praises cooperative and collaborative work, they might find
it a little bit difficult to get accustomed to it. As a matter of fact, Green and Oxford
(1995) suggest that EFL (English as a Foreign Language) and ESL (English as a
Second Language) learners use different kinds of strategies and this has been
confirmed by the study carried out by Kojic-Sabo and Lightbown (1999) who have
showed that ESL and EFL learners have made use of the different strategies in terms
of their vocabulary development. Hsiao and Oxford (2002) claim that the effect of
learning context on strategy selection is an important topic that should be
investigated for future research. Gao (2003) confirms them by saying that there are
some suggestions in the literature that different cultural context affect the choice of
strategies but more investigation is needed for the field. Therefore, the influence of

the learning context has been given importance in this study.

Learning strategies should be applied in every part of language learning and teaching
process but students use them in accordance with their needs and purposes. Marton
and Siljo (1976) have conducted a study on the strategies students use while they are
reading texts to show that learners use strategies in line with their goals for a specific
subject. They claim that there are two different approaches students adopt when they
need to learn what they read: deep and surface. A student who applies a deep
approach to learning pays great attention to the main idea or message of the materials
to be learned whereas a student who applying a surface approach to learning focus
more on the surface features of the text itself and tries to remember it word by word.
If the only purpose of the student is to recall and repeat what is written in the text,
s/he will not adopt the active problem-solving and thinking skills needed to deeply
understand the material which has been read. Thus, a learner who has a good
command over the language is supposed to use the strategies in order to acquire a
knowledge that s/he will use for the rest of his/her life whereas an unsuccessful

language learner is just using strategies to learn some information that will serve
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his/her needs on a daily or weekly basis. Entwistle and Ramsden (1983) and Biggs
(1987) have introduced a third approach: strategic or achieving. Students adopting
this approach work hard to achieve good grades. They choose their learning strategy
to maximize the chances of academic success. These types of learners just use the
strategies that will make them gain the scores that help them pass the exams. They do
not give importance to whether they will need the information that they are trying to
acquire in their future life or not so they are using the strategies on the surface level.
As a matter of fact, the aims and goals of the learners are factors that determine the

strategy use of students.

Even though there are several factors that affect the choice of the strategies that
learners use, there are also some scholars that claim that the students’ choices of the
strategies are partly fixed because of their natural inclination, habit which is different
from one person to another and even the school environment and the teachers might
have an influence over this stability (Eley, 1992; Hadwin, Winne, Stockley, Nesbit,
& Wosczyna, 2001)

Another important factor that should be considered in language strategy instruction is
the use of technology because they facilitate the learning process of the learners.
Bonk (2009) lists three benefits of technology in education. First, it allows schools to
offer courses which would be too costly otherwise. For instance, exposing students to
a video-conferencing of an important author via internet, computer and a projector is
much cheaper than taking them to the place where this conference is held. Secondly
it makes more linguistic and cultural sources available to students who would not be
able to access them without the technological devices. To illustrate, our students do
not need to go the United States but they can visit those places and that culture with
the help of Internet connection which provides them with all the information that
they need about that culture. Thirdly, it creates communities of like-minded
educators who not only share programming talents and courses, but are interested in
improving the human condition as well. For example, with the help of online
academic journals, scholars share their research and articles in which there might be

valuable results for another researcher in a country. Therefore, the facilities and
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opportunities that technologies offer to us are countless and they should be combined

with learning strategies to increase the efficiency of the language education.

Both the rapid development of technology and wide range of e-learning systems have
led to many opportunities for self-learning but teachers and traditional classroom
teaching are still needed by the majority of students because students need guidance
and direction as well as instruction so as to be able to use technology efficiently.
Nielson (2011) claim that use of technology should be integrated with the guidance
of the teachers. Otherwise, the technological devices will not satisfactorily contribute
to the development of the students. Therefore, more and more teachers apply
“blended instruction” to manage teaching. Blended instruction, a combination of
traditional classroom teaching and online learning methods is now popular and more
practical for both teachers and learners. In addition to keeping the advantages of
classroom face-to-face interaction, online learning tools and applications can extend
the benefits of the course. Furthermore, blended learning usually employs a wide
variety of media and materials besides different teaching methods and assessment
tools (Sharma & Barrett, 2007). This type of teaching was also applied in the context
where this study was conducted because students were taught both in a traditional
and technological ways. They had grammar lessons in which they covered a
compiled “grammar” book that gave the rules and exercises as well as “reading and
writing” and “listening and speaking” courses with books for each course that
provide students with videos, online exercises and online supplementary materials.
The term “blended learning” has become more trendy in second language classrooms
(MacDonald, 2008) as it combines traditional learning with an Internet online
application just as the way this School of Foreign languages did. Hence, teachers can
make use of technology and its benefits so as to improve learning strategies for their
students. Zimmerman (2008) confirms that the development of high-tech study
environments has not been mature yet but its potential for assisting students to use
self-regulation learning strategies is impressive. Kern (2006) elaborates on the
variety and creativity that technology has brought to the language classrooms.

Therefore, students should be informed that they can benefit from the technology and
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the opportunities and facilities it offers to them but they should not make the

technology their focal point in their studying way.

Along with the technology that highly affects strategy learning, another equally
important factor that should be taken into account is affective factors. Pintrich (2004)
attracts the attention to the importance of affective factors for the efficient use of
language learning strategies by saying that the personal attributes of self-regulated
learning are often described in terms of motivational beliefs and appropriate use of
cognitive, metacognitive and action control strategies. Motivational beliefs have been
defined as learners’ inspiration, learning guidelines and choices (Lodewyk et al.,
2009; Wolters & Pintrich, 1998). Learners can be presented with the different
strategies by their teachers but they should be the ones that decide upon which
strategies to use considering their own needs, enthusiasm and willingness. What is
more, the more motivated the learners are for their own learning process, the more
willing they will become to use learning strategies more efficiently. Thus, Pintrich
and De Groot (1990) claim that there is a positive link between motivational beliefs
and self-regulated learning, which means that all affective components influence
academic performance accordingly. However, in another study that focus on gender
differences in terms of self-regulated online learning, Yukselturk and Bulut (2009)
have shown that there are not statistically significant mean differences among
motivational beliefs self-requlated learning variables and achievement in
programming with respect to gender. Whether the affective factors play an important

role over the learners or not depends on the learner profile.

Other equally important element that should be considered in language learning
strategy education is the proficiency level of the students. In Ting and Chao’s (2013)
paper, it has been shown that there is a correlation between the students’ level of
linguistic competence and their action control strategy. Also, students with a high
level of competence perform better than those with an intermediate one. This means
that the higher the language proficiency level of the learners, the more likely it is for
them to use as various strategies as they can. Last but not least, gender is not a kind

of variance that shows any significant difference in any of the sub-categories but the
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statistic data of their study reveal that male students have more confidence in
cognitive and action control sub-categories than female students. However, gender is

not an issue that will be dealt with in this study.
2.5. Self-efficacy

In addition to the terms “self-regulation” and “language learning strategies”, another
equally important term “self-efficacy” should also be given some thought for the
purpose of this study. Bandura (1986) defines self-efficacy as “people’s judgments of
their capabilities to organize and execute courses of action required to attain
designated types of performances” (p.391). It means that learners with high self-
efficacy can easily make up their minds about what to do and how to in terms of their
language learning as well as the strategy use. Thus, the aim of our education should
be an increase in the self-efficacy level of our learners because Bandura (1997) has
claimed that learners with strong self-efficacy beliefs set higher goals, make greater
efforts and persist with academic tasks in demanding situations to succeed them,
which are all directly related to self-regulated learning procedures. However, in order
to increase students’ self-efficacy levels students are expected to learn about the
learning strategies that they should use so as to be able to have a satisfactory level of
both self-efficacy and self-regulation. Thus, these concepts cannot be separated from
each other as long as the objectives of the course are supposed to be accomplished.
Usher (2009) emphasizes the importance of the combination between self-regulation
and self-efficacy:

Qualitative inquiry also clarified links between self-efficacy and self-
regulation. It may come as little surprise that most students with high self-
efficacy proactively rely on a stock of self-regulatory skills when learning
math. Those with low self-efficacy struggled to manage their math work and
rarely sought help from teachers (p.309).

It is stated in the quote that the more self-regulated a learner is, the more self-
efficacy s/he will have. What is more, learners with higher self-efficacy level will
also use learning strategies much more than the ones with lower self-efficacy.
Pintrich and De Groot (1990) also confirm that self-regulation is closely related with

success beliefs among elementary school students. Their study that has been
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conducted with university students reveals the same tendency. Thus, self-regulated
learners normally have higher self-efficacy than their peers. Wolter (1998) proclaims
that students’ use of self-regulated learning strategies can be predicted with the help
of the efficacy beliefs of the learners. It may be concluded from the self-efficacy
level of the learner whether the learner is effectively and actively using learning
strategies for the benefit of his/her own learning process. In another study carried out
by Stoeger and Ziegler (2007), it has been found that learners with high self-efficacy
are the ones who use self- regulation techniques. It has also been stated that the
variables of self-efficacy beliefs, learning-goal orientation, and time-management
skills are closely linked to an increase in math skill in their study. The close
relationship between self-efficacy, self-regulation, and achievement is mentioned in
several other studies (Pajares & Miller, 1994; Wang & RiCharde, 1987; Zimmerman
& Martinez-Pons, 1990; Zimmerman & Ringle, 1981).

Another close relation of self-efficacy is with the self-perception of the learners
including their character, performance and characteristics. Bong and Shaalvik (2003)
claim that “there is at least considerable overlap in the make-up of academic self-
concept and academic self-efficacy and that perception of academic capability is the
major common denominator between the two” (p. 11). This means that a learner with
high self-esteem in terms his/her academic capabilities and capacities will have
higher self-efficacy compared to students with lower self-confidence. Thus, we
should try to make our learners have strong self-confidence in their abilities and
higher potential so that they will have higher self-efficacy, which lead to their
success in their academic performance. This can done if the students realize their
own capabilities and strengths in terms of their linguistic abilities so that they can
feel the taste of achievement in the skill or area in which they area more successful
compared to others. For instance, if a student is more successful in writing and less
successful in listening, s/he should be informed about the fact and taught accordingly
instead of making them feel desperate about his/her deficiencies. At this point, the
importance of making learners with high self-efficacy is another issue that should be

discussed.
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2.5.1. The importance of self-efficacy in education

Self-efficacy of the learners influences them in a number of different ways.
Accordingly, self-efficacy of the students is also influenced by several factors such
as academic achievement, emotions and learning performance. These issues are
handled by several researchers. According to Wang and RiCharde (1987), students’
self-efficacy is highly influenced by their learning performance. If a student realizes
the fact that s/he can do whatever s/he wants and becomes successful in the end,
his/her self-efficacy increases accordingly. What’s more, students’ academic
achievements are affected by their self-efficacy beliefs (Pajares & Miller, 1994;
Zimmerman & Martinez-Pons, 1990). In their study, Pajares and Miller (1994)
exemplify that students’ judgments about their capabilities to solve mathematics
problems can be more predictive of their success in solving the problems than other
variables. Another research conducted by Zimmerman and Bandura (1994) has
pointed out that students’ level of self-efficacy in terms of their writing performance
is positively correlated with the grade goals they have set for themselves as well as
with the grades they have actually got in their writing course. Thus, it can be claimed

that the successful performances of learners reflect positively on their self-efficacy.

Bandura (2006) explains the importance of self-efficacy and its reflection on the

academic success of the learners:

Efficacy beliefs influence whether people think erratically or strategically,
optimistically or pessimistically. They also influence the courses of action
people choose to pursue, the challenges and goals they set for themselves and
their commitment to them, how much effort they put forth in given
endeavors, the outcomes they expect their efforts to produce, how long they
persevere in the face of obstacles, their resilience to adversity, the quality of
their emotional life and how much stress and depression they experience in
coping with taxing environmental demands, and the life choices they make
and the accomplishments they realize (p .309).

It can be understood that self-efficacy beliefs of a person affects not only his/her
educational life but also the decision s/he makes about his/her life choices in general.

Thus, it has been stressed that if a teacher wants their learners to deal with all the
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difficulties that they face during the course of their language learning process, which
is a rather long one, s/he must do his best to make learners have a high self-efficacy
to endure all the challenges stated above. This will also help the learners get ready

for their professional and social lives as well.

There are several factors that affect the self-efficacy of the people. The past
experiences of the people can affect their self-efficacy because if a person has past
experiences full of victory, s/he will have a high self-efficacy because s/he trusts
his/her capabilities. Wang and Pape (2005) agree that “students’ self-efficacy beliefs
can be enhanced through successful past experience and positive feedback with
scaffolding provided by teachers and parents” (p.76). Therefore, the positive past
experiences as well as the support from teachers will facilitate the acquisition of high
self-efficacy for the learners. In other words, teachers should always encourage their
learners to use their full potentials and make them believe that they can if they want.

This way, students will gain the self-efficacy that they need to be successful.

The role of teachers is highly important here because they should provide their
students with the opportunities that will increase their level of self-efficacy. They
might assign their learners tasks in accordance with their proficiency level so that
every learner should feel that they can do and succeed in language learning. This will
increase the self-confidence of the learners so their self-efficacy will also get higher
accordingly. However, to be able to train learners to have high self-efficacy, teachers
should also have high self-efficacy on their own. There are also studies that show the
importance of teacher self-efficacy. According to the results of the study that
investigates the teacher self-efficacy conducted by Ashton (1994), teachers with high
self-efficacy place a positive value both upon themselves and their teaching. What is
more,they think that they play a significant role in the education of their learner so
they devote their energy, efforts and time to the education of their students.
Therefore, they do their best to develop effective teaching strategies. In another study
carried out by Gibson and Dembo (1984), researchers observe eight teachers who are
either high or low in self-efficacy. They have found that the ones with high self-
efficacy are more efficient with the management of the class and the time allocated

for teaching. These teachers with high self-efficacy seem more confident and less
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frustrated when they encounter problems in their classes. Thus, it is also important to

have high self-efficacy for the teachers so that they can reflect it on their students.

Several studies conducted on self-efficacy beliefs show that students’ self-efficacy
can also be enhanced and promoted through classroom teaching (Pajares, Miller, &
Johnson, 1999; Pajares & Valiante, 1997; Wang & RiCharde, 1987; Wenden, 1987)
and through modeling (Schunk & Hanson, 1985;Wang& RiCharde, 1987
Zimmerman & Ringle, 1981). Bandura (1997) comes up with “cognitive self-
modeling” defined as “visualization of one’s own self coping in diverse situations
and under challenging circumstances” as a part of several experiences. This can be
achieved by giving students some challenging tasks the difficulty level of which is
something they can cope with. Then, they should be left alone to make themselves
realize that they can handle the situation, which will increase their self-efficacy.
Bandura (1997) proposes that individuals can find satisfaction and increase their
confidence when they “visualize themselves repeatedly confronting and mastering
progressively more challenging or threatening situations” (p. 95). Thus, this
assignment process by the teachers to the students should be repeated several times
so that these students will maintain the self-esteem that they have gained from the
initial challenging tasks. Self-talk and self-modeling may be part of a student’s larger
repertoire of self-regulatory skills. This means that through modeling students can
improve their self-efficacy with the help of their self-regulated acts. By using such
self-regulatory strategies, which is called a “self-empowering cycle” by Zimmerman
and Kitsantas (2005) learners will develop both confidence and competence, both of
which they need to improve their self-efficacy beliefs.

Students are expected to be self-regulated learners by using their learning strategies
so as to develop their self-efficacy. As Zimmerman and Schunk (2008) mention, self-
efficacious students are more likely to use cognitive and metacognitive strategies in
the classroom than are those who doubt their competence. Thus, learners should be
encouraged to use self-regulation strategies so as to increase their efficacy levels as
well. In other words, helping students become better self-regulators of their learning
can increase their self-efficacy perceptions (e.g., Schunk & Lilly, 1984; Schunk &

Swartz, 1993; Zimmerman & Bandura, 1994; Zimmerman & Kitsantas, 1999).
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There are several steps that students should take in order to increase their self-
efficacy. Bandura (1997) claims that students form their self-efficacy by selecting
and interpreting information from four primary sources. They develop mastery
experience with the results of their previous performance. They also develop their
self-efficacy with the help of their vicarious experience of observing others. This is
why Bandura (1997) emphasizes the importance of modeling in order for learners to
form their self-efficacy. The other source is social persuasions which are taken from
people around the learners such as parents, teachers, peers via evaluative feedback,
judgments, and appraisals about their academic performance. Last but not least one is
the emotional and physiological states like arousal, anxiety, mood, and fatigue that
affect the formation of self-efficacy beliefs. Thus, there are several factors that affect
the development of self-efficacy beliefs of students. Self-efficacy is a broad term that
cannot be related only to the self-regulation strategies but they are also directly
connected with each other as categorized by Bandura “mastery experience”. If the
learners have used the right strategies that have brought them the success that they
have sought for, this will increase their self-efficacy level, which is totally related to
“mastery experience”. This category is directly related to the purpose of this study
which is trying to determine the relation of self-regulation skills with self-efficacy of

the learners.
2.6. Related research conducted recently in the field

There are studies carried out in the field that takes the different aspects of learning

strategies as their focal point and their effects on students’ achievements.

Some of the studies that have been conducted on learning strategies have tried to
determine the relation between goal orientation and learning strategies. Dela Rosa
and Bernardo (2013) have carried out a study with 900 students from two different
universities. They have found that having more than one achievement goal leads to
more strategy use with the combination of both cognitive and affective strategies. In
another study conducted by Koopman et al. (2014) who tried to determine the
relationship between learning environment, students’ goal orientation and strategy

use. They have collected their data with the help of a questionnaire so that they have
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found the learning preferences of 138 Dutch students in one innovative school
environment. They have also observed 10 lessons along with the questionnaire
results. Findings of their study show that there is an influence of positive school
environment on the learners’ goal orientation and strategy use. What is more,
students prefer mastery goals in terms of goal orientation and they have equal
tendency both for surface and deep structures. It is also evident in the study that
upper grade students tend to prefer deep processing strategies (t = 2.03; p = .05)
whereas the ones from the lower grades show stronger preferences for surface
processing strategies (t = 2.66; p = .01). Kadivar et al. (2011) have conducted 300
students from 4 different universities and they have collected the data with the help
of three different questionnaires which are goal orientation questionnaire (Button,
Mathieu & Zajac, 1996) and learning strategies questionnaire (Pintrich & Degroot,
1990) and academic stress questionnaire (Gadzella, 1991). They have found that
there is a significant relation between learning focused goal orientation and learning
strategies including cognitive and metacognitive ones. Students with performance
focused goal orientation do not give much importance to learning process and they
pay more attention to other external motivation factors such as scores so there is a
negative and high correlation between learning focused goal orientation and
academic stress. This means that when students focus on learning, they feel less
stressed because all they want to get from the education is to learn properly.
However, if they have more performance-oriented goals, they want to get higher
scores, which lead to more stress among these students.

Another factor that affects the strategy use is self-efficacy level of the learners which
is also part of this research as well. A recent study conducted by Anam and Stracke
(2016) who claim that it has been the only research so far that tries to determine the
relationship between self-efficacy and learning strategies. They claim that there is a
strong relation between self-efficacy and language learning strategy use. Young
learners use socio-affective and metacognitive strategies more than others. To be
more specific, students who hold moderate and high self-regulated learning efficacy
beliefs are significantly different from others only in terms of cognitive and

metacognitive strategy use. When it comes to English self-efficacy, self-regulated
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learning efficacy has stronger effects on cognitive strategy use than on the use of
metacognitive and socio-affective strategies. However, these researchers also add
that further research adopting experimental or longitudinal designsis needed to
determine the relationship between these two important concepts. Self-reported
questionnaires, think-aloud protocols, or other feasible data collection techniques,
should be used because results of such studies might be more directly applicable to
instruction about strategy. Thus, this research is making use of these data collection

tools.

Li and Wang (2010) have also conducted a study with Chinese students of English
that shows reading self-efficacy is significantly associated with overall reading
strategies as well as with three learning strategy categories (i.e. metacognitive,
cognitive, and socio-affective strategies). Their study also reveal that learners with
high self-efficacy tend to be more self-regulated in their own learning by means of
goal setting, time management and material selections. The learners also use learning
strategies properly so that they are capable of coping with anxiety and stress. In
another study conducted by Purdie and Oliver (1999) with successful bilingual young
learners in Australia, it has been concluded that self-efficacy is significantly
associated with cognitive and metacognitive strategies. Kima et al. (2015) have
carried out a survey study with 167 Korean university students The data have been
collected with two different questionnaires. One questionnaire is self-efficacy
questionnaire while the other one is for the students self-regulated learning strategies.
Along with these two different data collection tools, the researchers have got the
TOEIC (Test of English for International Communication) scores of these
participants, as well. The results show that the students with high self-efficacy are the
ones who have had more years of English language learning experience and they use
self-regulation strategies more than their peers. Yusuf (2011) has also conducted a
study with 300 Malaysian undergraduate students with the help of a questionnaire
including four different constructs; the self-efficacy (three dimensions), achievement
motivation (three dimensions), and self-learning strategies (six dimensions). The

results of this study show that there is a strong correlation between self-efficacy
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beliefs, achievement motivation, and self-regulated learning strategies. These studies

show that there is an important influence of self-efficacy over learning strategies.

The personality and the choices that students make also have an influence on
learning strategies. In the study conducted by Ruffing et al. (2015), it has been shown
that there is a strong relation between students’ personality types and the choice of
their learning strategies. Biggs (1978) also confirms that students’ beliefs in
education, their interest in learning and learning strategies have all something to do
with personal meaning. However, the influence of teachers in terms of strategy use is
also evident. Peculea and Bocos (2015) have conducted a study with 186 teachers
and 560 students in the 11th grade from eight technical high schools and colleges
with the help of questionnaires given to both students and teachers. The results show
that although teachers are aware of the potential of the self-regulating learning
strategies, their application in class is rather low compared to the students’
expectancy. Therefore, teachers might not sometimes reflect what they know in the
classes thinking that it is unnecessary to do so but this might turn out to be a

mismatch between what students need and what teachers do.

Chu et al. (2015) come up with other important points that are related to learning
strategies: ambiguity tolerance and proficiency level of the students. In their study
they show that there is a strong relation between ambiguity tolerance, language
learning strategies, and L2 proficiency in the context of learning Chinese as a second
language in Taiwan. The ones who are more tolerant to ambiguity use more
strategies in language learning, which ends up with success in language learning
process. Successful language learners benefit from the strategies which are used to
improve their communication and real language use. They make use of the strategies
SO as to be able to use the language in real context. Thus, they try to perform what
they have learned. They also keep track of their language improvement. These
researchers warn that instructors should train their students on how to use strategies

and how to cope with the ambiguity and develop their materials accordingly.

The influence of online sources on the learning strategies has also been investigated

by several researchers. A recent research has been conducted by Kizilcec et al.
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(2017) with 4831 learners and they have collected the data with the help of an online
questionnaire from these learners who are using the Internet and videos to learn the
content of the lesson and they have found that strategic planning and goal setting
facilitate the success levels of the learners. Thus, learners with higher self-regulatory
skills become more successful than the ones with lower self-regulatory skills who
seek help more than their successful peers who actively use the online system by
themselves. Additionally, Broadbent and Poon (2015) have reviewed the literature
for the studies published between 2004 and 2014 to determine the connection
between self-regulation and online studies for the higher education context. It has
been concluded from their review that the application of time management, effort
regulation, critical thinking and metacognitive strategies leads to higher academic
outcomes within both online and traditional higher education environments. Thus,

both online and traditional students should make use of the strategies.

There are some other factors that have an influence over strategy use. According to
Uhrig (2015), strategy use cannot be thought without the learning style of the
language learners and the context where they get their education. Learning styles of
the learners are good indicators of the strategy use. Also,inner and outer factors

affect the choice of strategies that language learners use (Ma and Oxford, 2014).

When it comes to the studies conducted to determine the strategy types that learners
use, there is a lot of research conducted with a strategy inventory questionnaire
mostly the one created by Oxford (1990). For instance, Kunasaraphana (2015) has
conducted a study with 290 university students who are at different language level of
proficiency in Thailand by giving them the strategy inventory (SILL) by Oxford
(1990). Results show that the most commonly used strategy type is metacognitive
strategies, which are preferred by every student with different levels of language
proficiency.Students with high level of English proficiency have rarely used
compensation strategies whereas the ones with low and medium level have seldom
benefitted from memory strategies. The ones who have used memory strategies most
frequently are the students with low English proficiency level. Higher proficiency
level students use strategies more effectively. Another research that has used the

strategy inventory created by Oxford (1990) to determine the learning strategies of
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200 Iranian university students who are learning English as foreign language has
been carried out by Gerami and Baighlou (2011). The TOEFL scores of these
students were also taken into account to divide them into two groups as “successful”
and “unsuccessful”. Results show that successful students use a variety of learning
strategies. They use metacognitive, compensation, social, memory, cognitive, and
affective strategies respectively while the unsuccessful ones prefer cognitive,

compensation, memory, metacognitive, social, and affective strategies respectively.

According to a study conducted by Razak et al. (2012) with 180 secondary school
students learning English as a second language in Malaysia, the results show that
affective strategy has been used most by the participants whereas the compensation
strategy has been used the least. Female students use strategies more than their male
peers. There is also another study conducted by Safranj (2013) who have used SILL
by Oxford (1990) with 258 Serbian students in a university in Novi Sad who have
been enrolled in Faculty of Technical Sciences. Results show that highly motivated
students use learning strategies more than less motivated ones. Proficiency in the
language also affects the strategy use in a positive way. More experienced language
learners who have been exposed to English language use strategies more than their
peers and the ones who take the English course as “elective” use the strategies more
than the ones who take the obligatory English courses. Qasimnejad and Hemmati
(2014) have also carried out a research with 160 EFL Iranian students divided into
two groups as bilingual (Persian & Turkish speakers) and monolinguals (Persian
speakers) and they have tried to determine their language strategy use with the help
of the strategy inventory by Oxford (1990). Results reveal that bilingual Turkish-
Persian students show higher use of language learning strategies than monolingual
students. Higher strategy use may lead bilinguals to be more successful in learning
languages than monolinguals. Metacognitive and compensation strategies are highly
used by bilingual students while memory strategies are the least preferred by the
bilinguals. What is more, bilinguals are more likely to use higher-level cognitive
strategies like analyzing and synthesizing most probably because of their advanced

expertise in terms of language learning.
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Another study that has been done by Sadeghi et al. (2014) with the help of SILL by
Oxford (1990) to determine whether the learners needs and the choice of materials
affect their choices in learning strategies. They have applied a needs analysis survey
to 150 students and based on the results of this needs analysis questionnaire 120
students were given SILL and independent t-test was applied between these two
questionnaire results. Results show that the students who prefer to learn English for
speaking outperform the learners preferring to learn English for reading. The
students who prefer to learn English through watching films and listening to tapes
and CDs have been found more successful than the students who prefer to learn
English through studying grammar and vocabulary. Thus, focusing on productive
skills and studying with real authentic English bring success to the participant

students in this study.

There is also a study conducted by Muelasa and Navarroa (2015) to find out the
strategy types of the learners but they have used a different strategy inventory. They
have conducted a study with Spanish university students in Madrid with only 30
students, which might be the real limitation of the study because they have collected
the data with the help of an ACRA learning strategy questionnaire created by Roman
and Gallego (1994). The results show that there is a positive correlation between
Math performance and strategy use, which means that students using strategies

outperform their peers who do not use strategy much.

Another research that has an experimental design has been carried out by Pilegard
and Fiorella (2016) to determine the efficiency of different learning strategies used
by the learners. They have conducted a study with 78 middle school students who
have been divided into two groups as experimental and control group and the former
are expected to to engage in a generative learning strategy (i.e., writing a summary or
writing an explanation for a peer) followed by a judgment of learning (generative
group) while the latterare only asked to make a judgment of learning. They have
found that students dealing with generative learning strategies become more self-
regulated and take over the responsibility of their own learning.
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Saalik (2015) has conducted a study to determine whether the strategy use facilitate
the reading performance of the students and data have been collected from four
different school types that provide education with different languages in Estonian
and Finnish context with the PISA scores of these students. The results show that
strategy use faciliates reading comprehension and it affects the reading performance
of the students. This researcher has conducted another study with other researchers
expanding the scope of the research. Sailik et al. (2015) have done a study together
in three Nordic (Finland, Sweden and Norway) and three Baltic countries (Estonia,
Latvia and Lithuania) considering the PISA scores of the students from these
countries attending different schools in each nation in terms of their reading
capabilities. It has been found that metacognitive strategies mean a lot for their
success. One third of the variance between students and more than a half of the
between-school variance have been attributed to the background, learning strategies,
disciplinary climate and teacher-student relationship, which are all based on teachers
who can create a better atmosphere in the classroom by maintaining good relations

with students as well as developing and training student's learning skills.

There have been a number of studies conducted on language learning strategies all
around the world in different contexts and most of them have a quantitative design
and they have used questionnaires to collect data from students and the researchers
have mostly preferred the strategy inventory created by Oxford (1990), which is
called SILL (Strategy Inventory of Language Learners). Therefore, further research
with qualitative design is needed to determine the strategies used by the learners so
that the contextual factors will be taken into account and they will be analyzed in
depth. This is the primary reason of this research that will shed a light to learning

strategy use of the Turkish learners of English.
2.7. Related studies in Turkish context

There are some studies conducted in Turkish context with respect to learning
strategies. Mostly, Turkish researchers have used the strategy inventory of Oxford
(1990) as the questionnaire to determine the strategies that learners use. For instance,
Karatas et al. (2015) have conducted a study with students attending English
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preparatory program in a state university in Istanbul. They have used the SILL. The
study shows that memory component among the different strategy types is the mostly
preferred one by Turkish students. There is a difference between male and female
students in terms of their strategy choice, especially in compensation component as
male students use it more than their female peers. They suggest that much more
investigation is necessary to determine the precise role of language learning
strategies because teachers need to become more aware of them through appropriate
teacher training. Teachers can help their students by designing instruction that meets
the needs of individuals with different stylistic preferences and by teaching students
how to improve their learning style.

Another study that has been conducted by Acikel (2011) in language preparatory
school of a very prestigious university with the help of two different questionnaires:
strategy inventory and self-efficacy scale. The researcher has tried to determine the
relation between the self-efficacy level and strategy use of these Turkish learners oof
English at a university level with the help of the data that she has collected through

these two different questionnaires. Thus, this study is also purely quantitative.

Sen and Sen (2012) have brought another perspective to the studies conducted on
learning strategies in Turkish context because they have collected data both from
teachers and students by means of questionnaires as well as the interviews with eight
participant teachers. These researchers have given the strategy inventory to 100
Turkish university students and to the 70 teachers lecturing in the same private
university where these participant learners are enrolled. In addition, eight participant
teachers were selected for the interviews which provided qualitative data for the
study as well so that they could determine the perceptions of the teachers better. In
contrast to the findings of Peculea and Bocos’ s (2015) study, they have found that
teachers give more importance to learning strategies than their learners. This is also a
good indication of the contextual importance of these kinds of studies. They claim
that teachers with a masters degree are more likely to believe in the effectiveness of
strategy use and that they have found strategy instruction easier than their colleagues
with a bachelor degree and teaching certificate. Teachers pay more attention to

compensation and cognitive strategies though they give the least importance to
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affective strategies. Additionally, teachers think that other factors such as personality
factors, curriculum constrains (which were further divided into four sub-groups such
as pacing, level of the book, level of the task and exam orientation), rapport with
students, effect of background experience both as a teacher and as a learner can
affect the learning strategies instruction.

Though the study conducted by Sen and Sen (2012) have integrated the interviews
with the strategy inventory which has been used frequently by such studies that
determines the strategy use of the learners, they have taken this issue from the
teachers’ perspective. Thus, this research will include the instructors teaching to the
participant students even though the focus is on the learners and the data collected
from both sides also have been gathered with the help of interviews, think-aloud
protocols as well as student diaries, which makes this study much different than

others.

Though they are not directly related to self-regulation or learning strategies, there are
also some other studies that are related to the language learning process of language
learners in preparatory schools of universities in Turkey. For instance, Ozkardes
(2011) conducted a study to determine the achiement attributions of the students in
the School of Foreign Languages at Pamukkale University. She used both a
questionnaire and interviews to find out the factors that lead to the success of the
students and it is shown in this study that having a successful teacher, enjoying
learning English and the interest in English languages all play a significant role in the
success of the learners as well as the high self-confidence level, which might show

the importance of self-efficacy of the learners.

Another study was conducted by Atbas (2004) in Erciyes University in the School of
Foreign languages to demonstrate the relation between students entering
characteristics and the language learning outcomes in an EFL environment. He
emphasizes that teacher supportiveness, involvement, satisfaction with course
materials, speaking anxiety, self-concept, task orientation and organization, effort,
student cohesiveness, physical conditions, overall academic achievement, and

previous exposure are all important factors that affect the student involvement and
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success in classroom. Thus, this study also indicates the importance of self-efficacy

and self-study to a certain extent.
2.8. Conclusion

This chapter has aimed to present a detailed review of the concepts and the terms
related to this research. Therefore, the definition of self-regulation and its relevance
to educational context have both been given. Besides, the definition of self-directed
learning and its difference from self-regulated learning have both been provided so
that there will be no confusion between these two terms that are interchangeably used
in most studies. Additionally, the definition of learning strategies and their
categorizations as well as the different types have been mentioned in detail. Their
integration with the education has also been discussed. Last but not least, the
definition of self-efficacy and how it is related to these kinds of studies have also
been stated in detail. Self-efficacy is such a general term that can be used in other
fields so its relation with education has been given a part in this chapter. Finally,
recent studies conducted on learning strategies from all around the world in the field
of education have been shared to give an insight about what has been done so far so
that it will be much easier to determine what can be done in the field. Some of the

studies that have been carried out in the Turkish context have also been stated.

When the literature review is carefully examined, the following important points are
acknowledged. The first one is that the use oflearning strategies as a research topic
has gained much more importance after the recent changes in the field of education
which are all mentioned in the first chapter. The second one is that most of the
studies conducted in this field are done with the help of questionnaires, which makes

them purely quantitative. Berger and Karabenick (2016) state that:

The most widely employed instruments to measure metacognitive and other
learning strategies consist of self-report questionnaires with Likert-type
response formats. A major advantage is that they can be completed quickly
and easily by large numbers of students and are more cost-effective than are
online, concurrent methods (p.19).

These researchers stress that most of the studies with regard to learning strategies use

questionnaires because they are practical and easy to apply. The researchers
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distribute them to a large number of students at a time and collect the data easily.
However, most researchers believe that they have low construct validity (e.g., Tobias
& Everson, 2000; Veenman, 2005; Winne, Jamieson-Noel, & Muis, 2002; Winne &
Perry, 2000) because students might not reflect what they really do due to their
tendency to forget what they have done. Thus, they might not give the accurate
results as self-report inventories are considered interventions designed “to cause the
learner to recall or to generate a particular kind of response” (Winne & Perry, 2000,
p. 532). Therefore, this study will contribute a lot to the field because it has a data
collection process that has lasted one academic term with some other qualitative
tools, which takes both the context and the real performance of the students into
account. Karabenick and Zusho (2015)claim that the field needs more research on
self-regulated learning that will use various data collection tools so that the
contextual factors that affect this hotly-debated issue will be better measured. They
elaborate on the design of such studies by stating that research designs should “(a)
sufficiently extend to manifest how self-regulated learning changes over time and (b)
include contextual variations that are typical in most instructional settings” (p. 157).
Thus, this study has taken the changes of self-regulated learning strategies of the
learners into account during the data collection process that took one academic year
by means of several data collection tools the details of which will be provided in the

following chapter.
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CHAPTER 3

METHODOLOGY

3.1. Research Design

There are several ways to follow in order to conduct a reliable and valid research in
our field. Ellis (2012) claims that language teaching research can focus on teaching
that takes place in different contexts and different languages as well as the learning
process. He elaborates that classroom descriptive research tries to explain the
processes that takes place in classes either with qualitative or quantitative accounts.
In this study both qualitative and quantitative data collection tools have been used
but the former has been more dominantly used so there are different combinations of

data collection tools that have been utilized as Duff (2007) explains:

There is less emphasis on the triangulation of methods, perspectives, theories,
sites, and interpretations in quantitative research. Moreover, unlike
quantitative research, which often sets out to establish causal relationships or
strengths of relationships among variables of a more general nature,
qualitative classroom research may be more exploratory and interpretive, and
designed to examine the complex relationships among factors in a learning
situation (p. 976).

Whereas the quantitative research concentrates more on the causal relationship
between the different variables of the research, qualitative research focuses more on
any factors that affect the results of the study. Thus, the data that should be
considered in quantitative research is more restricted while the data of the qualitative
research is more complex and comprehensive so it provides more details about the
case. Duff (2002) explains that qualitative research puts more emphasis on seek
contextualized, naturalistic, holistic understandings and interpretations of phenomena
that occur in particular types of contexts. King and Mackey (2016) have also

mentioned about the importance of qualitative data collection methods such as think-
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alouds and stimulated recalls as well as their frequent use in other disciplines. Patton

(1985) explains what a qualitative research is:

[Qualitative research] is an effort to understand situations in their uniqueness
as part of a particular context and the interactions there. This understanding is
an end in itself, so that it is not attempting to predict what may happen in the
future necessarily, but to understand the nature of that setting — what it
means for participants to be in that setting, what their lives are like, what’s
going on for them, what their meanings are, what the world looks like in that
particular setting — and in the analysis to be able to communicate that
faithfully to others who are interested in that setting . . . . The analysis strives
for depth of understanding (p. 1).

As it can be understood from the quote that the qualitative research facilitates
understanding what is happening within the context where the study has been
conducted instead of trying guess what will happen or generalize the results unlike
the quantitative research design. Denzin and Lincoln (2005) also agree that
qualitative researchers study things in their natural settings, attempting to make sense

of, or interpret, phenomena in terms of the meanings people bring to them ” (p.3).

This study is a case study that utilizes survey research design. It is a survey research
because three different questionnaires that measured students’ self-regulation
(learning) strategies and their self-efficacy as well as teachers’ self-efficacy were
given to both students who started their language learning from Al level and
instructors that were teaching to these groups of learners accordingly after two
months when the academic term started. Gravetter and Forzano (2006) state that it is
possible to learn people’s attitudes, opinions, personal characteristics and behaviors
by giving them a few carefully constructed questions, which are already available
both in the questionnaires given to the participants and the interview questions.
These questionnaires were used by the researcher to have a better picture of the
whole target group that were the ones who started their language learning journey
from A1l level in this institution where this study was conducted. Merriam (2009)
explains that “survey research describes what is, that is, how variables are distributed
across a population or phenomenon” (p.5). As a matter of fact, the profile of the

these participants in terms of their self-regulatory skills which included language
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learning strategies affecting the self-efficacy of the learners were determined with

these questionnaires so this part of the study made it a survey research design.

In addition to the surveys used to collect quantitative part of the data, there were also
tools used to collect qualitative data for the purpose of this study. The questionnaires
were guiding tools for the researcher to be able to collect more data. Thus, the second
phase of the data collection process was focused on qualitative data with interviews,
think-aloud protocols and student diaries. The qualitative data were mainly used for
the case studies because these data collection tools give the researcher the chance to
find deep knowledge about what is going on for the research study in the context
where s/he is planning to gather data. The participants feel themselves more free to
express what they want to say about the issue in contrast to the questionnaires which
restrict them within a certain framework because all they can do is to choose the
option that is presented to them on the paper given to them so they cannot elaborate
on the issue as they wish just like the case in the face to face interviews with the

researcher.

When all the data collection process and the tools used to collect the data have been
considered, this study has been based on a qualitative design examining a caseby
means of a rich repertoire of data collection. Gall et al. (2003) define case study
research as “the in-depth study of instances of a phenomenon in its natural context
and from the perspective of the participants involved in the phenomenon” (p. 545). In
other words, a case study researcher does fieldwork by watching people in their own
territory and interacting with them in their own language in their own natural
settings. This study targeted students at a certain language level in a certain
institution so the focal point was Al English language learners in a state university at
the School of Foreign Languages, which made this study a case study at the same

time

According to Yin (1994), case studies “investigate a contemporary phenomenon
within its real context when the boundaries between phenomenon and context are not
clearly evident and in which multiple sources of evidence are used” (p.23). As
Hitchcock and Hughes (1995; cited in McKay, 2006, p.71) state, case studies have

67



the following distinctive characteristics which enable researchers to obtain in-depth

data on the phenomena under investigation.

1. It is concerned with a rich and vivid description of event relevant to the case.

2. It provides a chronological narrative of events relevant to the case.

3. It blends a description of events with the analysis of them.

4. It focuses on individual actors or groups of actors and seeks to understand

their perceptions of events.

5. It highlights specific events that are relevant to the case.

6. An attempt is made to portray the richness of the case in writing up the

report.
Hitchcock and Hughes (1995) suggest that “the case study approach is particularly
valuable when the researcher has little control over events” (p. 322). However,
according to Shaughnessy et al. (2003), this might lead to a problem because
treatments in case studies can rarely be controlled systematically case studies lack a
high degree of control. What is more, it is difficult to make inferences and draw
conclusions from case studies. Thus, they claim that the participant researcher may
overstate or understate the case. However, Bailey (1994) disagrees with their ideas
stating that participant observation contributes positively to the case study because of
several reasons. First of all, participant observer can notice what is going around in
the contextual setting which is one of the significant parts of the case studies.
Secondly, as case studies require extended period of time, researchers have the
chance to develop more intimate and informal relationships with the participants in
their own natural environment where the research has been conducted. Last but not
the least, participant observer has the possibility and the opportunity to reach the
participants easily and notice the slight changes that come out during the data

collection process, which cannot be achieved by an outsider.

Dornyei (2007) defines mixed methods design as “involving the collection or
analysis of both quantitative and qualitative data in a single study with some attempts
to integrate the two approaches at one or more stages of the research process” (p.

164). Thus, this is not the case in this research context.

68



3.2. Research Setting

The research setting is really crucial for studies that focus on learning strategies
especially if it is a case study. Winne et al. (2002) warn that the results of these
studies cannot be generalized because the context (domain-specificity) has a
significant effect on students’ choices of learning strategies (Hadwin, Winne,

Stockley, Nesbit, & Woszczyna, 2001; Vermetten, Lodewijks, & Vermunt, 1999).

This study was conducted in the School of Foreign Languages at one of the
prestigious Turkish state universities in Istanbul. This school is preparing students
who will get English-medium-instruction in their own faculties when they pass the
final proficiency exam. This university gives importance to English instruction
because some of its faculties such as Medical School, Engineering Faculty, Business
Administration Faculty, Economics Faculty, Political Science and International
Relations Faculty and some of the departments like Sociology in the Faculty of
Science and Arts provide 100% English medium instruction whereas other faculties
such as Dentistry Faculty, Faculty of Communication, and most of the departments
in the Faculty of Letters provide 30 % English medium instruction.

The program applied to these two different groups of learners were totally different
because the former ones were provided with academic English language skills as
they were exposed to more academic texts and topics in terms of reading, listening,
writing and speaking while the latter ones were supplied with general English skills
as they were expected to express themselves in English and to be familiar with the
daily language structures. Therefore, these two different groups followed different
curriculums and used different materials at the time of the study. However, both of
these groups had different level groups within their own program. Students who have
failed in the proficiency test that is applied every September as soon as they are
enrolled in this university and the ones who will take one-year preparation program
in this School of Foreign language take a placement test and they are appointed to
three different levels: Al, A2, and B1l. These different levels are organized in
accordance with the Common European Framework levels. Therefore, Al learners

are composed of Beginner levels starting with Elementary materials, A2 learners
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include Elementary levels starting with Pre-Intermediate materials and B1 learners

consist of Pre-Intermediate level students starting with Intermediate materials.

The problematic situation for the institution and students as well is that Al level
students take the same final test as B1 learners take at the end of the academic year,
which is at the beginning of the June. Thus, Al level learners are expected to reach
B2 only within one year of education because the university officially provides only
one-year of education in the School of Foreign Language preparation program
because there is not enough instructors and classrooms for the repeaters who have
failed in the final after getting a one year preparation from this school and for the
ones who want to get another year of preparation as there is a plenty of new students
who are enrolled in this state university every year. Thus, students who fail the final
proficiency test at the end of the academic year cannot move to their faculties and
they cannot take their departmental courses. What is more, they cannot get another
year of education from the School of Foreign Languages, either. Hence, they can
neither come to school nor take the lessons. They are only allowed to take the
proficiency test that is applied in the following September just after the end of the
academic year when they can take and pass it so that they can start their majors so
this is their last chance after the summer school which starts right after the end of the
academic year. It takes only seven weeks and it is also providing intensive English
courses within a limited amount of time but learners have a chance to take an exam
which they can pass and get the right to start their departments. However, summer
school is not a must, only students who are willing to participate can join it when
they pay their fee. If they fail the test which is organized at the end of the summer
school, they will wait for the proficiency exam that will be held in September which
is the beginning of the new academic year. However, if they fail in that exam, they
have to wait for the mid-year proficiency that takes place at the end of January so
they can start their departments in the spring term as long as their department accept
irregular students because some faculties such as Medical School do not accept
irregular students as they want all of their students to start taking departmental
courses at the first term of the academic year which is called “fall” term. Hence, even

if they pass the mid-year proficiency they may have to wait for six months to be able

70



to start their majors. This situation leads Al learners to feel stressful during the
preparation year because they have to pass the final proficiency at the end of the
academic term unless they want to face the difficult situation in which they can
neither start their majors nor get another year of education from this School of

Foreign Languages.

Al learners are expected to reach B2 at the end of the one-year of education.
Especially the Al level students who will take 100 % English medium instruction
face the most difficulty in this school because they are supposed to read, listen, write
and speak Academic English at the end of the year even though they start the
program without even knowing the Simple Present Tense properly. What is more,
they are exposed to Academic English only after one semester because they are
considered to be B1 level students when the first term is over. Thus, they are taught
by a coursebook in the first term. However; in the second term, they are introduced
with academic reading texts, lectures and materials prepared by the Material
Development Office of this institution which has already compiled a course pack for
these students who will get 100 % English medium instruction in their own faculties.
Both this course pack prepared by the instructors of this institution and the other
materials that are bought by publishing houses are used to prepare students for their
future academic life. To make this group of learners reach to B2 level of proficiency
within a year seems to be a utopia but it is not impossible. It is also stated in the
report published by British Council (2015) that it is difficult for learners who have
started their language learning from Al level to reach to B2 level at the end of the

academic year.

It is true that they have a very dense program to follow but there are some students
who have reached this aim at the end of the year but there are a lot of things expected
from these groups of students. They have to study more than the other levels so as to
be able to keep up with the pace of the program. They have to allocate more self-
study times for their own improvement. For this purpose, the institution arranges the
schedule of these learners accordingly so that they will have more self-study time

after the school. Thus, their lessons start at 08.20 and finishes at 12.50, which makes
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it possible for these learners to be able to find some time out of their lessons so the

rest of the day can be allocated for self-study by these learners.

As the program which is followed by Al level learners is highly dense, instructors
teaching to that group make a lot of efforts to keep up with the syllabus so that they
can teach a number of topics in a certain amount of time. Therefore, Al level
students have to use some learning strategies so as to be able to pass the final
because they have to learn a lot within a short period of time. What is more, the self-
efficacy levels of these students should be high accordingly if they want to be
successful. Hence, they have to be trained by their teachers so as to use learning
strategies to compensate their deficiencies in the language. Therefore, the autonomy
of these learners is a crucial issue for this institution. It is obvious that these Al level
learners cannot pass the final unless they study on their own apart from the time they
spend during the lessons. As the curriculum office of this institution is aware of this
fact, they have added some materials that will increase their self-efficacy level
because they cannot reach the level expected from them as long as they are spoon-

fed by their teachers for they must make great amount of efforts to reach their aim.

These students are provided with some materials that will lead them to study on their
own, which will lead them to use self-regulatory learning strategies by increasing
their self-efficacy level because the syllabus that they follow oblige these students to
do some self-study as the whole materials cannot be covered during the in-class time.
Some other supplementary materials are also supplied especially for this group to
make them aware of their potential in terms of self-efficacy. Rowsell and Libben
(1994) also stress that the significant difference between successful students and less
successful students is not in how they treat the learning materials but instead how
they make use of the materials makes the difference. Thus, the academic coordinator
of the English language department at the time of the study said: “we try to lessen the
dependency of our learners on the teachers; they will be more responsible for their
own learning process”. In order for students to do this, the materials used at the time
of the study had online workbooks that are completed on the computer by the

learners themselves. What is more, they are graded by this activity so they are
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somehow obliged to do them, which makes them feel the need to do so. Also, Nation
(2014) emphasizes the importance of studying hard to learn another language as it

requires a lot of practice with grammar and vocabulary.

Because of all these reasons mentioned in the previous paragraphs, it is worth
conducting such a study in this context so as to determine whether the Al level
preparatory year students use self-regulation strategies so as to improve their self-
efficacy as well as their language proficiency. What is more, this problematic
situation is also valid for some other state universities in Turkey that provide only
one year of preparation year for their students. Private universities provide English
language preparation program for their students as many times as they wish as long
as they pay their fees. Thus, it will be inspiring for scholars in ELT to figure out such
a situation and its educational implications in the School of Foreign Languages in

Turkish state universities.
3.3. Participants

The participants of this study were the learners who started their language learning in
this School of Foreign Languages during 2015-2016 academic year from Al level.
These students were the ones chosen from the Al level, which means they started the
program with beginner level. They were also chosen from the ones who would get
100 % English medium instruction in their departments if they passed the proficiency
final exam because their program was more dense and intensive than the program of
the ones whose departments provided 30 % English medium instruction. Thus, the
former students need more self-efficacy level and self-regulation strategies than the
latter group so as to pass the final. The number of student participants who started
the program from Al level that would have 100 % English medium instruction was
169. There were 10 different Al level classes but one of them was used for piloting
the questionnaire so the rest of them were made up of 169 students who were willing

to take part in the study.

From these 169 students 66 of them were female (39.1 %) whereas 103 of them were

male (60.9 %). The average age of the participants was 18.8. They were all young
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adults. More than half of the participants were the engineering faculty students (54.4
%). Business Administration (13 %) and the Economics department students (8.3 %)
followed engineering faculty students. The distribution of the faculties of the

participant Al level students have been given on the table below.

Table 3. Distribution of the faculties of the participants

Faculties Frequencies Percentages
Engineeering Faculty 92 54.4 %
Business Administration Faculty 22 13 %
Economics Faculty 14 8.3%
Sociology Department 13 7.7%
Political Science and International Relations 12 7.1%
Faculty

Teology 11 6.5 %
Medical School 5 3%
TOTAL 169 100 %

Another important factor that should be considered for the participants was that the
state schools and the high schools that they had graduated from were not the ones
that are providing their learners with high quality education because the students who
graduated from private colleges and more prestigious Anatolian High Schools where
English language education was given more importance to were mostly appointed to
A2 or B1 levels because they had been exposed to English lessons efficiently in their
high school years, which means that they are familiar with certain concepts in the
language but if a student is given to Al level after a placement test, it means that s/he
knows almost nothing about the language so they are considered as beginners. Here
is the table that shows the high school types of the participants.
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Table 4. High School types from which the participants graduated

High Schools Frequency Percentage
Anatolian High School 90 53.3%
High School 20 11.8%
Science High School 14 8.3%
Anatolian Teacher Training High School 14 8.3%
Others 11 6.5 %
Vocational High School 8 4.7 %
Anatolian Vocational High School 8 4.7 %
Private High School 4 2.4 %
TOTAL 169 100 %

It can be noticed from the table 4 that there is “others” option in the questionnaire
items. The students who chose the others option stated their high school type, as
well. The other option includes high schools that provide religious education
dominantly which are called “Anadolu Imam Hatip Lisesi” in Turkish education
system. From the table it is clear that the participants were not taught English
efficiently or as another option they couldn’t learn it properly even though more than
half of the participants were graduates of Anatolian High School, where English is
given priority especially during the first two years of the total four years of education
in these types of high schools. However, in random interviews with the participant
students, they said that they did not give any importance to English lessons but rather
they concentrated more on Math’s, Biology, Physics and Turkish language and
literature subjects, which they were required to know more in the university entrance

exams in which questions were related to those majors not English so neither the
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students and the teachers who knew that English language was not asked in the exam

wanted to cover the English lessons efficiently.

Almost all of the participants (97 %) stated in the questionnaire that they did not
have a preparation year beforehand. This was because of the change in the
curriculum by Ministry of Education in 2016 as stated in the previous chapter. When
they were asked about how long they had been learning English, most of them (69.8
%) said that they had been taught English for more than 6 years before coming to the
university. However, it was a big contradiction that they were still Al level learners.
These results showed that the participants of this study did not have an efficient
English language learning background even though they had English lessons
officially both in primary school and high school.

With regard to the all Al level students who took part in this study by filling in the
questionnaires given by the researcher to be able to collect the quantitative data of
this research, there were 10 students who were chosen among the 169 students
according to the results of the questionnaire. These ten students were personally
invited by the researcher and they were kindly asked whether it was possible for
them to take part in this research as a participant. They were told about the purpose
of the study and the necessity of it both to increase the quality of the education in this
School of Foreign Languages and for the doctoral dissertation of the researcher. As
the researcher was the instructor of some of these participant students, they were
assured that the ideas that they would share with the researcher would be confidential
and would never affect their grades and scores that they would take from the exams.
It was also noted by the researcher that they would be called to be interviewed four
times, twice for the first (fall) term and twice for the second (spring) term and they
were also made aware of the times that they would be interviews so that they would
know what would come next as for the sustainability of this research. All of the
students accepted to be a part of this study and they stated their willingness to take
part in such a vital research and signed the consent forms prepared by the researcher
that showed their willingness to be enrolled in this study.
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The questionnaire that tested the language strategy use of the students were taken as
a criterion to choose the students that would be interviewed and that would take the
think-aloud protocols prepared by the researcher at different times all through the
2015-2016 academic year. These students were interviewed before the end of the
first (fall) semester and they were taken to the think-aloud protocols just before the
semester. When they were interviewed and taken to the think-aloud protocols, they
were A2 level students. This is important because they were familiar with the
language learning process of their own and they had the notion of what they were
doing when they were firstly interviewed and took their first think aloud protocols
after they filled the questionnaire in the middle of the semester when they just
completed their Al level. The selection of the right time was made considering these
issues because the researcher wanted the participants to have some ideas about what
they were doing in terms of language learning so he distributed the questionnaires in
the middle of the first (fall) term and after the analysis of the questionnaires, the
chosen ones who accepted to take part in the study were invited to the interviews and

think-aloud protocols before the end of the term.

These students were supposed to write students diaries at the end of the first semester
and they were collected by the researcher at the beginning of the second (spring)

semester.

At the end of the second (spring) semester these 10 students who had been chosen
according to their questionnaire results in the middle of the first (fall) semester were
again interviewed almost at the end of the second (spring) semester and they also
took the think-aloud protocols prepared by the researcher. These second interviews
and think-aloud protocols were done in May when they were supposed to be at B1
level. Thus, each of these students were met with the researcher four times all
through the academic year, twice just before the end of the first (fall) and twice just
before the end of the second (spring) semester so the data collection process took an
academic year, which made this study a longitudinal one because the data were
collected from the participants all through the academic year at different intervals.
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These ten students were categorized into three groups in accordance with their
questionnaire results (the details will be provided in the following parts). Three of
them were the ones whose results were above the average of the total 169 students,
three of them were chosen from the ones whose averages were below the total
students and the other four of them were chosen from the ones whose results were
almost the same as the general average of the whole students. Thus, the categories of
the students will be like this respectively: Higher Average group which which will be
named as HA, Below Average group which will be named as BA, and Average
group which will be named as A. Therefore, due to the anonymity reasons, the real
names of the participants will not be given but instead they will be introduced to the
reader with a number along with their own category name all through this
dissertation like A1, HA1, BAL..

All these participants except from A4 and HA3 graduated from high schools in
Istanbul as they were living with their families in Istanbul. Only A4 and HA3 were
students who came to Istanbul for studying in a highly prestigious university from
one of the most well-know industry city in Anatolia, Bursa. All these students had
different backgrounds coming from different families. They were the students whose
families belonged either to middle class or low-middle class in terms of their
socioeconomic status in the society as it can be seen from the table 4 underneath.
They were living in the suburban parts of Istanbul. Table 5 below shows the
demographic information of the participants who were interviewed and took the

think aloud protocols for the qualitative part of the data.
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Table 5. Demographic information of the participants

Participants Age The city where their families live ~ Hometown
Al 19 Istanbul/ Kavacik Elaz1g
A2 18 Istanbul/Maltepe Azerbaijan
A3 19 Istanbul / Gaziosmanpasa Siirt
Ad 18 Bursa Amasya
HA1 19 Istanbul/Silivri Trabzon
HA2 22 Istanbul / Gaziosmanpasa Bosnia and
Hersagovina
HA3 18 Bursa Erzurum
BA1 18 Istanbul /Pendik Tunceli
BA2 18 Istanbul/ Esenler Mardin
BA3 23 Istanbul / Esenler Malatya

As it can be seen from the table, all the participants are coming from different
backgrounds that can be understood from the variety of the hometowns shown on the
table. The family roots of Al, A3, HA3, BAl, BA2 and BA3 derive from the eastern
part of Turkey while HAL1, A5 are from Black Sea region. There is also two
participants whose family roots go back to the territories outside the Turkish

boundaries.

As for the educational backgrounds of the participants, they all graduated from
different high schools. Their departments also varied. What is more, two participants
(HA2 and BA3) had a university-level education experience before they came to this
university where this study was conducted as it can also be understood from their
ages. HA2 went to a private university in Istanbul but did not want to complete her
studies because she did not like her department whereas BA3 was a graduate of

associate degree program from a state university in Antalya and wanted to continue
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his studies in this university where this study was conducted so that he could get his
bachelor degree here. It also important to note that the former student got some of
her departmental courses in English in her previous university so she had some
familiarity with the language, which might be the reason why her questionnaire result
was higher than the average so she was in HA category while the latter did not get
any English courses in his previous university so he had no familiarity with the
language, which might be the reason that his questionnaire result was below average.

Table 6 shows their educational backgrounds.
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Table 6. Educational backgrounds of the participants

Participants ~ High School How many hours they took Years of English
English lessons in their high English Prep year
schools language

education
1 2 year 39year 4
year year
Al Sisli Anatolian 8 6 4 4 11 No
High School
(started)
Private High
School
Kadikoy Open
High School
(Finished)
A2 Yiiksel Ilhan 8 4 4 4 11 No
Alanyali
Anatolian Teacher
Training High
School
A3 Mevlana 8 4 4 4 9 No
Anatolian High
School
A4 Anatolian High 6 4 4 4 8 No
School
HA1l Corlu Anatolian 4 4 4 4 8 No
High School
HAZ2 Nisantast Nuri 12 6 6 4 13 No
Akin Anatolian
High School
(started)
Bayrampasa
Anatolian High
School (Last year)
HA3 Bursa Anatolian 6 4 4 4 9 No
Girls High School
BAl Burak Bora 8 4 4 4 9 No
Anatolian High
School
BA2 Anatolian High 8 8 4 4 9 No
School
BA3 Esenler 2 2 - - 6 No
Vocational High
School

As it can be seen from the table, all the participants apart from BA3 had higher
lesson hours in their high school years; however, they started the language education

in this School of Foreign Languages from Al level (Beginner). What is more, they
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all had been taught English for more than 8 years excluding BA3 who had been
taught for 6 years. No matter how many hours of English they had in their high
school years, they told the researcher that they had not been taught English for the
last two or three years in their high school because they were getting prepared for the
university entrance exam and their English language teachers let them study Math’s,
Science, Geometry for which they would be responsible in the university entrance
exam. Also, all the participants accepted that they did not pay any attention to
English during their high school years because their primary priority was to win the
university entrance exam which would affect their whole life determining their future
career. However, they said that they had been taught English in primary school
somehow. Nonetheless, their language level was Al when they started their
preparatory year in this School of Foreign Languages. Nobody among the
participants had a preparatory year in their educational life either in their high school
years or before they came to this university so this was the first experience for all the

students to be exposed to such intensive language learning/teaching program.

As for the departments of these ten participants, it can be said that they will all attend
English-medium instruction departments if they pass the final. Table 7 shows the

distribution the departments of these participants.
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Table 7. The departments of the participants

Participants Departments

Al Business Administration

A2 International Relations and Political Science
A3 Sociology

A4 Sociology

HAL Mechanical Engineering

HA2 Business Administration

HA3 Electric and Electronic Engineering

BAl Electric and Electronic Engineering

BA2 Business Administration

BA3 Computer Engineering

As these students will take all of their departmental courses in English, they have to

have the control of the language so as not to have any difficulties in their majors.

Instructors teaching to learners starting from Al level in the academic year when this
study was conducted were also included in the study for triangulation purposes.
There were 16 different instructors who were teaching to these Al level classes so
they were the instructors of these students who had filled up the questionnaire. 5 of
them had a master degree, whereas one of them had a Ph.D. degree. The rest had a
bachelor degree. Thus, these instructors also filled up a questionnaire for themselves.
After the questionnaires distributed to these instructors, three of them were chosen to
be interviewed. These instructors were among the most experienced ones that had
been teaching for more than 20 years in this institution where this study was

conducted and what was more important was that they had been teaching to learners
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starting from Al level with whom this study was carried out. Table 8 shows the

demographic information about the instructors interviewed.

Table 8. Demographic information of the instructors

Participant The university they graduated from The degree

Instructors they they
hold

11 Istanbul University/ English Language and Literature BA

12 Ankara University / English Language and Literature BA

13 Bilkent University / English Language and Literature BA

All of the participant instructors were graduates of English language and literature
departments but they had a certificate of teaching in which they were provided some
courses about language teaching pedagogy after their graduation from their
departments. What is more, they were among the most experienced instructors in the

institution where they had been teaching to Al levels for a while.
3.4. Data Collection Instruments

The current studyused a variety of data collection tools to examine the learning
strategies that these participant learners who started their language learning from Al
level in this institution where the data were collected. The multiple sources of data in
this studyincludedquestionnaires, interviews, student diaries and think aloud

protocols.
3.4.1. Questionnaires

Questionnaires are the mostly used data collection tools for studies that determine the
language learning strategies that learners use in most studies as they have been stated
in the literature review part of this study. Berger and Karabenick (2016) explain why

questionnaires are the mostly preferred tool for such studies:
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The most widely employed instruments to measure metacognitive and other
learning strategies consist of self-report questionnaires with Likert-type
response formats. A major advantage is that they can be completed quickly
and easily by large numbers of students and are more cost-effective than are
online, concurrent methods (p.19).

As it is much more practical and applicable to use questionnaires to determine the

strategies mostly chosen by the students, most researchers make use of the

questionnaires in their study. Here in this study as well, questionnaires were also

used. Three different questionnaires were used to collect data for this study. Two of

these different questionnaires were distributed to the students whereas the other one

was for the instructors.

The first questionnaire was created to determine the strategy inventory for the

language learners by Oxford (1990). This was the most well-known Strategy

Inventory for Language Learning (SILL). The questionnaire has 50 items, all of

which are categorized into six groups.

Table 9.SILL Categorization of Strategies

SILL n of What strategies are covered Strategy Group
Parts items

PartA 9 Remembering more effectively Memory

PartB 14 Using all mental processes Cognitive
PartC 6 Compensating for missing knowledge Compensation
PartD 9 Organizing and evaluating the learning Metacognitive
PartE 6 Managing the emotions Affective
PartF 6 Learning with others Social

Note: n= the total number

SILL (Appendix C) is a self-report scale which was designed as a five-point rating

scale in which participants were asked to respond to the items ranging from “Never

or almost never true of me” (1) to “Always or almost always true of me” (5). SILL is
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the most widely used inventory to measure the strategy use of the learners and has

been proved valid, reliable, and easy to use.

Turkish version of SILL adapted by Cesur and Fel (2007) (Appendix D) was used in
this study. The reliability and the validity evidences of the Turkish version were
provided by Cesur and Fel (2007) with 768 preparatory school students attending one
of the seven different universities located in Istanbul including Yildiz Teknik
University, Sabanci University, Bahgesehir University, Bilgi University, Maltepe
University, Istanbul University, and Bosphorus University. The result for the
reliability of the inventory was found .92. What is more, for each sub-category, the
alpha value ranged from .59 to .86. Internal consistency reliability coefficients for
each sub-category were as follows: .70 for memory strategies, .82 for cognitive
strategies, .65 for compensation strategies, .86 for metacognitive strategies, .59 for

affective strategies, and .61 for social strategies.

The second questionnaire which was given to the students along with the first
questionnaire was developed by Wang (n.d.) to measure the learners’ self-efficacy.
There are 32 items asking students their judgment about their own capabilities in
English language. Four subscales which are self-efficacy for listening, self-efficacy
for speaking, self-efficacy for reading, and self-efficacy for writing are included in
the guestionnaire. It is a 7- point scale in which the students were asked to respond to
32 items ranging from “Definitely I cannot” (1) to “Definitely I can” (7). Internal
consistency coefficient of the questionnaire in English was found as .96 for the total
scale. The coefficients for each subscale were shown to be .88 for listening and

reading, .89 for writing, and .92 for speaking (Wang, n.d.).

As the original questionnaire created by Wang (n.d.) was written in English, the
Turkish version translated and applied by Acikel (2011) in a Turkish context
(Appendix D) was used for the purpose of this study. Agikel (2011) explained the

transformation process of the inventory:

In the translation procedure, firstly, three English teachers working at a
private university as an instructor were asked to translate the instrument items
into Turkish. From these translated items, clearest and best-stated ones were
chosen to be included in the scale. Then, in order to examine the translation’s
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validity, back translation of the version that best matches the original was
done with the help of another group of three English instructors and was
found satisfactory. For the validity issue, the questionnaire was pilot tested
with 191 language preparatory school students.The results of the reliability
analysis provide high values for the scale itself and for the 4 categories in the
scale... Cronbach’s Alpha coefficient for the self-efficacy scale was .94.
Reliability for listening and speaking was .88, for reading .68 and for writing
.89 (pp. 44-45).

As Acikel used this questionnaire, after the translation and adaptation process in the
School of Foreign Languages in Middle East Technical University with the high
reliability scores; it was also considered to be appropriate for the purpose of this
study to use this scale in another School of Foreign languages in one of the state
universities located in Istanbul. Though the purpose of this study is to determine the
self-regulation strategies that learners apply in order to learn English, its reflection of
self-efficacy is also considered to be a good point to focus on for this study.

These two different questionnaires were combined and they made up one
questionnaire which consisted of two different parts, one of which measured the
learning strategies of the learners and the other one of which evaluated their self-
efficacy beliefs. Before these two different questionnaires were distributed to the
students they were put in a single format by the researcher and there were some
explanation written at the very beginning of these two different questionnaires to
make students willing to participate in this study with a short text that explained the
purpose of the study and the researcher. Demographic information part was also
added after these two different questionnaires and the format was finalized to make it
serve the purpose of this study. Thus, at the beginning of the questionnaire, there was
a short explanation made by the researcher for the participants, then came the
strategy inventory (the first part of the questionnaire), right after the second part of
the questionnaire was allocated for the self-efficacy scale of the learners and the final
part was the demographic information section (Appendix E). This format was piloted
with the last Al level class, which was A1-10. There were 10 Al level classes and
the A1-10 was made up of 15 students so the piloting of the questionnaire was
conducted in this class. The students did the finalized version of the questionnaire
and they gave some feedback. Some additions were made considering the feedback
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given by the students especially to the demographic information part. For example
some high school types were forgotten and they were added. Additionally, some of
the students said they did the second part of the questionnaire which measured “self-
efficacy” by thinking about their future skills that they would get after the graduation
from the School of Foreign Languages. However, it was aimed to measure the self-
efficacy of the Al level learners at the time of the study. Thus, an additional note
was written on the questionnaire so as to warn students to do it with their present
status in their minds. Therefore, the piloting provided the researcher with valuable
information to consider before distributing the questionnaire to the whole Al level
learners in the other nine different classes. There was no problem found in terms of
the items of the questionnaire. The piloting was not carried out to assess the items,
though because the reliability of the scales had already been confirmed as stated

beforehand.

The last questionnaire was given to the instructors who taught English to the learners
starting from Al level in this institution, who were the primary participants of this
study. Actually the focus of this study was on the learners but the ones who
instructed the learners in their learning process by playing an important role were
also given a questionnaire for triangulation purposes. The instructors who taught in
Al level were given the questionnaire designed by Tschannen-Moran and Hoy
(2001) who aimed at determining the self-efficacy of the teachers. This questionnaire
was chosen for several reasons. Firstly, the reliability of this scale was found .94,
which is quite high so as to be implemented. Secondly, this questionnaire was also
applied in Turkish context by Biiylikduman (2006) with its original format because
the original version was also in English and the reliability of the scale was quite high.
Lastly, this scale is a very brief and one-page-long so it is reader-friendly and
practical for the participants to fill it up easily. What is more, it has to 24 items
ranging from “Nothing” (1) to “A great deal” (9), which makes the scale more
sensitive to measure what it tests (Appendix F). This scale measures the capabilities
of the teachers and what they do to sort out the challenges that they face in the
classroom so it was aimed to test whether instructors believed in their potential to

train their students well.

88



3.4.2. Interviews

The interview questions were written by the researcher depending on the results of
questionnaires filled up by the student participants (Appendix G). The interview
questions were semi-structured because, as Merriam (1998) stated, this format
“allows the researcher to respond to the situation at hand, to the emerging worldview
of the respondent, and to new ideas on the topic” (p. 74). Therefore, the participant
will feel himself/herself free to state his/her opinion on the question with a certain
framework on which the question was created. This will provide the interviewees
with the chance to express themselves freely and willingly within the framework
created by the interviewer. Gall et al. (2003) also verify this by saying “in qualitative
research the interview format is not tightly structured because the researcher’s target
is to make respondents feel free to express their view of a phenomenon in their own
terms” (p. 239). Thus, the researcher did his best to make the interviewees to tell all
the things related to the research topic so as to be able to gather as many data as
possible. Also, some of the terminology like “self-efficacy”, “self-regulated learner”,
and “learning strategies types” were all explained in detail to the interviewees in case
they might not know them so that they could respond well to the questions. The
participants were provided with Turkish definitions of these terms first. Later, they
were given examples of these terms. For instance, they were told what to do so as to
be called as “self-regulated learner” in their language classes. Additionally, the
researcher explained all the learning strategies types in Turkish by showing these
participants the categories that were available on the questionnaire which had been
filled by these students almost two months before the interviews.

It is really important for the students to understand what is asked to them in the
interviews. Schellings (2011) warns that students tend to choose neutral responses to
the questions unless they understand them properly so that they will be able to avoid
replying inaccurately from their perspective. Berger and Karabenick also (2016)
point out that students will touch upon different perspectives of the issue that has
been asked to them as long as the items of the questionnaires are either vague or too
large. Therefore, during the interviews it was assured that every item was understood

well by the students and when there was a confusion or misunderstanding from the
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participants’ side, everything was explained in detail by the researcher especially

some of the terms that might be unfamiliar for the learners.

The interviews were all organized right after the questionnaire results were analyzed
by the researcher by means of SPSS, which is a software used for the analysis of
questionnaires in social sciences, because the selection of the interviewees was based
upon the results of the questionnaires especially the results of the first part of the
questionnaire which assessed the learners’ strategy use. Gall et al. (2003) also agree
on the fact that survey interviews are arranged to “supplement data that have been
collected by other methods™ (p. 237). Thus, the questionnaires were supported both
by the interviews and the think-aloud protocols which were the primary data
collection tool for this study besides the student diaries collected at the beginning of

the second (spring) semester.

The interviews were conducted in students’ mother language, which is Turkish to
make them feel free to express themselves well without having any difficulty and to
prevent the language barrier from sharing what they wanted to say because when the
researcher told the students that he would select some of them to have some
interviews to ask questions related to what they had done in the questionnaires, all of
them asked whether the interviews would be in English or Turkish. They all stated
that they did not want to speak English with the researcher because that would
increase their anxiety and they could not sincerely share what they thought about the
issue. All these interviews were recorded so as to be transcribed by the researcher

later for the easier analysis of the data.

There were two different interviews that had been arranged with all these ten
different students. The first interviews were organized after the questionnaire results
were evaluated by a software program and the average of the target groups was
calculated. After this analysis, interview questions were written considering the aim
of this research as well as the contextual case and the items in the questionnaire.
After the interview questions were written, they were shown to the advisor and the
other members of the thesis committee. Then, during the committee, the members

gave some feedback to the researcher and some of the questions of the interview
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were rearranged and some of them were removed some of them were added while
some of them were edited so as to make them more clear and directly related to the
purpose of this study. After this feedback, the interview questions were shown to a
colleague of the researcher to check the comprehensibility and whether the questions
were clear enough and serving for the purpose of the study.

As soon as the researcher had got the feedback of the colleague, the interview
questions were ready to apply. However, before the application of the whole
interviews, one student was needed for piloting the interview questions. As these
questions were piloted with one academic, a different perspective, especially from
the students’ side was also required. One of the students whose questionnaire result
was equal to the general average of the target group was chosen and asked whether
he would be a volunteer to participate in this study. He accepted the offer and he was
asked the questions so as to check whether there were any problems with them. This
first interview was done for piloting the interview questions and the process as well.
During the interview, the student also stated the points where he found misleading
and confusing and the researcher noted those points down and explained what he
tried to mean for those questions so that the researcher could correct those weakest

parts of the interview questions and make them more clear.

The first interview went well and the researcher also gained some experience about
the ongoing of the interviews that would be held with the other participants. The
interview of this participant student (A2) was also included in the data and the
analysis of it was also taken seriously because the researcher did not want to lose this
valuable data so he did not throw it away. Then the other interviews were also
conducted successfully with other participant students. The first interviewed were
done in January 2016 just before the end of first semester when the participants were
about to finish their A2 level learning process. The participants were interviewed
after their classes had finished so they were not taken from the lessons so they were
done out of their class time. They were invited to an empty class where there was no
one but the researcher and the interviewee so there was no interruption, either. Each

interview with 10 different participants lasted almost from 40 to 60 minutes. The
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participants in higher average group talked more than the other two groups. The

participants under below average category talked less than the others.

The second interviews were conducted in May 2016 three weeks before the end of
the second (spring) semester when they were going to take the final exam. It was
difficult for the researcher to arrange these interviews as it was close to the end of the
academic year and some students were not attending to the school regularly because
it was almost near the end of the academic year and students who had the
absenteeism right were using them. However, as the researcher had the participant
observer, he was able to arrange all the interviews some of which were done outside
the campus because of some participants who were not coming to school any more.
However, there was a logical reason for the time of the second interviews even
though they might seem to be arranged late. When these second interviews were
done, the participants were supposed to be B1 levels and they were expected to be
B2 in the final exam that they would take in the following three weeks so the final
exam was the chance for them to show their language proficiency. Thus, these
interviews were done at that time to serve the purpose of this study which was

longitudinal.

The second interview questions were written in accordance with the data collected by
means of the first interviews and considering the process that the learners had gone
through all those months when they were trying to develop their language level. The
questions were prepared by the researcher and they were shown to the advisor and a
colleague so as not lead to any misunderstanding from the participants’ side. After
the piloting of the questions with an academic, the initial interview of the second
interviews was done with the student coded as “A2” for piloting reasons so as t0
check the flow of the whole interview and to determine any flaws that might come
out so that they would be corrected for the following interviews. Everything went
well in that interview with A2 so it was also included in the data that were going to
be analyzed just like the first one. The durations of the second interviews lasted
between 20 and 90 minutes. The participants who were in higher average group
talked more than others just like the first interviews whereas the students in below

average category talked the least among others.
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In addition to the interviews that had been arranged with student participants, there
were also interviews done with three different instructors who were teaching to
students that started the academic year from Al level during this academic year when
the data were collected. The interviews with the instructors were done for
triangulation purposes so these interviews were not the main focus of this study. The
interviews were done in the instructors’ mother tongue, Turkish, S0 as to create a
sincere atmosphere. They were interviewed out of their teaching hours when they
were on their off days from the school. Each interview with each instructor lasted

around 45 minutes.

Apart from the interviews, the researcher also collected data from these participants
by means of other qualitative data collection tools which will be explained in more

detail in the following pages.
3.4.3. Student Diaries

It is important for the students to be given the chance to express themselves in a
written format because they may feel themselves more relaxed while sharing their
experiences without having any pressure or stress caused by either an observer or an
interviewer. Thus, students can also provide a valuable source of information if they
are given the chance of self-report on what they have done so far. As Grenfell and
Harris (1999) have stated, “it is not easy to get inside the ‘black box’ of the human
brain and find out what is going on there. We work with what we can get, which,
despite the limitations, provides food for thought” (p. 54). It is sometimes difficult
for people to express what is in their minds orally when they are asked for it.
Therefore, some students might reflect what they have thought in their minds better

on a piece of paper.

Students that had been chosen for the interviews were also asked to write about their
learning strategies that they had used all through the first term at the end of the first
(fall) semester. They were also required to write down what they had done during the
semester break so as to improve their language proficiency. Their diaries were

collected at the beginning of the second (spring) term.
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The analysis of these diaries gave an insight for the researcher about the second
interview questions that were designed considering the things written by the students.
They can also be considered as the complementary for the first interviews which

were done just before the end of the first (fall) semester.
3.4.4. Think-aloud protocols

Think aloud protocols which are also called as “verbal protocols” (Ericsson &
Simon, 1993) are defined by Kasper and Roever (2005) as “respondents' reports of
internal cognitive processes that occur as they are working on a task (concurrent
verbal protocols) or their recollections of processes after the task has been completed
(consecutive verbal protocols)” (p.329). It is a kind of flow that shows the inside of

the learners’ brains, what comes to their minds at the time of the task given to them.

Think-aloud protocols was an efficient way to collect data for the purpose of this
study because students were given a certain task and asked how to handle it or how
to sort it out. The responses were valuable in terms of the strategies that they were
using in order to develop their skills in English language. These think-aloud
protocols revealed a solid example of what they were doing in terms of language
learning strategy uses and this also gave a bright picture of what they were doing to
improve themselves in terms of their linguistic competence. Zimmerman (2008)
confirms this by saying:

Clearly, the think-aloud methodology is an effective way to assess students’

self-regulatory processes online, but this research needs to be extended to see

if planning and motivation will emerge as significant predictors of students’
mental models (p. 173).

As it is stated in the quote, think-aloud protocols are important ways to measure how
students use the self-regulated learning strategies that are used to learn a language,
which is the primary purpose of this study. Veenman (2005) also agrees the

efficiency of think-aloud protocols when they are compared to the questionnaires.

One of the most important advantages of think-aloud protocols is that it provides the
participants with only small amount of time between the thought and its articulation
so the shared thoughts that come to their mind while performing a task are more
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accurate and less subject to “embellishment or decay of information” (Pressley &
Afflerbach, 1995) than other more structured self-report methods just like
questionnaires which had been already applied for the purpose of this study. By
applying think-aloud protocols, there won’t be much data loss because the participant
students had to say what came to their minds during the task given to them. Another
important benefit that think-aloud protocols provide the researchers is that they have
the potential to sustain the information on context and strategy use as well as
cognitive and affective processes (Afflerbach, 2000). However, it is really difficult
for the students to do a certain task and share the opinions that come to his/her mind
with the researcher simultaneously. Ericsson and Simon (1980) come up with an idea
that sorts out this problem so they claim that researchers can handle this potential
problem by selecting tasks that are a little bit complex and difficult for the learner so
that they will not be able to say something automatically because the complicated
tasks will require them to think first and say what they do. In spite of such difficulties
and possible weaknesses, Oxford and Burry-Stock (1995) exclaim that that “think-
aloud protocols offer the most detailed information of all because the student

describes strategies while doing a language task” (p.2).

With the help of think-aloud protocols, the researcher tried to determine the
strategies that learners used to improve their language. In order to do this, the
researcher gave the participants a particular task and wanted them to handle it. The
participant student told the researcher how s/he completed the task and the whole
process, which gave the researcher an idea about the learning strategies that these
students had used. Ericsson (2006) points out that a think-aloud protocol contains
students’ reports about their own thoughts and cognitive processes while they are

carrying out a task.

For this study the think alouds were shaped in accordance with the pilot study
conducted by Hurd (2008). In this study, both writing task in which there was a
reading test with three different comprehension questions and a writing task in which
students were expected to write a short essay of 100 or 150 words were used. By
doing these tasks, students were required to tell the researcher the strategies that they

used while they were completing the tasks given to them. Here in this research as
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well, students were given both a reading task with different comprehension questions
and a writing task. This was carried out twice during the whole academic year. There
were not any think aloud protocols for the speaking and listening skills since Kasper
and Roever (2005) have mentioned as limitation of think aloud protocols researcher
should “exclude spoken tasks because participants cannot produce task-related talk
and verbal protocol talk at the same time” (p. 329). What is more, Roever (2005)
articulates that students should be given the chance to choose the language in which
s/he will express himself/herself while s/he is doing the think aloud protocol tasks.
Thus, even if the tasks are required to do in English language, students can express
themselves in their mother tongue. Therefore, here in this research students were
allowed to speak in their mother tongue, Turkish, to tell what came to their minds
while they were doing the tasks given to them and all of them used Turkish to

express themselves during the think-aloud protocols.

The first think-aloud protocols were applied to students just after the first interviews
had been done right before the end of the first (fall) semester when they were about
to finish their A2 level. In accordance with their language level, a reading text which
was for A2 level learners were chosen by the researcher and given for these
participants along with five reading comprehension questions. All of the questions
were multiple-choice, which made it easier for the participants to solve them all.
Thereby, they did not need to write down long sentences so as to answer the
questions as the options were already available. The students were required to read
the passage and do the comprehension questions while they were telling what they
were thinking in their minds to do the questions. After they had finished the reading
task, the researcher asked them what they would do if they were given this task as an
assignment that should be done at home later. The participants talked about what and
how they would do at home. Right after the reading they were expected to write a
paragraph about the advantages or disadvantages of social networking websites,
which was already a familiar topic for them as they had been taught how to write a
paragraph and they read texts about social media so they had the familiarity with the
topic and they were supposed to know the vocabulary and content that were needed

to write such a paragraph. Otherwise, they would find it quite difficult to write on
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something which they had no idea and the sufficient input provided during the
lesson. Likewise, after they had finished writing, they were asked how they would
handle it at home. They answered the question sharing what and how they would do

it at home.

The first think aloud protocol was applied to the participant coded as “A2” again just
to check whether everything would go smoothly for piloting reason. Everything went
well. However, the data collected from his think-aloud process were also included in
the analysis. The time spent on these two different tasks varied from one participant

to another. Table 10 shows the duration of the first think-aloud sessions:

Table 10. The duration times of the first think aloud sessions

Participants Duration of the first think-aloud
sessions(minutes.seconds)
Al 17.45
A2 29.40
A3 31.37
Ad 25.49
HAl 50.14
HA2 24.24
HA3 20.21
BA1 35.29
BA2 29.43
BA3 64.20

It can be seen from the table 10 that the first think-aloud generally lasted almost half
an hour for all the participants expect from HAL and BA3 for whom it lasted almost
for an hour. It might be because of the fact that HA1 had a perfectionist attitude, as it

was known from his interest in the language and exam scores, so he spent a lot of
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time on these two different tasks using different strategies whereas BA3 needed more

than his peers due to his language deficiency.

The second think aloud protocols were also prepared by the researcher. They were
applied just after the second interviews two weeks before the final exam. One
reading text was chosen in accordance with the language level of the learners which
was expected to be B1 at the time of the protocol that was applied to them. A reading
passage which was taken from a magazine, which made it an authentic one, was
given to the participants along with three comprehension questions. All these three
questions were with multiple choices but the reading passage itself was a challenging
one because the language level of the learners was higher than the time when the first
think-aloud protocols were applied. What is more, the students were going to take a
final two weeks after the second think aloud protocols so they would be a good
exercise for them to get aware of the difficulty that they were going to face in the

final so that they would get prepared for it accordingly.

Again, firstly the second think-alouds protocols were initiated with the participant
coded as “A2” for piloting reasons to check whether everything would go well. The
data collected from A2 were also included for the analysis. In the same way as the
first think-aloud protocols right after the students had done the reading task of the
second think-aloud protocols they were asked what and how they would do it at
home later. Right after the reading task, they were given a writing task in which they
were required to write a well-organized essay about the causes and effects of
deforestation, which they were familiar with because they covered that topic in their
reading and writing course and they were supposed to be able to write a well-
organized essay about that topic in cause and effect essay format. They were taught
about it in detail in their writing course. They were given a writing task which they
were familiar with because they had the sufficient input to produce the output that
was expected from them. After they had finished writing their essay, they were
likewise asked how and what to do about it if they were assigned to do it at home.
The duration of the each think-aloud protocol varied from one participant to another.

Table 11 shows the duration of the second think-aloud sessions.
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Table 11. The duration times of the second think aloud sessions

Participants Duration of the second think-aloud
sessions(minutes.seconds)
Al 14.28
A2 27.28
A3 65.38
Ad 29.44
HA1l 58.17
HAZ2 54.15
HA3 23.06
BAl 19.17
BA2 08.26
BA3 22.43

Under normal conditions, the second think-aloud protocols should take at least 60
minutes because students were expected to write a well-organized essay, which
would take some time but as it can be seen from the table all the participants in the
below average group seemed to have failed because they could not complete the
tasks properly so their think aloud protocols lasted less than others. Also HA3 in
higher average group and all the participants in the average group failed to do the
tasks because they found them quite challenging and difficult. Al in the average
group could not perform well in the duties given to him so he could not complete it
properly. These will all be explained in detail in the following results chapter.

3.5. Data Collection Process
The data for this study were collected during the 2015-2016 academic year, and this

intensive process lastedfor eight months, which made this study longitudinal.
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The first phase of data collection process was completed via questionnaires which
were distributed both to all the students who started the language learning/teaching
program of this school from the Al level and all the instructors teaching them. There
were ten Al level classes in this institution but in one of the classes which was Al-
10 the questionnaires were distributed for piloting reasons and the students in that
class gave some feedback to the researcher about the items and the points that they
had found unclear or difficult to understand so the questionnaires were revised in
accordance with the feedback taken from those students in that class. The details of
this process were explained in the previous pages under the questionnaire subtitle in
this chapter. Thus, there were nine Al classes left for the questionnaire to be
distributed.

169 students who started the program from Al level in nine different classes were
distributed two different kinds of questionnaires. One of them measured their self-
efficacy beliefs while the other one measured the learning strategies that they were
using. The former was developed by Wang (n.d.) and the latter was developed by
Oxford (1990). However, the important point that should be considered is that these
two questionnaires were translated into Turkish and used in a Turkish context
beforehand by Agikel (2011) so the reliability and validity figures of these two
questionnaires shared by this researcher makes it both convenient and practical to
apply it in another Turkish context for this study. The details about the selection of
the questionnaire were also mentioned on the previous pages under questionnaires
subtitle. These two different questionnaires were combined and distributed to the
students as a single questionnaire made up of two different parts after two months

when the academic year had just started.

The researcher wanted the students to be familiar with the language learning process
so that the items in the questionnaire would be meaningful for the learners because
there were some students among the participants who had not gone through a foreign
language learning process beforehand. Therefore, they were given some time to
familiarize themselves with this process so as for them to gain some experiences and
ideas about this procedure. Thus, they were given the questionnaire two months after

they started the academic year. Otherwise, the items in the questionnaire especially
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about learning strategies and self-efficacy scale as well would be meaningless for
these learners and this would lead them to answer them improperly, affecting the
results in a negative way. Hence, when these learners finished their book written for
Al level learners and started their A2 level books, they had an idea about language
learning in their minds and they were truly Al level learners as they completed the
Al level books at the time of the distribution of the questionnaires because these
learners did not know anything about English language when they started the
academic year in this School of Foreign Languages. What is more, some learners
were zero beginners whereas some of the others were false beginners. Thus, they got
familiar with the language here during these two months in this institution.

With the help of these questionnaires, the self-efficacy level of the students and their
awareness for self-regulatory skills/ learning strategies were determined at the very
beginning of the study. The data collected via questionnaires were analyzed with
descriptive statistics of SPSS and according to the results of language learning
strategy inventory; students were divided into three groups: low-level, average level
and high level of English self-regulatory skills. Ten students were chosen for the
qualitative data collection procedure of the study. However, the selections of these

ten participants were not made randomly.

Purposeful stratified sampling among these 169 students who had filled in the
questionnaires was done. The results of the questionnaires that were distributed to
these nine different classes were analyzed with the help of SPSS program and the
descriptive statistics of the questionnaires were given a detailed look by the
researcher and along with the advisor the researcher made a decision to make the
purposeful stratification with the results of the first part of the questionnaire which
tested the language learning strategies of the learners. The students were put into
three different categories in accordance with the descriptive statistics of the first part
of the questionnaire which was provided by the SPSS program. The first group was
the ones whose questionnaire scores were equal to the general average of the target
group who were the whole 169 A1 level learners and they were called the “average”
group. The second group were the ones whose questionnaire scores were higher than

the general average of the target group and they were called “higher average” group.
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The third groups were made up of the students whose questionnaire scores were
below the average of the whole students and they were called “below average”
group. This was done because each participant student represented the learning
profile of their own group. Boekaerts and Corno (2005) warn that the studies do not
reflect the reality as long as the researcher choose only successful students from the

whole students each of whom might belong to different category.

There were tens of students in each group among the 169 students. However, from
each group three students were chosen randomly and they were asked whether they
would like to be part of this study because the willingness of the students and the
ones who would be available when it was time to be interviewed or to take the think-
aloud protocols were also taken into account by the researcher. Besides, one more
student from the average group was also chosen for piloting both the interviews and
think aloud protocols and his interviews and think aloud protocols were also included
in the qualitative data that had been analyzed for the purpose of this study because he
was the first one who were interviewed and took the think-aloud protocols but
everything went well with him because the questions of the interviews and think
aloud protocols had been shown to the advisor and a colleague that had been working
in the institution where this study was conducted for long years just before the
application of these two different data collection tools so the data collected with this
participant were not thrown away and included in the analysis. Thus, the higher
average group consisted of three participants along with the other three participants
from below average group while average group was made up of four participants.
These students were coded as Al, A2, A3 and A4 that were in the average group;
HAL, HA2, HA3 that were in the higher average group and BA1, BA2 and BAS3 that
were in the below average group because the researcher wanted to keep their
anonymity. Thus, there were 10 students chosen for the interviews and think-aloud
protocols in total. This number could be higher but it would create some problems
with the management of these students as well as the arrangements of the interviews
and think aloud protocols. What is more, as they were stated previously, the duration

of each the interview and think aloud protocol lasted up to an hour so the
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transcription process for the analysis of the data would be chaotic and trouble for the

researcher if there were more than ten participant students.

After the selection of these ten students considering their questionnaire scores and
the categories made by the researcher, these ten students were interviewed before the
end of the first (fall) semester when they were in their A2 level of English language
proficiency so as to learn what they did to increase their self-efficacy and the
learning strategies they had used or to learn whether they were using them at all. All
these interviews were recorded and transcribed by the researcher later for the

analysis of the data.

Right after the first interviews had finished, these participants took the think-aloud
protocols prepared by the researcher just before the end of the first (fall) semester. It
was important for these students to take these think-aloud protocols just before the
second (spring) term when they were going to be exposed to B1 level of English so
the think-aloud protocol tasks were arranged in accordance with their A2 level of
English language proficiency. These think-aloud protocols were also recorded and
they were transcribed by the researcher for the analysis of the data.

After the think-aloud protocol applications were over, these ten participants were
required to keep diaries during the semester holiday about what they had done so far
to improve their language proficiency along with learning strategies that they had
benefited from so as to be able to do it accordingly. They were also asked to write
what they had done during the semester break. These diaries were collected at the
beginning of the second (spring) term.

When the second (spring) terms officially started, they submitted the diaries that
they had kept during the semester holiday. These participants were under the
observation of the researcher as he was the on-site researcher who was working in
the institution where the data collection process went on all through the second
(spring) semester. Therefore, the researcher had the chance to have off-record talks
with the participants about their language learning process and what they were doing
about it. The researcher waited for a while to start the second phase of the interviews

and the think-aloud protocols because students needed time to experience the
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difficulties that they might face on their way to B1 level of English proficiency in
terms of their language development. Thus, some time passed before the application
of the interviews and the think-aloud protocols because the questions of the
interviews and the tasks of the think-aloud protocols were only applicable for the B1
level language learners so the researcher did not want to apply them right after the

start of the second (spring) semester.

Considering all these reasons mentioned in the previous paragraphs, second
interviews were arranged in May 2016 just before the end of the semester. It was
difficult for the researcher to arrange these interviews because some students did not
want to attend the classes regularly due to the fact that they had the official right not
to attend the classes as they had already attended all the courses in the first term.
Thus, they had the absenteeism right. However, that was the right time to do think
aloud protocols no matter how much difficult it was to arrange. The researcher took
advantage of being an on-site researcher who could easily reach the students. He had
the contact information of these participants so some of these sessions were held out
of the campus in venues which were suitable for the participants. Therefore, the

interviews were completed during the first two weeks of May.

After the second interviews were over, students took the second think-aloud
protocols two weeks before they had their final. The tasks given to the students were
good practices for them to get ready for the final exam as well. However, most of
them found the tasks difficult because the difficulty level of the tasks were much
higher than the one that they took before the end of the first (fall) semester. Data

collection took one academic year (2015-2016), which made the study longitudinal.

As for the data collection procedure of instructors that had taught in classes that
started from Al level during the academic year when data were collected for
triangulation purposes, they were also given a questionnaire that measured their own
beliefs of themselves at the same time when the students were given the
questionnaires in the middle of the first (fall) semester. The questionnaire given to
the instructors was used in several studies and developed by Tschannen-Moran and

Woolfolk (2001). The details of it were given on previous pages. It was applied to 16
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instructors who were teaching to Al levels at the time of the study. This was used
just to check whether the instructors believed in their own capabilities and capacities
to sort out the problems and challenges in their own classes because Al level
students were the most challenging group of this institution as they were expected to
reach B2 at the end of the academic year. Thus, this situation also led to some stress
among instructors teaching to that group as well. These instructors were also
interviewed at the end of the academic year in June to determine what they did to
improve their students’ level of self-efficacy and whether they had shown self-
regulation techniques in their classes for the triangulation purposes even though the
focus of this study was on learners. These interviews were held just to check whether
there was any discrepancy between what students had said and what their instructors

were doing.
3.6. Data Analysis

Three different types of data collection tools were used in this study as they were
explained in detail in the previous pages: questionnaires, interviews and think-aloud
protocols. Questionnaires were analyzed with the help of statistical software
program. The questionnaire results were analyzed by means of descriptive statistics
calculating their frequencies and mean scores. Additionally, standard deviations were
also taken into account. Histograms and the tables that show the percentages of some
important parts of the questionnaires that can be considered as the main focus of this
study were also shared with the reader in detail in the results section. However, the
questionnaire results were not the target but just a tool for the researcher that
indicated the main way to another data collection tools which were interviews and

the think-aloud protocols, which would both show the main results of this case study.

In order to better analyze the data collected via interviews and think-aloud protocols,
all the recordings that were made with the permission of the participants during the
interviews and think-aloud protocols were transcribed by the researcher himself
because of the confidentiality agreement between the researcher and the participants.
All these transcriptions, which were more than 120 pages long including the
interviews, think-aloud protocols and the student diaries as well were all read by the
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researcher more than three times so as to be able to better relate what had been
spoken to the results of the study. Thus, this process could be named as
“impressionistic reading”. The researcher tried to find some different categories from
what the participants had shared with the researcher. These categories which were
found by the researcher were sent to a colleague of the researcher along with the
transcriptions which did not include any names of the participants so as to keep their
anonymity for member-checking purposes, which requires “the researcher to ask one
or more participants in the study to check the accuracy of the account” (Creswell,
2011, p. 259). She also read the transcriptions and the categories that were created by
the researcher to assure that they were relevant and made sense for the purpose of the
study. The researcher also met with some of the participant students during the data
analysis process for member-checking purposes so as to give these students the
chance to change, clarify and elaborate more on what they had said in the interviews.
These member checks contribute a lot to the accurate reflection of the participants
beliefs on the findings of the study (Merriam, 1998). There were also some
subcategories under each category created by the researcher to make the findings of
this study more clear for the reader. This was done so as to better relate the findings
to the purpose of the study and the research questions. These categories and
subcategories were also checked by another academic so as to increase the inter-rater

reliability of the data.

After the member-checking process with the help of an another academician
colleague and some of the participants, the researcher did interpretational analysis
which was defined by Gall et al. (2003) as “a process of examining case study data
closely in order to find constructs, themes, and patterns that can be used to describe
and explain the phenomenon being studied (p. 453). This was one of the most
important steps of the data analysis process because the participants could have used
different words to express the same thing at different points of the interviews and the
think-aloud protocols. Thus, in order to be able to determine the accurate and proper
patterns, themes and constructs, the researcher needed to have an interpretive zone.
Wasser and Bresler defined it as “a process when the researchers bring together their

different kinds of knowledge, experience, and beliefs to forge new meanings

106



throughout the inquiry in which they are engaged” (p. 13). This was just what had
already been done by the researcher himself because as an on-site researcher who
was working in the institution where the data were gathered, he had the opportunity
to observe the participants and to have off- record casual talks with them. Along with
the experience he had, he had the capability of checking whether he had understood
the thoughts of the participants during the interviews and think-aloud protocols well

enough to create the proper categories, patterns, themes and constructs.

In contrast to the quantitative data of the study which was collected via
questionnaires and analyzed with the help of an software program, the qualitative
data of the study which was the main focus for the researcher was analyzed and
coded after reading the transcriptions of the recordings several times so as to to
identify themes under the categories. While reporting the findings of this study,
direct quotes were used to assure that the manual coding was done properly and
accurately. Gall et al. (2003) stated that “direct quotes of the remarks by the case
study participants were particularly effective because they clarify the emic
perspective, that is, the meaning of the phenomenon from the point of view of the
participants” (p. 469). These quotes will make it easier for the reader to follow the
research findings. Along with the quotes from the participants, the details of the
context where this study was conducted were also provided to the reader to be able to
find similarities between the participants in this study and people in other contexts,
which will enhance the external validity of this study (Miles & Huberman, 1994).
Mackey and Gass (2005) highlight the importance of thick description for qualitative
studies:

The idea behind thick description is that if researchers report their findings
with sufficient detail for readers to understand the characteristics of the
research context and participants, the audience will be able to compare the
research situation with their own and thus determine which findings may be
appropriately transferred to their setting (p. 180).

As it has been stated that case studies give great importance to context and the
contexual factors that affect the results of this study, these thick descriptions that

have been provided in this study increase the reliability and validity of this research.
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Triangulation has also been considered in this research to increase the reliability and
the validity of this study. Creswell (2012) defines it as “the process of corroborating
evidence from different individuals, types of data or methods of data collection to
ensure that the study will be accurate because the information draws on multiple
sources of information, individuals, or processes” (p. 259). Patton (2001) also warns
that data should be collected from different sources with different methodology.
Therefore, the researcher collected data from both learners and instructors even
though the main focus of this research was on learners and he also used different data
collection tools including questionnaires, interviews, think-aloud protocols as well as
student diaries. Besides, the participants were chosen among different learner
profiles in terms of their choices in language learning strategy inventory, which was
achieved with the help of the questionnaire analysis by means of SPSS. As a matter
of fact, the researcher concentrated on the case from different perspectives to
enhance triangulation because, as Mackey and Gass (2005) have stated, “using the
technique of triangulation can aid in credibility, transferability, confirmability and
dependability” (p. 181).

This chapter gave a detailed explanation about the participants, context where this
study was conducted, data collection tools with which data was collected, the
procedure of the data collection process and how the data were analyzed. The
following chapter will present the findings that came out after the analysis of the
whole data including both qualitative and quantitative. However, before sharing the
outcomes of this study, the researcher will summarize the chapter with a figure that
shows the steps of the data collection procedure on Figure 2 underneath.
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The questionnaires were given
to 169 students as well as the
instructors in the middle of the
first semester

v

The questionnaires were
analyzed and 10
students were chosen in
accordance with
purposeful stratification

10 students were
interviewed when they
were to reach A2 level

v

After the interviews, they
were taken to think-aloud
protocols before the end
of the first semester.

/

Students were assigned to
write their student diaries _
during the semester break.

/

The student diaries were
collected at the
beginning of the second
semester.

Before the end of the
second semester, second
interviews were arranged
with ten participants

v

Right after the second
interviews were over,
second think aloud
protocols were applied
before they took the final
exam.

At the end of the second semester, /

instructors were interviewed after
the data collection process was over
with the participant students

Figure 2. The steps of data collection
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CHAPTER 4

RESULTS

4.1. Introduction

All the data that were collected through questionnaires, interviews, think aloud
protocols and the student diaries were analyzed carefully and the findings will be
presented din detail in this chapter.

The data were categorized into two sections: quantitative data which were collected
with the help of questionnaires and the qualitative data which were collected via
interviews, think-aloud protocols and the student diaries. Thus, this chapter will
consist of two parts, one of which will present the findings of the quantitative data

and the other part will introduce the findings of the qualitative data.

The findings of the quantitative data which were collected with the questionnaires
were used as a guide to lead the researcher to look into details of the case in this
study. Thus, the findings of the questionnaires were used so as to be able to show the
bigger picture both about the context where this study was done and the case for this
research in this institution. Therefore, the results of the quantitative data which were
made up of the questionnaires were also shared with the reader in this chapter so that
the case in this research would be better understand because those statistics paved the
way to a more detailed look to the context and the participants in order to find proper
answers to research questions given at the beginning of the thesis. Thereby,
qualitative data were also collected to better understand the case and to make the
reader visualize the context and have the chance to have a look at the case study in
depth. What is more, the participants did not have the chance to express themselves
and share their ideas in detail when they were given the questionnaires because all
they could do was to answer the questions and fill the items in accordance with the

choices which had already been given to them. However, with the interviews, student
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diaries and think-aloud protocols they had the chance to elaborate on what had done

in the questionnaires and to share what they had thought about the case in detail..

Firstly, the analysis of the quantitative data collected by means of questionnaires will
be presented. The questionnaire results shared in this chapter represented the whole
target group with whom this study was carried out. Therefore, the statistics that were
reached from the analysis of the quantitative data embraced the responses of all the
169 students who started the language learning/teaching program of this School of
Foreign Languages from Al level and participated in the study. However, the results
of the qualitative data represented 10 student participants’ responses to the interview
questions and the think-aloud protocols as well as their student diaries as these
processes were explained in detail in the previous chapter. These students were
categorized into three different groups in accordance with their questionnaire
responses and they were chosen from the whole 169 students. The ones whose
questionnaire results were equal to the general average of the whole target group
were named as “average group” and they were four people (Al, A2, A3, and A4).
The ones whose questionnaire results were higher than the general average of the
whole group were named as ‘“higher average group” and they were three people
(HA1, HA2, HA3) and lastly the ones whose questionnaire results were below the
average of the whole group were named as “below average group” and they were
three people (BA1, BA2, BA3). The questionnaire results of the instructors were also
shared in this chapter as they were also given a questionnaire to be filled. What is
more, the interviews of the three different instructors were also included in the
qualitative data but they were not the main focus of this study as these interviews
were only done for triangulation purposes. However, they will be shared under the

related research question parts.

In short, this chapter will be composed of two different parts. The first part will
present the findings of the guantitative data which will provide general picture about
both the participants, context and the case whereas the second part of this chapter
will introduce the findings of the qualitative data with which were the main focus of

this case study.
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4.2. Quantitative Data

4.2.1. Students’ perception of their English language learning process and

motivation

First of all, the researcher wanted to determine the perception of the participant
students about the importance of English language learning and some items that
aimed to test it were put in the questionnaires distributed in the middle of the first
(fall) semester. The participants were expected to choose the option that best suited

them and the results were as follows.

All the Al level students were asked the importance of reaching to a certain level in
English language for them. Most of them (84 %) said it was very important whereas
the second highest percentage (14.2 %) showed that it was important for them. Thus,
it can be understood that these learners wanted to reach to a certain level so as to
improve their language proficiency. They were also asked how much they were
willing to learn English. Again, most of them showed their willingness by saying
“quite high” (39.1 %) and “quite” (47.9 %).

These learners were also asked the purpose of their learning English. More than half
of them said it was for professional development (65.7 %) while some of them (17.8
%) said it was due to the English medium instruction that they would get after the
preparation year. 27 students (16 %) said that they were learning it because they
wanted to go abroad to work.

Learners were also asked how much pleasure they got from learning English. 16 %
of the learners said “quite high” and 46.2 % said “quite” for the question. This means
that more than half of the participants enjoyed learning English. However, 50
students said they partially enjoyed the process (29.6 %). These numbers show that
learners in this institution were somehow satisfied with their English learning

process.
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In addition to the pleasure learners got from the language learning process, they were
asked how much difficulty they faced while learning English. Half of the learners
(50.9 %) said that they partially faced difficulty while learning English. Table 12
underneath shows the statistics of the level of difficulty these learners faced.

Table 12. How much difficulty the participants faced while learning English

Frequency Percentage

Quite high 19 11.2 %
Quite 50 29.6 %
Partially 86 50.9 %
Very little 11 6.5 %
Not at all 3 1.8%
TOTAL 169 100 %

The numbers on the table 12 show that learners faced difficulty in learning English.
The degree of difficulty was higher among some learners whereas it lowered a little
bit down among others but as a conclusion they faced difficulty and this shows the
need for them to use language learning strategies so as to be able to handle the

difficulties they encountered.

4.2.2. Learning strategies students use to overcome the difficulties in English

language learning

Students were asked in the questionnaire how they learned “learning strategies” that
they had acquired beforehand. 48.5 % of them said they learned them from their
teachers whereas 27.2 % of them said they learned them on their own. 10.7 % of
them said they learned them from their friends so the importance of peer effect on
these students cannot be deniable. 8.3 % of them said they had learned them from the
internet. With the advent of technology and wide-spread use of the Internet, students

can consult to these smart gadgets when they are in need of help.
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Students were asked about the particular areas in which they had great difficulty
while they were learning English. Speaking was found the most challenging skill to
improve (0.67). Vocabulary (0.40) and listening (0.47) were also stated as
problematic for the learners then came the pronunciation (0.35). Reading was
considered as the least difficult skill by the students (0.03). Writing (0. 20) was the

second least difficult skill, which was followed by grammar (0.27).

In addition to those questions that tested learners’ attitudes towards English language
learning and which were added to the questionnaire by the researcher, the focal point
of the first part of the questionnaire was on the strategy use of the learners. Thus,
students filled up the learning strategy inventory as the first part of the questionnaire
that they got from the researcher. This was aimed to determine whether the learners
were using the learning strategies to improve their language. These are the results of

the learning inventory as shown on Table 13.

Table 13. SPSS analysis of Learning Strategy Inventory

Factors

N 169
Mean 152.9
Std. Error of Mean 1.8
Median 154
Mode 156
Std. Deviation 24.1
Skewness -,003

Table 13 shows that the distribution of the group is normal as it can be understood
that Mode, Median and the Mean are almost the same (156, 154, 152 respectively).

The normality of the group can also be understood from histogram 1 underneath.
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Histogram 1. The distribution of students in Strategy Inventory
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In order to understand the meaningfulness of the results and to claim that the

distribution is normal, Kolmogorov-Smirnov test was also applied (N>30). Table 14

shows the results of this test to better understand the normality of the group.
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Table 14. One-Sample Kolmogorov-Smirnov Test of Learning Strategy Inventory

TotalStrategy
N 169
Normal Mean
Parameters(a,b) 152,9231
Std. Deviation 24,18677
Most Extreme Absolute
. ,051
Differences
Positive ,046
Negative -,051
Kolmogorov-Smirnov Z ,662
Asymp. Sig. (2-tailed) 72

a Test distribution is Normal.
b Calculated from data.

From table 14, it can be understood that the distribution of the group is normal [p >
.05 (,77)]. As it is closer to 1, it is better because it confirms the normality of the
distribution of group in terms of inventory scale. These results are significant
because purposeful stratified sampling was done among this group so the selection of
the participant students for the qualitative data collection would give meaningful
results. Accordingly as the details were mentioned in the methodology chapter, three
students whose scores were lower than the mean score, four other students whose
scores were almost the same as the mean score and another three students whose
scores were above the mean score were all chosen for the second part of the data
collection process that was initiated with the interviews and continued with student
diaries and think-aloud protocols. Thus, the random selection of students from each
different category that was stated in detail by considering the mean score of the

distribution gave meaningful results.

As there are six different parts in the learning inventory scale that assess different
learning strategy skills of the students as it has been shown in Table 9 on the
previous pages, each part of this questionnaire was analyzed separately in order to
find out the strategies in which these learners were more strong. From the analysis it
can be understood that these participants had most preferably chosen cognitive and
metacognitive learning strategies more than the other strategies as they had the
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highest mean scores which were 41.5 and 30.9 respectively. The least preferred
learning strategies were found affective and compensation strategies with a mean
scores of 16.4 and 18.7, respectively. Table 15 shows the detailed descriptive

statistics of each part of the learning strategy inventory.

Table 15. Descriptive statistics of learning strategy types as shown in table 9

Part A Part B Part C Part D Part E Part F

N Valid 169 169 169 169 169 169

Missing 0 0 0 0 0 0
Mean 25,8225 41,5562 18,7988 30,9822 16,4497 19,3136
Std. Error of Mean 41648 58774 39648 50172 30330 27405
Median 26,0000 41,0000 18,0000 31,0000 16,0000 19,0000
Mode 29,00 41,00 18,00 33,00 18,00 18,00
Std. Deviation 5,41420 7,64063 5,15426 6,52237  3,94291  3,56269
Variance 29,314 58,379 26,566 42,541 15547 12,693
Skewness 006 159 2,919 -,373 335 001
Std. Error of Skewness 187 187 187 187 187 187
Kurtosis -,346 075 21,186 063 -,300 -,285
Std. Error of Kurtosis 371 371 371 371 371 371
Range 28,00 39,00 52,00 36,00 18,00 17,00
Minimum 12,00 23,00 7,00 9,00 800 11,00
Maximum 40,00 62,00 59,00 45,00 26,00 28,00
Sum 4364,00 7023,00 3177,00 5236,00  2780,00  3264,00

It may seem from the table 15 that Part A, Part B, Part C, Part D, Part E and Part F
are the different sections of the learning inventory scale and each of them represent a
learning strategy: memory (Part A), cognitive (Part B), compensation (Part C),
metacognitive (Part D), affective (Part E) and social (Part F) learning strategies,
which were explained in detail in the previous chapters of this dissertation and they
were also shown in detail in table 9. It can be understood from the table that the
distribution of the learners seems to be normal for each learning strategy expect

compensation strategy, which has high kurtosis (21.1).
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4.2.3. Self-efficacy of Al level learners

The second part of the questionnaire was the self-efficacy scale for the learners. It
was also analyzed with the help of the SPSS program and the results are shown on
table 16.

Table 16. SPSS analysis of Self-Efficacy Scale

Factors

N 169
Mean 143
Std. Error of Mean 1.9
Median 147
Mode 134
Std. Deviation 25.7
Skewness - 517

It may be concluded from Table 16 that the distribution of the group is normal as it
can be understood that Mode, Median and the Mean are almost the same (134, 147,
143 respectively). The normality of the group can also be understood from the
histogram 2 underneath. Only difference from the learning strategy inventory is the
skewness which is a little bit higher as it can also be seen from the histogram 2

underneath.
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Histogram 2. Distribution of the students for the Self-efficacy Scale
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As it can be seen from the histogram 2 that the range is not as high as the strategy
inventory so the skewness has been found high. This might be because of the fact
that these participant English learners were all Al level learners so they were
homogenous in this sense in terms of their efficacy beliefs. What is more, at the time
of the questionnaire was distributed, their language level were almost the same
among all the participants because only one and half month time had passed. Thus,
such great differences could not be expected among the students regarding their
language level within such a limited period of time. However, if this questionnaire
had been distributed at the end of the first (fall) semester or the second (spring)

semester, the results would have been totally different because the differences among
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different learners would be more explicit at those times because of different language
learning strategies that they had used and the self-regulatory skills that they had
acquired. The more self-regulated the learners are, the more self-efficient they will
feel themselves. As it was also stated in the literature review part, the higher the
proficiency of the learners is, the higher the self-efficacy of the learners will become.
In order to understand the meaningfulness of the results and to claim that the
distribution is normal, Kolmogorov-Smirnov test was also applied (N>30). Table 17

shows the test results.

Table 17.0ne-Sample Kolmogorov-Smirnov Test of Self-Efficacy Inventory

Total Efficiancy
N 169
Normal Mean
Parameters(a,b) 143,6746
Std. Deviation 25,71931
Most Extreme Absolute
: ,070
Differences
Positive ,070
Negative -,069
Kolmogorov-Smirnov Z ,908
Asymp. Sig. (2-tailed) ,382

a Test distribution is Normal.
b Calculated from data.

As it might seem from table 17 that the distribution of the group is normal [p > .05
(,382)]. As it is closer to 1, it is better because it confirms the normality of the

distribution of group in terms of inventory scale.

Another SPSS analysis was conducted and the correlation between these two scales
which are learning strategy inventory and self-efficacy scale was also applied
because as the stratification was carried out by considering the mean scores of the
strategy inventory, whether there was a positive correlation between the strategy

inventory and self-efficacy scale was worth analyzing. Table 18 shows the results.
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Table 18. Correlations between learning strategy inventory and Self-efficacy scale

Total Strategy | Total Efficiancy

TotalStrategy Pearson o

Correlation . S74()

Sig. (2-tailed) ,000

N 169 169
TotalEfficiancy  Pearson ok

Correlation S74() .

Sig. (2-tailed) ,000

N 169 169

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

Pearson correlation was applied because distributions of these two different scales
were both normal. As it can be concluded from table 18 that there is a positive
correlation between the total mean scores of these two different scales (r = .574). It

has been found that there is a significant positive correlation (p = .00).
4.2.4. The questionnaire results of the instructors

As for the questionnaire results of the instructors, they were also analyzed with SPSS
program and it was found from the mean scores of the instructors that they highly
believed in their capabilities and skills to handle the challenging problems that they
had faced with a mean score of 167.50. The normality was checked with the
application of Shapiro-Wilk test (N<30). The results are quite meaningful as it can be

shown on table 19.

Table 19. Test of normality for the instructors’ scale

Kolmogorov-Smirnov(a) Shapiro-Wilk
Statistic |  df Sig. Statistic df Sig.
Total Beliefs ,208 16 ,063 ,809 16 ,004

a Lilliefors Significance Correction

As the number of participant instructors were below 30 (N < 30), Shapiro-Wilk test

was applied and the results of it were found quite meaningful (p < .05).
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4.3. Qualitative data

The results of the qualitative data of this study will be provided in accordance with
the research questions that were stated at the beginning of this dissertation. However,
there won’t be a section for the research question that sought answers from the
instructors’ point of views because they were given under the related parts where the

participant students’ responses were shared.

Before the analysis of the real research questions, as it was done during the
quantitative data collection, the students were also asked in the interviews about their
purposes of learning English and their motivation for this long journey which took a

year long during their studies in the School of Foreign languages.
4.3.1. Students’ awareness level of English language learning and motivation

These ten participant students were asked about some questions about their attitudes,
awareness level and motivation for English language before the main interview
questions were asked in the first interviews that were arranged before the end of the
first (fall) semester. Firstly, they were asked why they were learning English. The
ones in “below average” group stated that they were learning English just because
their departments were in English so they felt that it was a must for them to learn it.
Additionally, all of them confessed that they did not want to select the departments
that they had won. They were somehow directed by their families or counselors in
their high schools. BA1 stated:

| really do not know my purpose of learning English but somehow | feel the
need to learn it because | will certainly need it in my department. Actually |
did not want to attend a department providing English-medium instruction but
my father forced me to select this department in this university and | had not
done any kind of research before coming here so | am here.

It can be seen from quotation that BA1 was totally unaware of what he was doing to
learn English and this was shared pattern of the participants in this below average

category.

The same question was asked to the four average group members and they all said
that it was important for their future career. This shows that they have used “goal
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setting” strategy shared by Wang and Pape (2005) on table 1. Only A3 mentioned
about the importance of learning another culture by learning another language but the
other participants in this category said they were learning because they wanted to be

successful in their professional jobs. A4 said:

| have to be proficient in English language because | highly need English in
my department. Actually, 1 do not have the tendency to learn a foreign
language but | do my best to learn it because | am obliged to do it. | wanted to
attend my department here because it provides English medium instruction. If
this department is providing Turkish-medium instruction, knowledge, there is
no point in attending it because | should make a difference from the other
graduates of the same department in that | can improve myself.

It can be understood that she wanted to have a professional development in the future
by learning English and taking English courses in her department. This career-
oriented English language learning awareness was reflected on the other participants

in this group.

The participants in the above average group were also addressed to the same question
before they started to answer the main questions of the questionnaire. They all
focused on the professional development as well as the personal development with
the help of learning English. This might seem that they have used “self-evaluation”
strategy shared by Wand and Pape (2005) on table 1. HA2 told the researcher:

Just before everything else, | would like to learn another language first
because learning is my philosophy of life. Also, | feel that | have the ability to
learn a foreign language and | would like to learn English until I can speak it
as fluently as my native tongue. I am learning English especially for a
personal interest but the opportunity that it will create for me for my future
career is also another factor that makes me learn it. I would like to be an
academic in the future so I highly need English.

It is clear from the remarks of the participant student that she wanted to learn English
for his personal development as well as her professional development, which was the

same as the other members in this group.

The participants were also asked whether they had any difficulty in learning English,
what kind of difficulty they had and what they did to sort out the problem.
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The participants in the below average group all accepted that they had difficulty in
their English language learning process. Except from BAL, the other two BA2 and
BA3 said that they got help from their friends. BA1 said he got help from none but
needed guidance because all of them said that they did not know what to do and how
to do. All of them stated that they had the most difficulty in speaking, which was the
shared pattern of this group. BA3 elaborated on the issue by saying:

| find English learning highly difficult. 1 have never been good at verbal
lessons. I am good at Math’s. I cannot memorize and as I do not find English
interesting | find it difficult. | do not seek any assistance, either. | sometimes
ask some points to my successful friends but apart from them, I get help from
nobody. | find speaking and listening the most difficult. I never understand
what is told. | can do some writing and | have some trouble in reading as well
but I can manage if | study vocabulary. | do not know any strategy to learn
English, unfortunately.

BA3 shared the difficulties that he faced while learning English and his reactions to
it but the most important thing was that he was not fond of learning English so this
made things more difficult for him and for the other below average group members

who did not show any interest in English.

The average group members also stated that they had difficulty in learning English
partially. The points that they had found difficult varied but the shared pattern for
this group was writing. However, they differed from the below average group in that
they turned to the people around them immediately when they had trouble in learning
unlike the below average group who looked desperate in those cases. Thus, these
learners use “seeking assistance” strategy that was come up by Wang and Pape

(2005) in table 1. Al explained his case by saying:

| partially have difficulty in learning English because | do not study much. I
can learn only when | relate what | have learned to my already existing
knowledge with the way | associate different things in my mind. When | do
not revise what we learn in the class, | cannot learn properly because I cannot
relate the things to what | already know so the learning process is slowed
down and blocked from time to time. | find grammar difficult because it takes
some time for me to learn it by heart because of the process that | should go
through. This makes it difficult for me to write properly. When | have some
trouble, | consult my sister who also used some strategies to make her
learning easier and | use her strategies.
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The trouble that the average level learners faced was that they were aware of what
they should do but they did not take the action to do so as it can be understood from
the excerpt above. However, it can be said that they were more aware than their

friends in the below average group.

The participants in the higher average group said that they had little difficulty in
learning English language and they were different from the other groups in that they
knew why they had difficulty and how to solve it. They were using “self-evaluation”
strategy by Wang and Pape (2005) in table 1. All the participants in this group had
speaking and pronunciation in common in terms of the troubles they had while

learning English. HA3 explained her situation by saying:

| do have some difficulty while learning English but this is something
pleasant for me. | have some difficulty in making a sentence, especially the
syntactic pattern. They all stem from my deficiency in my background
including my primary school years. | especially find speaking and
pronunciation difficult but this is because of my personality and lack of self-
confidence. |1 am scared that I will make mistakes. However, | ask my best
friend without any hesitation when | have difficulties.

As it can be seen from the quote that she knew what she had or did not have and
behaved accordingly. She also considered difficulties she had encountered as a
challenge as she mentioned that she was pleased with the difficulties that she had.

Table 20 shows the areas that the participants found difficult while learning English.
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Table 20. The difficult parts of the language learning process stated by the

participants

Participants Difficult areas of the language stated
Al Writing, grammar

A2 Writing, pronunciation
A3 Writing, listening

Ad Vocabulary, speaking
HAl Pronunciation

HA2 Speaking, listening
HA3 Speaking, pronunciation
BAl Speaking, vocabulary
BA2 Speaking

BA3 Speaking, listening

The participants were also asked how they motivated themselves for language
learning. The participants in the below average group all said that they did not
motivate themselves to learn the language. BA3 said “lI cannot motivate myself
because I am not that much enthusiastic to learn. In fact, | am trying to motivate
myself and learn it but | cannot do it so”. This shows the low motivation level of the

below average group as a whole.

The participants in the average group all said that they motivated themselves to learn
English keeping the fact that they will need it for their future career in their minds.
A3 said:

I motivate myself because | know that | have to learn it as my department is
providing English medium instruction. My goal is to pass this preparatory
school year. Thus, | motivate myself by saying that | have to pass. In case of
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failure, I have the right to move to the same department that provides
Turkish-medium instruction but I don’t prefer having such kind of education.

It seems clear that the participant tried to motivate herself just because it was a must
for her to learn English. That kind of motivation is extrinsic coming from outside

factors.

Unlike the participants in the average group, the ones in higher average group
motivate themselves to learn English just because it was a pleasure for them to learn

along with a chance to improve themselves personally. HAL elaborated on the issue

by saying:

| know lots of benefits of language learning for me. | never question the
reason why | am learning this language. Learning English contributes a lot
both to my character and personality because | improve myself by getting to
know another culture. These all motivates me to learn it.

It seems that this participant was motivated intrinsically just as the other participants
in this group were. Their motivation was coming from inside they were not trying to

motivate themselves with outsider sources.

Instructors were also asked whether they motivated their students to learn English
and all three participant instructors told that they tried to motivate their students by

sharing the importance of English in the interviews. 11 said:

| think I am motivating them. Every year | explain the importance of English
language as it is an international language and | tell them the times when they
can use English in their lives. What is more, | address especially to
engineering and medical students whose departments provide English
medium instruction by saying that they cannot develop themselves in their
profession unless they know English. | warn the medical students that they
have to know English well to be able to get their expertise in their field.

It can be concluded that the instructors were doing their best to motivate the learners
towards learning English. However, it would be better to observe them in their

classes though such data were not collected for this study.
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4.3.2. Learning strategies that learners use to be self-regulated learners as well

as to improve their language proficiency
4.3.2.1. The activities learners do to be self-regulated

A self-regulated learner is a student who takes over the responsibility of his/her own
learning, which means s/he should have “organizing and transforming” strategy
(Wang & Pape, 2005) as shown on table 1 in the literature review chapter of this
dissertation. Thus, the participant students were asked what they did to arrange and
plan their own self-study programs in the first interviews. The participants in the
below average group said that they did not have a plan to study. BA2 said:

| do not make any plans but I just live the moment, instead. | study whenever
| want to do so. | have tried to make a plan but it does not work. If | am eager
to study, I do study but if I do not have that willingness to do so or if | am
bored when | study, | do not study at all. When the exam time approaches, |
feel that I should study.

Just like the below average group, the average group members also said that they did
not have a fixed plan for studying, which is the shared pattern for this group. Al said
that he was a kind of person who was doing his responsibilities at the last minute so
he accepted that he did not study regularly. A3 explained:

| do not revise the things that we cover in the class on a daily basis. | do not
have enough time to do so as it takes me a lot of time to commute to school
from my home. However, | do my best to have a look at the things or the
notes that | have made in the class. Unfortunately, | do not have a proper
plan.

Unlike these two groups, the participants in the higher average group said that they
studied on a daily basis in accordance with what they had done in the class. They
were making use of “organizing and transforming” strategy (Wang & Pape, 2005) as

shown on table 1. HA1 explained:

I make my study plans in accordance with what we have learned daily in the
class. For example, | study for the vocabulary that has been covered in the
class. 1 do something like this for the vocabulary knowledge that I have
acquired. If we have learned a difficult topic, I make my study plans
accordingly for this topic. At the weekends, | allocate one day to revise all the
things that we have covered during the week and | spare one day for my own

128



entertainment. | do not expect my instructors to direct me or guide me in this
issue. | do it in accordance with our daily objectives of the lessons.

Just like HA1, the other higher average members were both aware of what they were

doing and how they should be doing it.

This question whether they had a study plan or not was again asked to the
participants in the second interviews which were held in May 2016 which was one
month before the end of the second (spring) semester. The below average group
members all said that they still did not have a study plan as they were all aware that
they would certainly fail in the final so they stopped studying altogether even though
they had little effort to do so beforehand. BA3 explained:

My study plans have not changed and | haven’t studied sufficiently. Actually
I had some plans in my hand but I couldn’t do them. I have not been able to
take the action. Everything got worse in the second term. | have given up. As
| could not take my level to a certain degree in the first term, I could not add
something on it so | have to confess that | have no study plan. In the first
term, at least I was trying to study but now...

The words of BA3 represented the profile of the other below average group
members. They gave up studying all together in the second term instead of trying to
compensate their deficiencies, which is the shared pattern for this group.

The average group members said that they still did not have study plans and they did
not study on a regular basis just like the first term but they said they had to study
because there were only three weeks left for the final so they claimed that they would
study during the rest of the academic year (during the last three or four weeks). A2
explained his situation by saying:
I still don’t have a plan but | do have a plan for the last one month before the
final. | diagnosed my deficiencies in the second mid-term and | will focus on
them before taking the final. 1 had some vocabulary deficiency in reading. |

could not write the opposing ideas in the writing. Thus, | will allocate two
hours for studying every other day from now on.

This was the same as the other average group members, they knew that they had not
studied on a regular basis until the day of the interviews but they were aware that
they had to make efforts to pass the final but they were not sure whether those

attempts would be sufficient or not. However, when it came to the participants in
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higher average group, they said their study plans changed in accordance with their
needs and the points where they felt themselves deficient guided their studying plans

in the second term. HA2 explained:

Now | focus more on vocabulary instead of grammar and | write essays often.
I have recently written on “industrial revolution and its effects on the
society”. I read some pieces of information on Wikipedia first and tried to
learn the unknown words for me. Then, | tried to write my essay by using the
vocabulary that | had just learned. 1 do my best to improve my vocabulary
knowledge. | write and | do watch foreign news broadcasting channels and
foreign TV serials to improve my vocabulary. | do not want to face any
difficulty when | pass to my department so | must have a good range of
vocabulary knowledge.

The higher average group reorganized their studying plans in accordance with their
needs and the point in which they felt themselves deficient. They used “organizing
and transforming” strategy (Wang & Pape, 2005) as shown in table 1. This made

them great self-regulated learners.

Instructors were also asked whether they helped the students make their own study
plans and all three instructor participants said that they did not have to do so as this
was the university level teaching and the students at this age should take over their
own learning responsibility but they added that they helped the ones who sought
assistance from them personally. What is more they said that they did it indirectly by

giving them homework. 13 said:

| think students at this age should make their own program but | know that
they don’t have such a background. Actually, they don’t know how to
discover how they learn because of the education system that they have been
in. Thus, | try to give some feedback to the ones who demand it. However, |
do not give feedback to the class as a whole but | prefer giving the feedback
personally to the ones who ask for it.

It can be understood that the instructors helped the students make their own plans
upon request. At this point students were asked at the first interviews whether they
directed their own learning or they expected directions from their own instructors.
All these ten participants said that they were directing their own learning and they all
said they were expecting directions from their instructors except from HA3 who

claimed that such directions would not influence her because she was at a certain age
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and mature enough to make her own decisions. However the rest said that such

direction and guidance was necessary and HA2 explained:

| direct my own learning but sometimes | get help from my father because his
English is excellent. I know that he finished reading the “Lost Symbol” by
Dan Brown within a night time. Thus, | get his advice about the sources |
should use but I do not apply all the things that my father says. | expect this
kind of direction from my instructors because a language teacher know a lot
about this issue because s/he has a lot of experience about this so | want to
have face to face, one to one feedback from them just like a guidance
counselor because language learning is something totally different from what
we have done so far. However, such kind of guidance is not available,
unfortunately. They make it to the whole class. Surely they cannot provide us
with one-to-one feedback sessions because there is not such amount of
time..the realities of Turkey.. Thus, | try to apply what they tell us to do
during the lesson time but I expect more than this..

It can be understood that HA2 just like her peers wanted to have more individualized
feedback sessions with the instructors. They were ‘“seeking teacher assistance”
(Wang & Pape, 2005). Students were also asked whether they kept the track of their
own language development and how they did so in the first interviews. Whether the
grades that they took from the exams were any indication was also questioned. The
participants in the below average group said that they did not keep the track of their
own language development. They also said that this could not be understood by the

grades taken by the exams. BA3 explained:

| do not even know my level of English now but the exams cannot be the
main criteria to check the development. The scores that | have got from the
exams mean nothing to me because | know that | cannot learn. I am aware of
that but | cannot keep the track of my learning, either.

While the participants in the below average group all said that they did not keep the
track of their language development, which was a shared pattern for this group, the
participants in average group were divided into two in terms of their perspectives to
this issue. A2 and A3 said that they did not keep the track of their language
development and took the grades that they got from the exams as a criterion whereas
Al and A4 said that they kept the track of their language development not by looking
at the grades that they took but they both said that they compared their present

knowledge level with their past knowledge level. The participants in the higher
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average groups agreed with their peers Al and A4. HAL explained the situation by

saying:

| try to keep the track of my language development with my speaking
performance or my vocabulary knowledge. Let’s say, I learned a word and
used it in my speaking and I try to remember it two weeks later. | always
check myself and my development by monitoring myself. If | remember what
| have learned previously, it means that | have internalized it. Thus, I only
take my performance into consideration. Surely, the exam results are also
important but they may not show the reality because | may not reveal my real
performance on the exam day if | have a physiological or psychological
problem. What is more important for me is to learn not to get higher scores
from the exams.

This same question whether they kept track of their language development was again
asked to the students in the second interviews. In addition, they were also asked
whether they felt themselves B1 because the language level where they should reach
at the time of the second interviews was Bl for these participant students. The
participants in below average group directly said that they did not feel any language
improvement and they did not feel that they were B1, either. BA2 said:

In the first interview in the first term | said that | did not take the exams into
consideration to realize my language development but actually now they
show everything. | understand from my exam scores in the second term that |
haven’t improved my language proficiency much! Everything has got more
difficult as the time passes so I haven’t kept the track of my language
development at all as there is no development that can be observed.

Unlike the participants in the below average group, who used “reviewing tests”
strategy (Wang and Pape, 2005) to measure their development; the participants in the
average group said that they felt the language development they had but they did not
feel that they were at B1 level literally. They said they could understand the language

better compared to their level in the first term. A4 explained:

| feel myself better compared to my level in the first term. | much better
understand the reading passages now. In the past, there used to be some blank
points while 1 was reading. | do not take the exam grades into account in
terms of my development. | just take my comprehension level into
consideration in order to be able to claim that | have improved my language.
However I cannot say that I am at B1 level because I haven’t studied on a
planned way much.
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What is important is that all the members in the average group accepted that they did
not study much and they did not have any plans to do so, which led them to feel that
they did not reach the level that they were expected to do so. However, there was a
little noticeable development in their comprehension level in terms of their reading
and listening abilities. Unlike the average group, the higher average group members
said that they felt that they were at B1 level and they felt the language development
in terms of their performances in writing and speaking because they were using

“keeping records and monitoring strategy” (Wang and Pape, 2005). HA1 explained:

| feel that | have improved a lot because in the past | used to make two or
three sentences about a topic asked by my instructor but now | can speak a lot
and the teacher stops me from talking more. |1 can understand my
development from my speaking performance... Recently, we have been
taught a lot of vocabulary which are more advanced to the ones that we
learned in the first semester so accordingly | have made more efforts to learn
them and use them in my speaking performances. Now | can make a debate
about a topic in English. I can think in English. These all make me convinced
of my language development. Surely it is also important for me to write an
essay and comprehend an article well but | evaluate my English level with my
speaking performance because the more control you have over a language,
the better you can use it. Therefore, speaking performance is much more
important than others for me. I also understand my development in the other
three skills from my speaking performance. For instance, to improve my
listening, | do speaking practice. As for my exam scores, they are lower than
the ones in the first term but it is because of the difficulty and challenge that |
face in terms of my language learning process. We have been exposed to
more complicated and advanced English this term so accordingly the
difficulty level of the exams has increased. Nonetheless, the more challenge |
encounter, the more | develop my English level even though my grades are
dwindling.

It can be understood that the participant just like his peers in the same group focused
on his performance in speaking, which is a productive skill and he did not take the
exam scores seriously in terms of his language development because of the difficulty

and challenge of the language that they were exposed in the second term.

Instructors were also asked about whether they monitored the language development
of their students and all of them said that they did by taking their classroom

participation and their writing assignment performances into account. They also
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stated that the exam scores were not taken for granted by them to monitor their

language development. 12 explained:

Monitoring the language development of the students is very easy for us
especially if you have the responsibility of the same class all through the year.
Their participation in the class also gives them away. | especially force every
single student to speak in the class hours. | understand their development
from their writing assignments. | did not pay great attention to their exam
scores because sometimes they did not reflect the reality.

It is clear that it is not that difficult for the instructors to monitor their learners’
language development but it is also interesting that they did not take the exams

seriously to assess the development of their language learners.

Another important point that should be taken into account so as to claim that students
are self-regulated ones is whether they do self-study or not. Thus, students were
asked whether they did self-study out of their class time excluding their homework in
the first interviews. From the participants in the below average group, BA2 said that
he did not have self-study time at all but the other two participant said that they had

some self-study time but it was not sufficient. BA3 explained:

Actually I do study but I do not think it is efficient and sufficient. 1 do my
homework and apart from that |1 have bought a reader which has the Turkish
translation of each page on the right side. | studied for two weeks for the
exam but | do not take any efficiency from my studies. | think I do not know
how to study English at all.

It can be understood that this student was studying for something but he was not
aware of what he was studying for. He did not use “organizing and transferring”
strategy (Wang & Pape, 2005). When it comes to the average group participants,
they all said that they did not have self-study hours out of their class time. Even
though they did so, it was not adequate for them to improve themselves. A4

explained:

| do not do self-study often. | just learn during the class time. | just study
whenever [ would like to but generally I don’t feel like studying so | just keep
what | have learned in the class time in my mind. | try to do my homework. I
try to memorize the vocabulary. | try to memorize them by writing. | do not
make any sentences with the new vocabulary that | have just learned. | write
only the vocabulary.
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This same question was asked to the higher average group participants and they all
said that they did self- study out of their class time actively. HA3 explained how she
studied, which was almost the same as her other peers in this category so this was

their shared pattern:

| surely do self-study. I try to speak English with myself. | do watch videos
with English subtitles. 1 try to write something in English. It does not have to
be our homework. | have a look at the book and try to write something on
what | have read. Even if | have written an assignment and give it to the
instructor as a writing task, | try to rewrite it again when he gives it to me
with his feedback so | focus on my mistakes and think how | can write it in
another way.

It can be understood that the participants in higher average group focused on
productive skills while they were doing self-study just as they monitored their
language development in terms of their performances on their productive skills.
Thus, their focal point of self-study was on writing, speaking and making new

sentences with the words that they had learned.

Instructors were also asked whether the students should do self-study out of their
class time and all these three instructors said that they should do self-study out of

their class time and 11 explained the reason why:

Certainly they must do self-study but unfortunately they did not do the online
workbook of the coursebooks that we had covered in the second term just
because they would not be graded. They could do grammar exercises. They
should study more than the time that we spend in the class because, for
example, we allocate an hour to teach active and passive voices in the class
time but they should focus on it at home allocating more time to digest it.
They can watch TV serials with English subtitles as an entertainment activity.
If they find, they should read English magazines and choose to read the type
in which they are interested. To illustrate, if a student is fond of cars, s/he can
read a car magazine in English..

The instructors all reached a consensus that students should be activated out of their
class time and they should be engaged with some kind of learning activity that might

be selected depending on their interest areas.

As this self-study time is really important for the students to be self-regulated

learners they were asked to write down what they had done all through the first (fall)
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semester and what they did during the semester break to improve their language and
these student diaries were collected from them at the beginning of the second
(spring) term. As for the students in the below average group, BA2 said that he did
almost nothing to improve his language all through the first (fall) term and accepted
that he did not do anything for practice during the semester break, either. BA1 and
BA3 said that they focused on grammar and vocabulary memorization: BA3 wrote in
his diary:
... during the first term I tried to study grammar from a grammar book which
included Turkish explanations. | wrote down the vocabulary that our
instructor taught but | realized that | could not memorize the vocabulary and |
could not learn them at all. During the semester break, | revised the tenses
and tried to make sentences and just wrote down the words that we covered in

the reading and writing book during the first (fall) semester but | could only
did this for 5 units only..

It is also shown in the quote above that the participant did not do any reading,
listening speaking or writing exercises. He just focused on grammar and the words

that he tried to memorize by writing them down separately.

When it comes to the participants in the average group, they wrote in their diaries
describing what they had done in the first term that they did not study much but just
tried to memorize the vocabulary taught them and watched foreign movies to
improve their language skills. They also added that they did not study much during
the semester break, either. These were the shared patterns found after the analysis of
their diaries. A3 wrote in her diary:

The first term was so intensive and passed so quickly for me. | tried to
improve my language but unfortunately 1 could not make such a long way
that | had expected. | did so much memorization and exam oriented study,
which was a big fault for me. | later realized that | should have made
sentences with new things that | had learned instead of memorization. As for
my semester break, | could not study much because | was tired of studying
after a long and tiring semester. | just downloaded some applications on my
phone to improve my language with pleasure without getting bored.

Unlike the students in other categories, the participants in the higher average group
said that they revised what they had covered in the class out of their class time by

trying to use the new knowledge that they had acquired on a regular basis, which was
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the point that made the difference. In the semester break, they wrote in their diaries
that they did some revisions of the first term but only HA3 in this group wrote in her

diary that she did nothing. HA1 wrote in his diary:

.. I studied everything that had been covered in the class on a regular basis. |
made regular revisions of each week every weekend. | took notes in the class
(vocabulary, synonyms, structures, phrases, sentence patterns..etc) and |
wrote them down on another notebook and while I was transferring them on a
page, I was trying to make sentences with them... the easiest part of this
process is to learn but the most important part is to realize why I am learning
this and how I will use in real life. I mostly focused on what we did in the
class time. Unfortunately I did not do extracurricular activities like watching
foreign movies, which I am planning to do for the next term... for the
semester break, | tried to compensate my deficiencies in English language. |
watched films to be able to see how to choose the accurate words in certain
context and learn how to pronounce it properly. | tried to make sentences with
the structures and phrases that | had learned during the first semester not to
forget them. It might sound irrational for some people but I tried to talk to
myself practicing my speaking ability. By doing so, | had the chance to use
what I had learned, which gave me the opportunity to improve myself a lot.

This diary of the HAL showed the awareness level of the participant and it shows that
is also important how to do the self-study to be a self-regulated learner. He was also

using “rehearsing and memorizing” strategy (Wang & Pape, 2005).

This same self-study time out of the lessons question was addressed to the
participants in the second interviews in the second term as well. The participants in
the below average group said they did not do self-study in the second term, either.
This was the shared pattern of this group for this question. BA3 said:

| just studied during the exams. | did not do any extra study in the second
term. For a while, | studied relative clauses and passive voice. We focused on
grammar but did not have a look at reading texts but tried to do some writing.
It was beneficial, though.

Nothing much changed for the self-study time for the below average group in the
second term. When it comes to the average group, Al and A2 said that they did not
study extra in the second term but A3 and A4 said they studied a little bit but that

was not sufficient. A3 explained her case:
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| was studying more during the first term compared to the second (spring)
term but now | get much lazier. If I find time, | study grammar and synonym
for one or two hours. I don’t study for listening, speaking or writing.

The tendency to have self-study time was lowered among participant students during
the second (spring) semester. This was the case for the participants in the higher
average group as well because they all accepted that they did not study in the second
term as much as they did in the first term but they added that they focused more on
their deficiencies in English language. HA1 explained his situation:

| am not studying this term as much as | did in the first term even though the
language level we have been exposed to this term is much more difficult and
complicated. However, | try to do the same things such as revisions, making
sentences with the vocabulary structures and phrases that we have learned this
term as well but what is new is that | have started to watch the Eurovision
song contests especially the parts when the presenters are presenting and
sharing the votes with different countries because there are people from
different countries who are speaking English for the same purpose. One of my
friends advised me to do so. It is important for me to understand the different
accents apart from American and British because the people that I will
communicate in the future for my profession will not always be Americans or
the British. Thus, | have to be familiar with the English of the Russian as
well.

It can be seen that the participant had the awareness of what and how to study for his
development. He was not thinking about the exams or final that he would take but

the difficulties that he might face in her professional career and study accordingly.

4.3.2.2. Use of previous learning strategies or adoption of new ones in this

context

Students were asked whether they had learned learning strategies before they came to
this school and all of the participants in these three different categories said that they
had not been taught any learning strategies that would facilitate learning English
before they came to that school except from Al who said that he learned some
strategies like writing a word ten times from his sister, which may not be considered

as an efficient way.
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As the students told they did not learn a learning strategy before coming this school,
they were notified by the fact that they started their language learning process from
Al level at that school and that they were at A2 level at the time of the first
interviews and they were on their way to B1 level, which meant that they had to
improve themselves fast. Thus, they were asked what they did to keep up with the
pace of the program followed in that school and what kind of strategies they
benefitted from. The participants in the below average group said that they did
nothing to keep up with the pace of the curriculum and they admitted not using any
strategy for it. As for the average group members Al and A2 said that they did not
use any strategy to keep up with the program but only attend the classes regularly.
However, A3 and A4 said that they had been revising the things covered in the
classroom trying to memorize the words taught in the class. However, the
participants in the higher average group all said that they tried to use what they had
learned in the class and did regular revisions on a daily basis just after the lessons
had finished. They used “rehearsing and memorizing” strategy (Wang & Pape,
2005). HA1 explained what he did in detail by saying:

| allocate all my free time to studying English. Here we cover what we cover
within one month in high school just in a week so the pace of the program is
fast. Unfortunately we could not get a good education in high school so |
make great efforts to make up for this deficiency. Whenever | learn
something new, | try to use in the next lesson and in the next week. With this
kind of strategy, I learn a lot of thing within a short period of time. Also, this
strategy makes what | learn permanent.

The striking point that might seem interesting is that the participant did his best to
use and make sentences with what he had learned so he was trying to activate the
passive knowledge that he got from the lesson time in his study hours. This question
was also asked to participants in the second interviews in the second term to
determine whether they followed the same strategies to keep up with the pace of the

program and whether they kept using the same ones.

The participants in the below average group said that they had nothing to do with the
curriculum which they believed that they could never keep up with. They also said
that they did not add something new to what they had done before to do their self-

study. BA2 even said the situation got worse by saying:
139



| used to have the stress that | had to keep up with the curriculum but now |
know that it is impossible for me to keep it up. What is worse, | do nothing as
for English learning and studying. I don’t know the reason why but most
probably I don’t have the enthusiasm. Maybe I lost my enthusiasm or I found
it difficult to compensate my deficiencies.

It can be understood that this participant student seemed to be lost in his language
learning process. The participants in the average group category also stated that they
did not have worries to keep up with curriculum and added that they kept on doing

the same thing as they had done in the first (fall) term. A3 explained:

| do the same things now. | do not study listening or speaking. I am studying
on a grammar-based way. I don’t want to use dictionary so often trying to
guess the meanings of the unknown words. | do not change my learning
strategies because | have the fear that it will get worse if | change them. Thus,
they have become habitual for me. | do not have any worries to keep up with
the curriculum because | am not as fast as it is.

Unlike the students in the average group, the participants in the higher average group
said that they started to do something new and they made this decision in accordance
with their needs and deficiencies in the language. They also added that they had great

worries to keep up with the curriculum. HA2 explained:

| do not do the same things as | had done in the first (fall) term because | want
to focus on what | am short of. | try to use the synonyms that have been
taught and | try to make sentences with them and integrate them in my
writings. Instead of writing “force sb to do”, I use “compel sb to do”
structure. | read the articles in Wikipedia and look up in the dictionary for the
words that | do not know. Additionally, I look for their noun, adjective and
adverb forms, as well.

Participants in the higher average category tried to integrate what they had learned
with their productive skills so that was one of the most apparent feature that made

them different from their peers in other categories.

Participant instructors were also asked whether the students needed to make us of the
strategies to keep up with the intensive curriculum of the school and they all said
“yes” to this question emphasizing that they had to do something to keep up as they
were supposed to reach to B2 level at the end of the academic year. 13 said that she

wanted her students to find their own way to do that as one single method might not
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work for everyone but one thing was clear that they should do something to be on the

right track.

How the students decided to use such strategies is also another important point to be

considered and they were also asked about it in both interviews.
4.3.2.3. Learning strategies from instructors or by themselves

Students were asked in the first interviews whether they expected their instructors to
teach them the learning strategies and whether they did so. All of them except from
A4 and HA3 said that they expected their instructors to show them some strategies to
learn English and they all said they were showing and sharing their experiences with
the students. However, A4 and HA3 said that the instructors did not need to show
them strategies or guide them to a certain way because they thought it would not
work on them as they should be the ones that could decide what to do. HAl

explained why he expected his instructors to do so:

I know what to do but they are more experienced. They went through this
process years ago and they know a lot about this so | want them to share their
experiences with me. Strategies facilitate learning and make it faster and
permanent. For instance, the only place where we can speak is the classroom
but our instructor told me how | could improve my speaking out of the
classroom.

Students were in need of their instructors’ guidance in terms of language learning.
They wanted to use ‘“’’seeking teacher assistance” strategy (Wang & Pape, 2005).
They were also asked whether their instructors had shown them learning strategies
all through the year and whether they were satisfied with their guidance in the second
interviews. All the participants in three different groups said that the instructors
showed them the learning strategies and they were all satisfied with their guidance.

HA3 who said she did not expect them to show strategies even said that:

They taught us learning strategies. Actually, | did not know how to learn this
language before coming here so have just learned this here from our
instructors. When you are not satisfied with your needs, you are not aware of
your own expectations. When your expectations are fulfilled, you realize that
you have had such expectations implicitly. That was my case in the first term.
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Just like HAS3, all the participants in the average group said that they did not know
how to learn a language before they came here so they got aware of this important
process. Their awareness was raised here. This was an important point to be

discussed in the conclusion as well.

Instructors were also notified the pace of the program because the students who
started the program from Al level were expected to reach to B2 level and they were
asked whether these students should be shown the learning strategies and whether
they did it. All three instructors were aware of the intensive curriculum that they had
to keep up with fast and they stressed the importance of the learning strategies which

they claimed that they taught. 11 explained the situation by saying:

We have to teach them the learning strategies because they do not know how
to do it. They don’t have such a background. In the past we had students
coming from private high schools that taught German or French and these
students were aware of how they could learn another foreign language.
Unfortunately, our student profiles that come from different state high schools
now do not have this language learning notion in their minds. They think that
they can pass the exams by memorizing vocabulary. We have to provide them
with an intensive program that will be challenging for them because they
have to reach to B2 level from A1 level within 8 months. We can’t allocate so
much time for simple exercises as we are preparing these students for their
departments that will provide them with English medium instruction. Our
objective is that these students will be able to understand the academic
articles written about their majors so our purpose is not to make our students
order a pizza when they go abroad so we should organize our teaching
accordingly.

This instructor emphasized the importance of teaching them the tips and learning
strategies that these students needed to be able to reach B2 level within a short period
of time. Another instructor (I3) focused on another significant point that should be

taken into account by saying:

I monitor my daughter’s English learning process and I try to make this
process part of her life, which we can do the same thing for our students.
What | want to say is that we should make our students discover themselves.
For example, | had a student who wanted to walk around the class from time
to time. I let him do it without disturbing others because most probably he
was a kinesthetic learner so | gave him that space. Thus, we have to give our
students the chance to discover their own learning style so that they will
decide how to use learning strategies and which ones to use that would suit
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them best. For this, | assign them projects and | allow them to do them in
their own way. If they want to work in groups, no problem. If they want to
work in pairs, no worries. If they want to record their product in a video
format, they are more than welcome. This way, they will be able to find their
own way of learning better so we should create such opportunities for them to
discover themselves.

In this quote, the participant instructor emphasized the importance of providing the
students with the opportunity to discover themselves and their learning style.
Accordingly, they will be given the learning strategies that will suit them best, which
will work better. However, this is also another point that should be taken into

account: which learning strategy was the best for these learners?
4.3.2.4. Types of learning strategies chosen by students

This is one of the most important research questions of this study because these
students were expected to reach to B2 level at the end of the academic year even if
they started this program from Al level so they were supposed to improve their
linguistic competence within a short period time, which was such a great expectation.
The answer to this question was also collected through the questionnaires and as the
results were given in this chapter in the quantitative data part, it was found that
cognitive, metacognitive and memory were the three mostly preferred learning
strategies respectively according to the responses of the whole 169 learner who
started from Al level to the questionnaires. This important question was also
addressed to the participants both in the first and the second interviews by making
the students remember the different types of strategies that were categorized by
Oxford (1990) in the strategy inventory (SILL) and the researcher explained them
about the strategies and asked them to tell him which strategy they were using

dominantly. Table 21 shows the choices of the participants in the first interviews.
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Table 21. Learning strategies chosen by the participants in the first interviews

Participants Learning Strategies

Al Cognitive

A2 Cognitive

A3 Memory

A4 Memory

HAL Cognitive

HA2 Cognitive

HA3 Memory

BAl Cognitive

BA2 Metacognitive/ Social
BA3 Memory

It can be understood from the table 21 that these students dominantly used either
memory or cognitive strategies to learn the language better. The two participants of
the higher average group preferred “cognitive” strategy while the other one chose
“memory”. Thus, this shows the general tendency of the learners to integrate these

strategies with their language learning process.

These students were also asked what they were using as a language learning strategy
in the second term in the second interviews as for the researcher to determine
whether they had changed their strategy in accordance with the improvement in their
language level. Table 22 shows the learning strategies of the language learners in the

second interviews.
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Table 22. Learning strategies chosen by the participants in the second interviews

Participants

Learning Strategies

Al

A2

A3

A4

HAl

HA2

HAS3

BA1l

BA2

BA3

Social / Cognitive
Cognitive

Cognitive

Memory

Affective

Cognitive / Social
Memory

Cognitive
Metacognitive/ Social

Memory

When one had a closer look at table 21 and table 22, it might seem clear that only
Al, A3 and HA1 changed their strategies in the second (spring) term. In fact, all of
the participants were reminded about their choices in the first interviews after they
had talked about their choices in the second interviews. The ones who did not change
claimed that they learned that way better so it was a kind of habit that would never
change during their education life for them. However, A4 said that if nothing had

changed it meant that there was no improvement from her side. A3 explained why

she turned from memory to cognitive learning strategies by saying:

| think | have improved my English, most probably. In the past, I did so much
memorization but now | just study to learn English, which means | am
studying not only to pass the exam but to learn and improve this language. |
want to be exposed to this language so I have chosen “cognitive” strategies.
At the time of the first interviews, there was an exam anxiety so | thought it
would be easier and better for me to memorize to get good results from the

exams but I am not an exam-oriented learner any more.
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This quote showed that this participant in the average group noticed that there was
something wrong with what she had done before so she felt the need to change the
strategies that she had been using. Another participant from the higher average group
said he needed to change his strategy just because he wanted to get much better than

his situation in his past to become a perfect language learner. HA1 said:

At the beginning of the first term, as | was a new starter for the language,
getting exposed to the language got me accustomed to the language so | chose
“cognitive” then. This was the first step of my language learning process.
This exposure has made me love the language, which has become a part of
my life. Thus, | have started to communicate with my instructors. Therefore, |
choose “affective” strategies now because loving the language that I am
learning now makes it easier for me to improve my linguistic competence.
Logically, how can you love something that you do not know? That was the
reason | did not choose this in the first term. However, now making long and
complicated sentences with the language makes me really happy and I love it.

This participant claimed that he changed his learning strategy because the previous
one would not work as efficiently as the one he mentioned in the second interview
not because it was not beneficial any more but because the latter one would serve the
needs of the students better in accordance with his improving level of language.

Apart from the changes that they made or did not make in terms of learning strategy
categories, students were also asked in the second interviews whether they created
new strategies that would best suit their needs for themselves to use for the
improvement of their language level or they were using the same strategies as they
had used in the first term. All of the participants excluding the higher average group
member who claimed that they started to use new strategies in accordance with their
levels said that they were using the same strategies as the ones in the previous term.
They added that strategy developing would bring new burden on their shoulders as
they would try to get accustomed to using them, which meant that they would lose

some time.

Instructors were also asked which learning strategy category was used dominantly by
the students in that institution and which one they should adopt. All three participant

instructors reached a consensus on the fact that their students used memory learning
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strategies dominantly but the most important thing was that they should integrate all

of them. 12 explained the situation by saying:

Our students are using “memory” learning strategies because they have
become their habits. They won the university exam by memorizing. They
have never used cognitive strategies in their previous education life but for
me, they should use all of them integrating one another. This means that they
should dedicate themselves to language learning process but surely it requires
some time. However, our students have only one year to study the language
here so they just use the strategies to pass the final. However, | wish they
would use “affective” strategies so that they could love the language and
make it part or their life. Unfortunately, this may take two years at least and
they don’t have such time here.

Instructors were aware of the learning strategy choices of their learners but they said
there should be an integration of all the learning strategies. However, they did not
mention anything about whether they did something to accomplish that in their

classes.

4.3.2.5. Types of learning strategies chosen to improve four skills (reading,

writing, listening, speaking) as well as grammar and vocabulary knowledge

Students were asked what kind of strategies they were using to improve their
reading, writing, listening, speaking, grammar and vocabulary both in the classroom
and out of classroom and they were addressed to this question both in the first
interviews and the second interviews. Thus, each skill will be presented separately
comparing what they said in the first term in the first interviews to the ones said in
the second term in the second interviews. Also, the think-aloud protocol results will
also be shared in this part because they were applied to check what kind of strategies

students were using in their reading analysis and writing performances.
4.3.2.5.1. Reading

Students were asked what kind of strategies they used for reading both in the class
and out of class during the first (fall) and the second (spring) term. Their responses
will be shown in different categories according to the three different groups in which
the participants were divided so table 23 shows the answers of the average group

participants.
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Table 23. Strategies used by average group participants for reading skill

development

Participants

Al First
term

Second
term

A2 First
term

Second
term

A3 First
term

Second
term

Ad First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Synonyms, structures, grammar, vocabulary
No

Synonyms, structures, grammar, vocabulary
No

Scanning, Vocabulary, synonym

No

Scanning, Vocabulary, synonym

No

Synonyms, structures, grammar, vocabulary
Synonyms, structures, revising vocabulary
Synonyms, structures, grammar, revising
vocabulary

Synonym, grammar, vocabulary

Synonym, structures, reference

No

Structures, Synonyms, Format of the text

Reference, structures, synonyms

As it can be seen from table 23, the participants in the average group focused on the

structural pattern of the reading passages more such as vocabulary, synonyms,

structures but they did not use any learning strategy to focus on the meaning of the

text such as skimming and scanning. What is more, most of the participants except

from A3 said that they did not do reading exercises when they were back at home so
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the only place that they concentrated on reading was within the class time.
Additionally, it was shown on the table 23 that they did not change the strategies that
they had used for reading in the first term even when their language level improved

in the second term so they used the same strategies.

These participants also had the think-aloud protocols both in the first (fall) term and
the second (spring) term so as to determine what they were doing in the reading. By
doing so, the researcher had the chance to observe what kind of strategies they were
using at the first hand. After each think-aloud process was over, the researcher asked
them what they would do if they were given that reading text at home as an
assignment. Table 24 shows what they did in the think aloud protocols prepared by
the researcher and what they would do with the same reading task if they were given

at home.
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Table 24. Strategies used by average group during the think aloud sessions

The strategies that they used

Al

A2

A3

Ad

First
term

Second
term

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Reading the text first, trying to find the answers considering the
questions, not detailed reading, some unknown words in the text
2 correct out of 5 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading

Reading the questions, 80 % of unknown words in the passage, trying
to find the answer associating the familiar words

0 out of 3 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading

Reading the questions first, trying to find the answer from the options
given by looking for it in the text

2 correct out of 5 questions

The same strategies as the ones used in class

Reading the questions first, trying to find the answer from the options
given by looking for it in the text
2 correct out of 3 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading

Reading the questions, underlining some important words such as
without, only while reading, trying to find the answers considering the
questions

1 correct out of 5 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading, focusing on the structures

Reading the text, found it difficult in terms of vocabulary and
grammar, too many unknown words, couldn’t understand the text well,
trying to find the answers considering the questions

1 correct out of 3 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading, focusing on the structures

Reading the text first, found the questions difficult, having a look at the
text again, trying to find the answers considering the questions

3 correct out of 5 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading

Reading the text, found it difficult in terms of vocabulary and
grammar, too many unknown words, couldn’t understand the text well,
trying to find the answers considering the questions

2 correct out of 3 questions

Looking up the unknown words in the dictionary (bilingual), detailed
reading
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It may seem from table 24 that all the average group participants started the think-
aloud sessions by reading the text first both in the first and the second think-alouds
arranged at the end of the first and second term respectively. All of them wanted to
find the find the correct answers of the questions by trying to associate the words that
were given in the options of the questions with the ones that existed in the reading

passage.

What was interesting was that all of the participants except from A2 found the
reading text given in the second think-aloud protocols quite difficult and they could
not perform as well as they did in the first think-aloud protocols as they all said they
could not comprehend the text well enough to be able to answer the questions
properly. This might be because of their language level which did not reach the level

expected from them.

When they were asked about what they would do if that text was given to them as
homework, all of them said they would look up the unknown words in the
dictionaries that would give the Turkish equivalences of the words that they did not
know. They did not change this strategy and they said the same thing in the second

think aloud sessions as well.

When it comes to the participants in the higher average group, they were also asked
about what kind of strategies they were using for reading both in the class and out of

their class time. Table 25 summarizes what they said.
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Table 25. Strategies used by higher average group participants for reading skill

development

Participants

HA1l First Class  Skimming, scanning, vocabulary
term
Home  Skimming, scanning, vocabulary (detail)

Second Class Skimming, scanning, format of the text,
term vocabulary
Home  Skimming, scanning, vocabulary (detail)

HA2 First Class  Skimming, scanning, finding key words
term
Home  Detailed reading, vocabulary

Second Class  Skimming, scanning, finding key words

term
Home  Detailed reading, vocabulary (detail)
HA3 First Class  Skimming, scanning, structures, synonyms
term

Home No

Second Class  Skimming, scanning, structures, synonyms
term
Home  Skimming, scanning, vocabulary (detail)

From table 25 it can be understood that in contrary to their peers in the average group
who focused mostly on the structural part of the language in readings without
showing much focus on the meaning, the participants in the higher average group
said they did skimming and scanning to get the main idea of the text and to focus on
the details such as numbers and dates respectively both in the class and out of class
time. They also gave importance to vocabulary and they all said that they were trying
to make sentences with the new words that they had learned from the reading
passages that they were analyzing at home. They were using “cognitive” strategy by
“practising” (Wang & Pape, 2005) as shown in table 2. Thus, they were trying to

activate their vocabulary knowledge by studying reading as well.
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These participants also experienced the think-aloud process for the researcher to
determine what were doing during the reading text analysis in real world. Table 25
shows what they did during the think-aloud protocols both in the first term and the
second term. They were also asked what they would do if they were given these
reading texts as homework. Table 26 shows the think-aloud results for the reading

skill from the perspective of the higher average participants.
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Table 26. Strategies used by higher average group during the think aloud sessions

The strategies that they used

HAl

HA2

HA3

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming, scanning
5 correct out of 5 questions

Looking up the unknown words in the dictionary
(monolingual), detailed reading

Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming and scanning
1 out of 3 questions

Looking up the unknown words in the dictionary
(monolingual), trying to guess the meanings first

Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming, scanning,
almost no unknown words

5 correct out of 5 questions

Looking up the unknown words in the dictionary
(monolingual),taking notes of some advanced words in the text
Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming, scanning,
guessing the meanings of unknown words

3 correct out of 3 questions

Looking up the unknown words in the dictionary
(monolingual),taking notes of some advanced words in the text
Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming, scanning,
guessing the meanings of unknown words

2 correct out of 5 questions

Looking up the unknown words in the dictionary
(monolingual),taking notes of some advanced words in the text
Reading the questions first, trying to find the key words in the
text directly related to the questions, skimming, scanning,
guessing the meanings of unknown words

2 correct out of 3 questions

Looking up the unknown words in the dictionary (bilingual),
detailed reading, focusing on the structures, synonym writing
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During the think aloud sessions, the participants in the higher average group read the
questions of the passage first and then they started to read the text contrary to their
peers in the average group who read the text first and tried to answer the questions.
They also made use of skimming and scanning strategies in the think-aloud protocols
as they stated in the interviews. All of them tried to catch the key words in the
reading passage that would make the answer explicit and they did this with the help
of skimming and scanning strategies. What is more, they used “guessing the meaning
of unknown words from context” strategy which was not used by their peers in the

average group.

The participants in the higher average group also used almost the same strategies in
the second think-aloud protocols as they did in the first ones. They just added one
more strategy which was “guessing the meaning of the unknown words”. This was
because they did not come across many unknown words in the reading text given to
them in the first term but in the second think-aloud protocols as the level of the
language had risen, they felt the need to make an addition to the strategies that they
had already been using. This also showed that they could find the appropriate
strategy that suited their needs. Thus, they performed much better than their peers in
the average group in the second think-aloud protocols in which the difficulty level of
the reading text was much higher. In contrast to their peers in the average group who
said that they found it difficult to comprehend the text in the second think-aloud

sessions, the ones in the higher average group did not have such complaints.

When they were asked about what they would do with the reading texts given to
them in the think-aloud protocols as homework, they said they would do detailed
reading with them trying to find the meaning of the unknown words from
monolingual dictionaries that would provide them with the definition in English
along with sample sentences that would give them an idea about how to use those
words. Thus, this choice also made them different from the other participants in other

categories.
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When it comes to the participants in the below average group, they were also asked

about what kind of strategies they were using for reading both in the class and out of

their class time. Table 27 summarizes what they said.

Table 27. Strategies used by below average group participants for reading skill

development

Participants

First
term

BAl

Second
term

First
term

BA2

Second
term

First
term

BA3

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Scanning

No

Scanning, structures
No

Vocabulary, structure
No

Vocabulary, structure
No

Structure, synonym
No

Structure, synonym

No

Table 27 shows that all the participants in the below average group except from BA1

just focused on improving their lexical knowledge of the language when they were

dealing with a reading text. They did not pay attention to any other contextual skills

that they might need when analyzing a reading text such as skimming and scanning.

Also, it can easily be noticed that they did not change the strategies that they had

been using in the first (fall) term when they were asked about them in the second

(spring) term.
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Another important point that should be taken into account was that they all did not do
any reading exercises at home both in the first (fall) term and second (spring) term so

as to be able to use strategies.

These participants were also taken to think-aloud process by researcher so as to be
able to observe what they were doing while they were analyzing a reading text at first
hand. Table 28 shows what they did during the think-aloud protocols both in the first
(fall) term and the second (spring) term. They were also asked what they would do if
they were given these reading texts as homework. Table 28 shows the think-aloud

results for the reading skill from the perspective of the below average participants.
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Table 28. Strategies used by below average group during the think aloud sessions

The strategies that they used

BAl

BA2

BA3

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Reading the text first, trying to find the answers
considering the questions
4 correct out of 5 questions

Looking up the unknown words in the dictionary
(bilingual)

Reading the text, 80 % of unknown words in the
passage, no comprehension

0 out of 3 questions

No

Reading the text first, trying to find the key words in text
to find the answer, couldn’t understand the question,
unknown words

1 correct out of 5 questions

Looking up the unknown words in the dictionary
(bilingual)

Reading the text, 80 % of unknown words in the
passage, no comprehension

0 correct out of 3 questions

Looking up the unknown words in the dictionary
(bilingual)

Reading the questions, reading the text paragraph by
paragraph, translating the sentences in his mind, many
unknown words, trying to find the answers considering
the questions

2 correct out of 5 questions

Looking up the unknown words in the dictionary
(bilingual), detailed reading, focusing on the structures
Reading the text, found it difficult in terms of vocabulary
and grammar, too many (80 %) unknown words, no
comprehension

0 correct out of 3 questions

Looking up the unknown words in the dictionary
(bilingual), using translation applications to understand
the text
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It might seem clear from table 28 that the strategies that they used during the first
think-aloud protocols were almost the same as the ones used by their peers in the
average group. This might be because of the fact that the difference between the
average group and the below average group was not that high until the end of the
first (fall) semester in terms of their language level. Similarly, they started to read the
text first before having a look at the questions and they did their best to reach the
correct answer considering the question types and taking the options given to them

into account by trying to find the familiar words in the passage.

In the second think-aloud protocols, none of them could even answer one single
question accurately. All of them could not comprehend the text in the second think-
aloud properly because its difficulty level was much higher than their level. They all
said that the text was full of words that they did not know the meanings of, which
prevented them from comprehending it and answering the questions. Thus, this

showed that they could not keep up with the pace of the curriculum.

When they were asked about what they would do if they were given these texts given
in both first and second think-aloud sessions, they all said that they would look up
the unknown words in bilingual dictionary that would provide them with the Turkish
equivalence of the words. They talked about the same strategy for the text that they
did not understand at all in the second think-aloud. Thus, they believed that they
would understand the text well as long as they knew the meanings of the words
because nobody in this group said that they would have a look at the grammar

structures so as to better understand the passage.

Participant instructors were also asked whether they taught the students any reading
strategy in the class and all of them said that they focused on several strategies that
could facilitate their reading analysis such as skimming, scanning, vocabulary
formation, synonym finding, reference and guessing the meaning of the unknown
words from the contexts. This means that the instructors were providing the students
with the strategies that they might need but some of them acquired them but some of
them did not.
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4.3.2.5.2. Writing

Students were asked what kind of strategies they used for writing both in the class
and out of class during the first (fall) and the second (spring) term. Their responses
will be shown in different categories according to three different groups in which the

participants were divided so table 29 shows the responses of the average group

participants.

Table 29. Strategies used by average group participants for writing skill

development

Participants

Al First
term

Second
term

A2 First
term

Second
term

A3 First
term

Second
term

A4 First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Structures, Format

Only homework, focusing on the structures
Structures

Only homework, focusing on structures
Format, Organization, Content

Only homework, translation

Format, Organization, Content

Format and vocabulary (extra writing)
Structures, Synonym

Only homework, Synonym, vocabulary
Structures

Format, grammar, vocabulary (extra writing)
Format

Only homework, format, structures
Structures, format

Format, structures (extra writing)
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From table 29 it can be understood that these learners in the average group focused
mostly on the structures that they could use and the format that they had to organize
for their writing. They did not mention the importance of content except from A2.
They even did not give importance to grammar in terms of writing ability, either.
What attracted the attention was that in the second term, they all did some extra
writing practice, which they did not do in the first term. This might be because they
did not feel the need to do it in the first term because they thought that their language

level was satisfactory.

These participants were also taken to think-aloud process by researcher so as to be
able to observe what they were doing while they were doing a writing task at first
hand. Table 30 shows what they did during the think-aloud protocols both in the first
term and the second term. They were also asked what they would do if they were
given these writing tasks as homework. Table 30 shows the think-aloud results for

the writing skill from the perspective of the average participants.
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Table 30. Strategies used by average group during the think aloud sessions

The strategies that they used

Al

A2

A3

A4

First
term

Second
term

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Trying to write down structures, cannot remember some words use
other simple words instead, trying to use linkers “however, also”
Not satisfactory no examples no supporting sentences

Using structures, looking at my notebook for more synonyms and
structures

Couldn’t understand what he would write, couldn’t remember
anything, did not know how to write cause and effect essay
Couldn’t write at all

Having a look at the structures, vocabulary and a sample cause and
effect essay
Outline, taking small notes of the content, format, giving examples

Perfect format, serious grammar mistakes, unsatisfactory content,
simple words
The same strategies as the ones used in class

Outline, taking small notes of the content, format, giving examples,
cannot remember some words use other simple words instead
Perfect format, problems with the grammar, expressed himself with
simple words and sentences

Having a look at what was done in the class, Searching on the
Internet for an English source, using dictionary

Format, content, using linkers, giving examples

It is okay. Expressed herself with simple sentences, some structures
used but no complicated words

Outline, having a look at vocabulary and structures related to the
topic from the book

Format, unsure about the format, cannot remember the words, so
many unrelated ideas coming to her mind, think in Turkish and
cannot translate them into English

No satisfactory at all, not in line with the correct format, wrong
word choices, severe grammar problems

Searching about the topic in Turkish, need to be informed about it,
having a look at the key words in the unit covered in the class
Structures, format, wrote what came to her mind

Satisfactory, good format but simple sentences and words

Having a look at vocabulary and structures related to the topic from
the notebook, trying to use new words, more time for thinking
Unsure of the format, no idea about the topic

No satisfactory at all, not in line with the correct format

Searching about the topic in Turkish, need to be informed about it,
having a look at the key words in the unit covered in the class

162



From table 30 that shows the think aloud protocols of the average group participants,
it was understood that they somehow managed the first writing task in the first think-
aloud protocols but they all said that they would have a look at their notebooks and
books so as to be able to use more synonyms and structures that they were taught in
the lessons if they had the chance. They even said that they could not remember the
related structures and the words that they could use to write about the topic while
writing the task in the first think-aloud sessions so they said they would have a look
at the structures and phrases that they could not remember at home to be able to use
them in their writing. A1 and A4 admitted that they could not remember the
structures that they needed to write that writing task just because they did not study

on a regular basis.

As for the second think-aloud protocols, it was clear that all of the participants in the
average group except from A2 failed to do the task. They could not write the essay
topic given to them properly even though the topic was something familiar with them
because they were taught about it in the second term. This might be because of their
language proficiency level which was not adequate enough for them to write such a
well-organized essay. When they were asked about what they would do at home if
that task was given in the second think-aloud protocols, all said that they would
search the Internet to find some Turkish sources to be informed about the topic.
However, they did not know how the Turkish sites would be beneficial for them to
write an English essay. They all believed that they would use bilingual dictionaries to

find the unknown words in English so that they could use them in their writing.

When it comes to the participants in the higher average group, they were also asked
about what kind of strategies they were using for writing both in the class and out of
their class time. Table 31 summarizes what they said.
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Table 31. Strategies used by higher average group participantsfor writing skill

development

Participants

HA1l First Class  Format
term
Home  Format, extra writing

Second Class Format

term
Home  Format, extra writing
HA2 First Class  Format
term

Home  Format, first draft, final draft, vocabulary,
synonym, grammar
Second Class  Format

term
Home  Format, outline, first draft, reading articles to
get some knowledge and vocabulary, synonym,
using new advanced words grammar, extra
writing
HA3 First Class  Format
term

Home  Format, vocabulary, structures, extra writing

Second Class Format, structures
term
Home  Format, structures, synonyms, vocabulary

Table 31 shows that the participants in the higher average group highly give
importance to format of the writing both in the first (fall) and the second (spring)
term. This might be because they already have the sufficient knowledge to be able to
write properly so all they need to know was how they could shape what they already
had in their knowledge base. However, it was explicit that they did some extra
writing practice apart from the writing task assignments given to these students by
their instructors. They all thought that the homework given as writing assignments
would not be enough for them to improve their writing skills so they did extra
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writing practice in contrast to their peers who were in the average group both in the

first (fall) and the second (spring) term so as to improve their writing abilities.

These participants were also taken to think-aloud process by researcher to be able to
observe what they were doing while they were doing a writing task at first hand.
Table 32 shows what they did during the think-aloud protocols both in the first term
and the second term. They were also asked what they would do if they were given
these writing tasks as homework. Table 32 shows the think-aloud results for the

writing skill from the perspective of the higher average participants.
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Table 32. Strategies used by higher average group during the think aloud sessions

The strategies that they used

HAl

HA2

HA3

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Outline, making small notes of the content, format, examples,
linkers, using another word instead of the one that he can’t
remember

Perfect writing, trying to make complicated sentences,
perfectly coherent and united, transitions are excellent with
linkers

Searching for the topic on the Internet in English, trying to
more advanced words either by looking up in the dictionary
or in a book

Outline, making small notes of the content, format, examples,
linkers, using different words to avoid repetition, checking
the grammar

Perfect writing in terms of format, content, unity, coherence
and word choices but some minor grammar mistakes

Format, different words and linkers to avoid repetition,
Searching for the topic on the Internet in English, learning
specific vocabulary

Format, using advanced words, examples, linkers

Excellent writing, coherent, unified, perfect word choices,
smooth transitions with linkers, satisfactory grammar and
structures

Writing the first draft, reviewing, more words, using
monolingual dictionary, searching the net for English
resource about the topic

Format, structures, using advanced words, using grammar
properly, content, synonyms, linkers, idioms

Perfectly written with almost no grammar mistakes

Writing the first draft, paying attention to word choices, using
monolingual dictionary, searching for the topic on the Internet
in English, learning specific vocabulary and terminology
Format, examples, paying attention to content, using the
structures and the vocabulary that she knew

Perfect format, expressive sentence patterns

Outline, first draft, having a look at the notebooks and books
for the structures and vocabulary, format
Format, structures, writing what came to her mind

Expressed herself but not as perfect as her peers in the same
group

Having a look at the structures and vocabulary, sample essay
in the book
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From the table 32 it can be seen that the participants in the higher average group did
everything they could do so as to write either a paragraph in the first term or an essay
in the second term. They tried to use all the strategies that they could utilize in both

writing tasks given to them both in the first and second think-aloud protocols.

First of all, they all made an outline before writing something to determine what they
were going to write so as to shape the content of their writing task. Thus, they did not
directly start to write what came to their mind just like their peers in the average
group. First of all, they thought about what they were going to write and made the
outline of the content that they would dwell on with small notes on the right of the
paper on which they wrote their writings. What is more, contrary to their peers in the
average group, they paid great attention to the use of linkers and giving examples in
their writings. They did their best not to use the same words over and over to avoid

repetition. Instead, they tried to use synonyms.

When they were asked about what they would do when they were given those
writing tasks as homework, they said they would use the monolingual dictionaries for
the words that they could not use just because they could not remember them so that
they could have the chance to see the example sentences made with those words,
which would provide them with the use of the vocabulary. They added that they
would have a look at the books and the notebooks to remember the words that were
taught in the lessons. Additionally, they said that they would search the Internet to be
able to find sources written in English so that those Internet sites would sustain the
knowledge that they needed to write the task properly in terms of both the
vocabulary and the content information with which the relevance of the topic would
be to the point preventing them from being off-task. Searching the Internet and
reaching English sources would also gave them the chance to expand their
vocabulary knowledge in terms of the terminology related to the topic on which they
were required to write academically. Thus, all these strategies that the higher average

group benefited from made them different from their peers in other groups.
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As for the participants in the below average group, they were also asked about what

kind of strategies they were using for writing both in the class and out of their class

time. Table 33 summarizes what they said.

Table 33. Strategies used by below average group participants for writing skill

development

Participants

BA1l First
term

Second
term

BA2 First
term

Second
term

BA3 First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Content

only homework, translation
Content, vocabulary

No

Format

No

Vocabulary

No

Format, structures

Only homework, structures, vocabulary
Structure

No

The strategies used by the below average participants were versatile and changing

according to the person but the difference that can be noticed easily was that in the

first term they did only homework to improve their writing skills in contrast to their

peers in the higher average group who did extra writing exercises. What is more,

BA2 said that he even did not do homework in the first term, either. When asked

about the strategies that they used in the second term, they all said that they did not
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do the homework activities, which was a sign of their frustration with learning

English.

These participants were also taken to think-aloud process by researcher so as to be
able to observe what they were doing while they were doing a writing task at first
hand. Table 34 shows what they did during the think-aloud protocols both in the first
term and the second term. They were also asked what they would do if they were
given these writing tasks as homework. Thus, table 34 underneath shows the think-
aloud results for the writing skill from the perspective of the below average

participants.
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Table 34. Strategies used by below average group during the think aloud sessions

The strategies that they used

BA1l

BA2

BA3

First
term

Second
term

First
term

Second
term

First
term

Second
term

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Class

Result

Home

Thinking what he would write, trying to translate sentences
coming to his mind, nothing much came to his mind
Not satisfactory at all, no grammar

Searching the Internet for Turkish resource about the topic,
using bilingual dictionary, having a look at his notes in the

notebook

Couldn’t understand the topic and could not write anything
at all

Nothing came to his mind because of his deficiency in
language, no format, no grammar, just simple words
Not satisfactory at all

Looking up the words in bilingual dictionary to find
English equivalences

Couldn’t understand the topic and could not write anything
at all

Searching the Internet for Turkish resource about the topic,
using bilingual dictionary for the unknown English words,
trying to translate what came to his mind about the topic
into English

Thinking what he would write, thinking in Turkish, cannot
translate it into English, just wrote what he could write
Not satisfactory with simple words no linkers

Searching the Internet for Turkish resource about the topic,
using bilingual dictionary for the unknown English words,

writing simple short sentences

Couldn’t understand the topic and could not write anything
at all

Searching the Internet for Turkish resource about the topic,
using bilingual dictionary for the unknown English words,
having a look at the sample essays in the book, trying to
find some sentences and steal some of them
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From table 34, it might seem that during the first think-aloud sessions participants in
the below average group did try to write something even though they were not
satisfactory in terms of task achievement but they managed to do them partially.
They thought about what they would write first and they did it in Turkish trying to
translate what came to their mind into English, which they found difficult so they
could not write the task properly because they did not have linguistic competence
that could perform this task well. They were not aware that they had to use the
structures or vocabulary that they had already acquired but maybe they could not
accumulate sufficient vocabulary, either because BA2 said that he knew he had to
think in English but as nothing came to his mind in English, he was trying to
translate what came to his mind in Turkish into English, which was almost
impossible with the linguistic competence level he had. What is more, they had
serious grammar mistakes in their tasks in the first think-aloud sessions, as well.
Therefore, without grammar and certain vocabulary that they needed, they could not
perform the task as satisfactorily as their peers in the other groups did in the first

think-aloud protocols.

When they were given the second think-aloud protocols, none of them could write a
single word on the paper because they even did not understand what they were going
to write. They were expected to write about the causes and effects of deforestation
but they did not the meaning of “deforestation”. Thus, they were asked what they
would do if they were given this task as homework and all of them said they would
search some Turkish information on the Internet and try to translate what they would
have found somehow into English. They added that they would use bilingual
dictionaries to find the English equivalences of the words that they found in the
Turkish Internet sites. They did not make any comments on how they would create
the sentences in English because they believed that their deficiency in vocabulary
and content information was the only reason why they could not write down.

However, the problems were more serious than that.

Instructors were also asked whether they were showing some strategies for their
students in terms of their writing skill improvement and all of them focused on the

importance of the format. Besides, I3 said that she was paying more attention to the
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content formation than the format creation to improve the students’ writing skills. All
of the participant instructors stated that they gave importance to writing, which
students would need in their departments which would require them to write reports

or academic essays about some terminology in their majors.

Along with reading and writing, another important skill that students need especially
for a better communication is listening. They were also asked what they were doing

to improve their listening skills.
4.3.2.5.3. Listening

Students were asked what kind of strategies they used for listening both in the class
and out of class during the first (fall) and the second (spring) term. Their responses
will be shown in different categories according to the three different groups in which
the participants were divided so table 35 shows the answers of the average group

participants.
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Table 35. Strategies used by average group participants for listening skill

development

Participants

Al First
term

Second
term

A2 First
term

Second
term

A3 First
term

Second
term

Ad First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

No strategies

Listening to foreign music

Paying attention to some key words

No

Reading the questions first and then listening
No

No strategies

Listening to foreign music, watching tv serials
No strategies

No, just watching TV serials

Focusing on some key words, numbers, dates
No

No strategies

No

Focusing on some key words

No just watching TV serials and listening to
foreign music

From table 35 it can be understood that all the participants in the average group did

not have a strategy for listening in the first term whereas they became aware of a

single strategy which was to focus on the key words such as numbers, dates and

linkers in the second term. However, they all said that they did not do any listening

practice at home both in the first term and the second term except from listening to
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foreign music and watching TV serials. Whether they could be considered as a
strategy or not depended on the participants but they said in the interviews that they
did these activities for pleasure. A2 even said that he started watching the TV serials
without subtitles first but then turned them on when he realized that he understood
almost nothing.

As for the participants in the higher average group, they were also asked about what
kind of strategies they were using for listening both in the class and out of their class

time. Table 36 summarizes what they said.

Table 36. Strategies used by higher average group participants for listening skill

development

Participants

HAL First Class Focusing on some key words in the questions
term
Home  Listening to foreign music

Second Class Looking for key words

term
Home  Listening to songs and watching animated films
for kids
HA2 First Class Listening for main idea, for detail such as
term numbers, dates, ignoring unknown words,

Home  Listening to foreign news, taking notes while
listening, listening to the audio file of the
readers and foreign songs

Second Class Focusing on some key words such as
term “however” that shows contrast, ignore the
unknown parts

Home  Listening to foreign news, taking notes while
listening, watching Tv serials

HA3 First Class No
term

Home No

Second Class Focusing on some key words such as numbers
term and dates and linkers that indicates contrast and
transition
Home No
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From table 36 it seems clear that the participants in the higher average groups were
more aware learners than their peers in the average group as they had a strategy for
listening in the first term as well expect from HA3. What is more, they did listening
practice at home both in the first and the second term except from HA3. However,
the strategies that HA2 used were more beneficial and satisfactory than the other

participants in this group because she seemed to know what she was doing.

Regarding the participants in the below average group, they were also asked about
what kind of strategies they were using for listening both in the class and out of their

class time. Table 37 summarizes what they said.

Table 37. Strategies used by below average group participants for listening skill

development

Participants

BA1l First Class No
term
Home No

Second Class No

term
Home No
BA2 First Class No
term
Home  Listening to foreign music and watching TV
serials
Second Class No
term
Home  Listening to foreign music
BA3 First Class No
term

Home No

Second Class No
term
Home No
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It might seem from table 37 that the participants in the below average group did not
have any strategies for listening both in the first and the second term and they did not

do listening practice at home, either.

The participant instructors were also asked whether they showed any listening
strategies in the class. They all said “yes” and added that they warned the students to
read the questions first and to try to focus on some key words that might give away
the answer such as dates, statistics, numbers, always, without..etc. What is more, 13
claimed that she played games for the listening and sometimes stopped the listening
track for the students to repeat what was said in the track or guess what was coming
next. This one was so beneficial because making the students listen to the whole
track might not work especially with the ones in the below average group. However,
they all accepted that listening skill was one of the most difficult ones to improve as

students needed to be exposed to English too much.
4.3.2.5.4. Speaking

Students were asked what kind of strategies they used for speaking both in the class
and out of class during the first (fall) and the second (spring) term. Their responses
will be shown in different categories according to the three different groups in which
the participants were divided so table 38 shows the answers of the average group

participants.
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Table 38. Strategies

development

used by average group participants for speaking skill

Participants

Al First
term

Second
term

A2 First
term

Second
term

A3 First
term

Second
term

Ad First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Teacher correction while speaking, focusing on
the structures taught in the class

Speaking with the foreign clients of our
company once

Getting prepared before speaking

No

Giving appropriate answer according to the
question type, trying to use the new vocabulary
taught

Using an internet site for a short while and
gave up

Getting prepared for the presentation that will
be made

Trying to speak with my uncle but could not
find enough time, answering some question in
the book on my own

No

No

Getting prepared for the presentation that will
be made

rarely speak with foreign customers in her
work

trying to use the new vocabulary and structures
taught

I am trying to use the new vocabulary and
structures with my friends around that know
English well

trying to use the new vocabulary and structures
taught

Rarely speak with the friends around

From table 38 it can be understood that all the participants in the average group

considered speaking as an opportunity to use the structures that they had been taught

in the lesson especially in the first term. By doing so, they thought that they would
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show that they could speak the language somehow. However, in the second term,
they told that they got prepared before they started to speak so in the second term
they made more efforts to improve their presentation skills instead of interaction
skills with one another. What was also important here was that they did practice their
speaking out of their class time neither in the first (fall) term nor in the second
(spring) term. It seems that the participants in this group made some efforts to
improve their speaking skill but these efforts were not something regular because
they just made use of the opportunity to speak when the right time came so they did

not try to create their own opportunities at all.

As for the participants in the higher average group, they were also asked about what
kind of strategies they were using for speaking both in the class and out of their class

time. Table 39 summarizes what they said.
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Table 39. Strategies used by higher average group participants for speaking skill

development

Participants

HA1l First
term

Second
term

HA2 First
term

Second
term

HA3 First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Trying to use different words, encouraging the
other side
Talking to tourists, practicing with my cousin

Encouraging the other side, listening to my
friends

Nobody around, trying to make friends on the
Internet

To make the speech more fluent using phrases
like “I mean, yes I understand but I am not
sure..” debate techniques

Nobody around to speak but Trying to create
an opportunity to speak with someone any
time

Debate techniques

Nobody around

Trying to make sentences in line with our
level, paying attention to pronunciation
Try to apply what | do in the class by myself

Using phrases to make my speech more
complicated
No

From table 39 it is obvious that the participants in the higher average groups were

making use of some strategies that would serve the needs of students who really

wanted to improve their speaking skills. They also tried to integrate some strategies

that would make the other side with whom they were speaking more active in the

interaction. In other words, the participants in the average group used some strategies

that would make it easier for them to express themselves whereas the participants in

the higher average group wanted to keep conversation going with the strategies that

they were using. Thus, the latter group considered the speaking activity as two-sided

interactive process. This means that they were using “social” strategy by
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“cooperating with others” and “empathizing with others” (Wang & Pape, 2005) as
shown on table 2. What is more, the participants in the higher average group also did
their best to create opportunities to be able to practice speaking by trying to find
someone on the Internet or trying to speak with their own for practice but their
enthusiasm seemed to be lost in the second term so there had to be something that
would activate their eagerness because these students also complained about the

absence of people with whom they could speak.

Regarding the participants in the below average group, they were also asked about
what kind of strategies they were using for speaking both in the class and out of their

class time. Table 40 summarizes what they said.

Table 40. Strategies used by below average group participants for speaking skill
development

Participants

BA1l First Class No
term
Home No

Second Class No

term

Home No

BA2 First Class No
term

Home No

Second Class No

term

Home No

BA3 First Class No
term

Home No

Second Class Getting prepared for the speaking first
term
Home No
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It can be seen from table 40 that the participants in the below average group had no
strategy for speaking at all both in the first (fall) and the second (spring) term expect
from the BA3 who got aware of a single strategy in the second (spring) term.
However, none of them did speaking practice out of their class time and they did not
have any attempts to do so just as their friends in the other groups.

Participant instructors were also asked whether they were showing some strategies to
their students to improve their speaking skills. They all agreed on the fact that that
was the most challenging skill to be developed. They all said that there were lots of
variances that would affect the improvement of the speaking skill such as the
students’ character, whether they are timid or not, their self-esteem and their
linguistic competence. 11 and 12 said that they should give the responsibility to
students for their speaking skill improvement. 11 added that it was just like a fantasy
to expect them to speak fluently within 8 months as these students were coming to
that school with Al level so she said they should be prepared to be ready to make
good presentations, which would also be beneficial for their educational life in their
departments as well. 13 said that the students should be provided with the lexical
knowledge to make them speak with semi-structured speaking activities. Therefore,
there are several different ideas about how to improve the speaking skills of the

students but there was no consensus among the instructors about this.

In addition to the four skills students were also question about what they did to
improve their grammar and vocabulary knowledge, both of which are important for a

good language improvement.
4.3.2.5.5. Grammar

Students were asked what kind of strategies they used for grammar both in the class
and out of class during the first (fall) and the second (spring) term. Their responses
will be shown in different categories according to the three different groups in which
the participants were divided so table 41 shows the answers of the average group

participants.
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Table 41. Strategies used by average group participants for grammar development

Participants

Al First
term

Second
term

A2 First
term

Second
term

A3 First
term

Second
term

Ad First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Making sentences with the structures
No

Focusing on the grammar structures
within reading text
No

Making sentences with the structures
No
Making sentences with the structures

Trying to have a look at the sample
sentence structures

Trying relate what is taught to what has
been taught before

Doing homework, revising what has been
taught

Trying relate what is taught to what has
been taught before

Focusing on tense structures and doing
exercises

Making sentences with the structures,
Trying relate what is taught to what has
been taught before

Revising what has been taught

Showing sample sentence structures,
Making sentences with the structures
Revising what has been taught

From table 41 it can be understood that participants in the average group tried to use
the grammar actively in class during both the first (fall) and the second (spring) term.
They tried to make sentences with the grammar structures that was taught to them
but what is obvious was that all the participants in the average group did not study

grammar actively by doing exercises, making their own sentences with the grammar

182



structures that had been taught to them out of their class time except from A3 who
tried to apply the theories that she had learned in the class. The only thing that the
other participants apart from A3 in this group did was to have a look at what they had
done in the class time. They did revisions to remember what they had covered in the

lessons.

As for the participants in the higher average group, they were also asked about what
kind of strategies they were using for grammar both in the class and out of their class

time. Table 42 summarizes what they said.

Table 42. Strategies used by higher average group participants for grammar

development

Participants

HAL First Class Functions of the grammar structure, the
term structure, Trying relate what is taught to what
has been taught before
Home  Revision, doing exercises

Second Class Making sentences with the structures

term
Home  Doing exercises, revision, using them in
writing
HA2 First Class Functions of the grammar structure, the
term structure, Trying relate what is taught to what

has been taught before
Home  Doing exercises, revision

Second Class Making sentences with the structures

term
Home  Using them in writing
HA3 First Class Functions of the grammar structure, the
term structure, Trying relate what is taught to what

has been taught before
Home  Doing exercises, revision

Second Class Making sentences with the structures
term
Home  Using them in writing
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From table 42 it can be understood that the participants in the higher average group
focused on the logic, the theory and the function of the grammar structures that had
been taught to them in the first (fall) term. They tried to understand why they were
using and why they would use the different grammar structures. Along with this, they
did regular exercises for their grammar development in the first term. In the second
term, these participants tried to apply what they had learned about grammar during
the first term into their real-life skills. They focused on making sentences with the
structures that had been taught to them in the first term. Thus, they focused more on
the theory part of grammar in the first term while they concentrated more on practice
part of grammar in the second term. Moreover, they tried to make sentences with the
grammar structures that they had learned in the essays that they were writing in the
second term. Thus, they integrated what they had learned in grammar with their

writing skills.

Regarding the participants in the below average group, they were also asked about
what kind of strategies they were using for grammar both in the class and out of their

class time. Table 43 summarizes what they said.
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Table 43. Strategies used by below average group participants for grammar skill

development

Participants

BA1l First
term

Second
term

BA2 First
term

Second
term

BA3 First
term

Second
term

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Class

Home

Learning from the book

No

No

No

Structures

No

No

No

Trying to relate different structures to one
another

Having a look at a grammar book with Turkish
explanation and doing exercises

Focusing on the structure and the function

Revision, doing exercises

From table 43 it can be noticed that the participants in the below average group did

not have a strategy for grammar learning except from BA3. Neither BA1 nor BA2

did something to improve their grammar out of their class time both in the first (fall)

and the second (spring) term. BA3 made use of some strategies but in contrast to his

friends in the higher average group, he did not think about using the structures that

he had learned in grammar. He was just revising and doing exercises but he did not

even think about how to integrate it with another skill. What is more, he studied

grammar with a book having Turkish explanations and he talked about this in the

interviews by saying “I know most English language teachers do no approve this but
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I do it anyhow”. This also shows that he was aware that there was something wrong

with what he was doing.

Instructors were also asked about whether they showed some strategies to their
students for grammar development. They all said that they did teach grammar to their
students. What is more, 11 and 12 said that they even taught some points that were
not included in the books that they had covered. 11 said that she was showing type 2
and type 3 along with type 1 which was the main topic that she had to cover when
she was covering “conditionals” in the grammar lesson. I3 said that she was doing
her best to teach grammar inductively to her learners and she was doing it with the
context. However, the instructors did not serve the needs and expectations of the
students when they were teaching grammar because they taught grammar just to
teach the students the grammar structures but how they would use them in real life
was an important point that was missed in grammar classes. Thus, the integration of
grammar with other productive skills like speaking and writing did not seem to be
fulfilled.

In addition to grammar, vocabulary knowledge is also another important point that
should be given some thoughts in terms of strategy use. Students were also asked

about this significant issue as well.
4.3.2.5.6. Vocabulary

Students were asked what kind of strategies they used for vocabulary both in the
class and out of class during the first (fall) and the second (spring) term. Their
responses will be shown in different categories according to the three different
groups in which the participants were divided so table 44 shows the answers of the

average group participants.
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Table 44. Strategies used by average group participants for vocabulary development

Participants

Al First Class  Using the words by making sentences with
term them
Home No

Second Class Recognize the words that are important in the

term reading text
Home No
A2 First Class  Synonyms
term

Home  Revision of the words covered in the class

Second Class  Synonyms, making sentences with the words

term
Home  Making a word list
A3 First Class  Synonyms, seeing the words in the sentences
term

Home  Memorization

Second Class  Synonyms, playing games, similar words,
term seeing the words in the sentences
Home  seeing the words in the sentences

Ad First Class Using the words by making sentences with
term them, word formation
Home  Memorization

Second Class Synonyms, word formation, Using the words
term by making sentences with them
Home  Memorization, word list

From table 44, it can be understood that participants in the average group wanted to

improve their vocabulary knowledge with some strategies that seemed to be

beneficial but it can be understood that they could only improve their passive

vocabulary knowledge with the strategies that they followed such as seeing the

words in the sample sentences, recognizing the words in a reading passage. These

would certainly contribute to their vocabulary knowledge but in these activities they
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did not have the chance to actively use the words that they had been learning so they
would stay only in the recognition level in terms of Bloom’s taxonomy (Bloom et al.,
1956). What is more, these participants either did nothing just like Al or tried to
memorize the words with word list or seeing them in the sentences out of their class
time. They used “memorization” strategy by “reviewing” what they covered in the
class time (Wang & Pape, 2005) as shown on table 2. Thus, they did not try to make

a sentence with the words that they had learned.

As for the participants in the higher average group, they were also asked about what
kind of strategies they were using for vocabulary development both in the class and

out of their class time. Table 45 summarizes what they said.
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Table 45. Strategies used by higher average group participants for vocabulary

development

Participants

HAl First Class Making sentences with the new words, trying
term to associate the new words with the previous
ones

Home  Revision, making my own sentences with the
words, listening to songs including the words |
have learned

Second Class  Trying to guess the meanings from the text

term
Home  Revision, listening to songs including the
words | have learned, learning from the reading
texts
HA2 First Class Making sentences with the new words, using
term monolingual dictionary and seeing the sample
sentences

Home  Using monolingual dictionary, seeing the
words in sample sentences, making my own
sentences with the words

Second Class  Synonyms, seeing the words in the reading
term passage

Home  Using monolingual dictionary, seeing the
words in sample sentences, making my own
sentences with the words

HA3 First Class  Synonyms, seeing the words in the reading
term passage

Home  Memorizing, making my own sentences with
the words considering my writings

Second Class  Synonyms, seeing the words in the reading
term passage

Home  Synonym, revision, making my own sentences
with the words considering my writings

From table 45 it can be concluded that in contrast to their peers in the average group,
the participants in the higher average group did their best to use the words that were
taught to them actively. They made their own sentences with the words so that they
could activate them in their minds, which would make them ready to use the words
that they had just learned. This is really important because if you use the new

knowledge that you have acquired, this means that it will be in your active part of
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your brain. Thus, they reached to the synthesis step of Bloom’s taxonomy (Bloom et
al., 1956) because they created their own sentences that belonged to themselves with
the new words, which would make it impossible for them to forget because they
internalize the words by making a sentence that was directly based on their own
opinion with the new vocabulary. They used “cognitive” strategy by “practicing”

(Wang & Pape, 2005).

Along with actively using the words that these learners were trying to learn, they did
the integration of vocabulary development with another skill: writing, which they did
with the grammar development as well. They all said in the second term that they
tried to make new sentences with the words that they had learned considering the
essay types that they would write. By doing so, they thought about using the words

that they had learned in their writing papers, as well.

Regarding the participants in the below average group, they were also asked about
what kind of strategies they were using for vocabulary development both in the class

and out of their class time. Table 46 summarizes what they said.
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Table 46. Strategies used by below average group participants for vocabulary

development

Participants

BA1l First Class No
term
Home Memorization

Second Class Writing the words on the board

term
Home  Memorization
BA2 First Class  Asking my friends, looking up in a dictionary
term on my smart phone

Home No

Second Class  Asking my friends, looking up in a dictionary

term on my smart phone
Home No
BA3 First Class  Seeing the words in a reading text, looking up
term in a dictionary on my smart phone, synonyms
Home No

Second Class  Seeing the words in a reading text, looking up
term in a dictionary on my smart phone, synonyms
Home No

It might seem from table 46 that these participants did not seem to have any solid
strategy for their vocabulary development like their peers in the other groups. The
most striking result that can be concluded from table 45 is that they did not have any
strategy to develop their vocabulary knowledge out of their class time except from
memorization strategy which was used only by BA1. The other participants said that

they did nothing to improve their vocabulary out of their class time.

Instructors were also asked whether they showed any strategies for their students to
develop their vocabulary knowledge. They all said “yes”. All three instructors
reached a consensus on the importance of vocabulary development. 11 talked about

word formation and guessing the meaning from the context strategies. 12 said that
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she got them to play vocabulary games and she did regular vocabulary revisions all
the time to make them remember what they had been taught before. I3 said that she
was acting out to make them learn certain vocabularies or making use of the visuals
which she had either brought to class or which she showed on the computer with the
help of the Internet. Besides, 12 emphasized the importance of whether students
could use the vocabulary that were taught to them because knowing the meaning of
the word might not always work but if a student knew how and where to use the
vocabulary, that meant something for their vocabulary development. This is
important because most of the students in this study thought especially in the think-
aloud protocols that if they knew the meaning of the word, they would understand
the text or they would easily use that word in their essay writing. However, this is not
the case so the students should be made aware of the importance of vocabulary
knowledge in terms of meaning, use and formation and they should be notified that
they cannot claim that they know a word unless they can make a sentence with it.

The importance of the strategy use is vital for students especially those who started
their language learning process from Al level and planned to reach to B2 level
within eight months. However, how they could acquire these strategies is another

issue that should be considered.
4.3.2.6. The acquisition source of learning strategies

Whether the strategies that learners had been using were taught by their instructors or
acquired by themselves is one of most important research questions of this study. It
was questioned in the interviews by the researcher and found out that all the
strategies that all the participant students whether they were from higher average
group or lower average group were using were taught by the instructors. The
participant students said that they did not know anything about language learning
before coming to that school so they said that if they were not familiar with any
strategies just as the case in listening skill, it meant that the instructors did not show
them anything about it. However, students should also take over the responsibility of
their own learning even if they might need the guidance of the instructors but they
expected their instructors to show them everything about the language. Thus, what
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determines the way they study and the strategies that they are using are both another

issues of this study that was dealt with.
4.3.2.7. Factors that affect the way students study and the strategies they use

Students were asked what determined the way they were studying and the strategies
that they were using. The students were asked this question both in the first and the

second term in both interviews.

The participants in the average group all said that the exams were the main factor
that determined the way that they studied and the strategies that they were using
expect from Al who claimed that his own learning experiences were the main factor
that determined his way of studying. When they were asked the same question in the
second term, all of them including Al said that they were studying and using the
strategies that they were using based on the exams that they would take, especially
the final that would determine their fate in that school. A3 explained the situation by
saying:

Although I cannot do regular revisions, I try to revise what we have learned in

the lessons because it is really difficult to learn something new on your own

but it is easy to go over what you have already learned. Actually, | would like

to improve myself more after the exam but for now all | think about is the
exam, the final.

This quote also shows that these participants were doing their best just to pass the
final so they were not worried about whether they had improved their linguistic skills

or not.

When it comes to the participants in the higher average group they said in the first
interviews that they themselves were determining the way they were studying as well
as the strategies that they were using. Their needs, their previous experiences, how
they learn, their psychology, their mood, their own perception were all the factors
that determined their way of studying and the strategies but not the exams. They
were also asked this question in the second term in the second interviews all of them

said that their deficiencies in the language determined the way they were studying.
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They all said they were studying considering their weaknesses in the language. HAl

explained:

I determine how I study by considering my weakest points... during the first
(fall) term I made use of the strategies in order to learn new things whereas |
am now benefiting from the strategies so as to cover up my weakest points in
the language. It is nonsense for me to study on the basis of the exam because
if 1 do so, I feel that I am one of the ordinary students who are trying to save
the moment instead of making efforts to improve their qualifications.

In this quote, it might seem that the participant stated that the points at which he was
not good in the language determined how he studied just like his other friends in the
same group in contrast to his peers in the average group who all said that the exams

determined the way they studied in the second term, especially.

Regarding the participants in the below average group, they were also asked the
same question and BAL said that he was studying in accordance with what the
instructors had said and his own learning style. BA2 and BA3 accepted that they
were studying randomly and their studying was not based on a certain plan or a
regular order. They were asked about the same thing in the second interviews in the
second term and they all said they did not study at all so they did not have a way to
do that. BA3 said “I am not studying any more. I used to study for the exams, which
I would like to pass but it did not work. Maybe that was my mistake: to study just for
the exams”. Thus, they were aware of what they had done wrong at the end of the

semester but that was a little bit late for them.

4.3.2.8. Skills that improved with the help of the learning strategies used by the

learners

Participants in this study were asked in the first interviews which skill they wanted to
improve by using the strategies and which skill they had improved with the strategies
that they had used. The results will be shared with the tables in line with the three
different groupings of the students who participated in this study. Table 47 shows the
results for the average group participants for the first interviews that were arranged in

the first term.
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Table 47. Skill improvement with strategies for average group participants in the

first term
Skill they wanted to Skill they had improved
improve
Al Speaking Speaking
A2 Speaking Speaking
A3 Speaking Speaking
A4 Speaking Speaking

In the first interviews that were arranged almost at the end of the first (fall) term,

students were asked about the skills that they wanted to improve and the ones that

they had improved. From table 47, it can be understood that average level students

said that they all wanted to improve their speaking skills because it was one part of

the language which was essential for communication with people and they all said

that they had improved it with the strategies that they used because they focused

more on it.

Regarding the participants of higher average group, they were also asked the same

question and table 48 summarizes their answers.

Table 48. Skill improvement with strategies for higher average group participants in

the first term

Skill they wanted to
improve

Skill they had improved

HA1l

HA2

HA3

Speaking
Listening and speaking

Reading and writing

Vocabulary use in speaking and
writing

Outline in Writing, fluency in
Speaking

Format in writing, fluency in
speaking
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From the table 48, it can be understood that the participants mentioned different
skills but the common point under which they could be categorized was the
productive skills such as speaking and writing. What is more, they also said that they
improved in terms of vocabulary use in speaking and writing as stated by HAL,
format in writing and fluency in speaking as stated by HA2 and HA3. In contrast to
their peers in average group these learners gave more specific examples for the skills

that they improved thanks to the strategies that they used.

As for the participants in the below average group, they were also questioned about
the skills that they wanted to improve and the ones that they had already improved.

Table 49 summarizes their answers.

Table 49. Skill improvement with strategies for the below average group participants

in the first term

Skill they wanted to Skill they had improved
improve

BAl Grammar Grammar

BA2 Speaking -

BA3 Listening -

It can be concluded from table 49that these participants mentioned different skills
that they wanted to improve. However, BA2 and BAS3 said that they had improved
nothing in terms of their linguistic competence while BA1 said that he improved his

grammar.

These participants were also asked about the same questions in the second interviews
which were held almost at the end of the second (spring) term. The researcher
wanted to check whether anything had changed in the attitudes and preferences of the
participants. Table 50 shows the situation of the participants in the average group in

the second interviews.
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Table 50. Skill improvement with strategies for the average group participants in the

second term

Skill they wanted to Skill they had improved
improve
Al Speaking Speaking
A2 Speaking Reading (skimming, scanning),
Writing (vocabulary and sentence
structures)
A3 Speaking Reading (synonyms, structures,
grammar), Writing (structures)
A4 Writing Reading (synonyms, structures,),

listening (paying attention to the
emphasized parts such as dates)

From table 50, it is clear that the picture is totally different from table 47 that shows
the case for the first term. In the second term, the average group participants
insistently said that they wanted to improve their speaking skills except from A4 who
said “writing” because they all said that speaking skill was much more important
than other skills for their future career. During the second interviews when A4 was
asked why she chose to say “writing” as she mentioned “speaking” in the first term,
she agreed that she still wanted to improve her speaking but as it seemed to be

impossible to improve her speaking so she turned to “writing”.

Another striking point on table 50 was that they improved a skill that was different
from the one they wanted to improve, which was not the same as the first term
comments. Only Al said he wanted to improve his speaking and he said that he had
improved his speaking. The rest of the group said reading (A2, A3, A4), writing (A2,
A3) and listening (A4).

As for the participants in the higher average group, they also talked about the skills
they wanted to improve as well as the skills they had improved. Table 51shows their

situation in the second interviews.
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Table 51. Skill improvement with strategies for the higher average group

participants in the second term

Skill they wanted to Skill they had improved
improve
HA1 Speaking Speaking (improvisation), writing
(format), reading (focusing on the
questions)
HA2 Writing and speaking Writing (format, synonym)

Speaking (signpost phrases,

vocabulary, useful expressions)
HA3 Reading and writing Format in writing, reading

(skimming, scanning)

From table 51, it can be understood that participants in the higher average group
again focused on productive skills like speaking and writing in the second term in the
second interviews. In contrast to their peers in the average group, they had improved
the skills that they wanted to improve because they focused on the points that they
felt themselves less strong. However, the participants in the average group could not
improve the skills that they had mentioned as the skills that they wanted to improve,

which made the difference between average group and higher average group.

As for the participants in the below average group, they were also questioned about
the skills that they wanted to improve and the ones that they had already improved in
the second term in the second interviews as well. Table 52 summarizes what they

said.

Table 52. Skill improvement with strategies for the below average group participants

in the second term

Skill they wanted to Skill they had improved
improve

BAl Speaking -

BA2 Speaking -

BA3 Writing -
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It might seem from table 52 that the participants in the below average group also said
productive skills as the ones to improve but they said that they could not improve any

kind of linguistic skills.

Participant instructors were also asked what kind of strategies these students should
use in order to improve their speaking, writing, listening, reading, grammar and
vocabulary and all of them said they had to study what had been covered in the class
on a regular basis and did whatever their instructors said to them. I3 elaborated on
the issue by claiming:
| think productive skills are much more important, 1 mean, speaking and
writing. Actually all the skills are integrated and they cannot be evaluated
separately but if they improve their speaking and writing somehow, | am sure
the other skills will automatically develop as well because in order to speak,

you have to listen first, in order to write, you have to read a lot. Therefore,
they are all related to each other.

In this quote, the instructor emphasized the importance of speaking and writing and
she claimed that the other skills will indirectly develop as long as the students did

their best to focus on the improvement of speaking and writing.

Students were also asked whether they were using any strategies in the exams, which

is another important question this research is trying answer.
4.3.2.9. Exams that affect the use of learning strategies

Students were also asked whether they used any strategies in the exams to get higher
grades from the exams and they were also questioned in which skill exam they
needed to make use of the strategies most to be able to pass in the final. They were
asked these questions both in the first and the second interviews which were arranged
almost at the end of the first (fall) term and at the end of the second (spring) term

respectively. Table 53 demonstrates the answers of the average group participants.
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Table 53. Strategies and the exams for the average participants

Strategies they have used in Which part of the final

the exams exam they are planning
to use strategies
Al  First Speaking (using the structures Writing

semester  and phrases)
Second  Speaking (using the structures Speaking
semester  and phrases)
A2  First Writing (analyzing sample Writing (Vocabulary)
semester  writings)
Speaking (practicing discussion
questions beforehand)
Second  Writing (format and vocabulary)  Writing (vocabulary)
semester
A3  First Writing (using the structures and ~ Writing (structures)
semester  vocabulary that 1 know)
Second  Writing (format and vocabulary) — Speaking

semester
A4 First Writing (format, using the Speaking
semester  structures and phrases that |
know)
Second  Reading (sentence patters) Writing
semester  listening (focusing on dates and
number)

From table 53, it can be understood that all of the average group participants said in
the first term that they benefitted from the strategies especially in the writing exam
because they all stated in the first interviews that they felt more stressful in the
speaking exam because they had to respond to what was asked within seconds so
they did not have enough time to think over what they were going to say. However,
in the writing exam, they said that they had some time to think over what they were
going to write so they felt less stressful despite the time limitation. A2 said that he
felt extremely anxious when the evaluator asked a question to him looking at his eyes
directly. He said that he had the chance to avoid such direct eye contact in writing
exam, which provided him with the chance to make use of strategies. A3 stated that
she said whatever came to her mind in the speaking exam without thinking what to
say so she could not use any strategy but she had the chance to ponder on what she

was going to write in the writing exams so she had some time to think the vocabulary
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and the structures that she was going to use. However, she could not remember them

at all in the speaking test.

Overall, the participants in the average group used strategies either in the writing or
the speaking test. They did not talk about anything about their listening and reading
tests. Also, except from A2 who said “writing” both in the first and second
interviews, the other participants turned either from writing to speaking or from
speaking to writing when they were asked about the part of the final in which they

needed to use strategies.

As for the participants in the higher average group, they were also asked about the
same questions both in the first and second interviews that were organized almost at

the end of first and second semester respectively. Table 54 shows their answers:

Table 54. Strategies and the exams for the higher average participants

Strategies they have used in Which part of the final

the exams exam they are planning to
use strategies
HALl First Speaking (using the structures Speaking

semester  and phrases) writing (format,
linkers, word choices)

Second  Writing (format), reading Listening (selective
semester  (skimming and scanning), listening)
HA2 First Writing (format, structures), Listening (selective

semester  speaking (fluency in speech), listening)

reading (skimming and

scanning)
Second  Writing (format, synonyms, Writing, speaking and
semester  practicing, linkers), speaking reading

(signpost phrases, idioms,
structures), reading (guessing the
meanings of unknown words)
HA3 First Writing (format, structures) Writing
semester
Second  Reading (skimming, scanning),  Reading and Writing
semester  Writing (format and vocabulary)

From table 54, it can be understood that the participants in the higher average group

said that they made use of strategies in any part of the tests including reading, writing
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and speaking. HA1 and HAZ2 said that they wanted to find some strategies for the
listening part of the final in the interviews. It is interesting that none of the
participants said that they used strategies for the listening test in the exams.
However, in contrast to their peers in the average group who said either writing or
speaking test for which they had to use the strategies in the final, the higher average
group chose the part of the test that they needed to use strategy in the final in
accordance with their needs and deficiencies in the language. When questioned why
they chose that part of the test for the final, all of them said that they had some
deficiency in that part in which they had to improve themselves. However, the
choices of the average group participants were made considering that those choices

would make them gain more points in those exams.

What is striking on table 54 for the higher average group is that they did not choose
the same part of the final test in the first and second interviews and when they were
reminded about their choices for the strategies that they would use in the final test for
the first interviews comparing to the ones that they stated in the second interviews,
they all said that they were deficient in that part of the language at that time so they

preferred that part of the test by clarifying their answers for the first interviews.

Regarding the participants in the below average group, they were also asked to make
the association between the strategies and the exams that they had taken and they

were going to take. Table 55 shows their answers.

Table 55. Strategies and the exams for the higher average participants

Strategies they have used in the Which part of the final exam
exams they are planning to use
strategies

BA1 First -
semester
Second -
semester

BA2 First -
semester
Second -
semester

BA3 First -
semester
Second Reading (skimming, scanning)
semester
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From table 55, it is obvious that that the below average group did not use any
strategies in the exams expect from BA3 who used strategies in the reading exam in
the second term. Also, they all said that they did not think about the final so they
could not answer the question in the first term while in the second term they were
aware that they would not take the final as their averages taken from the mid-terms
and the projects were below 60 so they did not have the right to take the final so they

could not reply to that question in the second interviews, either.

Instructors were also asked in which exams students were mostly making use of
strategies and what they should do in the exams. All of the instructors said that
students were using strategies mostly in reading and writing exams. In reading exams
they were using skimming and scanning because of the time restriction and trying to
guess the meanings of the words that they did not know. In writing exams, they were
memorizing some sentence patterns and structures that they were going to write in
accordance with the topic asked. Also, they were paying great attention to writing
topic sentences and thesis statements that were directly related to the format and
organization. However, the instructors added that students needed to use strategies in
listening and speaking exams as well. 11 said that in the listening they had to pay
attention to the numbers, dates and read the questions before the listening track
started. 12 also talked about the importance of strategies in the speaking exam by
saying:
We are expecting our students to use the new vocabulary, structures and the
phrases that we have taught to them in the speaking exams. Thus, they need
to learn them and revise what has been covered in the class at home so that
they will be able to use them or try to make sentences with them. The content
of the speaking exam is not important. For instance, when | ask about what he
did last week, he does not need to say what he did exactly. What he should do

is to use the vocabulary and give me a sensible response. We do not evaluate
the content but the structure of his speech.

From this quote, it can be understood that the participant instructor emphasized the

importance of the strategies that students should use in the speaking exam not to feel

stressful just because they could not express what they wanted to say in the exams.

They could make up the content by using the vocabulary and structures that would

give the message to the assessor that s/he learned what had been covered in the class
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time. This would also compensate their deficiencies to express what they could not

say in the exam.

4.3.2.10. Learning strategies and their relation with self-regulation and language

proficiency

Students were asked both in the first and second interviews about whether the
strategies that they had been using had any effect on the improvement of their self-
regulation skills and language proficiency. These two concepts will be presented in
the following pages.

4.3.2.2.10.1. Self-regulation

When the participants in the average category were asked in the first interviews
whether the strategies that they were using had any influence on their self-regulation,

they all said that they had positive effects. A4 elaborated on what she said:

With the strategies | feel myself more successful. In my first exam | could not
use any strategies because | did not know them but my second exam was
much better because | was able to use strategies. When | become a learner
with higher awareness, | have a high tendency to learn more. When you learn
more, you become more successful and when you are successful, you become
more enthusiastic to learn the language.

In this quote, the student emphasized the importance of the chain that linked the
success with the strategies that helped her make a self-regulated learner.

This same question was also addressed to these learners in the second interviews
which were held almost at the end of the second (spring) term. Again, all of the
participants in this group said that the strategies affected their self-regulation skills

positively. A3 said:

| have got more conscious with the strategies. At the beginning of the
academic year, | knew none of them but with the strategies | improved myself
a lot. | have realized that | can do something in order to learn English despite
the difficulties that I can face, which has made me happy. The higher grades |
have got from the exams, the happier | have become. Consequently, when |
am happier, my willingness to study more has increased accordingly.
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In this quote, the participant stressed that she wanted to study more and more with

opportunities strategies provided her with.

Participants in the higher average group were also asked the same question in the
first interviews. They all said that the strategies brought about positive changes in

their studying skills. HA1 elaborated on the issue by saying:

With the strategies, | save my time. In order to be successful, I am two or
three steps further in the front than the others thanks to strategies. When you
find yourself new ways to learn by means of strategies, you make yourself
more aware of the easiness and efficiency of language learning process,
which makes it more entertaining.

This participant tried to say that strategies helped students recognize the easy and

efficient way to learn a language.

These participants were also asked the same question in the second interviews that
were conducted almost at the end of the second (spring) term. They all said that the
strategies made their life easier and they internalized the language learning process
with the help of the strategies, which made them feel more relaxed about language

learning. HAL said:

| compare myself with others who do not use strategies. They learn English
just to pass the exams whereas | learn it for myself, my career, my future and
my profession. | learn English not just for the exams but for personal
development. | feel myself more culturally equipped person with the help of
these strategies.

He emphasized that he made language learning part of his life with the help of
strategies so he did not consider language learning as an obligation to pass the final

but as a process that was part of his life that has been devoted to learning new things.

The same question was also asked to the participants in the below average group in
the first interviews in the first (fall) term. They could not comment on the question as
they stated that they were not using adequate strategies to make them feel self-
regulated. However, they accepted that they would if they were using so. They were
also questioned about the same thing in the second interviews in the second (spring)
term. They all said they were not affected positively by the strategies as they were

not using them much. BA3 explained:
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| was not affected at all so | could not improve. However, if they gave me the
chance to learn the language again all from the start, | would do it better
because | now know what I should do. I am now more aware. Actually, | have
become more conscious in the second term but | am a little bit late.

In this quote, the participant accepted that he was not affected by the strategies
positively because he was not using them but he was aware of their positive
consequences if they were used by the learners.

The participant instructors were also asked whether students’ using strategies made
them self-regulated learners. They all said “yes” and they added that the strategies
would affect the students positively in terms of self-regulation. They also stated that
strategies would make it possible for them to discover themselves and how they
learned, which would make it easier for them to know what to do and how to study
for the language because learning a language is not something similar to learning

Math’s and Chemistry.

The influence of the strategies over self-efficacy is obvious but the effects of the

strategies on the language proficiency were also questioned.
4.3.2.10.2. Language proficiency

Students were asked whether the strategies that they were using developed their
linguistic competence and language proficiency in terms of reading, writing,
speaking and listening in the first and second interviews. Table 56 shows the
responses of average group participants for the first interviews.
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Table 56. Strategies and language proficiency of learners from the average group for

the first interviews

Skills The developments by means of strategies
Al Reading I can realize the vocabulary that | have learned, which
makes me better understand the texts.
Writing Instead of simple sentence, | can write more complicated
sentences with the structures that I have learned
Listening | can better understand what | hear
Speaking I can communicate well with my interlocutor and use the
structures that I have learned
A2  Reading -
Writing I can write something
Listening | have started to understand the songs
Speaking I can respond to the questions that | I have never
answered
A3  Reading I can realize the vocabulary and structures that have been
taught
Writing | can write
Listening -
Speaking I can speak depending on the topic
A4 Reading I can realize the vocabulary and structures that have been
taught
Writing I can write directly about the topic
Listening -
Speaking I can make better sentences with the structures and the

vocabulary that have been taught

From table 56, it can be understood that the participants in the average group had

awareness that they had improved their skills somehow with the strategies but they

could not give specific examples. The only thing they said was that they felt that they

had improved their skills. However, not many details were given to the researcher.

A3 and A4 said that they could not feel any improvement in their listening skill
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whereas A2 said he did not improve his reading. The same question was asked to

them in the second interviews as well. Table 57 shows their responses.

Table 57. Strategies and language proficiency of learners from the average group for

the second interviews

Skills The developments by means of strategies
Al Reading I can realize the vocabulary that | have learned, which
makes me better understand the texts.
Writing (+) I can write something by looking up in the dictionary
Listening | can realize the vocabulary | know when | hear it
Speaking (+) | can express myself easily wherever | go

A2  Reading (+) I can understand the text with the vocabulary I know
Writing (+) I can write something with the vocabulary | know
Listening -

Speaking -

A3  Reading (+) I can understand the different messages texts give
Writing (+) I can write using the vocabulary and structures taught to
Listening :nseiért to understand what I hear
Speaking I can speak depending on the topic

A4 Reading (+) I can easily analyze the reading text and better

understand them
Writing (+) | write better than I did.
Listening -
Speaking -

On table 57, there are pluses (+) next to some skills which show that those skills

were the ones that had improved much more than the others. The participants said
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that their reading and writing skills improved much more than other skills. Again,
they could not give specific examples on how they improved them but most
commonly stated strategy was using the vocabulary and structures that were taught to
them. This shows that this group of learners was not using as many strategies as their
peers in the higher average group whose results are on table 58.

Table 58. Strategies and language proficiency of learners from the higher average

group for the first interviews

Skills The developments by means of strategies
HA1 Reading With the help of reading books and grammar analysis, |

can better understand the texts

Writing Instead of simple sentence, | can write more complicated
sentences with the structures that I have learned

Listening By watching TV serials with English subtitles and
listening to music, | can better understand what | hear

Speaking I can communicate well with my interlocutor even

though it is not at the high level and use the structures
that | have learned

HA2 Reading Skimming and scanning strategies help me save time
Writing Making an outline and writing the first draft and turning
it into final draft make me improve my writings a lot
Listening Reading instructions, selective listening help me a lot
Speaking My focus on fluency instead of accuracy make me
express myself
HA3 Reading I understand the text better by skimming and scanning
Writing I have realized that | can write by using the strategies
step by step
Listening -
Speaking -

From table 58 it can be understood that in contrast to their peers in the average
group, the participants in the higher average group gave more specific examples for
how their skills improved with the strategies that they were making use of. HA3 said

she could not improve her listening and speaking skills. These participants were also
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asked the same question in the second interviews in the second (spring) term. Table

59 shows their results.

Table 59. Strategies and language proficiency of learners from the higher average

group for the second interviews

Skills The developments by means of strategies
HA1 Reading (+) I can realize the vocabulary that | have learned, which
makes me better understand the texts.
Writing (+) I can write an essay easily with the vocabulary | have
accumulated.
Listening -
Speaking I can make sentences with the structures that | have
learned
HA2 Reading (+) I can read academic articles, learn vocabulary from
them, try to guess the meanings of the unknown words.
Writing (+) | pay attention to the format, linkers, vocabulary and
terminology
Listening -
Speaking -
HA3 Reading (+) I can understand the longer texts which I could not read
before
Writing (+) I can write using the vocabulary and structures taught to
me.
Listening -
Speaking -

On table 59, it can be seen that these participants again gave specific examples for

how they improved their skills just like they did in the first term but it is obvious

from table 59 that they all said that they improved their reading and writing skills

much more and they could not give any examples for listening and speaking.

Regarding the participants in the below average group, they were also asked whether

their language proficiency improved with the help of the strategies that they were
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using in terms of the four skills in the first interviews. Table 60 demonstrates their

responses.

Table 60. Strategies and language proficiency of learners from the below average

group for the first interviews

Skills The developments by means of strategies

BAl1 Reading A little bit vocabulary

Writing
Listening -
Speaking -
BA2 Reading Vocabulary
Writing Vocabulary
Listening -
Speaking -
BA3 Reading -
Writing Vocabulary and structures
Listening -

Speaking -

It can be understood from table 60 that below average group members could not say
much about their language improvement. They only mentioned ‘“vocabulary
improvement” which led to the development of either reading or writing. They were
questioned about the same thing in the second interviews. In the second interviews
which were conducted one month before the end of the second (spring) semester, the
participants in the below average group said that they could not realize any
noticeable improvement in their language proficiency. Only BA3 said he felt a little

bit improvement in his reading and writing skills because of the vocabulary and
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structures that he had learned. BA1 and BA2 could not talk about any development

in the second interviews.

Participant instructors were also asked whether the strategies that students were
making use of had any impact on their language proficiency. They all made different
comments. 11 and 12 said that all these four skills cannot improve simultaneously in a
synchronized way. Thus, 12 said that they were highly suggesting their students that
they should use strategies to get higher grades from the exams even though they
could not fulfill the objectives of all the four skills. 11 elaborated on the issue by
saying:
It is impossible for a student to improve his four skills at the same level in a
synchronized way because there is a part of the language in which someone is
dominantly more skillful. Some can understand the text when they read it
only once whereas some others can only understand when they read it eight
times. Thus, what | suggest is that if they are not capable of some parts of the
language, they should concentrate on the other parts that they are good at so
that they will compensate their deficiencies this way. For example, if you are
not good at speaking, you have to do your best to get your highest scores
from writing and reading trying focus on them so that there will be a balance
between your scores that you get from the exams. This case is also valid in

our mother tongues as well. We cannot be equally perfect in four skills in our
first language let alone in English.

This explanation of 11 explained the reason why the participants in the both higher
average group and average group chose only reading and writing as the skills which
they improved by means of the strategies that they were using by not mentioning
other skills in the interviews because improvements of speaking and listening skills
are not that easy to be noticed because of the several reasons that will be discussed in

the conclusion chapter.

Determining the self-efficacy level of the learners and its relation to the strategies

that they were using is another issue to be handled in this study.
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4.3.3. Self-efficacy level of the learners and its relation with the education given

in this institution

Participants were asked in the interviews whether there was any relation between
self-efficacy and the use of language learning strategies, which was also analyzed
with the questionnaire results with the help of SPSS statistics, which gave high
positive correlation. This time, they were questioned in the interviews in a qualitative

way.

The participants in the average level group all said that there was a strong

relationship between the strategies and the self-efficacy of a learner. Al explained:

The strategies that | use are beneficial for my self-efficacy because they
increase my trust on myself. | feel myself more secure in places where
English is spoken because | can understand them partially though not fully. |
improve my English by using strategies, which lead to the increase in my
self-efficacy. This is a kind of chain effect.

In this quote, the participant emphasized the strong relation between strategy use and

self-efficacy.

These average level participants were also asked the same question in the second
interviews in the second (spring) term and they said that it was undisputable that
there was a strong relation between these two concepts. A2 said:

With the help of the strategies, | have learned new vocabulary, which | have
seen in reading texts, the questions of which I can easily solve. Consequently,
this has increased my self-confidence and | have realized that | have my own
self-efficacy, which can make my life easier. Especially when | notice that |
can do what I have studied beforehand, my self-efficacy is easily felt.

It can understood from this quote that the participant mentioned the importance of
using strategies so as to study English, which made him feel his self-efficacy easily

in his own life outside the classroom.

This question was also asked to participants in the higher average group as well in
the first interviews and they all said that there was a strong relation between using

strategies and self-efficacy. HAL explained the case:

213



The benefits of strategies are not open to discussion. | will use the same
strategies that | have used to learn English next year when | am in my
department. | will attend conferences in which | will need listening strategies.
I will communicate in English with my lecturers. The creativity that | need to
do these activities will have an effect on my future. | will use the strategies
that | have acquired here to learn some other things, which will have a
positive effect on my self-efficacy.

The importance of strategy use in every field of his life is stressed by HA1 in this
quote. He wanted to say that he made them part of his life so that they would all have

a positive influence on his self-efficacy in every stage of his life.

These participants were also asked whether there was any relation between strategy
use and self-efficacy in the second interviews and they all said “definitely yes”.
There was no change in their perspective in this issue in the second interviews that

were arranged almost at end of the second (spring) term.

The participants in the below average group were also asked about the same question
in the first and second interviews and they all said that there must be a strong relation
between strategies and self-efficacy but they could not feel it because they did not
use strategies effectively and adequately so they could comment on it and give
examples neither in the first interviews nor in the second interviews. Therefore,
unlike their peers in the average and higher average groups, they could not exemplify

it from their lives. BA2 said:

| am not using strategies so | am naturally not affected. Thus, | do not know
that feeling of self-efficacy so | have no idea. However, there must be a
relation between strategy use and self-efficacy.

These are the words used by BA2 in the first interviews but he said almost the same
thing in the second interviews as well. Thus, he stressed that there must be a relation

but he could not comment on it.
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4.3.3.1. Relation between self-efficacy level of learners and their achievement in

this school

Participants were asked whether the education provided them in that school where
the research was carried out helped them develop their self-efficacy both in the first

and second interviews. Table 61 provides the responses of participants in the average

group.

Table 61. The program of the school and its effect on the learners’ self-efficacy for

the average group

Effects  What ways?

Al  First Positive | can use the things | have learned here in my daily
semester life.
Second  Positive | can express myself well in English
semester

A2  First Positive  Speaking part of the exams make me express myself
semester in English
Second  Positive | can make complicated sentences with the help of
semester the education given here.

A3  First Positive  The videos that | watch here broaden my horizon
semester
Second  Positive It provided us with the chance to improve our
semester speaking

A4 First Positive  The education provides us with the chances to
semester develop ourselves
Second Positive | can now understand English much better than |
semester did.

It might seem from table 61 that the participants in the average group all said that the
program of the school gave them the chance to develop their self-efficacy both in the
first term and the second term. What was common among the comments made by the
average group was that they all said the program increased their expression power in

English.

Regarding the participants in the higher average group, they were also questioned
about the relation between the education that they got and the development of their

self-efficacy in relation to it. Table 62 shows their responses.

215



Table 62. The program of the school and its effect on the learners’ self-efficacy for

the higher average group

Effects  What ways?

HA1 First Positive | can use my creativity either to write and
semester understand a text instead of getting any assistance.
Second  Positive  This education developed myself not only in terms
semester of linguistic competence but also cultural

knowledge

HA2 First Positive  Teaching the strategies to me developed me myself
semester
Second  Positive | feel myself more relaxed to express myself in
semester English especially with foreigners

HA3 First Positive It taught me how to learn a language by raising my
semester interest in learning new things
Second  Positive  This education has changed my perspective towards
semester a foreign language learning

It might seem from table 62 that the participants in the higher average group all said

that they had improved their self-efficacy with the help of the program in that school.

The comments of the HA1 and HA3 were interesting in that they talked about more

general skills that they had acquired with the help of the education given to them in

that school instead of only focusing on learning English.

Regarding the participants in the below average group, the researcher addressed

these learners with the same question both in the first and second interviews. Table

63 demonstrates their responses.
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Table 63. The program of the school and its effect on the learners’ self-efficacy for

the below average group

Effects = What ways?

BA1 First Negative Education is insufficient. Instructors should be
semester more active
Second  Neutral | have seen very little improvement in myself
semester

BA2 First Positive  Everything is satisfactory. We should take over
semester more responsibility of our own learning
Second  Positive  If | had studied, | would improve myself.
semester

BA3 First Positive  Education is satisfactory but it depends on how
semester you take it. For example, | cannot take it

effectively.

Second  Negative | could not learn much in the second term.
semester

It can be concluded from table 63 that BA1 and BA3 complained about the program
in the first and the second terms respectively. However, they all accepted that they
did not gain much in terms of self-efficacy and BA2 said it was because of

themselves who should be in charge of their own learning process.

Instructors were also asked whether the education that they were providing the
students with helped them develop their self-efficacy. They all said “yes” despite the
restrictions in terms of physical and financial problems that they were facing.
However, they all said this issue all depended on the efforts of the students. If they

were doing their best to develop their self-efficacy, they could do so.
4.3.3.2. Activities of the school and their effects on self-efficacy

The participant students were also asked whether there were any activities or events
organized in the school for them to develop their self efficacy and what kind of
activities could be arranged for them in the first interviews. Table 64 shows the

responses of the participants in the average group.
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Table 64. Activities both organized or should be organized to develop self-efficacy

of learners by the average group in the first interviews

Activities that have been
organized

Activities that should be organized

Al

A2

A3

Ad

The activities in the lesson hour

No

Videos that we watch in the
class broaden our horizon
Reading analysis

Students should be given the chance
to communicate with the foreigners
Speaking club should be organized
for the students to speak English and
there should be competitions that
provide prizes

Speaking club and short movie
competitions should be organized
Speaking club should be organized

It might seem from table 64 that in the first interviews these participants said that the

activities were not either satisfactory or sufficient for them to develop their self-

efficacy. Thus, these students were asked the same questions and whether the

activities that they mentioned as the ones that should be organized were arranged in

the second term so they were asked whether they joined in those activities. Table 65

shows their responses:
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Table 65. Activities both organized or should be organized to develop self-efficacy

of learners by the average group in the second interviews

Activities that have
been organized

Whether they have
participated

What else can be done?

Al

A2

A3

During lessons:
Discussion and debate
groups

Out of lessons: culture
week, speaking club
During lessons:
Presentations, projects
Out of lessons: Culture
week, speaking club
During lessons: videos,
vocabulary games

| did not find
speaking club
beneficial because
there was no
feedback

| did not join in the
speaking club

| joined in the short
video competition

Activities with Erasmus
students or tourists

Nothing much

Song competition

Out of lesson: short but did not
video competition, participated in
speaking club speaking club
A4 During lessons: videos, | did not join in Nothing much
reading texts speaking club

Out of lesson: culture
week, speaking club

It can be concluded from table 65 that the participants in the average group said that
they all benefited from the activities done in the class time but they added that they
also benefited from the culture week organization but it was interesting that they did
not join in the speaking club activity even though all of them said they wanted the

school to organize it.

This question was also addressed to the participants in the higher average group and

table 66 shows their responses.
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Table 66. Activities both organized or should be organized to develop self-efficacy

of learners by the higher average group in the first interviews

Activities that have been Activities that should be organized
organized
HA1 The activities in the class time ~ Conferences, seminars,
competitions, outings
HA2 The activities in the class time  Speaking club should be organized
for the students to speak English and
such as debates and discussions  some other organizations with
Erasmus students such as trips in
Istanbul
HA3 Only activities in the lesson Speaking club and competitions
should be organized

It can be understood from table 66 that the higher average group members all
complained about the lack of activities that would develop their self-efficacy and
they said that they were only exposed to these activities within the class time in the
first term in the first interviews. Thus, they were asked this same question in the
second interviews that were conducted one month before the end of the second

(spring) semester. Table 67 demonstrates their responses:
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Table 67. Activities both organized or should be organized to develop self-efficacy

of learners by the higher average group in the second interviews

Activities that have
been organized

Whether they have
participated

What else can be done?

HA1 During lessons: | joined inthe quiz ~ Giving students
Discussion show responsibility to prepare a
Out of lessons: spelling reading text and its
bee, culture week, quiz questions, providing sts
show, speaking club with opportunities to
interact with each other
as a competition
HA2 During lessons: | did not joininthe  Organization with the
Presentations, projects  speaking club Erasmus students, short
Out of lessons: Culture  because | did not trips or meal with them to
week, speaking club need it socialize
HA3 During lessons: videos, | joined in the short ~ Speaking club should be

organized in the first term
as well.

vocabulary games

Out of lesson: short
video competition,
culture week, speaking
club

video competition
but did not
participated in
speaking club

It might seem from table 67 that the participants in the higher average group said that
the activities both within the lesson hours and out of lessons became more versatile
in the second term than the ones in the first term, which made them both satisfied and
self-efficient students as well. However, these students suggested more options that
could be done in the school for the students who wanted to develop their self-

efficacy with the help of these prospective activities.

Participants in the below average group were also asked the same question and table

68 shows their responses:
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Table 68. Activities both organized or should be organized to develop self-efficacy

of learners by the below average group in the first interviews

Activities that have been Activities that should be organized
organized
BAl Few activities in the class time ~ Worksheets should be given.
Activities out of class time are not
necessary
BA2 Few activities in the class time  Speaking club should be organized
for the students to speak English
BA3 Only activities in the lesson Speaking club should be organized
and there should be some foreign
students

It can be understood from table 68 that the participants complained that not many
activities were available for them to develop their self-efficacy in the first interviews
in the first (fall) term and they came up with some options like speaking club activity

which would force them to speak English under certain circumstances.

They were also questioned in the second interviews one month before the end of the

second (spring) semester about the same issue. Table 69 shows their responses.

Table 69. Activities both organized or should be organized to develop self-efficacy

of learners by the below average group in the second interviews

Activities that have Whether they have What else can be done?
been organized participated

BA1 During lessons: I did not join the Worksheets can be given.
speaking speaking club
Out of lessons: speaking
club

BA2 During lessons: No idea | did not join inthe  Spring fest that is related
Out of lessons: Culture  any activity to English
week

BA3 During lessons: I did not join inthe ~ Speaking club should be
discussion and debate speaking club organized in the first
groups because I did not term as well.
Out of lesson: culture feel myself
week, speaking club proficient enough to

go there
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It might seem from table 69 that students in the below average group said that there
should be more to be done in the class time and they added that they were not
interested in the activities that were arranged out of the class time. Thus, they did not
want to allocate their spare time to extracurricular activities so they just wanted to
have activities that would serve their needs within the class time, which would seem

to be impossible because of the intensive curriculum of these learners.

Participant instructors were also asked whether the activities organized in that school
were satisfactory and sufficient for the learners to develop their self-efficacy. They
all said that there were efforts to organize such activities in that school and they were

satisfactory but more could be done. 13 explained:

| really support such activities. My students joined in them. | can really see
how much they like to do the things they love. They are really creative in
culture week activities as there are students who make a short movie,
compose a song and present something interesting. | think they really enjoy
doing these activities while they learn a lot at the same time so we should
encourage them to do such things more. We, as the instructors of this school,
should organize more activities that will attract the attention of the students so
that there will be more attendants in such activities. For instance, we can
organize something that includes other School of Foreign languages in other
universities as well. These things may happen.

In this quote, the enthusiasm of the participant instructor can easily be noticed and it
was clear that the instructors of that school were open to such activities that would
develop their students’ self-efficacy. What was needed was the same enthusiasm that

should come from the students as well.
4.4. Conclusion

This chapter has presented the findings of the study in a detailed way. The findings
of the study have been given under the related research questions of this study.

Two different types of data analysis have been done for this study: quantitative and
qualitative. According to quantitative data analysis, it can be concluded from the
questionnaire results that cognitive and metacognitive strategies were mostly used
strategy by all 169 participant students who started their language learning from Al

level in this school where this study was carried out. However, when the quantitative
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data collected through the interviews, think aloud protocols and student diaries were
analyzed to understand the case better, it can be concluded that the students from
different levels used either cognitive and memory strategies. The participant students
in average group and below average group did not change the strategies that they had
been using in the first term in the second term. However, higher average group
participants changed their strategies in accordance with their needs and deficiencies
in the language. Almost all of the participants said that they used the strategies to
improve their reading and writing skill more and they complained that they could not
improve their listening much. Additionally, participants in the both below average
group and higher average group said that they used strategies to get higher grades

from the exams especially in reading and writing exams.

The next chapter will include the interpretations of the findings presented in this
chapter along with their educational implications. It will also shed a light on how this

study could be reorganized and applied in other contexts.
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CHAPTER 5

CONCLUSIONS

5.1. Introduction

In this chapter, there will be some conclusions that have been drawn from the results
of this research which were presented in detail in the previous chapter. The
conclusions were made based on the questionnaires, interviews, think-aloud
protocols and the students diaries. The interpretations of these results are highly
important in that they will pave the way for the educational implications of this study

as well as the recommendations for the future studies.
5.2. Summary and Discussions
5.2.1. The importance of motivation

Students were all asked about why they were learning English before they were
questioned about the learning strategies that they were using or the benefits that they
had gained through them as warm-up questions before the real interview questions
that were directly related to the purpose of the study were asked by the researcher.
However, the responses of the students gave a lot for the analysis of the researcher
because it was found that the participants in the higher average group attributed their
willingness to learn English to the factors that were coming inside them such as the
will to learn another culture, the chance to be able to learn another community, the
opportunity to be able to broaden the horizon by learning about another culture and
community. However, the participants in the average group and the below average
group all stated that they wanted to learn English just because they had to as their
departments were providing English medium instruction or they wanted to develop
themselves in their career as learning English would open the doors for their future
professions. Thus, they all based their motivation to learn English on materialistic

and pragmatic causes.
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The participants in the higher average group had the intrinsic motivation which
comes out of sheer enjoyment, challenge, pleasure, or interest (e.g., Berlyne, 1960;
Hunt, 1965; White, 1959). This means they want to learn English because they want
to improve themselves and consider this process as personal development rather than
professional development. However, the participants in the average and below
average group were driven by outer sources and motivated by extrinsic motivation
which does not have the direct relevance to the behavior itself (Hoyenga & Hoyenga,
1984). The behavior is triggered by other different reasons, which might have solid
and concrete results. Thus, these learners with extrinsic motivation wanted to have a
solid result in the end, which was equal to passing the final test. They did not focus
on the process of language learning but they wanted to have a pleasant result at the
end of this academic year. Therefore, the only purpose of these learners was to pass
the final test whereas the aim of the learners in the higher average group was to
benefit from this language learning process during one academic year as much as
they could. Therefore, they were motivated intrinsically, which had contributed to
their success. It has been stated that students need not only skills and strategies but
also motivational beliefs for success (Bandura, 1993; Oxford & Shearin, 1994,
Pintrich & De Groot, 1990).

5.2.2. Difficulties learners face

Along with the motivational factors that affected the self-regulation skills of the
students, they were also asked about the difficulties that they had while they were
learning English. According to the results of both questionnaires and interviews
given in the previous chapter, students found productive skills (speaking and writing)
more difficult to handle. This might be because of their educational backgrounds
because most of these participant students said that they graduated from state high
schools where receptive skills were given more importance because they had been
tested easily on multiple-choice tests. However, it is not that easy for the assessor to
test writing and speaking skills with a standardized test. These students took English
test in a standardized exam which is called “TEOG” all through the country before
they started their high school education. In TEOG exam, they were supposed to

answer multiple choice questions in different majors including Turkish language,
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Math’s, Religious Studies, Science, Turkish History and Foreign Languages
consisting of English, German, French and Italian (MEB, 2016). The question types
of the English exam are structural evaluating the comprehension level of the students
with a reading text, dialog questions and sentence completion requiring the students
to know the sentence pattern of the language. Thus, as these students were not tested
on their writing and speaking skills in these standardized tests that will determine
their future as the points that they get from these exams will determine which high
school these students will attend in the following years. Therefore, their English
language teachers are training them to get ready for these exams instead of qualifying
them with real-life language skills such as writing and speaking.

When they start their high school education their focal point moves to university
entrance exam in which they are not supposed to do any English language questions
so they totally ignore the language lesson. In the end, when they start their language
education in the School of Foreign Languages in a university in which they will get
English medium instruction, they naturally say that they will have difficulty in
writing and speaking because it will be their first experience to tackle with these
language skills and the first experiences are always threatening because the less
familiar someone is with something, the more intimidating it might seem to that

person.
5.2.3. The importance of self-regulation skills and self-study

Another important issue that should be considered is the importance of “self-study”
to be a self-regulated learner. Self-study was one of the deeds that made higher
average group participants different from their peers in other groups. The higher
average participants all said that they studied what had been covered in the lesson on
a regular basis while the participants in other groups said they studied whenever they
wanted. It is really important that these learners should continue studying out of their
class time. Harmer (2015) advises teachers that “we can show them how to continue
working and studying on their own by suggesting a number of techniques” (p. 105).
This is important because a student who starts an academic year from Al level
expecting to reach B2 level at the end of the year should do his/her best to improve
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his/her language skills. As the time is limited to eight months in one academic year,
more efforts are expected from these students to keep up with the intensive program
that is aimed at making Al level students reach B2 level within eight months. It has
also been stated in the report that has shared the state of English in Higher Education
in Turkey by British Council (2015) that it is really demanding for students who start
their language learning from Al level to reach to B2 level in English language within
one academic year, which has been main the procedure for most of the School of
Foreign Languages in Turkish state universities. Thus, students should take over the
responsibility of their own learning and do their best within this limited amount of
time instead of trying to learn only within the lesson hours.

As the time given for these students who start from Al level and have to reach to B2
level at the end of the academic year is rather limited, it seems clear that they need
more time for self-study to accelerate the development pace of their linguistic
competence. This maddening pace of the curriculum aiming at taking Al level
students to B2 levels might have either a positive or a negative effect on the students.
The students in the below average group stated that they were adversely affected by
the pace of the curriculum as they could not keep up with it. Hence, in the end, they
gave up as they understood that they would never be able to make up for the
deficiencies they had. However, the participants in the higher average group
considered this pace of the curriculum as a challenge and behaved and organized
their studies accordingly. Therefore, this pace should not be seen as a threat by
learners but rather it should be taken as a challenge that will make them more
advanced.

Self-study time is vital for these students who are in rush to be able to reach B2 level
at the end of the academic year. However, it can be seen from the results that self-
study time has substantially decreased in the second (spring) term among the
students. This might be because of the warmer weather conditions which made the
learners more relaxed increasing their tendency to get around Istanbul instead of
concentrating on their studies as HA3 stated in the second interviews. However,

teachers are the ones who are responsible for making their students engaged with
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activities that will make them concentrated on their studies. Anam and Stracke

(2016) raise the issue of teacher encouragement:

Teachers should encourage their students to actively look for occasionsto
practice English outside the classroom. The teachers could also design lessons
that involve out-of-school activities. Theycould also help their students
become more confident in being able to perform language tasks successfully
and use learning strategies appropriately (p. 8).

It can be concluded from this quote that teachers are in charge not only of the
classroom activities of the students but also the activities that students must handle

outside the classroom.

Another important reason why students might not become self-regulated is that
students are becoming more exam oriented as the final exam is approaching so they
study just to pass the final instead of learning more about the language. Especially
the participants in the average group all said that they were not studying as much as
they did in the first (fall) term and they accepted to be exam-oriented learners as the

final time got near.
5.2.4. Monitoring language improvement

Apart from self-study, students were also asked about whether they kept the track of
their linguistic development and how they did it. The average group said they did by
comparing what they had known with what they knew then so it was a kind of
comparison between past knowledge and previous knowledge. However, the
participants in the higher average group stated that they evaluated their performance
on productive skills (speaking and writing) to determine their development. How
they made sentences and how they expressed themselves in a spoken and written
language were the criteria for them to evaluate their performance. Abraham and
Vann (1987) also confirm that successful students use a variety of strategies,
especially productive ones. In contrast, their peers in the average group paid attention
to their performance on receptive skills such as their comprehension level of the
reading texts the questions of which they were trying to solve. Surely, both types of
assessment are important for students to evaluate their developmental process but the

performance on productive skills will certainly give the real results because unless a
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student can produce what s/he has received, it means that s/he has not reached to
synthesis stage in which s/he is expected to create or make his/her own sentences
with the knowledge s/he has accumulated (Bloom et al., 1956). Therefore, the
average group participants stay in comprehension stage in which they are to
understand, describe and explain what is happening around them. What is more, the
evaluation based on the comprehension level might be misleading for these students
as they might think that they have developed their language skills even though they
have a long way to go. Hence, they should assess their knowledge that they have
acquired with the synthesis stage in which they can see whether they can effectively
use their knowledge. Thus, there are two more stages that average group should take
in order to reach the level of the participants in the higher average group: application
and analysis. This feature also makes the participants in the higher average group
different from others. In the second interviews, the participants in the higher average
group stated that they focused on productive skills while they were trying to upgrade
themselves whereas the ones in the average group stated that they focused more on
the receptive skills, which leads to a huge gap between these two groups almost at
the end of the academic year. Rowsell and Libben (1994) claim that the real
difference between high and low achievers is that higher achievers engage
themselves with “communication-making” and “context making” activities. They
even create imaginative dialogs and conversations in their minds to practice their

language skills (p. 668).

When participants were asked whether they had a look at their grades in order to
determine their linguistic development, they all said that their scores that they got
from the exams meant nothing for them. It is really interesting because these students
especially the ones in the average and below average groups stated that all they
wanted was to pass the final but the exams were not a criterion for them to evaluate
their performance. Thus, they consider exams just as a tool that determines their pass
or failure so they do not take them that seriously. Instructors also stated that they did
not consider the exam results as the primary criterion to evaluate their students’
performance. They all said that their students’ interest and participation in the class

were great indications of their real performance and capabilities. As the exams are
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not prepared by the instructors who are responsible for teaching to these Al level
starters, they do not pay a great amount of attention to their results because they are
prepared by a testing committee whose responsibility is to prepare the exams in this
institution. There should be a strong cooperation with these instructors and the
committee members who are preparing the exams because these committee members
do not give any lectures in the real classroom environment but prepares the questions
in accordance with the curriculum and materials being used in the class. However, it
is the instructors that teach in the class who can know what works or does not work
so if the committee members consult for the ideas of these instructors actively
teaching in the class, the validity and reliability of the exams will increase.
Furthermore, the instructors teaching in the class will also trust the exam results to

evaluate their learners’ performance.
5.2.5. The acquisition of learning strategies

Students were also asked about whether they had previous knowledge or experience
with language learning strategies before coming to that school and all of them said
“no”. They were not trained on how to be a good language learner. They all said that
they were introduced to the language learning strategies here by their instructors for
the first time. This might be because of the different priorities these students had
before starting their university life. It can be concluded that these students have not
taken a qualified satisfactory language teaching pedagogy either in their primary
school or high school because they really do not know how to learn a foreign
language. As HA3 mentioned in her interviews, they learned how to learn a foreign
language when they started their language learning in that school. This is making
things even more difficult because it is easier for a student who knows how to learn a
foreign language to teach the language as efficiently and effectively as possible
without having any troubles. However, these students started to learn the language
from the very beginning as well as the strategies and techniques that they have to use
to maximize the efficiency of the education. Chamot (2004) also verifies that
teachers should teach the strategies that learners should make use of in detail. What

is more, Griffiths (2007) claims that students use strategies that are considered and as
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important by the teachers. Hence, students give more priority to the strategies that are

given more importance by their teachers.

It is interesting that all the strategies that students are making use of are learned from
the instructors. Actually, students should decide upon the strategies that they will use
in accordance with their needs and level of language on their own because nobody
knows their language level in terms of their proficiency and deficiency better than
themselves. They have to choose the strategies that will suit best to their needs. Bates
(1972) state that good language learners use strategies that suit their characters and

their own needs whereas unsuccessful ones use less efficient strategies.

If learners are using only the strategies introduced to them by their instructors, this
will lead to spoon-feeding, which will kill their creativity, which is one of the key
elements of language learning process. If the creativity of the students is blocked,
there will be neither development nor advancement in terms of language. Thus,
students should be given the space to make up their minds about the way they will
follow only with some special guidance by the instructors. Thereby, Chen (2007)
warns that teachers should pay great attention to comments of the students “about
their learning process, use of strategies they were learning, their reflections and
feelings related to the learning process or any other comments and observations” (p.
22). Thus, Thornbury (2006) claims that teachers should not impose certain strategies

upon their students by elaborating on the issue that:

What may work for one learner may not be effective for another. A less
prescriptive approach might be to offer the learners a “menu” of learner
strategies and invite them to experiment until they find the ones that best suit
them (p.116).

It can be understood from this quote that, teachers should provide their learners with
different learning strategy types so that they can choose the one(s) that will best suit
them.

5.2.6. The types of learning strategies chosen by the learners

When these participant students were asked about the strategy types that they were
using most dominantly, it was concluded from the qualitative data analysis that
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“memory” and “cognitive” strategies were the ones mostly used. Especially the
memory strategy type was preferred most by the participants in the average and the
below average group whereas the ones in the higher average group mentioned more
about the cognitive strategies that they were using. Chamot (1987) also comments on
the learners choices of strategy types. For instance, intermediate level learners prefer

“metacognitive” strategy whereas beginner level learners use “transition” strategy.

The choices of strategy types are also related to the Bloom’s taxonomy stated in the
previous paragraphs because the learners in the average group and the below average
group do not seem to be able to reach to the “synthesis” stage (Bloom et al., 1956).
Thus, they think memorization is the easiest and simplest way to learn but they need
to do more than that just like their peers in the higher average group who are doing
their best to use the language that they learn and to try to think in English as much as
they can. Rowsell and Libben (1994) emphasize the importance of creating
meaningful language with the linguistic knowledge they have. What is more, the
participants in the average group did not change the strategies that they had been
using for the first (fall) term in the second (spring) term whereas the ones in the
higher average group said they changed them with some additions to the strategies
they had already been using in accordance with their needs considering their
progress. This is important in that students should make some modifications for the
strategies that they are using with respect to their needs and the deficiencies in their
language level. Thus, they should be the ones that decide about their language
choice as Humphreys and Wyatt (2014) state teachers “don’t know if what they are
doing is good or bad” for the learners (p. 57).

5.2.7. Skills improvement and strategy use

Students were also asked about the strategies that they were making use of during
times both in and out of class time for each skill improvement in the interviews. As
for the reading, the strategies used by the higher average group participants stand out
because they analyze the reading text in depth both structurally and meaningfully.
They watch out for synonyms and different structures used in the text both to
understand it and to use them later in their writing and speaking tasks in addition to
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strategies that they use to figure out the whole reading texts such as skimming and
scanning that will help them save time to answer the comprehension questions.
Marton and Siljo (1976) modify these strategies as “deep” for reading skill.
However, the participants in the average group either use skimming and scanning or
look for the synonyms and structures that will help them understand the text. These
were all observed by the researcher during the think-aloud protocols as well. Also,
the participants in the higher average group state that they do reading practice out of
the class time by focusing on the text and analyzing every bit of it whereas the
participants in below average group and average group do not read out of their class
time so the only time they are exposed to reading texts is during the class time, which
is not enough to improve themselves in terms of academic reading for their
departments within a short period of time which lasts eight months for preparatory
school students. Thus, students should be encouraged by their instructors to do
reading out of their class time and they should do it with deep analysis so as to
benefit from a text as much as possible by using both structural strategies such as
looking out for synonyms and structures and strategies applied for meaning such as

skimming and scanning.

As for the writing skill development, there are lots of strategies that students should
make use of. Bloom (2008) claim that writing is the skill that needs more individual
practice to improve in contrast to listening and speaking both of which require
someone to contribute to the conversation. According to Flower and Hayes (1981),
writing is a complex cognitive process in which learners need to use their long-term
memory, by means of which they should consider the topic, audience, writing plans,
with the help of goal-setting, organizing, reviewing, evaluating and revising skills.
Thus, Barnett (1989) claims that it is “quite cognitively complex as writers move
their thoughts back and forth between [stages and] components, always returning to

and redefining their higher goals” (p. 35).

In the previous chapter, the participants in the higher average group talked about the
strategies that they were using in order to develop their writing skill, which is more
challenging to develop than the receptive skills as it requires the learners to use the

language actively. It is easier for a student who has reached to the synthesis stage of
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the Bloom’s taxonomy to make up satisfactory writings (Bloom et al., 1956). The
higher average group makes an outline before they start writing their essay or even a
paragraph. In this outline, they write down the small notes that come to their mind
about the topic they are going to write so that the notes will remind them of what
they are going to write. If they are to write an academic topic, they search for it on
the Internet on the websites that provide the content in English, which makes them
knowledgeable about both the topic and the vocabulary. Content formation is really
important because unless a writer has any idea about the topic, s/he will not be able
to find anything to reflect on the paper. They pay great attention to format or the
organization pattern of the writing task, which makes their writings reader-friendly.
They try to avoid using the same words over and over so there won’t be any
repetition in their writings. Instead, they prefer to use the synonyms. Also, they use
as many linkers as possible to make it more fluent, coherent and unified at the same
time. What is more, they do this on a regular basis because they do lots of writing
practice at home expect from the writing assignments and homework given by their
instructors so that they can improve themselves a lot. In her study, Olivares-Cuhat
(2002) found that students most frequently used cognitive and memory strategies in
their writing performance, which was case in this study as well. Aziz (1995)
emphasizes the importance of cognitive strategies in writing performance but she
adds that the ones using both metacognitive and cognitive strategies outperform the
learners who use only cognitive strategies. The participants of this study did not
mention any strategy as for metacognitive strategy.

Listening is another equally important skill that should be carefully focused on both
by the students and instructors as well. Even though it is not a productive skill, most
of the learners find it difficult to improve especially if the learners do not have the
chance to be exposed to English out of the classroom. As English is a foreign
language in Turkey, which means it is not used daily or officially by the people,
students do not have as many opportunities as the ones living in countries where it is
either mother tongue or official language. Thus, as Kachru (1985) has stated, Turkey
is in the expanding circle so learners cannot hear the language when they get out of

the campus. Thus, it becomes more important for the learners to feel the need to use
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strategies to improve this skill. According to Rigney (1978), learners should use
listening strategies to enhance comprehension, learning and retention of the target

language.

The responsibility of the instructors is much higher to make their learners competent
listeners as most of the participants said they did not use strategies to develop this
skill. They mentioned what they did such as listening to songs and watching videos
and they were not sure whether they were making contribution to the development of
their listening. What can be done about this will be discussed in the following pages
in educational implications part because there is more to be done. Vandergrift (2008)
articulates that listening skill can only be improved by practice on a regular basis
without an anxiety to be evaluated by others. Anderson (1985) comes up with three
different cognitive processes of listening: perceptual processing, parsing, and
utilization. During perceptual processing, strategies are important to gather attention.
During parsing, the strategies of grouping and inferencing are vital while making use
of prior knowledge to facilitate comprehension is vital during utilization (O’Malley,
Chamot, & Kiipper, 1989). Some scholars claim that more skilled listeners use

metacognitive strategies as well as a variety of strategies to be successful.

Speaking is the most significant and difficult skill for the Turkish students. They
need it in order to have a perfect communication skills for the global world in which
they will take part when they start their professions. Cohen (2008) defines speech
acts as “the ways in which people carry out specific social functions in speaking such
as apologising, complaining, making requests, refusing things/invitations, or
complimenting” (p. 119). Thus, everyone is aware of the importance of speaking but
participants except from higher average group said that they did nothing to improve
their speaking skill though they had to do lots of things because they don’t have an
opportunity to practice their speaking skill when they are out of the campus where
they learn English and there are some foreign students, especially the ones who come
via Erasmus programs. As Kachru (1985) put Turkey in the expanding circle where
English is not used in daily life, students should create opportunities and facilities to

practice it with the guidance of their instructors. However, technology makes it
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possible for the learners to practice their speaking skills with the help of certain

software programs (Cohen, 2008; Harmer, 2015).

There are some other reasons why speaking is ignored. For instance, in this
institution, as the instructors have an intensive curriculum and they need to cover
every piece of it, they tend to skip the speaking practice and want the students to take
over the responsibility of speaking development as the participant instructors have
also stated in the interviews. They said that developing the speaking skill took more
time than the development of the other skills as it requires the learners to be the
active user of the language without having much time to think and react to their
interlocutor. Participants said they did not have many things to do to improve their
speaking skill accepting that they did not use as many strategies as they did for the
other skills improvement. Thus, speaking and listening are the two skills which
students find more challenging to improve and they do not use as many strategies as
they can. However, there are several things that students can do to improve their
speaking and they will be discussed in the following pages in educational

implications part.

In the first interviews, all the participants in the average group said that they wanted
to improve their speaking skill and they did so at the end of the first (fall) semester.
In the second interviews which were held almost at the end of the second (spring)
semester, they said that they wanted to improve speaking because it was crucial for
them but they could not improve it during that term. This might be because of the
expectations that were low at the end of the first (fall) term so they thought that they
met the objectives of the curriculum because they were to talk about daily life
activities for their speaking performance at the end of the first (fall) term. They were
exposed to BICS (Basic Interpersonal Communication Skills) in the first (fall)
semester whereas they were taught CALP (Cognitive Academic Language
Proficiency) in the second (spring) semester.Therefore, they were supposed to talk
about academic issues like global warming and environmental pollution and they
could not reach to that level in the second term so they thought that they could not
improve their speaking skill. They explained that they improved their reading and

writing, instead. This might be because speaking skill development requires the
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learner to have a person with whom s/he can interact although s/he needs a reading
text, dictionary and a paper to improve his/her reading, writing and vocabulary so
s/he can study for these skills individually. Therefore, instructors should not let the
students neglect the development of speaking skill but they should create
opportunities and facilities for them to practice their speaking as well. They can
recommend them some websites that will enable them to interact with people from
different nations or organize student communities that will bring together foreign
students, especially the ones coming by means of Erasmus program which is
applicable in the university where this research was conducted. These activities will
create an environment for students to feel the obligation to speak English. However,
participants in the higher average group are more consistent than their peers in other
groups because what they wanted to improve and what they improved at the end of
the each term were both the same so they focused on what they wanted to improve in
contrast to the participants in the average group who said they wanted to improve
their speaking but improved other skills instead, which shows their inconsistency. As

for the below average group, they said they never felt any development in any skill.

Students were also asked which skill they improved much with the help of the
strategies that they had used. They all said “reading” and “writing”. This might be
because of their previous educational backgrounds in which they were more familiar
with written language. As Turkish students are prone to study for standardized exams
in written format, they give more importance to written language than oral language.
This has been discussed in the previous paragraphs in which the standardized exams
like TEOG that students have to take to start their high school education have been
mentioned. Thus, these students find it much easier to study for reading and writing
for both of which they need no one but they can study individually. What is more,
they can easily realize the development that they can make with these skills but
speaking and listening requires them to have a process that will take much longer
than reading and writing skills to reach to a certain level. Especially the speaking
skill is found more challenging by the students because they know that they have to
feel the need or obligation to practice this skill. Listening also requires the learners to

have some electronic devices which will provide them with the input they need to
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improve their listening. However, with the help of the technology which is available
for everyone, anyone can have a smart phone with an easy Internet access so these
difficulties will not lead to any problems any more. Thus, students can easily find
websites that help them improve their speaking and listening skills. There are some
websites that connect people from different countries for a single purpose: speaking
English while there are some other websites that provide listening tracks for people
to be exposed to English language. Most of them can be found for free so students
should be aware of these facilities that online products offer to them by their
instructors. What is more, when students were asked about their skill-based
developments, participants could give specific examples for their development in
certain skills but the ones in the average group said that they felt that they developed
their certain skills. This also shows that participants in the average group feel that
they have developed their linguistic competence somehow but cannot put it into
certain examples. However, participants in the higher average group are totally aware
of their proficiencies and deficiencies, which make them totally different from
others. The ones in the below average said that they did not feel any development at

all.
5.2.8. Grammar and vocabulary knowledge and strategy use

In addition to the four skills, grammar and vocabulary knowledge are also important
parts of the language that learners should focus on. Grammar is the skeleton of the
language while vocabulary can be thought as the flesh so they should be given equal

importance both by the learners and instructors.

Grammar facilitates implicit language acquisition and has an important role in the
accurate use of language (Ellis, 2005; Ellis, 2006). Turkish students like learning
grammar because this is the way they have learned the language until so far.
However, grammar teaching should not be given in an isolated way like giving the
rules and the structures but it should be done in a contextual way. Rubin (1981; cited

in Broady & Dwyer, 2008) comes up with four different grammar strategies:
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“Deductive Reasoning” (rule search, use and adjustment, including drawing
on cross-linguistic comparisons); “Monitoring” (self-correction and noting
source of errors, observing others’ language use for comparison);
“Clarification/Verification” (asking for a correct form, asking if a rule fits a
particular case, or if a given form is explained by a previously learned rule,
and looking up a structure in a grammar book) and “Practice” which includes
“consciously applying grammatical rules when speaking and practicing
corrected forms and then extending them to other contexts (p. 143).

It can be concluded from the quote that grammar is not just the memorization of rules
and structures. What is more, grammar should be integrated with other skills so that
students will be aware that the structures and the rules which they have learned in
their grammar lessons can be used in their writing and speaking as well. This is how
participants in the higher average group do. They learn the grammar structure and
think where they can use that structure, which makes them both different and more
successful than others. Instructors should encourage their learners to integrate their
grammar knowledge with their four skills. However, the results showed that
instructors did grammar by giving the rules without integrating it with other skills,
which might make the grammar lessons dull because when students are given a
structure and told that they can use it in their essay or speaking, they become more

motivated.

Besides the grammar knowledge that students need, vocabulary knowledge also
means a lot for the learners of English language because without it nothing can be
said or understood in spite of the perfection at grammar knowledge. Having a good
knowledge of vocabulary does not mean knowing individual words because one
needs to know “chunks”, “multi-word units” and “collocations” (Moon, 1997; Willis,
2003). Thus, vocabulary knowledge development requires several steps to take
before one can claim that s/he knows certain words. Schmitt (1998; cited in Klapper,
2008) claim that gaining knowledge of vocabulary is a long process depending on

(p.161):
(1) knowing the form of the word: its spelling, pronunciation, its constituent parts;

(2) knowing its meaning: the basic concept it represents, its meaning in different

contexts, its associations (e.g. other members of the word family);
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(3) knowing its use: its grammar, collocations, register and variations or restrictions

on use

Thus, it is important to know how to expand the vocabulary knowledge by
considering these variances that affect vocabulary acquisition. As the memorization
is the mostly preferred strategy by the learners in this study, they are prone to
memorize the words by making word lists that has Turkish equivalences of each
word written next to it. The average and below average group participants said that
they learned the vocabulary this way. However, this is the not the way that learners
should apply to improve their vocabulary knowledge.Lawson and Hogben (1996)
report that learners mostly prefer repetition strategy to memorize the words but this is
not beneficial. Ahmed (1989) points out that good language learners use a variety of
strategies. For instance, they relate the words they already know to the new ones they
are learning. Schmitt (1997) claims that adult learners tend to use more meaning
based strategies than their younger counterparts like school children who mostly
prefer memorization. However, this is not the case in this study, all participants in the
below average group and some participants in the average group chose memorization
strategy even though they are young adults. They must see the words used in a
contextual text and they should also make sentences with the words that they have
learned just like the participants in the higher average group. To learn vocabulary in
context, learners should read a lot. Saragi et al.(1978), Pitts et al.(1989) and Day et
al.(1991) all claim that pleasure reading contribute a lot to vocabulary development.
Nation and Wang (1999) suggest that learners should read at least one reader every

week or every other week to be exposed to sufficient amount of vocabulary.

These learners also stated in the interviews that they thought about how to use the
new words in speaking and writing as soon as they were taught to them in the
lesson.Sanaoui (1995) supports the idea that language learners should seek and create
opportunities to learn and practice the vocabulary that they have newly acquired.
There are lots of things that instructors should do for vocabulary development, which

will be discussed in the following pages in educational implications part.
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5.2.9. Exams and strategy use

Students were also asked in which exam they were using strategies most apart from
their using strategies for studying purpose. Average group participants mentioned
writing and speaking and higher average group added “reading” to this list but none
of the them said “listening” exam as these students do not know how to use strategies
for listening skill so they seriously need a “training on how to use strategies to

improve listening skills”.

These students were also asked which part of the exam they will have to use
strategies most in the final and the average group again said “writing and speaking”
and nobody mentioned “listening” exam because they seemed to be hopeless for that
part. However, there is a reason behind why students, especially the average group,
claim that they can and have to use strategies in writing and speaking exams.
Students find it easier and safe to memorize some structures, phrases and sentence
patterns that they can use both in writing and speaking exams. They memorize those
sentence patterns and change them in accordance with the topic being asked to them.
Thus, they feel themselves safe and comfortable when they memorize those sentence
patterns and reflect them on the writing paper or use them in the speaking exam. This
is why they say they use “memorization” strategy most. However, they never know
what will be asked in the reading or listening so there is nothing to memorize for
those exams as they will do these tests with the knowledge that they have
accumulated until the exam time. Entwistle and Ramsden (1983) and Biggs (1987)
emphasize the importance of strategy use to be successful in the exams. Instructors
should do something to prepare their students not only for writing and speaking
exams merely but for reading and listening exams as well. However, it is also
important to note that using strategies only for the exams and studying just to get
higher scores in the exams are not favorable at all. Along with the strategies that
students can use in the exams, they should also have some other strategies that they
can make use of when they study to learn the language so their studying should not
be exam-oriented. As the participants in the below average group have said, as long
as a learner studies just to get higher scores in the exams, s/he will not learn the

language anyhow.
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5.2.10. Self-regulation and self-efficacy in relation to strategy use

When asked about the relation between strategy use and self-regulation, both
participant students and participant instructors agreed on their strong relation with
each other. Students also mentioned the strong relation between them both in the first
and the second interviews. Again, students should be given presentations at the
beginning of each term as orientation meeting and they should be informed about
“how to be a self-regulated learner” and “the importance of it”. Usher (2009)
mentions the relation between self-regulation and self-efficacy, which is another

point of focus for this study.

Students were also aware of the relation between self-efficacy and strategy use
because learners with lower self-efficacy especially because of their history of failure
in the past tend to be unsuccessful in the with no strategy use (Crozier, 1997) but this
awareness can be increased with orientation meetings with the students because
students should realize the importance of making these learning strategies part of
their life considering the term “life-long learning” that has been come up with by the
European Commission (2016) that is interested in the development of education
either in European Union member countries or in candidate countries for the union.
There are various programs for this such as Erasmus for higher education, Comenius
for schools, Leonardo da Vinci for vocational education and training and Grundtvig
for adult education. Thus, nowadays, students have more opportunities than the ones
in the past to develop themselves. Therefore, they should not associate these learning
strategies only with the language but rather they should know that they can use them
in any part of their lives. As HA1 stated in the interviews, strategies should be used

in as various parts of life as possible for self-actualization.
5.3. Educational Implications
5.3.1. Motivation

It was found in the data that all of the participants in the average and below average
group were extrinsically motivated whereas the ones in the higher average group

were intrinsically motivated. As it is known that the learners who have intrinsic
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motivation tend to be more successful in language learning process as they make the
language part of their lives, the students in this institution should be encouraged to
learn the language more and they should be motivated intrinsically by their
instructors. In order to succeed this, the institution should organize orientation
meetings at the beginning of the academic year trying to motivate the learners to
learn English well. These students should be notified about the widespread use of
English all around the world. Thus, the institution may invite experts or speakers
who might be successful students from previous years so that the students that will
attend this School of Foreign Languages might have the chance to see a real-life
sample and take these students as their role models because peer advice or
suggestions can be more influential over these students at this age. Surely, it will also
be beneficial for the students to be exposed to the speech of their instructors who are
both experienced and knowledgeable about the importance of language learning
process so their recommendations and advice will also be influential on these
students. Thus, they should be motivated for this long journey at the very beginning
of the term with either orientation meetings or class talks before the lessons start at

the beginning of the academic year.

Making students motivated for the language learning intrinsically is important but
making them comfortable about this long and difficult journey is also equally
important. The participants all said that they found the productive skills quite
difficult to handle as they had no previous experience with those skills in their
educational life. Therefore, these students should be exposed to these skills step by
step, which means they should be trained on how to write and speak in English
starting from the simplest ways to the more difficult ones in order not to block their
learning because as these learners are not accustomed to write and speak in a foreign
language before, they will not easily familiarize themselves with these productive
skills. Thus, they need more guidance and encouragement from their instructors
especially for these productive skills development. Harmer (2015) also emphasizes
the importance of strategy training in his book. Therefore, instructors should not
leave them all alone on this way. Another way is to make the Ministry of Education

aware of the situation that even though the curriculum includes speaking and writing
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skills development in primary and high schools, they are not tested on standardized
national exams so they are ignored both by the learners and teachers due to backwash
effect. Thus, English language teachers working in Ministry of Education should be
encouraged to teach them and they should also be informed about the importance and
necessity of these skills when these students start their university education. Thereby,
they will not face as many difficulties as they have now because they are totally

unfamiliar with these skills when they start their higher education in the universities.
5.3.2. Self-study

Another equally important point that should be taken into account is the necessity of
self-study for these students who start their language learning process from Al level.
As these students are expected to reach B2 level within one academic year which
includes eight months only, they have to use the time as efficiently as possible. This
means that they have to study and focus on language learning out of class time as
well. Unless they study regularly, they will not be able to keep up with the pace of
the curriculum that is aiming at making Al level students reach to B2 level within
eight months. Thus, instructors do not have enough time to focus on a single topic for
hours and hours. They have to cover lots of things within a limited period of time so
students should do their best to compensate their deficiencies while there is an
unstoppable progress and process in the curriculum that instructors have to follow.
Here at this point, both students and instructors should cooperate with each other
well. Instructors should assign their students with efficient and beneficial activities
and make them engaged even out of their class time and students have to follow the
instruction and guidance given by their instructors if they want to progress in
accordance with the pace of the program that they have. Students should do these
assignments and tasks given by their instructors on a regular basis so as to improve
themselves. What is more, instructors should also give instant feedback on what they
have given as a task because unless students get any reaction from the instructor who
gives the assignments and tasks, they will give up doing them. Making students
engaged with activities even out of the class time and cooperating with them might
be achieved with the help of technology. Some software programs, educational

applications and social media networking websites that is directly related to
245



education such as Edmodo can be used. This will make the cooperation and
collaboration of teachers and students more likely and they will have easy and instant
access to each other. Thus, providing students with some feedback on what they have
done will keep students active and it is also an indication that instructors give
importance to what they assign to students.

The amount of time allocated for self-study by the learners is decreasing in the
second (spring) term for several reasons. One of the most important reasons is that
students are becoming more exam-oriented so they just focus on their studies just to
pass the exam. However, instructors should motivate their learners to study more
than they need to pass the exam because they will never be able to have this
opportunity to be exposed to such amount of English in their life in the following
years so they have to benefit from this preparatory year as much as they can.
Students should be convinced of the importance of their language level, which must
be B2 at least, when they start to take their departmental courses so that they will be
more motivated to study for it. What is more, they should be aware of the fact that
they will need this all through their life time. As HA1 said he was watching videos of
people whose native tongue was not English. He added that he was watching
Eurovision song contest presenters who were either from Russia or Germany where
English is neither the mother tongue nor the official language. This highly aware
learner stated that he would not speak English only with people whose native tongue
is English so he is somehow aware of English as a Lingua Franca issue and he
behaves accordingly in his studies. Thus, he not only studies for the exams but also
for his future life in which he will meet with people from different nationalities.
Therefore, instructors raise the awareness of these learners by saying the importance
of English language in their life and encourage them to study for it not only for the

exams but for their life as well.

The limited time in which learners have to reach to B2 level at the end of the year
from Al level which is their starting point should not make them stressed. It is
apparent that the time limitation that requires the learners to take only one year of
education in this School of Foreign Languages makes the curriculum pretty intense.

However, students just like their peers in the higher average group should take this
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situation as a challenge in their learning process. The instructors should warn their
students and try to calm them down by saying that they can keep up with this
intensive program as long as they study on a regular basis. Thus, this maddening
pace of the program should not be threatening to learners but it should be used as an

encouraging and triggering force for the learners by the instructors.
5.3.3. Self-evaluation

Along with the importance of self-study, “self-evaluation” is also another concept
that should be considered by the students who want to be self-regulated learners
trying to make use of the strategies that will upgrade them. Ting and Chao (2013)
articulate that good language learners use better strategies that will serve their needs.
The participants in the average group evaluated their performance by looking at their
success on receptive skills whereas the ones in the higher average group assessed
their performance on productive skills, which is why they are in the higher average
group because they are in the synthesis stage of the Bloom’s taxonomy whereas the
former group is on the comprehension stage. Thus, instructors should do their best to
make their students reach the upper stages of Bloom’s taxonomy which are synthesis
and evaluation. Even though evaluation is on the top of the taxonomy, which is
difficult to reach for preparatory students as this is appropriate for master level
students, these students in this study group can have the capability to reach
“synthesis” stage. Thus, instructors should make their students engaged with
performance tasks which consist of writing and speaking tasks that will provide the
students with the chance to practice these skills by doing the assignments and
homework given to them. What is more, they will also evaluate their performance in
line with the feedback given to them by their instructors so that they will keep the

track of their linguistic development better.

When it comes to the real evaluation with the exams implemented in this school,
neither the students nor the instructors teaching to these learners do not consider the
exams as the criterion to evaluate the performance of the learners. As the exam
questions are prepared by a testing committee whose members do not teach in the
class but just prepare the questions, instructors teaching in class do not rely on the
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results. Thus, there should be a strong cooperation and collaboration between these
committee members and the instructors that are teaching in the class so that the
reliability and the validity of the exams will increase. Therefore, the instructors
teaching in the real classroom environments should also be taken in the examination
and testing process as well. Otherwise, there might be backwash effects on the
students in which students will feel that they are not tested on what they are taught
(Prodromou, 1995).

5.3.4. Self-regulation strategies

In addition to the self-evaluation, it is also important for these learners to take over
the responsibility of their own learning, which might be possible with learning
strategies that they can use in order to maximize the efficiency of their learning
process. However, the participants all confessed in the interviews that they did not
know how to learn a foreign language before coming to that school so they did not
know any language learning strategies, either. The only way that they had learned
them was by means of the instructors teaching them. However, it is important for
these learners to decide on their own upon the best learning strategies that will suit to
themselves and their own learning needs. In order to do these, they should be given
an orientation presentation by one of the instructors in the institution. This
presentation can be given by an expert that has specialized in learning strategies and
the expert will make these learners aware of the existing strategies that they can use
all through the academic year. The students will better understand that these
strategies will facilitate their learning and they will be more enthusiastic to attend
this seminar. Additionally, they can be given questionnaires that determine their way
of learning so that the students will discover how they learn best and what kind of
learner they are: kinesthetic, visual, audial..etc. This was also offered by 13 in the
interviews conducted with the instructors. She said that they should make students
discover how they were learning so that they would focus on the way they were
studying. With the help of the questionnaires, students will discover themselves well
and determine the way they study better especially when they combine it with the
seminar given by an expert informing them about the learning strategies that they can

make use of.
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5.3.5. Types of learning strategies

Participants in the interviews also stated the strategy type that they were using
dominantly both in the first (fall) and second (spring) terms. Memory and cognitive
were the two types of strategies that were preferred by these different groups of
learners though memory was mostly chosen by the average and below average group
as the latter was preferred mostly by the higher average group. However, as these
students are not highly aware of the strategies that they use in their language learning
process, instructors should introduce them to the various strategy types that they can
use while they are learning English so that they can choose among them. What is
more, the participants in the average and below average group do not have the
inclination to change the strategies that they have been using as the time goes by in
their language learning process as it has been shown in the results in the previous
chapter. They should be guided and encouraged by their instructors to use as various
strategy types as possible according to their needs. Thus, they should not be stuck in
one particular type of strategy for the benefit of their learning. This can only be
achieved with the guidance and instruction of the teachers that will help them

familiarize with different types of learning styles that are applicable for all learners
5.3.6. Reading

Participants were also questioned about the strategies that they were using for each
skill development and with respect to reading, the participants in the higher average
group said that they were using both structural strategies such as synonym and
structure recognition in the text and the strategies that they used to sort out the
meaning such as skimming and scanning. What is more, they told the researcher that
they allocated some time for the reading texts out of the class time to analyze them
deeply. This is what is expected from all the students. However, as these students do
not have a previous background on how to study for a language and learn everything
from scratch in this institution, instructors should show them how to analyze a
reading text by assigning them to do at home so that they will be engaged with these
texts, which eventually lead them to improve their reading skills. Figure 3 shows
suggested steps of a sample reading lesson that will be beneficial for learners.
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Provide students with the
target vocabulary that they
have to be familiar with to
understand the text

Make students use the
vocabulary given. Get them to
make sentences with them or
put the target words in the
appropriate blanks in
sentences already given

Make the students skim the
text and tell them to share
the main idea. While doing
this, they have to look at the
first sentences of each
paragraph.

Tell them scan the text.
While scanning, they have to
pay attention to details such
as numbers, dates, and
quantities of something

Get them to do the
comprehension questions
after they finished skimming
and scanning the text

After doing the
comprehension questions,
make them read the whole
text in detail by paying
attention to the structures,
grammar as well as
vocabulary

When they have had a
detailed look at the text,
students can get help either
from dictionaries and
grammar book

AWAVAW

When they feel that they
have understood the text
well, they have to check
their answers for
comprehension questions

\

They will learn the new
grammar structures and
vocabulary with the help
of dictionaries and books

They can also do some
vocabulary practice and
fill-in-the-blanks activity
with appropriate words.

Figure 3. Suggested steps of a reading lesson



Even though the focus of the reading lessons should be on comprehension of the text,
vocabulary and grammar awareness of the students can be raised. Students should be
encouraged to use dictionaries and grammar books all the time. Although students
can be triggered by their teachers to guess the meaning of the unknown words in the
text, they should look them up in the dictionaries in the lessons as the texts are
covered for learning purposes in the lessons. However, they can use that strategy in
the exams in which they are not allowed to use dictionaries. Schmitt (1997) thinks
that the strategy of guessing the meanings from the context is nor subordinated to
looking the words up in the dictionaries in language learning. What is more, Ahmed
(1989) claims that good language learners can use both monolingual and bilingual
dictionaries as effectively as possible. Thus, teachers should encourage learners to
use these two different dictionary kinds effectively instead of imposing them on the

use of one type of it.
5.3.7. Writing

Along with reading, writing is also another important skill that students should
improve. However, as it is a productive skill which requires the writer to create
something, it is a little bit more difficult to improve compared to the receptive skills.
This challenge can be overcome by the students who can use as many strategies as
they can. These strategies should be shown to the students and instructors should
raise the awareness of the learners. First of all, all the students should be aware of the
fact that they cannot write anything unless they read sufficiently because the reading
will provide them with the input which they can turn into output with their writing
papers. Weinstein and Mayer (1986) suggest that learners should have four different
types of knowledge so as to produce good pieces of writing: self-knowledge,
including an understanding of one’s own learning preferences, abilities, and
cognitive style; knowledge of the learning task; knowledge of prior understanding;
and knowledge of strategies and techniques appropriate for the setting, the learner,
and the task. Therefore, knowing some grammatical knowledge and vocabulary will
not be adequate for a learner to write properly unless s/he knows nothing about the

topic that s/he is going to write.

251



Instructors should remind the learners of the importance of reading in terms of
content formation of their writing. As long as they read texts that are related to the
“topic they are going to write, they will have the opinion and the vocabulary that will
fill in their own writing task. The reading texts that they cover will also familiarize
them with the certain vocabulary as well as the terminology that they will need in
order to write an academic essay. Thus, instructors should warn their students that
unless they have any idea about the topic, they should do their research in English
and find the English websites on the Internet that will provide them with the
knowledge that they will need in order to write. This is just the way participants in
the higher average group do. However, the students in the below average and average
support doing a research on Turkish websites so as to get some ideas about the topic
but Turkish ideas will not be beneficial for them when it is time to write in English
because it is impractical to translate the terminology, which will spoil the meaning
that the author is trying to convey to the reader. What is more, before they start to
write, learners are supposed to think about what they are going to write just as the
participants in the higher average group who thought about what they would write
just before they started writing in the think-aloud protocols because there should be a
pre-writing stage in which learners are expected to allocate some time for idea
generation, shaping, refining, and organisation (Scarcella & Oxford, 1992). Figure 4

shows suggested steps of a writing lesson.
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Introduce the students the
format and organization
style of the writing

v

Show them some sample
essays on which they
can notice the format

/

Make them read texts about
the essay topic on which they

will write an essay to make
them familiarize with the

vocabulary, structures and the

content that they need

Show your students the
vocabulary, especially
some terminology as well
as the structures in
accordance with the essay
type they will write onso
that they can use them

Give them some time to
think about what they
write: Brainstorming and

up with ideas

discussion process to come

accordance with the
outline and submit it to
you

They will write it down in

They will rewrite it

provided by the teacher
and submit the second
draft

considering the feedback

v

_

They will write the final
draft

After brainstorming and
idea-generation process,
they can create their first
outline, the skeleton of
their writing

Teacher will evaluate
their writing and give
them some feedback on
it

Teacher will check
whether they have
corrected the essay
considering the
feedback given for the
first draft and give
feedback again

Figure 4. Suggested steps of a writing lesson
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5.3.8. Listening

Listening is a skill that is as equally important as reading and writing so students
must make twice as many efforts as they can to improve it compared to the other
receptive skill, which is reading because Turkey is in expanding circle in terms of
Kachru’s (1985) definition, which means that English is used and taught as a foreign
language so students do not have many opportunities to be exposed to English when
they get out of the class so the amount of exposure that they will get totally depends
on their own efforts. It is also known that the more exposure they will get, the more
familiar they will become with the sound of the language, which will make things
easier. However, students mostly prefer to listen to songs and watch movies to
improve their listening. Despite the benefits of these activities on their listening
improvement, they should listen to the tracks which are about academic lectures for
which they are responsible both in the exams and in their departments. Thus, students
should listen to academic topics which give information about the current academic
issues such as globalism, environmental problems and international relations because
these are the topics that they are more likely to come across in the listening tracks of
the exams conducted both in this institution and in more standardized tests like
IELTS. As they get accustomed to listening to such academic topics, these themes
will also prepare them for the academic studies in their departments. Hence,
instructors should make them listen to tracks related to current global and local
issues. Listening to news might also help but they should try to listen to it attentively
by taking notes just like HA2 did in her practices. Taking notes while listening
makes learners attentive listeners and raise their awareness about what they listen to.
However, they need guidance from their instructors because these learners do not

know how to listen to a track attentively.

There are some strategies that students should be familiar with when they are
listening to a track. First of all, the instructors should make them aware of the
signpost phrases that are used to introduce the topic, change the topic, make a
contradiction or give the consequences. These set phrases and linkers will make it
easier for the learners to better follow what they hear because when they are exposed

to a track which includes information that they are not familiar with, they get lost. In
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order for the learners not to be distracted while listening, these linkers and phrases
will be good indicators for these learners to be able to follow the track. They should
be warned that they might not know every single word in the listening track so they
should not panic when they do not understand a point but try to concentrate on what
they can understand. So as to accomplish this, they need to know these set phrases so
well that they can understand the parts and sequence of the lecture. Therefore, when
they miss a point, they will catch up the others with the help of these set phrases.
Because of this, instructors should show how to listen to a track step by step in the
classroom by paying attention to these phrases that will help them find their way
during the listening. Hence, instructors can stop and replay the track during the
listening activities in class just to make the learners aware of some important points
and key words just like 13 did. Surely, explaining these points theoretically is neither
sufficient nor satisfactory for the learners so instructors should make the students
practice these skills both in the class and out of the class by giving them listening

task and creating opportunities for them to apply what they have learned in the class.

Vandergrift (2004) also comes up with some strategies that learners can follow
during their listening practice. According to this researcher, listening track should be
played three times. Before the listening, learners should do their best to guess and
predict what the listening is about. After the first listening, they will check whether
they have made good predictions. During the second time, they will listen to the
track attentively and try to understand the main points as well as the details of it. The
third and the last time, they will check whether they have missed out some important
points and monitor their comprehension level during the first and second listening.
After they have listened to the track three times, the learners will reflect on the
strategies that they have used to comprehend the listening track. What they have
done to decode and what they are planning to do in the following listening practices
will all be discussed during this reflection stage. There are lots of things that can be
done for a listening lesson and Figure 5 shows the suggessted steps of a sample

listening lesson.
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Make the students
familiarize with some of the
words, terms and concepts
that they might not know
before the listening track

Make the students listen
to the track to understand
the general idea of it by
considering some general
guestions in mind

Check the answers of
the questions to better
understand their
comprehension level

Make the students
comment on what they
have learned and come
up with their own ideas
about the topic

Make the students aware of
some of the signpost phrases
that they need to know to
follow the flow of the
listening track easily.

/

v

Make the students listen to the

track again considering the
some other comprehension
guestions that ask the details
about the track.

/

v

/

Show the students the

transcript of the track and
pay attention to the points
that they need to focus on

Figure 5. Suggessted steps of a listening lesson
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5.3.9. Speaking

Along with listening skill, speaking is found challenging to improve by the learners
so they say that they do not use and do not know how to use strategies to improve
this skill and the participants in this study except from the ones in the higher average
group confessed that they did not do much to improve their speaking skill. In fact
they are right in that Turkey is an EFL (English as a Foreign Language) country so
they don’t have many opportunities to practice their speaking outside the campus
where they can find a more international atmosphere where there are some foreign
students with whom they can speak English. However, this does not mean that they

will not be able to use any strategies to improve their speaking skill.

In such a global world where one can find the Internet connection easily, they can
make friends on the Internet with the help of some social networking websites so that
they can talk to them from time to time to practice their skill. There are also some
websites designed especially for this purpose, which is to make people from different
nationalities to speak English with one another to improve their skill because
speaking cannot be improved without practicing. Cohen (2008) also claims that
“technology, as we have seen, can also play a major part in supporting the efforts of
learners working on their own in various contexts” (p. 136). Thus, students can make

use of the technology to improve their speaking skill.

Instructors should also play an active role here to engage their learners with speaking
tasks. They can give them projects that will enable them to speak English or make
them present a topic in which they are interested in the class. Additionally, they can
organize pair-work activities which require the pairs to prepare a dialog and perform
it in the classroom. If they feel uncomfortable, they can even record it on a video.
These activities will all lower students’ anxiety to give a talk in a foreign language
because by doing so they will get accustomed to doing it comfortably. However,
unless they are forced to do that, they will never attempt to improve their speaking
skill because they do not feel obliged to speak English in their home country so they

can always skip it. Thus, instructors should organize such activities in their class and
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make the students active users of the language so that they will improve with the

feedback given by their instructors.

Students should not feel any fear to make mistakes while speaking. Nakatani (2006)
claims that all the strategies that learners use to compensate their deficiencies in
speaking skill are called “communication strategies”. Dérnyei and Scott (1997) come
up with two different types of communication strategies: achievement strategies
which are used to achieve the actual goal of communication and reduction strategies
which are used by the learners to convey the message that they want to express by
altering, reducing or even abandoning the original communication goals. Thus,
students should be encouraged to speak even if they feel that they cannot make the
sentences that they want to say properly or accurately. The ones who have acquired
that ability to speak without any fear to make mistakes will always be successful
communicators that can convey the message that they want to say whenever and
wherever they are. Kawai (2008) also asserts that “those who develop good oral
skills appear to be frequent strategy users regardless of culture and learning context”
(p. 219). Therefore, teachers should train their students as people who have good oral

communication skills. Figure 6 shows suggested steps of a speaking lesson.
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Make students read a text
about the topic that they
will speak about so that
they will learn the content

Students need to listen to
a lecture/conversation
about the topic they will
speak about

Show the students the

structures and the
vocabulary that they

need to use while

speaking such as the set

phrases that will be
useful for them

Students will be given
some preparation time to
think about what they will
speak. During this time,
brainstorming activity can
done with the whole class

v

/

/

language

After the speeches of students are over,
the teacher should provide then with a
detailed feedback about what they did
in terms of both the content and the

Make the students pay
attention to the
phrases and structures
that they need to use
to speak about that
topic

Students will speak
about the topic and
the teacher will
attentively listen to
them by taking notes

Figure 6. Suggested steps of a speaking lesson
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5.3.10. Grammar and Vocabulary

In addition to the four skills, grammar and vocabulary teaching should also be given
the equal importance. Students also stated that they needed grammar to improve their
four skills in the interviews. However, it has been discovered that grammar is taught
in the classrooms in an isolated way with the focus on the structure and the rules,
which makes it difficult for the learners to integrate the grammatical rules with the
development of four skills.

Instructors should give the grammar rules in a contextualized way and they should
enable their learners to integrate the grammar knowledge with their four skills
development. Students should know where and how to use the grammar rules and
structures that they have learned in their writing and speaking performances. What is
more, they should know that these rules will facilitate their analysis of reading texts
and listening tracks. By doing so, they will pay more attention to the rules and
structures so as to be able to actively use them and benefit from them. This is what
higher average students do. However, some of the students especially the ones in the
below average group do not know to how study for grammar. For instance, BA3 said
in the interviews that he was trying to learn the grammar with a book in which
Turkish explanations are available. This isolated way of learning grammar will not
contribute to linguistic competence of the learners. Instructors should keep their
students engaged with meaningful and contextual grammar exercises. Rowsell and
Libben’s (1994) study shows that the amount and the type of the grammar exercise is
not important. What matters is that learners must do their best to turn even the
isolated grammar exercises into communicative and contextual ones by imagining
cases and situations forthe use of the structures that they have been trying to use. Van
Patten (2002) also agrees that students should give more importance to meaning than
form while studying grammar so that they are “able to process informational or

communicative content at no (or little) cost to attention” (p. 758).

As for the self-study of grammar, students prefer deductive exercises in which rules
are given at the very beginning. This was also stated by the participant instructor

coded as “I3” who told the researcher in the interview that students prefer deductive
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grammar teaching to inductive grammar teaching which was not favored though she
was trying to apply it in her grammar lessons. Fortune (1992) states that inductive
exercises lead to anxiety among lower proficiency level learners just like the student

participants of this study whereas they are preferred by more advanced learners

Vocabulary development should also be given as equal importance as grammar
knowledge development because vocabulary and grammar are both highly linked to
each other and grammatical knowledge is sometimes subordinated to lexical
knowledge (Lewis, 1993, 2002; Willis, 2003). Likewise, vocabulary should also be
taught and learned in a contextual way. Learners should see the words within a text
and they should be exposed to as many example sentences including the words that
they have just learned as possible. Additionally, they should make their own
sentences related to their own life with the words so that they will never forget those
words and internalize them by making them part of their life. Thus, instructors
should encourage students to make sentences with the words that they have learned
in the class because, as Nation (2001) states, doing only listening and reading are not
enough to develop productive language use. What is more, just like grammar
structures, students should also think about how and where to use the new words in
their speaking and writing performances so that they will get good grades both from
their writing and speaking exams because advanced words use and proper word
choices always impress the assessor. HA2 said in the interviews that she did her best
to use advanced words both in the speaking and writing exam so that she could show
her level of proficiency to the evaluator. Thus, learners should make use of various
strategies to activate their vocabulary knowledge. In their study, Lawson and Hogben
(1996) show that successful students make use of a variety of strategies to be able to

use as many versatile words as they can.

The role of teachers is crucial in vocabulary development especially in terms of word
choices. Klapper (2008) points out that teachers are the ones that will guide the
students to learn high-frequency words. Furthermore, instructors should do
vocabulary revisions in class from time to time so as to activate the vocabulary
knowledge of their students. They can organize vocabulary games. These games can

be online such as kahoot, which students like a lot, as the participants said that they
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had found kahoot so useful and beneficial. Kahoot is a website that provides the
teachers with the opportunity to prepare vocabulary games and students can play
these games with their mobile phones with Internet connections in class. Kahoot

games can be really competitive and creates a lively atmosphere in class.

Vocabulary and grammar teaching should not be done separately in an isolated way;
they can be integrated with other skills teaching as shown on figures 3, 4, 5 and 6 so
there will not be any figures showing how to teach vocabulary and grammar. Thus,

the integration of them with other skills should be encouraged.
5.3.11. Exams

Students were also questioned about which parts of the exams they were using
strategies most and they, especially the average group, said that they were using
strategies mostly for writing and speaking exams. Instructors were also aware of the
situation. All of them said that students were memorizing some sentence patterns and
structures before they came to writing and speaking exam and they were changing
those patterns in accordance with the topic being asked. Thus, the sentence pattern is
the same but the words in it are changed according to the topic. This is something
practical and beneficial for the students as they learn something and use it with
respect to their needs. However, they should also use strategies in other exams as
well because these students will not only take the exams of this school but they will
take more standardized tests like IELTS and TOEFL in the following years of their
education so they have to learn strategies that they can benefit from in these exams.
Therefore, instructors should show them how to use some strategies like skimming,
scanning, guessing the meaning from the context, reference..etc efficiently in the
reading exam as these strategies will help students save time, which is extremely
important for reading exams because there is a time limitation which is difficult to
manage in reading tests. Additionally, they have to teach them strategies like looking
for signpost phrases, linkers, transition signals that refer to contrast, reason, cause,
effect.. etc; concentration on what is being asked; not missing out the important parts
of the speech when some part is not understood clearly; and looking for similar

structures and synonyms in the options given for what is heard in the listening track
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for the listening exams. When students know how to use these strategies in listening,
reading along with the ones that they already use in writing and speaking, they will
feel themselves safer when they take all the four skill exams. Nevertheless, they
should not base all their studying on the strategies that they can use in the exams. In
other words, they should distinguish between the strategies that they can use in the
exams and the ones that they benefit from to learn the language so that their strategy
use will not be exam oriented. Otherwise, they will only focus on passing the exams
instead of learning the language. They should be process-oriented students instead of

product-oriented learner in language learning process.
5.3.12. Self-regulation and self-efficacy

The importance of strategies and their relation with self-regulation and self-efficacy
have been approved by the participant students and instructors in this study. This has
also been shown with the questionnaire results in the quantitative data analysis part
in the results chapter. It has also been discussed in the previous pages in “summary
and discussion”part in this chapter that students should also be capable of improving
their self-efficacy with the help of the strategies that they are using because learning
never ends and “life-long learning” principle of European Council (2006) has been
accepted by all the educational institutions all through the Europe. What is more, it is
encouraged with certain programs along with the financial support given for those
people who can benefit from them. However, it is also important to determine
whether the school has the sufficient facilities and opportunities for the students to
develop their self-efficacy along with the strategies that they have been using to

study for English.

Participant students except from below average group stated that school helped them
improve their self-efficacy. However, instructors were not very satisfied with the
facilities that school offered to its students. The participants in the higher average
group seemed to be more enthusiastic to take part in the cross-curricular activities
organized to help students to increase their self-efficacy such as culture week
activities in which students prepared videos or presentations and visited all the

classes to show their projects, quiz shows in which students compete against each
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other to answer as many questions related to geography, history, films and science as
possible. Some of the participants of this study even joined in these activities and
they even offered the researcher more options that could be organized for self-
efficacy improvement because they said such kind of activities helped them improve
both their self-efficacy and linguistic competence as they realized the fact that they

could do something out of the lessons with their language proficiency.

Apart from the higher average group, the other participants in the other two groups
did not show much interest in these interdisciplinary activities. The below average
group stated that they did not want to allocate some time to these activities out of the
class time so they wanted them to be a part of the lessons, which seems impossible
because of the intensive curriculum these learners starting from Al level has to cover
up all through the academic year. With regard to the participants in the average
group, there was a controversy between what they said and what they did. They
stated in the first interviews in the first (fall) term that they wanted to have speaking
club apart from the lessons where they could practice their speaking skill but they did
not attend those activities in the second term, which they obviously responded in the
second interviews in the second (spring) term by making some excuses. The solution
for this unwillingness for these students to attend these extra-curricular activities can
be to make them obligatory and students will know that they will get some extra
points if they attentively participate in these activities. Thus, these bonus points that
will be given in accordance with their performance in these activities will be added
to their exam results. By doing so, they may become more enthusiastic because these
learners get motivated with outer factors, extrinsically as stated beforehand in this
dissertation. What is more, speaking club activity should not only be held in the
second (spring) term because students need to familiarize themselves with it from the
very beginning of their language learning journey so they should also be given the
chance to have this activity in the first (fall) term as well.
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5.4. Limitations of the study

This study was conducted with the help of different data collection tools including
questionnaires, interviews, think-aloud protocols, and students diaries. Thus, the
researcher had to use different data collection tools collecting both quantitative data
with the help of questionnaires and qualitative data with the help of interviews,
think-aloud protocols and student diaries. Under normal conditions, researcher would
not require their participants to write down their names on their questionnaires but as
the researcher had follow-up interviews with the participants who were going to be
chosen among the ones who filled the questionnaires in accordance with the results
of the analysis of the questionnaire, they were required to write down their names.
Otherwise, it would be impossible for the researcher to recognize the participants
with whom he was going to have the interviews. This might lead to some stress on
the shoulders of some participants who actually did not want to write down their
names so they might conceal some of their real opinions while they were filling in
their questionnaire. However, the researcher did his best to assure the participants
that their identities would not be shown anywhere and the results would be

anonymous.

Another limitation might be the number of participants from whom the qualitative
data were collected. The researcher chose 10 students to have interviews, think-aloud
protocols and to collect student diaries. It would be better for the study if the number
of these students would be higher but it would be impractical and difficult for the
researcher to arrange interviews, think aloud protocols with more than ten students
because especially the think aloud protocols and interviews were conducted twice
both at the end of the first semester and at the end of the second semester and it was
already difficult to arrange those sessions with ten students. The researcher used the
advantage of being an on-site researcher who was working in the institution where

the data were collected.

This study was conducted with the learners who started their language learning
process in the School of Foreign Language in one of the state universities in Istanbul
from Al level in 2015-2016 academic year. Thus, the student profile of that
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academic year along with the materials used and the curriculum of these students
were the factors that might affect the results of this study. As a matter of fact, the
findings and the interpretations made in this last chapter of the dissertation were
based on these variants that might have certain influence over the results and
findings. Surely, the results and findings as well as the conclusions could be totally
different if this study was done in another academic year in which different materials
were used along with different students that came from more different backgrounds

than these students who participated in this study.
5.5. Recommendations for future research

This study can also be carried out in other universities that provide their students
with English language teaching through their Schools of Foreign languages and this
university might be either state or private. Another comprehensive study can also be
designed by applying this research design both in a state university and a private
university at the same time so there will be a contrastive case study and the
differences between state and private universities in terms of their language teaching
can be determined.
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APPENDICES

APPENDIX A: Questionnaire for English Self-Efficacy (English)
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1.Can you understand stories told in
English?
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2. Can you finish your homework of English 1 2 3 4 5 6
reading independently?

3. Can you understand American English 1 2 3 4 5 6
TVprograms?

4. Can you introduce your school in 1 2 3 4 5 6
English?

5. Can you write diaries in English? 1 2 3 4 5 6
6. Can you give directions from your 1 2 3 4 5 6

classroom toyour home in English?

7. Can you write English compositions 1 2 3 4 5 6
assigned by your teachers?
8. Can you tell a story in English? 1 2 3 4 5 6
9. Can you understand radio programs in 1 2 3 4 5 6
Englishspeaking countries?
10. Can you understand English TV 1 2 3 4 5 6

programs made in China?

11. Can you leave a message to your 1 2 3 4 5 6
classmates inEnglish?

12. When you read English articles, can you 1 2 3 4 5 6
guessthe meaning of unknown words?

13. Can you make new sentences with the 1 2 3 4 5 6
words just learned?

14. Can you write email messages in 1 2 3 4 5 6
English?

15. If your teacher gives you a tape-recorded 1 2 3 4 5 6
English dialogue about school life, can you
understand it?

16. Can you understand the English news on 1 2 3 4 5 6
thelnternet?

17. Can you ask questions to your teachers 1 2 3 4 5 6
in English?
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18. Can you make sentences with English
phrases?

19. Can you introduce your English teacher
inEnglish?

20. Can you discuss in English with your
classmates some topics in which all of you
are interested?

21. Can you read English short novels?

22. Can you understand English movies
withoutChinese subtitles?

23. Can you answer your teachers’ questions
inEnglish?

24. Can you understand English songs?

25. Can you read English newspapers?

26. Can you find the meaning of new words
by using English-English dictionaries?

27. Can you understand numbers spoken in
English?

28. If you have access to internet, can you
releasenews on the Internet?

29. Can you understand English articles
aboutChinese culture?

30. Can you introduce yourself in English?

31. Can you understand new lessons in your
English book?
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APPENDIX B: Questionnaire of English Self-Efficacy (Turkish)
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1. Ingilizce anlatilan hikayeleri 2 3 4 5 6 7
anlayabilir misiniz?
2. Kendi bagimza ingilizce okuma 2 3 4 5 6 7
odevini bitirebilir misiniz?
3. Ingilizce TV programlarini 2 3 4 5 6 7
anlayabilir misiniz?
4. Okulunuzu Ingilizce tanitabilir 2 3 4 5 6 7
misiniz?
5. Ingilizce giinliik tutabilir misiniz? 2 3 4 5 6 7
6. Okulunuzdan evinize giden yolu 2 3 4 5 6 7
Ingilizce tarif edebilir misiniz?
7. Ogretmeniniz tarafindan verilen 2 3 4 5 6 7
Ingilizcekomposizyon yazma
odevlerini yerine getirebilir misiniz?
8. Ingilizce hikaye anlatabilir 2 3 4 5 6 7
misiniz?
9. Ingilizce konusan iilkelerde 2 3 4 5 6 7
yayinlanan radyo programlarini
anlayabilir misiniz?
10. Tiirkiye’de yapilan Ingilizce 2 3 4 5 6 7
televizyonprogramlarini anlayabilir
misiniz?
11. Simf arkadasimiza ingilizce mesaj 2 3 4 5 6 7
birakabilir misiniz?
12. Ingilizce makale okudugunuzda, 2 3 4 5 6 7
bilmediginiz kelimelerin anlamint
tahmin edebilir misiniz?
13. Yeni 6grendiginiz kelimeleri 2 3 4 5 6 7
kullanarak ciimle yazabilir misiniz?
14. Ingilizce e-posta yazabilir 2 3 4 5 6 7
misiniz?
15. Ogretmeniniz okul yasamiyla 2 3 4 5 6 7
ilgili Ingilizce kaydedilmis bir
konusma kaydi verirse anlayabilir
misiniz?
16. Internetteki Ingilizce haber 1 2 3 4 5 6 7
okudugunuzda anlayabilir misiniz?
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17. Ogretmenlerinize ingilizce soru
sorabilir misiniz?

18. Ingilizce deyimler kullanarak
climle yazabilir misiniz?

19. Ingilizce 6gretmeninizi Ingilizce
tanitabilir misiniz?

20. Hepinizin ilgilendigi konularda
simf arkadaslarinizla Ingilizce
tartigabilir misiniz?

21. Ingilizce kisa romanlari
okuyabilir misiniz?

22. Ingilizce filmleri Tiirkge
altyazisiz anlayabilir misiniz?

23. Ogretmenlerinizin sorularini
Ingilizce cevaplayabilir misiniz?

24. Ingilizce sarkilar1 anlayabilir
misiniz?

25. Ingilizce gazeteleri okuyabilir
misiniz?

26. Ingilizceden Ingilizceye olan bir
sozliik kullanarak bilmediginiz bir
kelimenin anlamin1 bulabilir misiniz?

27. Ingilizce rakamlar1 sdylendiginde
anlayabilir misiniz?

28. Internette Ingilizce haber
yayinlayabilir misiniz?

29. Tiirk kiiltiirii hakkinda yazilmis
Ingilizce makaleleri anlayabilir
misiniz?

30. Kendinizi Ingilizce tanitabilir
misiniz?

31. Ingilizce dgretmeniniz hakkinda
Ingilizce bir kompozisyon yazabilir
misiniz?

32. ingilizce kitabimzdaki yeni
konular1 okudugunuzda anlayabilir
misiniz?
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APPENDIX C: Strategy Inventory for Language Learning (English)
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PART A

1. I think of relationships between when | already 1 2 3 4 5

know and new things I learn in English.

2. | use new English words in a sentence so | can 1 2 3 4 5

remember them.

3. | connect the sound of a new English word and 1 2 3 4 5

an image or picture of a situation in which the

word might be used.

4. | remember a new English word by making a 1 2 3 4 5

mental picture of a situation in which the word

might be used.

5. I use rhymes to remember new English words. 1 2 3 4 5

6. | use flashcards to remember new English 1 2 3 4 5

words.

7. 1 physically act out new English words 1 2 3 4 5

8. I review English lessons often. 1 2 3 4 5

9. I remember new English words or phrases by 1 2 3 4 5

remembering their location on the page, on the

board, or on a street sign.

PART B

10. I say or write new English words several 1 2 3 4 5

times.

11. I try to talk like native English speakers. 1 2 3 4 5

12. | practice the sounds of English. 1 2 3 4 5

13. I use the English words | know in different 1 2 3 4 5

ways.

14. | start conversations in English 1 2 3 4 5

15. I watch English language TV shows spoken in 1 2 3 4 5

English or go to movies spoken in English.
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16. | read for pleasure in English

17. 1 write note, messages, letters, or reports in
English.

18. | first skim an English passage (read over the
passage quickly) then go back and read carefully.

19. I look for words in my own language that are
similar to new words in English.

20. | try to find patterns in English.

21. | find the meaning of an English word by
dividing into parts that | understand.

22. | try not to translate word-for-word.

23. | make summaries of information that | hear
or read in English.

PART C

24. To understand unfamiliar words, | make
guesses.

25. When I can’t think of a word during a
conversation in English, | use gestures.

26. | make up new words if I do not know the
right ones in English.

27. | read English without looking up every new
word.

28. | try to guess what the other person will say
next in English.

29. If I can’t think of an English word, I use a
word or phrase that means the same thing.

PART D

30. I try to find as many ways as | can to use my
English.

31. I notice my English mistakes and use that
information to help me to do better.

32. | pay attention when someone is speaking
English.

33. I try to find out how to be a beter learner of
English.

34. 1 plan my schedule so I will have enough time
to study English.

35. I look for people | can talk to in English.

36. I look for opportunities to read as much as
possible in English.
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37. | have clear goals for improving my English
skills.

38. | think about my progress in learning English.

PART E

39. | try to relax whenever | feel afraid of using
English.

40. | encourage myself to speak English even
when | am afraid of making a mistake.

41. | give myself a reward or treat when | do well
in English.

42. | notice if | am tense or nervous when | am
studying or using English.

43. | write down my feelings in a language
learning diary.

44. 1 talk to someone else about how | feel when |
am learning English.

PART F

45. If 1 do not understand something in English, |
ask the other person to slow down or say it again

46. | ask English speakers to correct me when |
talk.

47. | practice English with other students.

48. | ask for help from English speakers.

49. | ask questions in English.

50. | try to learn about culture of English
speakers.
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APPENDIX D: Strategy Inventory for Language Learning (Turkish)
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PART A

1. Ingilizce’de bildiklerimle yeni 6grendiklerim 1 2 3 4 5

arasinda iligki kurarim.

2. Yeni 6grendigim kelimeleri hatirlamak igin bir 1 2 3 4 5

ciimlede kullanirim.

3. Yeni 6grendigim kelimeleri akilda tutmak igin 1 2 3 4 5

kelimenin telaffuzuyla aklima getirdigi bir resim ya

da sekil arasinda baglanti kurarim.

4. Yeni bir kelimeyi o sdzcliglin kullanilabilecegi 1 2 3 4 5

bir sahneyi ya da durumu aklimda canlandirarak,

hatirlarim.

5. Yeni kelimeleri aklimda tutmak i¢in, onlari ses 1 2 3 4 5

benzerligi olan kelimelerle iliskilendiririm.

6. Yeni 6grendigim kelimeleri aklimda tutmak i¢in 1 2 3 4 5

kiigiik kartlara yazarim.

7. Yeni kelimeleri viicut dili kullanarak zihnimde 1 2 3 4 5

canlandiririm.

8. Ingilizce derslerinde dgrendiklerimi sik sik tekrar 1 2 3 4 5

ederim.

9. Yeni kelime ve kelime gruplarini ilk 1 2 3 4 5

karsilastigim yerleri (kitap, tahta ya da herhangi bir

isaret levhasini) aklima getirerek, hatirlarim.

PART B

10. Yeni sozciikleri birkag kez yazarak, ya da 1 2 3 4 5

soyleyerek, tekrarlarim.

11. Anadili Ingilizce olan kisiler gibi konusmaya 1 2 3 4 5

caligirim.

12. Anadilimde bulunmayan Ingilizce’deki “th /0 / 1 2 3 4 5

hw ”gibi sesleri ¢ikararak, telaffuz alistirmast

yaparim.

13. Bildigim kelimeleri ciimlelerde farkl sekillerde 1 2 3 4 5

kullanirim.

14. Ingilizce sohbetleri ben baslatirim. 1 2 3 4 5

311




15. T.V.‘de Ingilizce programlar ya da Ingilizce
filmler izlerim.

16. Ingilizce okumaktan hoslanirim.

17. Ingilizce mesaj, mektup veya rapor yazarim.

18. Ingilizce bir metne ilk basta bir gbz atarim,
daha sonra metnin tamamini dikkatlice okurum.

19. Yeni 6grendigim Ingilizce kelimelerin
benzerlerini Tiirk¢e’de ararim.

20. ingilizce’de tekrarlanan kaliplar bulmaya
caligirim.

21. ingilizce bir kelimenin, bildigim kék ve
eklerine ayirarak anlamini ¢ikaririm.

22. Kelimesi kelimesine ¢eviri yapmamaya
caligirim.

23. Dinledigim ya da okudugum metnin 6zetini
¢ikaririm.

PART C

24. Bilmedigim Ingilizce kelimelerin anlamini,
tahmin ederek bulmaya calisirim.

25. Ingilizce konusurken bir sézciik aklima
gelmediginde, el kol hareketleriyle anlatmaya
caligirim.

26. Uygun ve dogru kelimeyi bilmedigim
durumlarda kafamdan yeni sdzciikler uydururum.

27. Okurken her bilmedigim kelimeye sozliikten
bakmadan, okumayi siirdiirtiriim.

28. Konusma sirasinda karsimdakinin syleyecegi
bir sonraki
climleyi tahmin etmeye ¢aligirim.

29. Herhangi bir kelimeyi hatirlayamadigimda, ayni
anlamui tagiyan bagka bir kelime ya da ifade
kullanirim.

PART D

30. ingilizce’mi kullanmak igin her firsati
degerlendiririm.

31. Yaptigim yanlislarin farkina varir ve bunlardan
daha dogru Ingilizce kullanmak icin faydalanirim.

32. Ingilizce konusan bir kisi duydugumda
dikkatimi ona veririm.

33. “Ingilizce’yi daha iyi nasil 6grenirim?
sorusunun yanitini aragtirirm.

34. Ingilizce galismaya yeterli zaman ayirmak icin
zamanimi planlarim.
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35. Ingilizce konusabilecegim kisilerle tanigmak
i¢in firsat kollarim.

36. Ingilizce okumak igin, elimden geldigi kadar
firsat yaratirim.

37. Ingilizce’de becerilerimi nasil gelistirecegim
konusunda hedeflerim var.

38. Ingilizce’mi ne kadar ilerlettigimi
degerlendiririm.

PART E

39. ingilizce’mi kullanirken tedirgin ve kaygili
oldugum anlar rahatlamaya ¢aligirim.

40. Yanlis yaparim diye kaygilandigimda bile
Ingilizce konusmaya gayret ederim.

41. Ingilizce’de basarili oldugum zamanlar kendimi
odiillendiririm.

42. Ingilizce ¢alisirken ya da kullanirken gergin ve
kaygili isem, bunun farkina varirim.

43. Dil 6grenirken yasadigim duygulari bir yere
yazarim.

44. Ingilizce galisirken nasil ya da neler hissettigimi
bagka birine anlatirim.

PART F

45. Herhangi bir seyi anlamadigimda, karsimdaki
kisiden daha yavas konusmasini ya da
sOylediklerini tekrar etmesini isterim.

46. Konusurken karsimdakinin yanliglarimi
diizeltmesini isterim.

47. Okulda arkadaslarimla ingilizce konusurum.

48. Thtiyag duydugumda Ingilizce konusan
kisilerden yardim isterim.

49. Derste Ingilizce sorular sormaya gayret ederim.

50. Ingilizce konusanlarin kiiltiirii hakkinda bilgi
edinmeye caligirim.
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APPENDIX E: Finalized version of the questionnaire given to the students

Sevgili Marmara Universitesi Yabanci Diller Yiiksekokulu Ogrencileri,

Asagida dolduracaginmiz iki anket ingilizce 6grenen dgrencilerin Ingilizce 6grenirken

basvurduklar1 yollar1 ve bunun onlarin dil 6grenme siireclerine etkilerini 6lgmektedir.
Anketteki sorular1 dikkatlice okuyup cevaplandirmaniz bu iiniversitedeki egitim
kalitesini gelistirmek ve de bundan sonra buraya gelecek O6grencilere daha iyi bir
egitim sunabilmek agisindan ¢ok Onemlidir. Liitfen sorular1 su anki durumunuzu
diistinerek cevaplandiriniz. Verdiginiz cevaplar asla kimse ile paylasilmayacak ve
sadece doktora tezim igin (isminiz kullanilmadan) analiz edilecektir. Yardiminiz igin

simdiden ¢ok tesekkiir ederim.

Ogr. Gor. Burak TOMAK

Marmara Universitesi Ogretim Elemani

Orta Dogu Teknik Universitesi Doktora Ogrencisi
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PART A
1. Ingilizce’de bildiklerimle yeni 6grendiklerim arasinda iliski 1 2 3 4 5
kurarim.
2. Yeni 6grendigim kelimeleri hatirlamak i¢in bir ciimlede 1 2 3 4 5
kullanirim.
3. Yeni 6grendigim kelimeleri akilda tutmak i¢in kelimenin 1 2 3 4 5
telaffuzuyla aklima getirdigi bir resim ya da sekil arasinda
baglant1 kurarim.
4. Yeni bir kelimeyi o sozciigiin kullanilabilecegi bir sahneyi ya 1 2 3 4 5
da durumu aklimda canlandirarak, hatirlarim.
5. Yeni kelimeleri aklimda tutmak i¢in, onlar1 ses benzerligi 1 2 3 4 5
olan kelimelerle iliskilendiririm.
6. Yeni 6grendigim kelimeleri aklimda tutmak igin kii¢iik 1 2 3 4 5
kartlara yazarim.
7. Yeni kelimeleri viicut dili kullanarak zihnimde canlandiririm. 1 2 3 4 5
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8. Ingilizce derslerinde 6grendiklerimi sik sik tekrar ederim.

9. Yeni kelime ve kelime gruplarini ilk karsilastigim yerleri
(kitap, tahta ya da herhangi bir isaret levhasini) aklima
getirerek, hatirlarim.

PART B

10. Yeni sozciikleri birkag kez yazarak, ya da soyleyerek,
tekrarlarim.

11. Anadili Ingilizce olan kisiler gibi konusmaya ¢alisirim.

12. Anadilimde bulunmayan Ingilizce’deki“th /0 / hw *gibi
sesleri ¢ikararak, telaffuz aligtirmasi yaparim.

13. Bildigim kelimeleri ctimlelerde farkli sekillerde kullanirim.

14. ingilizce sohbetleri ben baslatirim.

15. T.V.‘de Ingilizce programlar ya da Ingilizce filmler izlerim.

16. ingilizce okumaktan hoslanirim.

17. ingilizce mesaj, mektup veya rapor yazarim.

18. Ingilizce bir metne ilk basta bir gdz atarim, daha sonra
metnin tamamini dikkatlice okurum.

19. Yeni 6grendigim Ingilizce kelimelerin benzerlerini
Tiirk¢e’de ararim.

20. Ingilizce’de tekrarlanan kaliplar bulmaya calisirim.

21. Ingilizce bir kelimenin, bildigim kék ve eklerine ayirarak
anlamii ¢ikaririm.

22. Kelimesi kelimesine ¢eviri yapmamaya calisirim.

23. Dinledigim ya da okudugum metnin 6zetini ¢ikaririm.

PART C

24. Bilmedigim Ingilizce kelimelerin anlamini, tahmin ederek
bulmaya ¢aligirim.

25. Ingilizce konusurken bir szciik aklima gelmediginde, el kol
hareketleriyle anlatmaya c¢aligirim.

26. Uygun ve dogru kelimeyi bilmedigim durumlarda kafamdan
yeni sozciikler uydururum.

27. Okurken her bilmedigim kelimeye sozliikten bakmadan,
okumayi siirdiiriirim.

28. Konugma sirasinda karsimdakinin sdyleyecegi bir sonraki
climleyi tahmin etmeye ¢aligirim.
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29. Herhangi bir kelimeyi hatirlayamadigimda, ayni anlami
tasiyan bagka bir kelime ya da ifade kullanirim.

PART D

30. ingilizce’mi kullanmak icin her firsati degerlendiririm.

31. Yaptigim yanlislarin farkina varir ve bunlardan daha dogru
Ingilizce kullanmak igin faydalanirim.

32. Ingilizce konusan bir kisi duydugumda dikkatimi ona
veririm.

33. “Ingilizce’yi daha iyi nasil 6grenirim? “ sorusunun yanitini
aragtiririm.

34. Ingilizce calismaya yeterli zaman ayirmak i¢in zamanimi
planlarim.

35. Ingilizce konusabilecegim kisilerle tanismak igin firsat
kollarim.

36. Ingilizce okumak icin, elimden geldigi kadar firsat
yaratirim.

37. Ingilizce’de becerilerimi nasil gelistirecegim konusunda
hedeflerim var.

38. Ingilizce’mi ne kadar ilerlettigimi degerlendiririm.

PART E

39. ingilizce’mi kullanirken tedirgin ve kaygili oldugum anlar
rahatlamaya caligirim.

40. Yanlis yaparim diye kaygilandigimda bile Ingilizce
konusmaya gayret ederim.

41. Ingilizce’de bagarili oldugum zamanlar kendimi
odillendiririm.

42 Ingilizce ¢alisirken ya da kullamirken gergin ve kaygili isem,
bunun farkina varirim.

43. Dil 6grenirken yasadigim duygular bir yere yazarim.

44. Ingilizce galisirken nasil ya da neler hissettigimi baska
birine anlatirim.

PART F

45. Herhangi bir seyi anlamadigimda, karsimdaki kisiden daha
yavas konusmasini ya da sdylediklerini tekrar etmesini isterim.

46. Konusurken karsimdakinin yanlislarimi diizeltmesini
isterim.

47. Okulda arkadaslarimla Ingilizce konusurum.

48. Ihtiya¢ duydugumda Ingilizce konusan kisilerden yardim
isterim.
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49. Derste Ingilizce sorular sormaya gayret ederim. 1 2 3 4 5

50. Ingilizce konusanlarin kiiltiirii hakkinda bilgi edinmeye 1 2 3 4 5
caligirim.

Birinci anketteki tim sorular1 cevaplamis bulunuyorsunuz. Eger tiim sorular
cevapladiginizdan eminseniz liitfen ikinci anketteki sorulart dikkatli bir sekilde okuyup su

anki durumunuzu goz Oniine alarak cevaplandirmaya baslayiniz.

Anket 2
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1. Ingilizce anlatilan hikayeleri anlayabilir 1 2 3 4 5 6 7
misiniz?
2. Kendi bagimiza ingilizce okuma 6devini 1 2 3 4 5 6 7
bitirebilir misiniz?
3. Ingilizce TV programlarim anlayabilir 1 2 3 4 5 6 7
misiniz?
4. Okulunuzu Ingilizce tanitabilir misiniz? 1 2 3 4 5 6 7
5. Ingilizce giinliik tutabilir misiniz? 1 2 3 4 5 6 7
6. Okulunuzdan evinize giden yolu Ingilizce 1 2 3 4 5 6 7
tarif edebilir misiniz?
7. Ogretmeniniz tarafindan verilen Ingilizce 1 2 3 4 5 6 7
komposizyon yazma 6devlerini yerine
getirebilir misiniz?
8. Ingilizce hikaye anlatabilir misiniz? 1 2 3 4 5 6 7
9. Ingilizce konusan iilkelerde yayinlanan 1 2 3 4 5 6 7
radyo programlarini anlayabilir misiniz?
10. Tiirkiye’de yapilan ingilizce televizyon 1 2 3 4 5 6 7
programlarint anlayabilir misiniz?
11. Simf arkadasiniza Ingilizce mesaj 1 2 3 4 5 6 7
birakabilir misiniz?
12. Ingilizce makale okudugunuzda, 1 2 3 4 5 6 7
bilmediginiz kelimelerin anlamini tahmin
edebilir misiniz?
13. Yeni 6grendiginiz kelimeleri kullanarak 1 2 3 4 5 6 7
climle yazabilir misiniz?
14. Ingilizce e-posta yazabilir misiniz? 1 2 3 4 5 6 7
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15. Ogretmeniniz okul yasamiyla ilgili 1 2 3 4 5 6 7
Ingilizce kaydedilmis bir konusma kayd1
verirse anlayabilir misiniz?

16. Internetteki Ingilizce haber okudugunuzda 1 2 3 4 5 6 7
anlayabilir misiniz?

17. Ogretmenlerinize Ingilizce soru sorabilir 1 2 3 4 5 6 7
misiniz?

18. Ingilizce deyimler kullanarak ciimle 1 2 3 4 5 6 7
yazabilir misiniz?

19. Ingilizce 6gretmeninizi Ingilizce tamtabilir 1 2 3 4 5 6 7
misiniz?

20. Hepinizin ilgilendigi konularda sinif 1 2 3 4 5 6 7
arkadaslarmizla Ingilizce tartisabilir misiniz?

21. Ingilizce kisa romanlar1 okuyabilir 1 2 3 4 5 6 7
misiniz?

22. Ingilizce filmleri Tiirkce altyazisiz 1 2 3 4 5 6 7
anlayabilir misiniz?

23. Ogretmenlerinizin sorularini ingilizce 1 2 3 4 5 6 7
cevaplayabilir misiniz?

24. Ingilizce sarkilar1 anlayabilir misiniz? 1 2 3 4 5 6 7
25. Ingilizce gazeteleri okuyabilir misiniz? 1 2 3 4 5 6 7
26. Ingilizceden Ingilizceye olan bir sdzliik 1 2 3 4 5 6 7

kullanarak bilmediginiz bir kelimenin
anlamini bulabilir misiniz?

27. Ingilizce rakamlar1 sdylendiginde 1 2 3 4 5 6 7
anlayabilir misiniz?

28. Internette Ingilizce haber yayinlayabilir 1 2 3 4 5 6 7
misiniz?

29. Tiirk kiiltiirii hakkinda yazilmis Ingilizce 1 2 3 4 5 6 7
makaleleri anlayabilir misiniz?

30. Kendinizi Ingilizce tanitabilir misiniz? 1 2 3 4 5 6 7
31. Ingilizce dgretmeniniz hakkinda Ingilizce 1 2 3 4 5 6 7
bir kompozisyon yazabilir misiniz?

32. Ingilizce kitabinizdaki yeni konular 1 2 3 4 5 6 7

okudugunuzda anlayabilir misiniz?

Ikinci anketteki tiim sorulari cevaplamis bulunuyorsunuz. Eger tiim sorulari
cevapladigimizdan eminseniz liitfen asagidaki kisisel bilgiler kismin1 doldurunuz.
Sizden isminizi ve telefon numaranizi da yazmanizi rica ediyorum. Bu bilgileriniz
kimse ile paylasilmayacak olup bunlari sizden isteme amacim gerekli gordiigimde
sizinle birebir gériigme yapmak icin sizlere daha rahat ulagmaktir.

318



KIiSISEL BiLGILER

1) Ad: Soyad: Ogrenci No:

Telefon Numarast:
E-posta adresi:

2) Fakiilte/Yiiksekokul:

3) Boliim:

4) Cinsiyet: [Kiz "IErkek

5) Yas:

6) OSS simavina hangi puan tiiriinden girdiniz?
Csayisalllsozel Clesitagirlikl

7) Ne tiir liseden mezun oldunuz?

" Diiz lisel IMeslek ve Teknik Liseleril]/Anadolu lisesi

[JAnadolu Meslek ve Teknik Liseleri

ISiiper Lise 1 Fen Lisesi
[10zel Lise JAnadolu Ogretmen Lisesi
Diger :

8) Daha onceden hazirlik sinifi okudunuz mu?

a) Evetb) Hayir

9) Kag yildir Ingilizce egitim aliyorsunuz?

a)0-1 b) 2-3c) 4-5d) 6 ve tizeri
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10) ingilizce’de yeterli diizeye gelmek sizin icin ne kadar Snemli?

a) Cok 6nemli b) Onemli c) Cok dnemli degil d) Hi¢ onemli degil

11) Ingilizce 6grenmeye ne kadar isteklisiniz?

a) Biiyiik dl¢iide b) Oldukca c) Kismen d) Cok az e) Hig

12) Ingilizce’yi nigin dgreniyorsunuz?

a) Mesleki gelisim i¢in

b) Yurtdisinda ¢aligmak istiyorum

¢) Internet ve medyayi takip etmek istiyorum
d) Zorunlu hazirlik sinifi oldugu igin

e) Boliimiim Ingilizce oldugu icin

13) Ingilizce 6grenmekten zevk aliyor musunuz?

a) Biiyiik 6l¢iide b) Oldukga c) Kismen d) Cok az e) Hig

14) Ingilizce 6grenirken zorluk gekiyor musunuz?

a) Biiyiik 6l¢iide b) Oldukca c) Kismen d) Cok az e) Hig

15) Ingilizce ogrenirken en ¢ok zorluk cektiginiz alan
hangisidir?(Birden fazla secim yapabilirsiniz)

a) Konusma b) Yazma c) Okuma d) Kelime Bilgisi

e) Dinleme f) Dil Bilgisi g) Telafuz
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16) ingilizce 6grenirken kullandigimiz 6grenme stratejilerini nerelerden 6grendiniz ?

[1Ogretmenlerimden "|Arkadaslarimdan
[ingilizce ders kitaplarindan UlInternetten
“IKendi kendime Baska(Liitfen belirtiniz) :

Tiim sorular1 cevaplamis oldugunuzdan eminseniz anketi teslim edebilirsiniz.

Katiliminiz i¢in ¢ok tesekkiir ederim :)
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APPENDIX F: Teachers’ Questionnaire

How much can you do?

This questionnaire is designed to help us gain a better understanding of the
kinds of things that create challenges for teachers in their school activities.
Directions: Please indicate your opinion about each of the questions below
by marking one of the nine responses in the columns on the right side. The
scale of responses ranges from “None at all” (1) to “A Great Deal” (9), with
“Some Degree” (5) representing the mid-point between these low and high
extremes. You may choose any of the nine possible responses, since each
represents a degree on the continuum. Your answers are confidential. Please
respond to each of the questions by considering the combination of your
current ability, resources, and

opportunity to do each of the following in your present position.

nothing

1. How much can you do to get through (reach) to the most
difficult students?

2. How much can you do to help your students think critically?

3. How much can you do to control disruptive (disturbing)
behavior in the classroom?

4. How much can you do to motivate students who show low
interest in schoolwork?

5. To what extent can you make your expectations clear about
student behavior?

6. How much can you do to get students to believe they can do well
in schoolwork?

7. How well can you respond to difficult questions from your
students?

8. How well can you establish routines to keep activities running
smoothly?

9. How much can you do to help your students value learning?

10. How much can you gauge (judge) student comprehension of
what you have taught?

11. To what extent can you craft (create) good questions for your
students?

12. How much can you do to foster (encourage, support) student
creativity?

13. How much can you do to get children to follow classroom
rules?

14. How much can you do to improve the understanding of a
student who is failing?

15. How much can you do to calm a student who is disruptive
(disturbing) or noisy?

16. How well can you establish a classroom management system
with each group of students?

17. How much can you do to adjust your lessons to the proper level
for individual students?

18. How much can you use a variety of assessment (measurement)
strategies?

19. How well can you keep a few problem students form ruining an
entire lesson?

20. To what extent can you provide an alternative explanation or
example when students are confused?

21. How well can you respond to defiant (rebellious) students?

22. How much can you assist families in helping their children do
well in school?

23. How well can you implement (use) alternative strategies in
your classroom?

24. How well can you provide appropriate challenges for very
capable (competent, skillful) students?
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APPENDIX G: Interview Questions for Students in the first (fall) term

(Turkish)

Giris sorular1

1)
2)
3)
4)
5)

6)

Nerelisin? Kag yasindasin?
Hangi okuldan mezun oldun?
Boliimiin ne?
Neden Ingilizce bir boliim tercih ettin?
Ingilizce 6grenmekte zorlaniyor musun? En ¢ok nerede zorlaniyorsun?
(Okuma, yazma, dilbilgisi, kelime, konugma...)

Zorlandi1gin zaman kimden destek aliyorsun?

Asil sorular

1)
2)

3)

4)

5)
6)

7)

Kendinizi dil 6grenmeye nasil motive ediyorsunuz?

Kendi c¢alisma planinizi kendiniz mi yapiyorsunuz? Yoksa hocalarinizin
dediklerini mi yapiyorsunuz?

Ogrenme siirecinizi kendiniz mi yonlendiriyorsunuz? Yoksa hocalardan bdyle
bir yonlendirme bekliyor musunuz? Size bdyle bir yonlendirme veriyorlar
mi1?

Dilde olan gelisiminizi nasil dl¢liyorsunuz? Kendinizi gézlemliyor musunuz?
Yoksa vize/quiz/ddevlerden aldiginiz notlara bakarak mi1 bunu yapiyorsunuz?
Buradaki ders saati harici ekstra ¢alisma yapiyor musunuz? Ne yapiyorsunuz?
Daha o6nce (burada dil egitimi almadan once) Ingilizce
ogrenirken/Ogretilirken dil O6grenme stratejisi kullandiniz mi1? Ne gibi
stratejiler kullandimiz? Ornek verebilir misiniz? Bu stratejileri nerden
ogrendiniz? Hocanizdan m1? kendiniz mi 6grendiniz? Bagka birinden mi?
Buraya gelmeden once 6grendiginiz bu stratejileri hala kullaniyor musunuz?
Neden?

Bu okulda dil oOgrenmeye Al seviyesinden basladiniz. Suan A2
seviyesindesiniz ve B1 seviyesine dogru gidiyorsunuz. Siz Al seviyesinden
basladiginiz buradaki dil egitiminizde kisa zamanda ¢ok sey 6greniyorsunuz.

Bu hiza yetismek adina 6grenme stratejilerinden yararlaniyor musunuz? Ne
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tiir stratejiler kullandiniz? Ornek verebilir misiniz? Bu stratejiler sizin isinizi
ne agidan kolaylastirdi? Bunlar1 nereden 6grendiniz hocanizdan mi? kendiniz
mi? arkadaslarinizdan mi?

8) Hocalarinizdan size dil 6grenme stratejilerini 6gretmesini bekliyor musunuz?
Neden? Sizce bunu yapiyorlar mi1? Nasil 6rnek verebilir misiniz?

9) Daha ¢ok hangi strateji alanindan kendinizi daha yetkin hissediyorsunuz?
Hafizanmiz1 kullanarak mi? Size 06gretilen seyleri ezberlemek veya hatirlamay
caligmak gibi?

Beyinsel bir takim yontemlere basvurarak mi1? kendinizi siirekli Ingilizce diisiinmeye
yonlendirerek, kendinizi siirekli Ingilizce’ye maruz birakarak mi?

Bilmediginiz eksik oldugunuz bilgileri bildiginiz bilgileri kullarak yani eksik
kisimlari mevcut bilgilerinizle tamamlamaya ¢alisarak mi1?

Kendi 6grenme siirecinizi kendiniz organize ederek veya kendi 6grenmenizi kendiniz
degerlendirerek mi?

Dil 6grenirken duygularinizdan faydalanarak mi1? Duyussal 6grenme?

Sosyal becerilerinizi kullanarak mi1?

Remembering more effectively Memory
Using all mental processes Cognitive
Compensating for missing knowledge Compensation
Organizing and evaluating the learning Metacognitive
Managing the emotions Affective
Learning with others Social

10) Smifta “reading” yaparken strateji kullantyor musunuz? Ne tiir stratejileri
kullaniyorsunuz? Ornek verebilir misiniz? Bu stratejileri hocamz m
gosteriyor yoksa kendiniz mi farkediyorsunuz?

11)Evde reading c¢alisiyor musunuz? Eger c¢alisiyorsaniz, stratejilerden
yararlaniyor musunuz? Ne tiir stratejilerden yararlaniyorsunuz? Ornek

verebilir misiniz?
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12) Sinifta “writing” yaparken strateji kullaniyor musunuz? Ne tiir stratejileri
kullantyorsunuz?  Ornek verebilir misiniz? Bu stratejileri hocaniz mi
gosteriyor yoksa kendiniz mi farkediyorsunuz?

13) Evde “writing” yaziyor musunuz? Eger yaziyorsaniz, stratejilerden
yararlaniyor musunuz? Ne tiir stratejilerden yararlanyorsunuz? Ornek
verebilir misiniz?

14) Smufta “listening” yaparken strateji kullaniyor musunuz? Ne tiir stratejileri
kullaniyorsunuz? Ornek verebilir misiniz? Bu stratejileri hocaniz mi
gosteriyor yoksa kendiniz mi farkediyorsunuz?

15) Evde listening yapiyor musunuz? Yapiyorsaniz yaparken strateji kullantyor
musunuz? Ne tiir stratejileri kullantyorsunuz? Ornek verebilir misiniz?

16) Smufta “speaking” yaparken strateji kullaniyor musunuz? Ne tiir stratejileri
kullanryorsunuz? Ornek verebilir misiniz? Bu stratejileri hocamz mi
gosteriyor yoksa kendiniz mi farkediyorsunuz?

17) Evde veya siif disinda speaking yapiyor musunuz? Eger yapiyorsaniz,
stratejilerden yararlaniyor musunuz? Ne tiir stratejilerden yararlaniyorsunuz?
Ornek verebilir misiniz?

18) Smufta “grammar” yaparken strateji kullaniyor musunuz? Ne tiir stratejileri
kullantyorsunuz? Ornek verebilir misiniz? Bu stratejileri hocamz m
gosteriyor yoksa kendiniz mi farkediyorsunuz?

19)Evde veya smif disinda grammar c¢alismasi yapiyor musunuz? Eger
yaptyorsaniz, stratejilerden yararlantyor musunuz? Ne tiir stratejilerden
yararlaniyorsunuz? Ornek verebilir misiniz?

20) Sinifta “vocabulary” yaparken strateji kullaniyor musunuz? Ne tiir stratejileri
kullaniyorsunuz? Ornek verebilir misiniz? Bu stratejileri hocamz m
gosteriyor yoksa kendiniz mi farkediyorsunuz?

21)Evde veya smif disinda vocabulary c¢alismasit yapiyor musunuz? Eger
yapiyorsaniz, stratejilerden yararlaniyor musunuz? Ne tiir stratejilerden
yararlaniyorsunuz? Ornek verebilir misiniz?

22) Calisma yonteminizi ve kullandiginiz stratejileri bu okuldaki egitim sitemine

gore mi belirliyorsunuz? Sinavlari baz alarak mi ¢alistyorsunuz?
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23) Bu zamana kadar kullanmis oldugunuz stratejilerin faydasini gérdiiniiz mii?
Ne yonde gordiintiz? Kullandigimiz stratejileri smavlarda kullanabiliyor
musunuz? Hangi smavlarda? (reading, writing, listening, speaking) Eger
kullantyorsaniz bunlar sizin smav notunuza olumlu yonde yansidi mi1? nasil
yansidi 6rnek veriniz.

24)Dil ogrenme stratejilerini en ¢ok hangi becerinizi gelistirmek igin
kullaniyorsunuz? Neden? Hangi smavda en c¢ok hangi stratejiyi
kullaniyorsunuz? Neden? Vizelerde kullandiginiz hangi stratejilerin faydali
oldugunu diisiiniiyorsunuz? Finalde kullanacaginiz hangi stratejilerin faydal
olacagini diisliniiyorsunuz?

25) Kullandiginiz stratejiler size daha bilingli bir dil 6grenen bir birey (self-
regulated learner) haline getiriyor mu? Nasil? Ne yonde?

26) Kullandiginiz stratejiler sayesinde dil becerinizin ve yeterliliginizin arttigini
hissediyor musunuz? Nasil? Writing/ Speaking/ Reading / Listening bazinda
ornek verebilir misiniz?

27) Kullanmig/ kullaniyor oldugunuz stratejiler sizin 0z-yeterliliginize/ 06z-
yeterlilik alginiza faydali oluyor mu? Ne gibi faydasi oluyor? Sizce 6z-
yeterliligin strateji kullanimu ile ilgisi var m1? Nasil ve ne yonde var? Ornek
verebilir misiniz?

28) Burada aliyor oldugunuz egitimin 6z-yeterliliginizi gelistirdigine inaniyor
musunuz? Evet ise nasil ne ne yonde? Hayir ise neden?

29) Oz yeterliliginizi yiikseltmek adina okulda ders ici ve ders dis1 aktiviteler
yapiliyor mu? Ornek verebilir misiniz? Sizce neler yapilmalh? Siz kendi 6z-
yeterliliginizi gelistirmek adina bir sey yapiyor musunuz? Ornek verebilir

misiniz? Sizce bunu gelistirmek adina neler yapilabilir?
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APPENDIX H: Interview Questions for Students in the first (fall) term

(English)

Warm-up (Introduction Questions)

1)
2)
3)
4)

5)

6)

Where is your hometown? How old are you?

Which high school type did you graduate from?

What is your department?

Wht did you choose to study a major that provides English medium
instruction?

Do you have any difficulty in learning English? What do you find most
difficult? (reading, writing, grammar, vocabulary, speaking...)

When you have a difficulty, what do you do? Whom do you consult?

Actual interview questions

1)
2)

3)

4)

5)

6)

How do you motivate yourself towards learning the language?

How do you make your study plan? (If s/he says he does whatever his/her
instructors say to him/her) How do you apply what your instructors say to
you?

Do yhou direct your own learning or do you expect such a direction or
guidance from your instructors? Do they give you such directions and
guidance?

Do you keep the track of your language development or do you do this by
considering your grades that you have taken from the exams, quizzes or
assignments?

Do you study out of your class time expect from homework and assignments?
What do you do?

Have you ever used language learning strategies before you start your
education in this school? What kind of strategies have you used? Could you
exemplify it? Where have you learned them? From your teachers? On your
own? From someone else? Are you still using the strategies that you have

learned before? Why?
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7) You have started learning the language from Al level. Now you are in A2
level and you are about to reach B1 level. You learn a lot of things within a
short period of time here in this curriculum. Do you do something to keep up
with the pace of this intensive curriculum? What do you do? Do you make
use of learning strategies? What kind of strategies have you used? Could you
exemplify it? How do these strategies make it easier for you to learn? Where
have you learned these strategies? From your instructors? By yourselves?
From your friends?

8) Do you expect your instructors to teach you language learning strategies?
Why? Do you think they are already doing that? How? Can you exemplify it?

9) Which learning strategies type do you feel yourself more competent?

Using your memory? Trying to memorize what is taught to you or trying to
remember them?

Using your cognitive skills? Trying to think in English? Making yourself exposed to
English?

Trying to compensate what you are deficient in with what you already know?
Organizing your own learning process and making self-evaluation?

Associating yourself with the language you are learning? Do you have an emotional
connection with the language? Do you enjoy learning English? Do you motivate
yourself to learn it?

Using your social skills?

Remembering more effectively Memory
Using all mental processes Cognitive
Compensating for missing knowledge Compensation
Organizing and evaluating the learning Metacognitive
Managing the emotions Affective
Learning with others Social

10) Do you use strategy when you do “reading” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you

these strategies or do you notice them on your own?
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11) Do you study for reading at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

12) Do you use strategy when you do “writing” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you
these strategies or do you notice them on your own?

13) Do you study for writing at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

14)Do you use strategy when you do “listening” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you
these strategies or do you notice them on your own?

15) Do you study for listening at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

16) Do you use strategy when you do “speaking” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you
these strategies or do you notice them on your own?

17) Do you study for speaking at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

18) Do you use strategy when you cover “grammar” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you
these strategies or do you notice them on your own?

19) Do you study for grammar at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

20) Do you use strategy when you cover “vocabulary” in the class? What kind of
strategies do you use? Can you exemplify it? Does your instructor show you
these strategies or do you notice them on your own?

21) Do you study for vocabulary at home? If you do, do you make use of the
strategies? What kind of strategies do you use? Can you exemplify?

22) How do you determine the the way you study and the strategies that you use?
Is it in line with the system of the education here in this school or the exams?
Do you study considering the exams?

23) Have you benefitted from the strategies that you ahev used so far? How? Can

you use the strategies in the exams? (reading, writing, listening, speaking) If
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you do so, do they reflect positively on your exam grades? How? Could you
exemplify?

24) For which skill development do you use the strategies most? Why? Which
strategies do you use in which exams? Why? Which strategies that you have
used in the mid-terms were more beneficial? Which strategies do you think
will be more beneficial for the final exam?

25) Do you think the strategies that you use make you self-regulated learner?
How? In what ways?

26) Do you feel any development in your language skills with the help of the
strategies that you are using? How? Could you exemplify in terms of writing,
speaking, reading, and listening?

27)How do the strategies that you are using have an influence over your
perception of self-efficacy? What kind of benefits do they provide you? Do
you think there is a realtion between strategy use and self-efficacy? How? In
what ways? Can you give an example?

28) Do you think the education that you take here develop your self-efficacy? If
yes, how? If no, why not?

29) Are there any activities both within the class time and out of the class time to
develop your self-efficacy? Can you give examples? What do you think can
be done? Do you do something to develop your self-efficacy on your own?

Can you give an example? What else can be done to do this?
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APPENDIX I: The interview questions for the students in the second (spring)

1)

2)

3)

4)

5)

6)

7)

8)

term (Turkish)

Al seviyesindeyken c¢alisma planmizi su sekilde yaptiginizi
sOylemissiniz..su an nasil bir yol izliyorsunuz?
Dilde olan gelisiminizi su  sekilde takip ettiginizi
sOylemissiniz..sene ortasindan bu yana olan dildeki gelisiminizi
takip ettiniz mi? nasil ettiniz? Notlar? Quiz ve sinav notlar1 ile mi?
Gelistiginizi ve Bl oldugunuzu hissediyor musunuz? Neden?
Nasil?
Ders harici ekstra calisma hakkinda bunu demissiniz..ders harici
ekstra calisma yapiyor musunuz?
Al seviyesinden baslamis oldugunuz buradaki dil 6grenme
stirecinizde okuldaki miifredatin hizina yetismek adina bunlar
bunlar1 yaptiginizi sdylemisssiniz..suan ayni stratejileri kullaniyor
musunuz? Neden? Suanda da dil yeterliliginizi gelistirmek adina
miifredatin hizina yetisem kayginiz var mi1?
A1l seviyesinde kullaniyor oldugunuz dil 6grenme stratejileri hala
kullantyor musunuz?
Sizce hocalariniz yil boyunca dil 6grenme stratejilerini dgrettiler
mi? sizin bekletiniz ne yondeydi? Hocalariniz beklentilerinizi
karsiladilar mi1? donem iginde boyle diisiinmiissiiniiz suanki
diistinceniz nedir?
Kendizi su su strateji alaninda daha yetkin hissettiginizi
sOylemigssiniz? Suanki disiinceleriniz nelerdir? Hangi strateji
alaninda kendinizi daha yetkin hissediyorsunuz?
Suan B1 seviyesindesiniz kendinize yeni stratejiler gelistirdiniz mi
yoksa eski stratejileri kullanmaya devam mi ediyorsunuz? Neden?
Biitiin bunlar1 Reading/ writing/ listening/ speaking / grammar/
vocabulary bazinda oOrneklendirebilir misiniz? (hem smif igi
aktivitelerinde hem de sinif dig1 aktivitelerinde)
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9) Suanki g¢alisma yonteminizi nasil belirliyorsunuz? Doénem
ortasinda bunlar1 bunlar1 yaptiginizi sdylemisssiniz? Ayni sekilde
bunlar1 yapmaya devam mi ediyor musunuz? Sinav bazli mi
calistyorsunuz?

10) Bu zamana kadar kullanmis oldugunuz stratejilerin faydasini
gordiinliz mii? Ne yonde gordiinliz? (reading, writing, listening,
speaking) Kullandiginiz = stratejileri sinavlarda kullanabiliyor
musunuz? Hangi smavlarda? Bunlar notunuza olumlu yonde
yansidi m1?

11) Dil 6grenme stratejilerini en ¢ok hangi becerinizi gelistirmek igin
kullantyorsunuz? Bu zamana kadar en cok hangi stratejiyi hangi
smavlarda kullandimz? Ise yaradi mi? Finalde hangi stratejinin
daha faydali olacagini diisiiniiyorsunuz?

12) Bu zamana kadar kullandiginiz stratejiler size nasil etkiledi? Daha
bilingli bir 6grenen haline getirdi mi? Nasil ve ne yonde?

13) Kullandiginiz ~ stratejiler  sayesinde dil  becerinizde ve
yeterliliginizde artis oldugunu diisiiniiyor musunuz? Nas1l? Ornek
verebilir misiniz? (writing/ speaking/ reading/ listening gdz Oniine
alindiginda)

14) Suanki gelmis oldugunuz seviyenin sizin 6z-yeterliliginize ne gibi
etkisi oldugunu sdyleyebilirsiniz? Sizce 0z yeterlilikle strateji
kullanimin ilgisi var m1?

15) Buarada almis oldugunuz egitim 6z yeterliliginizi gelistirdi mi?
evet ise nasil ve de ne yonde? Hayir ise neden?

16) Oz yeterlliliginizi yiikseltmek adina okulda bu sene boyunca ders
ict ve ders dis1 aktiviteler yapildi mi1? neler yapildi? Daha neler
yapilabilirdi? Siz kendi 6z yeterliliginizi gelistirmek adina neler

yaptimiz? Ornek verebilir misiniz?
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APPENDIX J: The interview questions for the students in the second (spring)

1)

2)

3)

4)

5)

6)

7)

8)

term (English)

You said that you made your study plan like this in the first term.
What is you way right now?

You said that you kept the track of your development like this in
the first term. How have you kept the track of your development
since the beginning of the second term? Have you considered your
development with regard to your grades that you have taken from
the exams, quizzes? Do you think you have developed your
linguistic competence and reached to B1 level? Why? How?

You said this about self-studies out of class time. Do you study out
of class time now?

You said this and that to keep up with the pace of the intensive
curriculum of this school. Do you stil use the same strategies?
Why? Do you have any concerns to keep up with the pace of the
curriculum now regarding your language development?

Do you still use the strategies that you were using when you were
in Al level?

Have your instructors taught you the language learning strategies
all through the year? What have been your expectations? Have
your instructors met your expectations? You said this in the first
interviews. What about your ideas now?

You said that you felt yourself more competent in this kind of
strategies. How about your ideas now? Which learning strategy
type do you feel yourself more competent?

As you are in B1 level, have you created new strategies or are you
still using the previous strategies that you have been using before?
Why? Could you exemplify them in terms of reading, writing,
listening, speaking, grammar, and vocabulary considering the
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activities that you do both with the class time and out of the class
time?

9) How do you determine the way of your studying now? In the first
interviews you said this. Do you apply the same things now? Do
you study considering the exams?

10) Have you noticed the benefit of the strategies that you have been
using so far in terms of listening, reading, writing and speaking?
In what ways? Can you use the strategies that you have in the
exams? Which exams? Do these strategies have a positive
reflection on your exam scores?

11) For which skill development do you use strategies most? Which
strategy have you used for which exam so far? Have it worked out
well? Which strategy do you think will be the most useful for the
final exam?

12) How have the strategies that you have used so far affected you?
Have they made you more self-regulated learner? How? In what
ways?

13) Do you think there is a considerable development both in your
language proficiency and linguistic competence with the strategies
that you have used? How? Could you give an example in terms of
writing, speaking, reading, and listening?

14) What can you say about the influence of your present language
level over your self-efficacy? Do you think there is a relation
between strategy use and self-efficacy?

15)Do you think the education that you have taken here has
developed your self-efficacy? If yes, how and in what ways? If no,
why not?

16) Have there been any activities both within the class time and out
of the class time to develop your self-efficacy in this school? Can
you give examples? What else can be done? Have you done
something to develop your self-efficacy on your own? Can you

give an example?
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1)
2)

3)

4)

5)

6)

7)

8)

9)

APPENDIX K: Interview Questions for Instructors (Turkish)

Ogrencilerinizi dil dgrenmeye motive ediyor musunuz? Neden? Nas1l?
Ogrencilerinizin calisma planmi yapmalarinda yardimer oluyor musunuz
yoksa size gore kendi ¢aligma programlarinini kendilerimi mi yapmalilar?
Ogrencilerinizin gelisimini takip ediyor musunuz? Nasil? Notlarina bakarak
m1? Neden?

Sizce 6grenciler buradaki ders saatleri harici ekstra calisma yapmalilar mi1?
Evet ise, Neler yapmalilar? Nasil yapmalilar?

Burada A1 seviyesinden baslattigimiz 6grencilerin yil sonunda B2 seviyesine
cikmalarimi beklemekteyiz. Sizce bu ogrencilertin dil 6grenme stratejisi
ogretimine ihtiyaclart var m1? Neden? Siz bunu yapiyor musunuz? Nasil?
Ornek verebilir misiniz?

Sizce bizim Ggrencilerimiz en ¢ok hangi 6grenme stratejisini kullaniyorlar?
(strateji tiirlerini gOsterecegim ornekler vererek
Memmory/Cognitive/compensation/metacognitive/ Affective/ Social) Sizce
hangi strateji tiirlinii hazirlikta basarili olmak i¢in daha cok kullanmalilar?
Sinifta reading yaparken stateji gosteriyor musunuz? Evet ise neler ve nasil?
Ornek verebilir misiniz?

Sinifta writing 6gretirken strateji gosteriyor musunuz? Evet ise neler ve nasil?
Ornek verebilir misiniz?

Smifta listening Ogretirken strateji gosteriyor musunuz? Evet ise neler ve

nasil? Ornek verebilir misiniz?

10) Smufta speaking Ogretirken strateji gosteriyor musunuz? Evet ise neler ve

nasil? Ornek verebilir misiniz?

11) Sinifta vocabulary 6gretirken strateji gosteriyor musunuz? Evet ise neler ve

nasil? Ornek verebilir misiniz?

12) Sinifta grammar Ggretirken strateji gosteriyor musunuz? Evet ise neler ve

nasil? Ornek verebilir misiniz?

13) Sizce bu 6grencilerin hizli bir sekilde ilerleyen miifredata yetismek adina

stratejilerden yararlanmasi gerekiyor mu?
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14)Sizce Ozellikle hangi becerilerini  gelistimek adma stratejilerden
yararlanmalilar? Reading/ Writing/ listening/ Speaking /Vocabulary
/grammar? Neden? Bunu nasil yapmalilar?

15) Sizce Ogrenciler en ¢ok hangi stratejiyi hangi sinavda kullaniyor ya da
kullanmal1? Neden? Nasil?

16) Sizce ogrencilerin strateji kullanimi onlar1 daha bilingli bir 6grenen (self-
regulated) haline getiriyor mu? Nasil? Ne yonde?

17) Strateji kullanan ogrencilerin 6z yeterlilik diizeylerinde sizce bir artis
goriililyor mu? Sizce bu ikisinin bir ilgisi var m1? Nasil ve ne yonde? Ornek
verebilir misiniz

18) Sizce buradaki verilen egitim 6grencinin 6z yeterliligini gelistiriyor mu?

19)Sizce okulda diizenlenen ders i¢i ve ders dis1 yapilan aktiviteler
ogrencilerimizin 6z yeterliligini yilikseltmek adina yeterli mi? Sizce neler
yapiliyor? Siz ders i¢inde neler yapiyorsunuz? Ders i¢i ve ders dist daha neler

yapilabilir?
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APPENDIX L: Interview Questions for Instructors (English)

1)
2)

3)

4)

5)

6)

7)

8)

9)

Do you motivate your learners to learn English? Why and how?
Do you help your learners make their own study plan or do you
think they should make it on their own?

Do you keep the track of your leaners’ development? How?
Considering their exam scores? Why?

Do you think students should study out of the class time? If yes,
what should they do? How should they do?

We expect our students who start their language learning from Al
level to reach to B2 level at the end of the year. Do you think these
learners need language learning strategies? Why? Do you teach
them strategies? How? Could you exemplify it?

What kind of learning strategies do you think our learners tend to
use more? (Memmory/Cognitive/compensation/metacognitive/
Affective/ Social) Which one do you think they must use to be
successful at the end of this year?

Do you show any strategies while you are doing “reading” in the
class? If yes, what do you do and how do you do them? Can you
give examples?

Do you show any strategies while you are doing “writing” in the
class? If yes, what do you do and how do you do them? Can you
give examples?

Do you show any strategies while you are doing “listening” in the
class? If yes, what do you do and how do you do them? Can you

give examples?

10) Do you show any strategies while you are doing “speaking” in the

class? If yes, what do you do and how do you do them? Can you

give examples?
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11) Do you show any strategies while you are covering “vocabulary”
in the class? If yes, what do you do and how do you do them? Can
you give examples?

12) Do you show any strategies while you are doing “grammar” in the
class? If yes, what do you do and how do you do them? Can you
give examples?

13) Do you think the students should make use of the strategies to
keep up with the pace of such an intensive curriculum?

14) Which strategies do you think the learners should use so as to
develop their language skills such as reading, writing, listening,
speaking, vocabulary, and grammar? How can they succeed this?

15) Which strategy do you think students are using mostly in the
exams? Which strategy do you think they should use to be
successdul in the exams? Why? How?

16) Do you think the strategy use of the students make them more self-
regulated learners? How? In what ways?

17) Do you monitor the development of self-efficacy in learners who
use strategies? Do you think these two terms have any relation
with each other? How? In what ways? Can you give an example?

18) Do you think the education given in this school help leaners
develop their self-efficacy?

19) Do you think the activities arranged both within and out of the
class time are sufficient to develop the self-efficacy of the
learners? Can you name some of these activities? What do you do
within the class time? What else can be done both within and out
of the class time?
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APPENDIX M: Turkish Summary

Toplumdaki degisimler, egitimi; egitimdeki degisimler de dil &gretimini
etkilemektedir. Cok eski zamanlarda, gramer ve c¢eviri yontemi (Grammar
Translation Method) ile yapilan dil egitimi, daha sonra dilsel ve isitsel yontemin
(Audio-Lingual Method) yayginlasmasi ve daha islevsel hale gelmesi ile degisiklik
gostermistir. Fakat bu iki yontemde de dil 6gretim ve Ogrenim silirecinin asil
sorumlulugu; ogretmenlerde, egitmenlerde ve akademisyenlerdedir. 1980’lerde,
iletisimsel dil 6gretim yonteminin (Communicative Language Teaching)
yayginlagmasi ile sorumluluk Ogrencilere verilmistir. Her 6grenci, dil 6grenme
stirecindeki esas sorumlunun kendisi olmasi gerektiginin farkina varmistir. Hedge
(2000) bu konudaki diisiincesini: “1980’lerin sonundan bu yana, kendi kendine
O0grenme ile alakali olan bagimsiz O0grenme, kendi kendini denetleme, kendini
degerlendirme, O6grenme stratejileri, kendine yardim eden Ogrenme stratejileri,
stratejik yatirim, 6grenen egitimi, bireysel ¢alisma ve bireysel 6grenme terimlerinin
yayginlagmasina ve artmasina sebep olmustur.” (s. 77) tespitinde bulunmus ve egitim

alaninda calisanlarla bu diisiincesini paylagmustir.

Yapilandirmaci egitim uygulamalari, dil 6gretimine dogrudan katkida bulunmus ve
Ogrencilerden 6grenim siirecindeki beklentiler degismistir. Bu durum 6grencilerin
sorumlulugunu daha da arttirmistir. Seferoglu (2014) o&grencilere 21. yiizyil
becerilerinin kazandirilmasinin 6nemine vurgu yapmis; Ogrencilerin duygusal ve
sosyal becerilerinin gelisimi i¢in, onlara imkan ve firsatlar hazirlamanin geregini

isaret etmistir.

Bu degisimler, dil siniflarinda uygulanan; gerek yontemsel, gerek fiziki olusumlarin
da gozden gegirilmesine sebep olmustur. Dil siniflarindaki degisim, 6grencilere de
yansimisg; daha etkin, kendi 6grenme sorumlulugunu alan, kendi gelisimini takip
edip, kendi 6grenme siirecini yoneten 6grenci profili artirilmaya calisilmistir. Bunun
icin de bazi kavramlarin onemi ortaya ¢ikmistir; 6grenci otonomisi, motivasyon,
kiiltiirel baglam, 6grenci farkliliklari, 6grenme stratejileri, 6z diizenleme... Her ne
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kadar, bu kavramlar; birbirleriyle iliskili ve birbirlerini etkileyen pargalar olsa da, bu

caligmanin ¢ikis kaynagi, 6grenme stratejileridir.

Bu zamana kadar 6grenme stratejileri lizerine yapilan g¢aligmalar, incelendiginde;
literatiir gosterir ki yapilan ¢ogu c¢alisma, nicel arastirma yontemleri kullanilarak
yapilmistir. (Baleghizadeh & Masoun, 2013; Bilge et al, 2014; Chuang et al., 2015;
Cubillos & Ilvento, 2002; Cubukgu, 2008; Erozkan, 2013; Heikkila & Lonka, 2006;
Hodges & Kim, 2010; Kim et al., 2015; Magogwe & Oliver, 2007; Mahmoodi et al.,
2014; Mizumoto, 2013; Pintrich & De Groot, 1990; Tirfalioglu & Cinkara, 2009;
Ting & Chao, 2013; Wang et al., 2013; Yang, 1999; Yilmaz, 2010) Bunun yaninda,
nicel arastirma ydntemleri kullanilarak yapilan ¢alismalar da mevcuttur. (Inan, 2013;
Rose & Harbon, 2013; Usher, 2009; Wang, 2004). Bundan dolay1, bu ¢aligma; nitel
arastirma yontemlerini ¢ogunlukla kullanarak ve boylamsal veri toplama yapilarak
alana bliylik katkida bulunacaktir, diye diistinliyorum. Bir durum caligmasi olan bu
arastirma ile birlikte, Usher’mn (2009) da belirttigi gibi c¢alismanin sonucunu
etkileyebilecek Ogrenci gecmisi, profili, sosyokiiltiirel durumu gibi baglamsal
faktorler daha iyi belirlenebilecek ve bunlar detay incelemesi yapilarak; bu konuda,

daha kolay sonuglara ve bulgulara varilabilecektir.

Bu calismay1, alanda daha da 6nemli kilacak bir diger gelisme de Ingilizce nin Tiirk
egitim sistemindeki durumudur. Bilindigi iizere; Milli Egitim Bakanligi’nin 2006
yilinda yapmis oldugu degisiklikle birlikte, Tiirk egitim sistemindeki 6grencilerin,
lise egitimine baslamadan aldiklar1 bir yil yogun Ingilizce hazirlik egitimi
kaldirilmistir. Ogrenciler, ilkokuldan bu yana Ingilizce dil egitimi aliyor olmalarina
ragmen; liseye  gelen  Ogrenciler, Universiteye  hazirthk  sinavlarina
yogunlastiklarindan, Ingilizce’ye olan egilimlerini ve ilgilerini kaybetmekle birlikte;
Ingilizce ¢alismayr birakip, daha ¢ok Matematik, Fen ve Sosyal Bilimler gibi
tiniversite sinavinda sorumlu olduklar1 ve bu konulardan test edilecekleri derslere
daha yogunluk vermektedirler. Sonug olarak; hayatlarim1 ve kaderlerini belirleyecek
olan bu smmava ¢ok O6nem verdiklerinden dolayi, lise egitimleri boyunca tamamen
simav odakli ders yapmaktadirlar. Ciinkii bu sinavdan alacaklari puan, gelecekte
yapacaklar1 meslegi belirleyecek; bu puan tiirline gore, kendilerine mesleki egitim

sunacak olan tniversitelere yerleseceklerdir. Dogal olarak; 2006 yilinda, Anadolu
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liseleri ve yabanci dil agirhikli liselerin &grencilere sundugu bir y1l yogun ingilizce
hazirlik egitimi kaldirilmis; dil egitimi yillara yayilmistir. Smav kaygisindan dolayi;
ogrenciler, Ingilizce derslerine yeterli dnemi verememektedir. Universite smavini
kazanip, iniversitelere yerlesmeye hak kazanan ogrenciler; boliimleri Ingilizce
egitim veriyorsa (bu oran ya %100 ya da %30 olabiliyor) kazandiklar1 tiniversitelerde
yeterlilik sinavini1 gegemezlerse, bir yillik yogun Ingilizce egitimine tabi tutuluyorlar.
Béliimleri %100 Ingilizce egitim veriyorsa, tabi olduklari dil egitimi daha siki ve
yogun oluyor. Bu noktada, 6zellikle ¢ogu Devlet iiniversitesini kazanmis; % 100
Ingilizce egitim almis 6grenciler, bir yil icerisinde yogun dil egitimine tabi olup, sene
sonundaki yeterlilik sinavindan B2 seviyesine ¢iktiklarini gosteren 60 puani almakla
yiikiimlii oluyorlar. Ogrencilerin ¢ogu, lise ve éncesinde Ingilizce’ye yeterli énemi
vermediklerinden; genelde, bu egitime A1l seviyesinden basliyor ve bir yil igerisinde
B2 seviyesine ulagsmaya calisiyor. Bu ¢ok zor ve ulasilmasi oldukca gii¢ bir hedef
oldugundan; 6grencilere, kendi 6grenme siireclerini yonlendirmesi i¢in biiyiikk bir
sorumluluk diismektedir. Iste bu noktada, Tiirkiye’deki {iniversitelerin “Yabanci
Diller Yiiksekokullarinda” bir sene verilen bu yogun Ingilizce programinda,
ozellikle; Al seviyesinden baslayan Ogrenciler neler yapiyor, ne gibi 0grenme
stratejileri kullantyor ki sene sonunda B2 seviyesine ulasabiliyorlar? Bu son derece
onemli bir aragtirma sorusu olmakla birlikte, Tiirkiye baglaminda bdyle bir ¢alisma;
Acikel (2011) tarafindan, Orta Dogu Teknik Universitesi’ndeki hazirlik egitimi alan
ogrenciler ile yapilmis, sadece anket ¢alismasi uygulanmistir. Sorunun, daha derinine
inmek ve durum analizini 1y1 yapabilmek adina; bu c¢alisma i¢in, bir akademik yil

boyunca 6grencilerden veri toplanmistir.
Bu calisma, asagidaki arastirma sorularini cevaplamak i¢in tasarlanmistir:

1) Tiirk devlet tniversitelerinden birine kayitli olan ve yogun bir dil 6grenme
programina tabi tutulan 6grenciler, 6z diizenleyici dgrenenler olabilmek ve

dillerini gelistirmek i¢in hangi 6grenme stratejilerini kullaniyorlar?

a. Oz diizenleyici 6grenenler olmak igin neler yapiyorlar?
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2)

3)

Daha once edindikleri 0grenme stratejilerine mi giiveniyorlar; yoksa,
burada yeni baglamda, yeni 6grenme stratejileri mi 6grendiler? Nasil?

Neden?

Kullandiklar1 stratejileri 6greticilerinden mi, yoksa kendi baslarma mi

ogrendiler?
Ogrenciler, ne tiir dgrenme stratejileri kullaniyorlar?

Dort becerilerini (dinleme, okuma, yazma, konusma) gelistirmek i¢in ne

tiir stratejilerden yararlaniyorlar?
Onlarin ¢alisma sekillerini ve kullandiklari stratejileri ne belirliyor?

Bu yeni 6grenme baglaminda kazandiklari 6grenme stratejileri, onlara

dillerini gelistirmede nasil yardimci oluyor?

Bu 6grenme stratejilerini sinavlardan yiiksek not almak icin kullaniyorlar

mi?

Ogrenme stratejileri, 6z diizenlemelerini ve dil yeterliligini gelistiriyor

mu? Nasil?

A1l seviyesinde dil 6grenmeye baslayan 6grencilerin 6z yeterlilik seviyeleri
nedir? Bu seviye, Yabanci Diller Yiiksekokulu’nda verilen egitim ile

gelisiyor mu?

Ogrencilerin  Ingilizce 6z yeterlilik seviyesi ile Yabanci Diller

Yiiksekokulu'ndaki bagarilari arasinda bag var midir?

Strateji kullanimu ile 6grencilerin 6z yeterlilik algilar1 arasinda bag var

midir?

Yabanci Diller Yiiksekokulu'nda galisan egitmenler 6grencilerin dgrenme
stratejilerini  kullanmalar1 i¢in ne yapiyorlar? Bunlar1 ders saatlerine

yansitiyorlar m1?
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Bu caligmanin amacini anlayabilmek i¢in ¢alisma ile ilgili bazi terimleri anlamak
gerekmektedir. Ornegin; 6z diizenleme ile ilgili alanda bir ¢ok tanimlama yapilmustir.
Zimmerman (2000) 6z diizenlemeyi; “kisisel amaglar i¢in planlanmis ve dongiisel
olarak adapte edilmis, kendinden {iretilen diisiinceler, duygular ve eylemler.” (s.14)
olarak tammlamistir. Oz diizenleme ve akademik basari arasindaki dogru oranti
Lindner ve Harris (1992) ayn1 zamanda Vrugt ve Oort’un (2008) yaptig1 ¢calismalarda
gosterilmistir. Bundan dolayr 6z diizenlemenin egitim ile olan entegrasyonu

Onemlidir.

Bilinmesi gereken bir diger terim de 6grenme stratejileridir. Oxford’a (2008) gore,
Ogrenme stratejileri sayesinde: “Bilgi i¢in sadece pasif alanlardan ziyade, 6grenciler
hem kendi siireclerini, hem de kendi Ogrenmelerinin istenen sonuglarini
etkileyebilecek, diisiinen katilimcilar olurlar” (s. 52). Dogal olarak ogrencilerin
Ogrenme stratejileri kullanmalari; 6grenme siireglerini olumlu yonde etkileyip, onlara
pozitif fayda saglayacaktir. Oxford (1990) 6grenme stratejilerini, iki farkli kategoriye
ayirir: Direk stratejiler ki bunlar hafiza, biligsel ve telafi stratejilerinden olusur ve
dolayli stratejiler ki bunlar da bilis iissli, duyusal ve sosyal stratejilerden olusur.
Stratejilerin, dil 6greniminde kullaniminin ¢ok 6nemli oldugu bir ¢ok akademisyen
tarafindan vurgulanmistir (Anderson, 2005; Chamot et al., 1999; Cohen, 1998;
Nunan, 1997; O’Malley & Chamot, 1990; Oxford & Leaver, 1996; Shen, 2003).
Oxford ve Nyikos (1989) da dil becerilerinde yiiksek seviyede yeterliligin ancak

ogrenme stratejilerinin yogun kullanimi ile miimkiin olacagini belirtmistir.

Bu arastirmanin belirlemeye ¢alistigi ve 68renme stratejileri ile arasindaki iliskiyi
ortaya ¢ikarmayi1 hedefledigi bir diger sey de 6z yeterliliktir. Bandura (1986) 6z
yeterliligi: “Belirlenen performans tiirlerine ulagsmak i¢in gerekli olan eylemleri
organize etme ve uygulamak icin insanlarin kendi yeteneklerinin yargilari.” (s. 391)
olarak tanimlamistir. Bundan dolay1; verilen egitim, ayn1 zamanda 6grencilerin 6z
yeterlilik algilarini yiikseltme yoniinde olmalidir. Bandura’nin (1997) da dedigi gibi,
0z yeterlilik algis1 yiiksek olan dgrenciler; hedeflerini yiiksek tutup, bu hedeflerini
gerceklestirmek icin 6z diizenleme yetileri ile alakali olan yeterliliklerini basarili

olmak i¢in kullanacaklardir.
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Biitiin bunlar goz 6niine alindiginda, bu ¢alisma; bir durum analizi ¢aligsmasidir. Yin’
e (1994) gore, durum analizi: “Olgu ve baglam arasindaki sinirlarin belirgin olmadigi
ve ¢ok sayida kanit kaynagimin kullanildigi, ger¢ek baglaminda ¢agdas bir fenomeni
arastirmak.” (s. 23) i¢in kullanilir. Hitchcock ve Hughes’a (1995) gore; durum

calismalarinin birgok avantaji vardir. Bunlardan birkaci:
1. Durum zengin ve canli bir olay agiklamasiyla ilgilidir.
2. Durumla ilgili olaylarin kronolojik bir anlatimini sunar.
3. Olaylarin agiklamasini, bunlarin analiziyle harmanlar.

4. Bireysel katilimcilara veya katilimcilar grubuna odaklanir ve olaylara iligkin

algilarin1 anlamaya calisir.
5. Durumla ilgili 6zel olaylar1 vurgular.

6. Calismanin sonucunu raporlarken, durumun zenginligini tasvir etmek icin

girisimde bulunulur.

Durum ¢aligmalarinda arastirmanin yapilacagi ortam ¢ok 6nemli oldugu i¢in; durumu
daha iyi anlamak ve daha detay analiz etmek ve de sonuglarin daha anlamli olmasi
icin caligmanin yapilacagi ortamin, iyi tasvir edilmesi gerekmektedir. Bu ¢alisma,
Istanbul’da bir devlet {iniversitesinin Yabanci Diller Yiiksekokulu’nda yapilmistir.
Bu okulda, calismanin yapildigi akademik yilda; iki tiirlii Ingilizce dil egitimi
verilmektedir. Birinci grup; boliimleri % 100 Ingilizce olan Miihendislik, Isletme,
Iktisat, Tip, Siyasal Bilimler Fakiilteleri ve Fen-Edebiyat Fakiiltesi’ndeki Sosyoloji
boliimii gibi ve diger grup da Dis Hekimligi, iletisim fakiiltesi gibi % 30 Ingilizce
egitim alacak bolim ogrencileridir. Bu iki grup, farkli dil egitimine maruz
birakiliyordu. Bu ¢alisma, bu okulda yabanci dil egitimine Al seviyesinde baslayip;
boliimleri % 100 Ingilizce egitim veren &grencilerle yapilmistir. Bu dgrenciler,
boliimleri % 30 Ingilizce egitim veren dgrencilere nazaran, daha siki bir egitimden
gecmektedir; boliimlerinde, alacaklari tiim dersler Ingilizce olacag icin bu
ogrencilerin akademik Ingilizce becerileri gelistirilmeye ¢alisilmaktadir. Béliimleri

% 30 Ingilizce egitim veren Ogrencilere ise, genel Ingilizce verilmektedir. Bu
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ogrencilerden beklenti daha diisiiktiir. Bundan dolayr % 100 Ingilizce okuyacak
ogrenci grubundan beklenti seviyesi ¢ok yiiksek, maruz birakildiklar1 program daha
zor ve yogun oldugundan; dil 6grenim stratejilerine daha ¢ok ihtiyaglar1 olacagi
diisiiniilerek, bu o6grenci grubu ile calisilma karart alinmistir. Bu grupta, Al
seviyesinde baslayan Ogrenciler; akademik yilin sonunda yapilacak olan final
sinavina A2 ve hatta B1 seviyesinden baglayan diger 6grencilerle aym1 zamanda
girmektedirler. Yani final sinavi, bir baska deyisle; “yeterlilik” sinavindan, bu okulda
egitime baslayan tiim Ogrencilerden en az 60 almasi beklenir ve bdylelikle B2

seviyesine ulagtiklar1 anlagilir.

Bu durumdaki 6grencilerin, sadece bir yil; bu okulda egitim alma hakk: vardir. Final
simavindan kalan 6grenciler, opsiyonel olan; yani isteyen dgrencinin katilacagi, yaz
okuluna gider. Orada da basarisiz olan 6grenciler, eyliil ayindaki sinava girer; eger
orada da basarisiz olursa, bu 6grencinin; ne boliime gidip ders alabilmesi, ne de
Yabanci Diller Yiiksekokulu’na gelip, dil egimi alabilmesi miimkiin degildir. Bundan
dolayi, burada dil 6grenmeye Al seviyesinde baglayan 6grencinin; bir yil i¢cinde B2
seviyesine ulagip, boliim derslerini almaya hak kazanmasi oncelikli, gerekli ve

zorunludur. Bu zorunluluk, 6grenciye biiyilik sorumluluk yiiklemektedir.

Burada, Al seviyesinden baslayan 6grenciler; genelde normal liselerden veya dil
egitimine ¢ok dnem verilmemis, Anadolu liselerinden gelen 6grenciler olmaktadir.
Zira 6zel okul, kolej ve 1yi dil egitimi veren Anadolu liselerinden mezun olan
Ogrenciler, egitim yili basinda; eyliil ayinda yapilan yeterlilik sinavindan gecerler

veya buradaki dil egitimlerine A2 veya B1 seviyesinden baslarlar.

Bu calismaya, 2015-2016 egitim yilinda; bu Yabanci Diller Yiiksekokulu’nda dil
egitimine Al seviyesinden baslamig 169 0Ogrenci katilmistir. Bu okulda Al
seviyesinde %100 Ingilizce egitim alacak 10 adet sinif bulunmaktadir. Fakat A1-10
siifi 6grencileri tizerinde uygulanacak olan anketin pilot uygulanmas yapildigi i¢in

o sinif caligmaya dahil edilmemistir.

Bu calisma icin Acikel’in (2011) calismasinda kullandigi, Oxford’un (1990)
Tiirkge’ye cevrildikten sonra, giivenilirlik ve gegerlilik testleri yapilan strateji

envanteri kullanilmistir. Ayni zamanda, yine Acikel’in (2011) c¢alismasinda
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kullandig1 ve cevirisini yaptigt Wang’in (n.d.) 6z yeterlilik belirleme anketi
birlestirilmis ve bazi demografik bilgi sorular1 olan kisim eklenerek; dncelikle A1-10
sinifinda pilot uygulamasi yapilmistir. Anket uygulamasi, dgrenciler; bu okulda
egitim almaya baslamalarinin ardindan 2 ay sonra baslatilmistir. Buradaki amag
Ogrencilerin dil 6grenme siireci ile ilgili biraz tecriibe kazanmasi ve anket sorularina
daha anlaml1 ve mantikli yaklasabilmesidir. Dogal olarak, akademik yil basladiktan 2
ay sonra; kasim ayinda, anket i¢in once pilot uygulama yapilmis ve pilot uygulama
sirasinda Ogrencilerin vermis oldugu geribildirimler degerlendirilerek, ankette ufak
degisimlere gidilmis ve sonunda dokuz tane olan Al smiflarina dagilim yapilmistir.

Bu siniflardan 169 tane anket geri doniisiimii olmustur.

Daha sonra, bu 169 anket; SPPS programi yardimi ile analiz edilmis ve d6grencilerin
genel 6grenme stratejisi egilimleri ve de 6z yeterlilik algilar1 Slgiilmiistiir. Ayni

zamanda, strateji kullanimi1 ve 6z yeterlilik arasindaki korelasyona bakilmstir.

Anketler, analiz edildikten sonra strateji envanteri baz alinarak; betimleyici statiksel
bilgiler dogrultusunda, 6grenci profili lige boliinmiistiir. Genel ortalamanin altinda
kalanlar, genel ortalama diizeyinde seyredenler ve genel ortalamanin {istiinde
kalanlar. Bu ii¢ gruptan da iicer Ogrenci tabakalagsma yontemi ile rastgele ve
goniilliiliik esas1 baz almarak secilmistir. Fakat ortalama gruptan bir 6grenci daha
fazla se¢ilmis, bu durumda; ortalama Ogrenci grubu 4 kisi, ortalama tiistii 6grenci
grubu 3 kisi ve ortalama 6grenci grubu alt1 da 3 kisi olarak; toplamda 10 kisi ile nitel

arastirma yontemleri kullanilarak, veri toplama siireci ger¢eklesmistir.

Oncelikle, bu 6grenciler ile birinci miilakatlar; birinci dénem sona ermeden, ocak ay1
icerisinde gerceklestirilmistir. Birinci miilakatlar baslatilmadan, miilakat sorulari
arastirmaci tarafindan hazirlanmis ve tez komitesinin jiiri liyelerine ve de danigmana
gosterilmigstir. Juri tyelerinden ve danigmandan geribildirim alindiktan sonra,
miilakatin uygulanacagi okulda uzun yillardir c¢alisan ve baglami iyi bilen
akademisyenlerden yardim alinmis ve sorular onlara da gosterilmistir. Daha sonra
ortalama Ogrenci grubundaki fazladan eklenen ogrenci ile ilk miilakat
gerceklestirilmis. Olan belirsizlikler not alinmig ve genel itibari ile miilakat son

derece 1yi gitmistir. Bundan dolay1 her ne kadar bu 6grenci ile pilot uygulama amagl

346



miilakat yapildiysa da daha oOncesinden alinan geribildirimler ve diizeltmeler
miilakatin sorunsuz gitmesini saglamis ve bu miilakat da verilere eklenmistir. Daha
sonra, diger dokuz 6grenci ile miilakatlar; ocak aymin ilk iki haftasi yapilmis ve
sonlandirilmistir. Tiim miilakatlar, 6grencilerin kendilerini rahat hissetmesi i¢in ders
saatlerinin olmadig1 zamanda, titizlikle gerceklestirilmistir ve 6grenciler kendilerini
daha rahat ifade etsinler diye, ana dilleri Tiirk¢e ile miilakatlar yapilmistir. Tiim

miilakatlar, analiz i¢in; 6grencilerin de rizasi ile ses kaydina alinmastir.

Ilk miilakatlar yapildiktan sonra, bu on ogrenci ile sesli diisiinme protokolleri
gerceklestirilmistir. Bu protokolde 6grencilere okuma ve yazma goérevleri verilmis ve
bu gorevler de bizzat arastirmaci tarafindan 6grencilerin seviyeleri ve okuldaki
isledikleri konular baz almarak hazirlanmustir. Ilk protokol yine ortalama gruptan
sonradan segilen ve miilakatin da pilot uygulamasinin yapildigi Ogrenci ile
yapilmistir. Her sey sorunsuz gidince, diger 6grencilerle de ocak aymin son iki
haftasi; donem bitmeden, tiim protokoller uygulanmistir. Protokol sirasinda,

Ogrenciler; akillarindan gegen tiim diisiinceleri, ses cihazina aktarmiglardir.

Protokoller bittikten sonra, arastirmaci; katilimci 6grencilerden, ara tatilde “6grenci
giinliigli” tutmalarin1 istemistir. Bu glinliikte; birinci donem boyunca, dillerini
gelistirmek i¢in ne yaptiklari, ne tiir stratejilerden yararlandiklar1 ve aym1 zamanda
donem tatilinde de ne yaptiklarini yazmalar1 istenmistir. Bu 6grenci giinliikleri

Tiirkge yazilmis ve ikinci donemin ilk haftasinda toplanmaistir.

Ikinci dénem basladiktan sonra 6grencilerin B1 seviyesine gelmeleri beklenmis ve
bu dogrultuda ikinci miilakat sorular1 hazirlanmistir. Bu sirada birinci miilakatlarin
transkripsiyonlart yapilmaya baslanmis ve bitirilmistir. Ciinkli ikinci miilakatta
sorulacak olan sorular birinci miilakat sorulart ile baglantili oldugundan ve zaman
zaman Ogrencilerin ikinci miilakatlarda verilecek olan cevaplarin ardindan birinci
miilakatlarda soyledikleri hatirlatilip, karsilastirma yapilacagindan ve bu siirecteki
gelisim ve degisimleri tespit edileceginden, birinci miilakatlar itina ile dinlenmis ve
ses dosyalarinin yazi dosyalarina olan dokiimleri “gizlilik” esas1 gozetilerek;
arastirmaci tarafindan bizzat yapilmistir. lkinci miilakat sorular1 arastirmaci

tarafindan bu boylamsal caligma dikkate alinarak hazirlanmis ve danigman onayi ile
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yine bu okulda uzun yillardir caligan bir akademisyene gosterilmis, gerekli
geribildirimlerden sonra sorular iizerinde gerekli diizenlemeler yapilmistir. Daha
sonra yine birinci miilakatlar ve birinci sesli diislinme protokollerinde oldugu gibi
ortalama gruptaki 6grenci ile pilot uygulamasi yapilmis ve her sey yolunda gittigi
icin veri kayb1 olmamasi agisindan bu miilakat da verilere eklenmistir. ikinci
miilakatlar, ikinci donem sonu mayis aymin ilk iki haftasinda; Ogrenciler B1
seviyesine geldikleri zaman gergeklestirilmistir. Yine tiim miilakatlar, titizlikle
diizenlenmis ve 6grencilerin kendini rahat ifade etmeleri icin tiim sart ve imkanlar

saglanmistir.

Ikinci miilakatlar sonlandiktan sonra, ikinci sesli diisiinme protokolleri de
uygulanmaya konulmustur. Fakat ikinci sesli diisiinme protokolleri uygulanmaya
konulmadan 6nce, yine 6grencilerin seviyesine uygun; Bl seviyesine ulastiklar1 goz
Ontine alindig1 zaman, okuma ve yazma gorevlendirmeleri, arastirmaci tarafindan
itina ile hazirlanmistir. Yine bu hazirlik agsamasinda, 6grencilerin neler yaptiklari ve
ozellikle yazma gorevlendirmesi i¢in yeterli girdi alip almadiklar1 kontrol edildikten
sonra; seviyelerine uygun sesli diisiinme protokolleri hazirlanmis ve ikinci
miilakatlar biter bitmez, Oncelikle; ortalama gruptan pilot uygulama yapmak icin
eklenen 6grenci ile ikinci sesli diisiinme protokollii de denenmis ve her sey yolunda
gidince, diger oOgrencilerle de mayis ayr bitmeden, ikinci sesli diigiinme

protokollerinin uygulanmasi da bitirilmistir.

Calismanin bulgularinin giivenilirligini artirmak i¢in, her ne kadar ¢alismanin odak
noktas1 olmasa da Ogreticilere de anket uygulamasi yapilmistir. Bu uygulama,
ogrencilere; anket uygulamasi yapildigt zaman olan birinci donemin ortasinda
yapilmistir ve daha sonrasinda da 6grencilerle olan birinci ve ikinci miilakat ve sesli
goriisme protokolleri bitince ,haziran ayinda biitiin bir akademik yil boyunca; Al
seviyesinden baslamig ve Al seviyesindeki smiflara 6gretim yapmis, li¢ 0gretim
eleman: ile rastgele se¢im yontemi ile miilakat gerceklestirilmistir. Ogretim
elemanlar1 miilakat sorulari, Ogrencilerin miilakat sorular1 ile paralel olarak
arastirmaci tarafindan hazirlanmis olup; sadece 6grenci paylagimlarinin tutarliliginm
ve egitmenlerin de bu konudaki diigiincelerini 6lgmek amaci ile egitmen miilakatlar

da gergeklestirilmistir.
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Birinci ve ikinci miilakatlar ve sesli diisiinme protokolleri ve ayn1 zamanda egitmen
miilakatlari; sesli dosyada kayit altina alinmis; analiz igin arastirmaci tarafindan
dinlenerek, transkripsiyonlar1 yapilmis ve okunarak, mantiel kodlama yapilarak,
analizleri gergeklestirilmistir. Maniiel kodlama sirasinda, bulgularin giivenilirligi ve
gecerliligi i¢in liye kontrolii amaclh bir bagka akademisyene, katilimcilarin isimleri
gosterilmeden; fikirlerin dogru anlasilip anlasilmadigi sorulmustur. Hatta bu amagh
veri analizi sirasinda, arastirmaci; bazi katilimci o6grencilerle bir araya gelip,
sOylediklerinin kendisi tarafindan dogru anlasilip anlasilmadigini kontrol ettirmistir

(Creswell, 2011).

Bulgular, iki kisimda paylasilmistir. Oncelikle; anket sonuglari, nicel arastirma
sonuclart kapsaminda ve miilakatlar, sesli diisiinme protokolleri ve ogrenci

giinliikleri ise, nitel aragtirma sonuclar1 ad1 altinda paylasilmistir.

Ankete katilan 169 6grenciden alinan sonuglara gore; dgrencilerin yaridan fazlasi ( %
65,7) Ingilizce’yi 6grenmek istemelerinin sebebini, mesleki gelisim olarak belirtiyor.
% 17,8 lik kisim ise, egitimlerini Ingilizce alacaklari igin Ingilizce 6grenmek zorunda
hissettiklerini sdylediler. Bu da dgrencilerin Ingilizce’yi dissal sebeplerden dolay:

Ogrenmek istediklerinin bir gostergesidir.

Ogrencilerin; % 48,5 i Ogrenme stratejilerini 6gretmenlerinden 6grendiklerini
belirtirken, sadece % 27,2 lik kisim stratejileri kendi 6grendiklerini, anketlerde

belirtmisglerdir.

Anketlerde, 6grencilere en ¢ok hangi alanda zorlandiklar1 soruldugunda; en sorunlu
ve zorlanilan alanin, ‘konusma becerisi’ oldugu, bunu da kelime bilgisi ve dinleme
becerisinin oldugu goriilmiistiir. Ogrenciler, en az zorlandiklar1 alanin ‘okuma

becerisi’ oldugunu ifade etmislerdir.

Ogrencilere verilen anket, iki kisimdan olustugundan; strateji envanterinin ve 6z
yeterlilik envanterinin dagilim grafikleri ¢ikarilmis, dagilim grafikleri normal
bulunup; sonuclart da anlamli ¢ikmistir. Anket sonuglarindan yapilan 6grenci
secimleri, strateji envanter sonuclarinin ortalamasma gore yapildigi icin strateji

envanteri ile 6z yeterlilik envanterinin korelasyonu alinmis ve aralarinda olumlu
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yonde yiiksek korelasyon bulunmustur. (r = .57) Bu da strateji envanter sonucu
yiiksek olan bir 6grencinin, 6z yeterlilik envanter sonucunun da muhtemelen yiiksek

olacaginin gostergesidir.

Anket sonuglarindan ¢ikan, bir diger 6nemli tespit de Ogrencilerin hangi strateji
tiirinii yogunlukla kullandig1 gergegidir. Bilissel ve iist bilissel strateji tiirleri, sira ile
en ¢ok kullanilan strateji tiirleri olarak belirlenmistir. En az kullanilan strateji tiiri

ise, yine sirastyla; duyussal ve telafi strateji tiirleridir.

Nitel veri analiz sonuglarina gelindiginde ise, strateji envanter sonuclarina gore iic
boliime ayrilmis; 10 kisiye, Ingilizce’yi 6grenme sebepleri soruldugunda, ortalama
alt1 grup, boliimlerinde Ingilizce egitim alacaklarindan égrenmek zorunda olduklarini
belirtirken, ortalama gruptaki 6grenciler; kendilerini mesleki olarak Ingilizce ile daha
iyi gelistirebileceklerini sdylediler. Ortalama iistii gruptaki insanlar ise; Ingilizce nin
onlara hayat boyu gerekli olacak ve onlarin vizyonunu gelistirecek bir dil olacaginin
farkinda olduklarini, mesleki gelisimin yaninda bir nevi kisisel gelisim i¢in dili

ogrenmek istediklerini belirttiler.

Yine bu dgrencilere ilk miilakatlarda Ingilizce’de zorlandiklar: alanlar soruldugunda,
cogu konugma (A4, HA1, HA2, HA3, BA1l, BA2, BA3) ve digerleri de yazmada
zorlandiklarindan bahsettiler. (A1, A2, A3).

Ogrencilere, kendi calisma programlar1 olup olmadigi soruldugunda; ortalama
altindaki gruptaki katilimcilar, herhangi bir ¢aligma planlarinin olmadigini sdylediler.
Ortalama gruptaki 6grenciler de belirli bir ¢alisma planlarinin olmadigini; canlari ne
zaman isterse, o zaman calistiklarini belirttiler. Ortalama {istii grup 6grencileri ise;
giinliik olarak sinifta ne islenirse, onu tekrar etme diizeyinde belirli bir ders yapma

planlarinin oldugunu sdylediler.

Bu soru; ikinci donemde, mayis aymin sonunda yapilan ikinci miilakatlarda yeniden
soruldugunda, ortalama altinda kalan katilimc1 6grenciler; kalacaklar1 kesin oldugu
icin herhangi bir ¢alisma planlarinin olmadigini yinelediler. Ortalama grupta kalan
Ogrenciler ise; calisma planlarinin olmadigini ama finale az kaldigi i¢in simnavdan

gecmek i¢in c¢alismalart gerektigini ve sinav sebebiyle calisacaklarini belirttiler.
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Ortalama {istii gruba; ayni soru yoneltildiginde, bu gruptaki katilimcilar galisma
planlarim1 y1l i¢inde ihtiya¢ ve eksiklerine gore yeniden sekillendirdiklerini ifade

ettiler.

Ogrencilerin calisma planlar ile ilgili, egitmenlerin fikri soruldugunda; katilimci
egitmenler, Ogrencilerin c¢aligma planlarinin  olmas1 gerektigini fakat bunu
kendilerinin olusturmasmin nemine vurgu yaptilar. Universite seviyesindeki bir
Ogrenciye, hocanin calisma programi olusturmayacagini fakat bu konuda yardim

istenirse, yardime1 olunabilecegini ifade ettiler.

Ogrencilere, birinci miilakatlarda; okulda ilerleyen hizli miifredata yetismek igin
strateji  kullanip kullanmadiklar1 soruldu. Al ve A2 bunun igin strateji
kullanmadiklarint soylerken, A3 ve A4 derste islenen konulari tekrar ettiklerini,
kelimeleri ezberlemeye calistiklarini soylediler. Ortalama tistii gruptaki 6grenciler
ise; giinliik, diizenli tekrarlarla islenen konular1 sindirmeye c¢alistiklarini belirttiler.
Ortalama alt1 gruptaki katilimcilar ise; miifredata yetismek adina herhangi bir strateji
kullanmadiklarmi, miifredata yetisme kaygilarinin olmadigini; ¢ilinkii  buna

yetisemeyeceklerine inandiklarini belirttiler.

Bu soru, ikinci miilakatlarda 6grencilere soruldugunda; ortalama istii gruptaki
ogrenciler, diizenli tekrarla calismaya devam ettiklerini fakat eksikliklerine gore
calisma yontemlerinde ve stratejilerinde degisimlere gittiklerini belirttiler. Miifredata
yetismek ic¢in biiyiikk kaygi duyduklarimi ve bunun i¢in de ellerinden geleni
yaptiklarin1 sdylediler. Bunu yaparken, okuma dersinde Ogrendikleri kalip ve
kelimeleri; yazma ve konusma becerilerini gelistirmek i¢in aktif bir sekilde
kullanmak, yeni Ogrendikleri kelime ve kaliplarla siirekli ciimle kurmak adina

ellerinden gelen ¢abay1 gosterdiklerini vurguladilar.

Ogrencilere, kullandiklart bu stratejileri nereden ogrendikleri soruldugunda;
katilimeilarin hepsi, bu okula gelmeden 6nce herhangi bir strateji bilmediklerini ve
dil o6grenme siireci ile, bu kadar yogun bir deneyimi hayatlarinda ilk kez
yasadiklarim1 belirtip, bu konudaki bilgi ve tecriibeyi egitmenlerinden aldiklarini
sOylediler. Yine katilimci egitmenler de derslerde strateji Ogretimine Onem

verdiklerini, kendileri ile yapilan miilakatlarda soylediler.
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Birinci ve ikinci miilakatlarda, katilimer 6grencilere; en ¢ok hangi strateji tiirii
kullandiklar1 soruldugunda, cevaplarda ya ezber ya da biligsel strateji tiiriiniin
ogrenciler tarafindan tercih edildigi goriildii. Ikinci miilakatlarda da aym soru
yoneltildiginde, katilimcilarin ¢ogu; birinci dénem yogun olarak kullandigini
belirttigi strateji tiiriinii soylemislerdir. Kullandig strateji tiirinii degistirmediklerini
ifade etmislerdir. Sadece A3 kodlu 6grenci; ezberden, biligsel strateji yontemine
gectigini, ezber stratejisinin ona bir fayda getirmedigini sdylemistir. HA1 de bilissel
strateji tiiriinden, duyussal strateji tiiriine gectigini sdylemistir. Ikinci dénem, dil ile
duygusal bir bag kurdugunu, bu dili severek, bu dili hayatinin bir pargasi yapip;
stirekli gelistirmek ve Ogrenme siirecini devam ettirmek istedigini belirtmistir.
Kullandig: strateji tiirlinde degisiklik yapmayan katilimcilara, nedeni soruldugunda;
onlar i¢in artik bir aligkanlik oldugunu ve degisimden yana olmadiklarin1 soylediler.
Egitmenlere, 6grencilerinin en ¢ok hangi strateji tiirlinden yararlandigi soruldugunda;
tim katilimer egitmenler, miilakatlarda 6grencilerinin ezber stratejisini daha c¢ok
kullandigii, bu yonteme daha alisik ve yatkin olduklarini gordiiklerini; gelmis
olduklart egitim sisteminden kaynakli olarak, {iniversitede de bu strateji tiiriini

kullandiklarini soylediler.

Ogrencilere, dort becerilerini (okuma, yazma, dinleme ve konusma) gelistirmek igin
hangi stratejileri kullandiklar1 soruldu. Ortalama grup, okuma stratejisi i¢in daha
yapisal (kelime, es anlamli kelime ve kalip ezberleme) gibi stratejilere
bagvurduklarimi sdylerken, ortalama iistii grup; daha derinsel ve manasal stratejiler
(gbz atma, tarama, es anlamli kelimeler bulma) kullandiklarini belirttiler. Yine
yapilan sesli diisiinme protokollerinde; birinci protokolde, ortalama grup sorulari
yapisal (benzer kelime bulma) yontemler kullanarak ¢ozerken; ortalama iistii grup,
daha derinsel (tarama, goz atma, anlam bulma) stratejiler kullanarak cevaplamistir.
Ortalama alt1 grup, yine ylizeysel stratejilerden yararlanmistir. Bundan dolay ikinci
sesli diisiinme protokollerinde; ortalama grup ve ortalama alti grup oOgrencileri
basarili olamamisken, ortalama iistii gruptaki katilimcilar basarili olmus, okuma
parcasin1 anlamig ve sorulara uygun cevaplar verebilmislerdir. Ortalama altinda
kalan gruptaki 6grenciler ve bazi ortalama gruptaki 6grenciler, ‘okuma pargasindan

hicbir sey anlamadiklarini’ sGylemislerdir.
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Ogrencilere, yazma becerilerini gelistirmek icin hangi stratejilerden yararlandiklar:
soruldugunda; ortalama alti ve ortalama gruptaki Ogrenciler, kelime ve yap1
ezberleme stratejilerinden yararlandiklarini belirtirken, ortalama iistii 6grenciler ise
format organizasyon ve yapilara odaklandiklarini belirtmislerdir. Sesli diigiinme
protokollerinde, hem birinci de hem de ikinci de ortalama ustii gruptaki 6grenciler
cok basarili isler ¢ikartmiglardir. Her iki protokolde de ortalama iistii grupta yer alan
katilime1  6grenciler; yazmaya baslamadan, Oncelikle yazilarinin planlamasini
yapmislar ve formata 6nem vermislerdir. Fakat birinci protokollerde, ortalama grup
ve ortalama alt1 grup; akillarina ne gelirse yazmisglar, format ve diizene pek de dnem
vermemislerdir. Yine ikinci protokollerde; ortalama iistii grup, kendilerinden
beklenen akademik yazi1 yazma islemini basari ile gergeklestirirken, ortalama grup bu
konuda yetersiz kalmis ve ortalama altindaki Ogrenciler ise, ‘ne yazmalari

gerektigini’ anlayamamaislardir.

Ogrencilere, dinleme becerilerini gelistirmek icin neler yaptiklari soruldugunda;
birinci donem herhangi bir strateji bilmediklerini belirten 6grenciler, ikinci donem
rakamlara, sayilara ve bazi baglaglara dikkat ederek dinledikleri parcadan anlam
cikarmaya g¢alistiklarini sdylemislerdir. Fakat bunu gelistirmek i¢in sinif dis1 etkinlik
olarak ne yaptiklar1 soruldugunda, cogu bir sey yapmadiklarini séylemekle beraber;
ortalama istii gruptaki 6grenciler, yabanci dizi ve film izlediklerini ve bu sekilde

dinleme becerileri gelistirmeye calistiklarini sdylemislerdir.

Konusma becerisi i¢in ne tiir stratejilerden yararlandiklari soruldugunda; 6grenciler,
smifta egitmenlerin gosterdigi bazi kalip ve yapilara dikkat ettiklerini vurgularken,
okul harici konugma becerilerini gelistirmek adina herhangi bir cabalar
olmadiklarimi sdylemislerdir. Ortalama alt1 gruptaki 68renciler, hem birinci hem de
ikinci miilakatlarda; konusma becerisi i¢in, ne sinif i¢i ne de smif dis1 stratejilerinin

olmadigini sdylemislerdir.

Ogrencilere, gramer (dilbilgisi) becerilerini nasil gelistirdikleri soruldugu zaman ise;
ortalama istii grup katilmecilarinin uyguladig stratejiler dikkat ¢ekmektedir. Bu
gruptaki Ogrenciler, grameri derste nasil ve ne i¢in kullandiklarini; yani

fonksiyonlarini 6grendiklerini ve daha sonra, evde de bu 6grendikleri yeni kurallarla
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climleler kurduklarni, bu yapilari yazma sinavlarinda nasil kullanacaklarini
diisiindiiklerini  soylemiglerdir. Yine ortalama gruptaki Ogrenciler de yeni
ogrendikleri gramer kurallar1 ile ciimle kurarak ve evde de tekrar yaparak
gramerlerini gelistirdiklerini belirtmislerdir. Ortalama altindaki gruptan BA3
haricindeki diger iki katilimci, herhangi bir stratejilerinin olmadigin1 ve gramer de

calismadiklarini ifade etmislerdir.

Ogrencilere kelime becerilerinin gelisimi icin ne yaptiklar1 soruldugunda; ortalama
alt1 grup, ezber yapmaya calistiklarin1 sdylerken, ortalama gruptaki ogrenciler es
anlaml kelime ezberi ve simifta islenen kelimeleri tekrar ederek, kelime haznelerini
gelistirmeye ¢alistiklarini sOylemislerdir. Ortalama stii gruptaki 6grenciler ise,
derste islenen kelimeleri 6rnek climle igerisinde gormeye 6zen gosterdiklerini; hatta
bu kelimelerle kendi ciimlelerini kurduklarim1i ve kurmaya calistiklarini, aym
zamanda yeni Ogrendikleri kelimeleri yazma ve konugsma sinavlarinda nasil
kullanabilirim, hangi konu gelirse o kelimelerle konuya uygun ciimleler kurabilirim,

bunlari diislindiiklerini ve uygulamaya koymaya ¢alistiklarini ifade etmislerdir.

Ogrencilere, okulda uygulanan smavlarin kullandiklar1 = stratejileri etkileyip
etkilemedigi soruldugunda; ortalama grup ve ortalama alti grup, ‘sinav icin
calistiklarim1 ve dogal olarak smavlarin kullandiklar stratejileri etkiledigini’
sdylemislerdir. Ogrencilere, hangi smavlarda stratejilerden daha gok yararlandiklart
soruldugunda; gelen cevaplar yazma, okuma ve konugma seklinde olmustur. En ¢ok
yazma smavinda strateji yapabildiklerini 6zellikle belirtmiglerdir. Bu soru,
egitmenlere de yoneltildiginde; egitmenler de bunu dogrulamis, 6grencilerin yazma
smavina girerken bazi kalip, kelime ve climleleri ezberleyip girdiklerini
sOylemislerdir. Bu ezberledikleri kalip ve climleleri, gelen simmav konusuna gore
degistirip, kullanabildiklerini ama dinleme ve okuma simavi i¢in uygulayabilecekleri
boyle bir ezber stratejisi olmadigina vurgu yapmislardir. Gelecek konuyu asla tahmin
edemediklerinden, ezber yapmalarmin faydasiz oldugunu yinelemiglerdir. Okuma
sinavlarinda, zaman kazanabilmek ic¢in tarama ve gbzden geg¢irme stratejilerinden
yararlanmalar1 gerektigini ve ¢cogunun da yararlandigini, baska tiirlii zaman1 verimli

kullanamayacaklarini da belirtmislerdir.
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Ogrencilere; ‘strateji kullanimi, 6z diizenleme ve 6z yeterlilik arasindaki bag’
sorulmus, hepsi birbirleri ile baglantili konseptler oldugunu sdéylemislerdir. Hatta
ortalama alt1 gruptaki Ogrencilerden biri: “Ben odgrenme stratejileri  ¢ok
kullanmiyorum ama kullaniyor olsaydim, eminim ki 6z diizenleme yetim ve oz
veterlilik algim da yiiksek olurdu.” diyerek, bunlarin birbiri ile baglantili oldugunu

onaylamistir.

Ogrencilere; ‘kullandiklar1 stratejiler sayesinde dil becerilerinde gelisme olup
olmadig1’ soruldugunda ise, ortalama grup ve ortalama iistii grup, kesinlikle fark
edilir diizeyde degisim oldugundan bahsederken; ortalama alti grup, bu konuda
olumlu y6nde yorum yapamamustir. Fakat ortalama tstii grup, dil becerilerindeki
olumlu degisimi ¢ok net ve belirgin drnekler vererek agiklayabilirken, ortalama grup
sadece degisim ve gelisimi hissettiklerini sdylemislerdir. Genel itibari ile, en ¢ok

gelisimin; okuma ve yazma becerilerinde oldugu, katilimcilarin ortak kanisidir.

Son olarak; 6grencilere, ‘okulun egitiminin onlarin 6z yeterlilik diizeylerinde olumlu
yonde bir katkis1 olup olmadigr’ soruldugunda, tiim Ogrenciler; ortalama alti grup
harig, olumlu katkis1 oldugunu; ancak okulda yapilan miifredat dis1 etkinliklerin daha
¢ok ikinci doneme sikistirilmasindan rahatsiz olduklarini, bu tiir aktivitelerin birinci
doneme de yayilmasi gerektigini belirtmislerdir. Ortalama alti gruptan BA3 bu
aktivitelerin ders i¢i zamanlara yayilmasi gerektigini sOylemis, ders disinda olunca;

bu aktivitelere katilimin olmayacagindan bahsetmistir.

Sonug olarak; bu ¢alismadan bazi ¢ikarimlar yapilacak olursa, oncelikli olarak ‘bu
ogrencilerin dil 0grenmeye karst motivasyonlarinin  artirilmasi  gerektigi’
goriilmektedir. Bu Ogrencilere; dil 6grenme siirecinin zorunlu olarak yapilmasi
gereken bir sorumluluk degil, hayatlarmin bir parcasi oldugunu ve sadece mesleki
degil, kisisel gelisimleri i¢in ¢ok dnemli bir siire¢ oldugu anlatilmalidir. Bunun i¢in
de 6grencilerle oryantasyon goriismeleri diizenlenmeli, uzmanlar getirilmeli ve hatta
gecen senelerden basarili olan ve rol model teskil edecek akran goriismeleri
yapilmalidir. Unutulmamalidir ki; bu yaslardaki 6grenciler iizerinde, akran etkisi

daha fazla olmaktadir.
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Ogrencilere, ¢alismanin ve o6z diizenleme becerilerinin 6nemi anlatilmali; bu
okuldaki dil egitimlerine A1 seviyesinden basladiklari i¢in ve akademik yi1l sonunda
8 ay igerisinde kendilerinden B2 seviyesine ulagmalar1 beklendigi, kendilerinin ders
harici ¢aligmalar da yapmasi gerektigi vurgulanmalidir. Ingiliz Konsoloslugu nun
2015 yilinda Tiirkiye’de yiiksekdgretimde dil egitimi {izerine yaptigi c¢alisma
gostermistir ki 8 ay igerisinde 6grencilerin A1 seviyesinden B2 seviyesine ulagmalari

cok zordur. Ogrencilerin olaganiistii ¢aba sarfetmesi gerekmektedir.

Ogrencilerin dil gelisimlerini izlemesi, bunu yaparken de performans diizeylerini
dikkate almalar1 gerekmektedir. Yani ortalama istii gruptaki katilimcilarin yaptig
gibi, liretken becerilerinde (konusma ve yazma) gosterdikleri performansi baz alarak;
dil becerilerindeki gelisimi dlgmeleri gerekmektedir. Fakat ortalama grup, algilayici
becerilerindeki (okuma ve dinleme) seviyelerine bakarak bunu 6l¢mektedirler ve bu

da yaniltic1 olabilmektedir.

Ogrencilerin genelde sadece bilissel ve ezber stratejileri kullandiklar tespit edilmis
ve hatta kullandiklar1 bu stratejileri yogunluklu olarak tim yil ayni sekilde
kullandiklarin1 ikinci miilakatlarda da ifade etmislerdir. Ogrencilerin ihtiyag ve
eksiklerine gore, kendilerine yeni stratejiler edinmesi ve olabildigince ¢esitli strateji

kullanmalar1 hedeflenmelidir.

Ogrencilerin, genellikle; stratejilerini yazma ve okuma becerilerini gelistirmede
kullandiklar1 tespit edilmis, dinleme becerisini gelistirmek adina ¢ok fazla stratejiden
yararlanmadiklar1 goriilmiistiir. Buna ek olarak, konugma becerilerini gelistirecek
strateji yapamadiklarini, bunun i¢in pratige ihtiyaclari oldugunu; uygun ortam ve
imkan olmadigindan sikayet etmislerdir. Fakat teknolojinin yaygin olarak
kullanildig1 su giinlerde, sosyal medya sitelerinde yabanci arkadas edinip; yine
egitimsel amagh tasarlanan siteler sayesinde, konusma becerileri gelistirme imkanina
sahiplerdir. Ayn1 zamanda okulun “konusma kuliibii” ad1 altinda, organize ettigi ve
ogrencilerin  konusma becerilerinin  gelistirilmesinin amaglandig1r aktivitelere
katilimlar1 beklenirken ve birinci donem yapilan miilakatlarda bu tiir aktivitelerin
yapilmasin1 beklediklerini belirtmelerine ragmen; ikinci donem, okulda bdyle

organizasyonlar yapilmis, Ogrencilerin yapilan bu organizasyonlara katilmamis
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olmalar biiyiik bir ¢eliskidir. Ogrencilerin bu aktivitelere katilimini saglamak ve bu
aktivitelere tesvik etmek i¢in, aktivitelere katilan 6grencilere; ekstra puan vermek

veya katilimi zorunlu tutmak faydali olabilir.

Bir diger 6nemli husus da 6grencilerin kelime ve gramer (dilbilgisi) gelisimidir.
Miilakatlarda da fark edildigi iizere; Ogrenciler gramer kurallarmi ve kelimeleri
ezberleme stratejisi ile 6grenmeye caligmakta ve tekrarlar yaparak, gerek kurallari
gerekse kelimeleri ezberlemeye ¢aligmaktadirlar; 6zellikle, ortalama ve ortalama alti
gruptaki katilimcilar. Fakat ortalama {iistii gruptaki katilimcilarin da belirttigi lizere,
asil yapilmasi gereken; “gramer kurallarin1 neden Ogrendiklerini kavrayip, bu
kurallar1 ne durumlarda ve hangi baglamda kullanabileceklerini idrak etmeleri”
gerektigidir. Hatta buna istinaden, yine 6grenilen kurallar ile climle kurulmali ve bu
climleler, yazma ve okuma sinavlarina nasil entegre edilir, diisliniilmelidir. Yine
kelime bilgisi gelisimi i¢in ezber stratejisi yerine, derste dgretilen kelimelerle ciimle
kurmaya c¢alisilmali ve boylelikle Bloom™un (2008) taksonomisinde sentez diizenine
ulagilmaya calisilmalidir. Kendi climlelerini kuran &grenciler, kelimeleri aktif
diizeyde kullandiklari i¢in unutmalar1 gecikecek ve kelimeler daha rahat 6grenilip,
zihinde kalacaktir. Bunun i¢in Ornek ciimlelerden de yararlanilabilir. Sozlik
kullanimi1 tesvik edilmelidir. Fakat kullanacaklar1 sozliik; iki dilli, yani Ingilizce-
Tiirkge / Tiirkge-Ingilizce olabilecegi gibi, tek dilli (Ingilizce-Ingilizce) de olabilir
(Ahmed, 1989).
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TEZIN ADI (ingilizce) :SELF-REGULATION STRATEGIES THAT ENGLISH
LANGUAGE LEARNERS IN A TURKISH STATE UNIVERSITY USE TO
INCREASE THEIR PROFICIENCY AND SELF-EFFICACY
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