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ABSTRACT

LINKING EFL LEARNING ENVIRONMENT CHARACTERISTICS TO
PERSISTENCE IN EFL LEARNING: A MIXED-DESIGN STUDY

MUTLU, Giilgin
Ph.D., Department of EducationalSciences

Supervisor: Prof. Dr. Ali Yildirim

June 2017, 299 pages

This study aims to investigate learning environment characteristics that
may relate to persistence in EFL learning as a student affective outcome
through qualitative and quantitative facets. An EFL Learning Environment
Questionnaire and a Persistence Scale in EFL learning were used to investigate
learning environment characteristics and persistence. In addition, qualitative
interviews were carried out to describe these characteristics and persistence in
EFL learning. The sample for this mixed-design study included 1365 English
preparatory program students from the seven universities located in seven
different geographical regions of Turkey. Quantitative data were analyzed by
means of descriptive and inferential statistics. Content analysis was performed
on the transcribed qualitative data by using a priori theoretical guiding scheme.
Quantitative results showed that learning environment characteristics were

associated with students’ persistence and materials environment dimension was
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found to be a stronger predictor of student persistence compared to the other
learning environment dimensions. Qualitative results further corroborated the
presence of associations between the six EFL learning environment
characteristics and persistence in EFL learning and enlightened the outlook into
the sub-factors that might influence the level of persistence in EFL within each
of the EFL learning environment dimensions. When the results on variance of
the relationship between persistence and EFL class factors were examined by
background factors, differences were observed such as the loss of the
predictive ability of particular EFL learning environment characteristics in
relation to the different subsets of the same student background characteristics.

Keywords: Persistence in EFL learning, EFL learning environment, classroom

learning environment.



0z

INGILIZCE OGRENME ORTAMI OZELLIKLERI ILE INGILiZCE
OGRENMEDE SEBAT ETME DAVRANISI iLISKiSi: BIR KARMA
DESEN CALISMASI

MUTLU, Giilgin
Doktora, Egitim Bilimleri Bolimii

Tez Yoneticisi: Prof. Dr. Ali Yildirim

Haziran 2017, 299 sayfa

Bu ¢alisma Ingilizce 6grenmede sebat etme durumunu bir duyussal ¢ikt:
olarak alarak, siif 6grenme ortami 6zellikleri ve sebat etme arasindaki iliskiyi
nitel ve nicel yontemleri kullanarak arastirmay1 amaglamaktadir. Ogrenme
ortami ve Ingilizce 6grenmede sebat etme davranisina ait veriler Yabanci Dil
Olarak Ingilizce Ogrenme Ortami Anketi ve Ingilizce Ogrenmede Sebat Etme
Olgegi ile toplanmustir. Ayrica grenme ortami ve Ingilizce dgrenmede sebat
etme arasindaki iligkiyi tanimlamak i¢in nitel goriismeler yapilmistir. Bu karma
desen caligmasinin 6rneklemini Tiirkiye nin yedi cografi bolgesindeki yedi ayri
hazirlik okulunda 6grenim goren 1365 Ingilizce hazirlik programi 8grencisi
olusturmaktadir. Nicel veriler betimsel ve ¢ikarimsal istatistik yontemleri
kullanilarak analiz edilmistir. Yaziya aktarilan goriisme verileri olusturulan
onciil bir teorik ¢ergevenin esliginde igerik analizi yontemiyle analiz edilmistir.

Nicel bulgular sinif 6grenme ortami 6zelliklerinin 6grencilerin sebat etme
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davraniglari ile iligkili oldugunu gostermistir ve bu baglamda materyal ortam
boyutu diger boyutlara gore daha giiclii bir yordayicidir. Nitel sonuglar
bazindaki analizler, sozii gecen alt1 Ingilizce 6grenme ortami boyutu ile
Ingilizce 6grenmede sebat etme arasindaki iliskiyi dogrulamaktadir ve her bir
boyuta iliskin sebat etme diizeyini etkileyen alt faktorlere daha genis bir bakis
acis1 getirmektedir. Ogrenme ortami ve sebat etme arasindaki iliski ayrica
Ogrenci 6zgecmis degiskenlerinin ayirt ediciliine gore de incelenmis ve var
olan iligkinin ve yordayici 6grenme ortami 6zelliklerinin 6grenci 6zgegmis

degiskenlerinin alt boyutlarinda farkliliklar gosterdigi tespit edilmistir.

Anahtar Kelimeler: ingilizce Ogrenmede Sebat Etme, yabanci dil olarak

Ingilizce 6grenme ortami, sinif dgrenme ortami.
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CHAPTER 1

INTRODUCTION

This chapter included information first pertaining to the background to
study to introduce the main phenomenon and constructs investigated.
Following this background related to the study, the purpose and research
questions of the study, significance of the study and the definition of the key

terms utilized in the study were presented.

1.1. Background to the Study

“A river cuts through rock, not because of its power, but because of its
persistence.”

— Jim Watkins
Einstein also said “It’s not that ’'m so smart, it’s just that I stay with

problems longer” by referring to his continued efforts to sort out the problems
over his geniosity. On his famous paper entitled “Hereditary Genious” in which
he analyzed the biographies of famous and important people, that is, all high
achievers, Galton (1892) mentioned the importance of “the concrete triple
event, of ability combined with zeal and with capacity for hard labor” on the
way to success (p. 38). Here, the third asset, the capacity for hard labor, refers
to the idea of persistence. In a similar type of analysis, another famous
psychologist, Cox (1926, p. 218) reported that “persistence of motive and
effort, confidence in their abilities, and great strength or force” predicted
lifetime achievement beyond the effects of 1Q. We also see such examples or
phenomena that may be termed as persistence and are closely associated with
success in more informal accounts. An often-told story, Aesop’s fable of the
tortoise and the hare emphasizes the importance of continuing towards our
goals even in the face of some difficulties. In the story, the tortoise though
being slow never gives up his continuing towards the finish line while the hare
is taking a nap in the middle of the race thinking that he has already outpaced
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the tortoise and it is never possible for it to reach the finish line first. When the
hare wakes up, he sees that the tortoise is about the win the race. Thus, the
above accounts make the point that persistence is a known human phenomenon
in our everyday experiences and in theory and closely and positively related to
success.

Persistence literally refers to continuing to try to do something though one
may face with difficulties (Oxford Advanced Learners’ Dictionary, 2013). This
term has been investigated in several disciplines and handled from different
viewpoints in relation to the meaning or indication of persistence. Most studies
look at persistence as one’s continued enrollment and retention at an
educational institution. That is, persistence is regarded as course or school
retention or intention to continue an educational program from one grade level
to the other or from one year to the other (Hu, McCormick, & Gonyea, 2011,
Wolniak, Mayhew, & Engberg, 2012; Gardner, Smythe, Clement, & Gliksman,
1976; Joo, Lim, & Kim, 2011; Ramage, 1990). In this essence, several
measures have been taken as indicators of persistence such as withdrawal rates,
assignment completion rates, course completion (Poellhuber, Chomienne &
Karsenti, 2008) and decisions to continue or discontinue for the following level
or grade (Hu et al., 2011; Erler & Macoro, 2010; Gardner et al., 1976;
Matsumato & Obano, 2001).

Given the above measures, though they are semantically different, they
center on the very same idea which is simply explained as continuation or
discontinuation. However, the above indicators of persistence emphasize a
more analytical or concrete look at the issue, while persistence may be a more
qualitative or abstract construct drawing upon the students’ willingness or goal-
oriented behaviors. In this sense, little is known about persistence as a more
affective and motivational construct in the literature and it is not clear what
factors may influence or relate to such outcomes. This affective look into
persistence may be explained as students’ effort to continue to do something in
spite of obstacles or problems faced in a study and learning of a discipline or a
topic. Only one study to date (Duckworth, Peterson, Matthews, & Kelly, 2007)

2



has handled persistence from this view point by naming the construct grit and
further defining it as “persistence and passion for long-term goals,” and this
trait requires people to maintain interest and effort over a long period of time in
spite of losses, challenges and problems faced.When the disciplines studied in
relation to persistence has been considered, there are several research studies in
relation to distant education (Joo et al., 2011; Poellhuber et al., 2008), foreign
languages (Gardner et al., 1976; Ramage, 1990) and physical education (Gao,
Lee, Xiang, & Cosma, 2011). Persistence in foreign language learning has been
investigated regarding this continuation or discontinuation or retention
terminology. Most of these studies examined motivational and attitudinal
factors, and their relevance to persistence as retention, and these factors have
been found to be related to continuation in foreign language study (Bartley,
1970; Gardner & Smythe, 1975; Gardner et al., 1976). However, in addition to
these factors, there may be some other factors or variables that may account for
persistence in foreign language study. In other words, given the variables
studied in relation to persistence as retention, it appears that motivational and
attitudinal factors have been most extensively investigated, while there is a
scarcity of research on environmental and teaching and learning process-
related variables.

There is a known research venue dealing with these environmental or
environment related variables within educational research. This has been
termed as learning environments research and is already a firmly established
area of expertise in the international literature. Since the work of Lewin (1936)
and Murray (1938) who recognized the influence of environment and its
interactions and related situational variables upon human behavior, there have
been many attempts regarding the conceptualization, evaluation and
examination of learning environments (Fraser, 1998, 2002; Goh & Khine,
2002). Investigation into the associations between the students’ perceptions of
learning environment and their cognitive and affective outcomes appears to be
the strongest research tradition of learning environments research (Fraser,

2002). It is also seen that investigation of secondary level science classrooms
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has tended to dominate research into learning environments as understood from
both international (e.g. Chang, Hsiao & Chang, 2011; Dorman, Fraser, &
Mcrobbie , 1997; Dorman, Fisher, & Waldrip, 2006; Taylor & Fraser , 2013;
She & Fisher , 2002) and national (e.g. Arisoy, 2007; Pamuk, 2014; Rakici,
2004; Yerdelen, 2013) research attempts. Though there have been several
international (e.g. Wei, den Brok & Zhou, 2009; Wei & Elias, 2011; Wei &
Onsawad, 2007; Wei, Zhou, Barber, & den Brok, 2015) and national (e.g.
Atbas, 2004) attempts with regard to EFL classroom environments, no research
to date has been found that surveyed the link between learning environment
and foreign language persistence as a student affective outcome. While
investigating such links, it would be also necessary to define EFL classrooms
as a different context in its own right. That is, EFL classrooms or more
generally speaking, language classrooms may have more differentiated facets
and particularities when compared to other classes or courses. In this regard,
investigation into EFL classroom environments is needed and on the way to
this attempt, there would be need to explore and develop new measures to elicit
student perceptions regarding EFL classrooms.

It is also vital to discuss the background relevant to the second language
learning perspective for the purposes of current research. Gardner (2006) posits
that individuals’ classroom learning motivation is influenced by several factors
related to the language class such as classroom atmosphere, course content,
course materials and physical environment offered in the class. Thus, it is
possible to contend that if motivation and language classroom factors are that
associated; a similar kind of a relationship may also be expected between
persistence and language classroom factors. Furthermore, the model he
proposed, called as the “Model Indicating the Effects of the Cultural and
Educational Contexts on Motivation in Second Language Learning” (Gardner,
2006), clearly depicts the existence of such a relationship between the language
classroom environment and persistence and between motivation and
persistence as well. It is also possible to observe the influence of the nature of

context and experiences in these contexts on individual differences in language
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acquisition in Gardner’s already established work, that is, the Socio-
educational Model of Second Language Acquisition (Gardner, 1985). His
model is based on the causal interplay of the four types of variables: the social
milieu, individual differences, language acquisition contexts and outcomes.
Likewise, this current study seeks to understand such interplay between the
language classroom environment context and persistence as an affective
student outcome. Moreover, there are several researchers (Crookes & Schmidt,
1991; Dornyei, 1994; Graham, 2003; Qxford & Sherarin, 1994) who
encouraged further research to incorporate new and additional motivational
constructs from other fields of enquiry, mainly from the general educational
psychology to the second language learning. Hence, one of the aims of this
study responds to this call by adding persistence as a new motivation-related
phenomenon thus also broadening motivational research agenda in language
learning.

Given the above account, the research literature lacks sufficient research on
persistence with regard to the study of English as a foreign language. Several
studies investigated such languages as German, French and Spanish (Erler &
Macaro, 2011; Gardner et al., 1976; Ramage, 1990) solely from the retention
perspective of persistence. However, persistence in foreign language study as
either an indicator of continued enrollment (i.e. retention) or an affective
outcome has not been investigated sufficiently. Moreover, there appears to be a
need for such a new construct for the second language motivational research
agenda. Hence, this study aims to investigate classroom learning environment
characteristics that may relate to English language study persistence as a
student outcome. Second, as is also put forth by Wei and his colleagues (2009),
though most studies within the learning environment research have been on
secondary science, biology, mathematics or physics classrooms, it has been
studied comparatively less with regard to foreign language classrooms and
other education (schooling) levels excluding secondary education. Thus, this
study attempts to respond to this need in the literature by investigating the

relationship between foreign language classroom learning environment and its
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associated characteristics and persistence in English as a foreign language
(EFL) as an affective student outcome by the help of new instruments. Related
to this perspective, such variables as the classroom materials used, instructional
activities as applied by teachers, teacher-student relationships appear to be

worthy of investigation as learning environment factors or characteristics.

1.2. Purpose of the Study
The purpose of this study is to investigate the predictive ability of learning
environment characteristics of a tertiary level EFL class on English language
learners’ persistence in English study thus extend the idea of persistence to the
arena of English language learning through the EFL learners’ perceptions.
The following research questions guided the present study:

1. How well do certain characteristics of EFL classes, certain
student characteristics, and they combined predict persistence in
English language study?

2. Does the relation between certain characteristics of EFL classes and
persistence in English language study vary by certain student
characteristics?

3. What are the perceptions of the tertiary English preparatory program
students in relation to the associations between the classroom

environment factors and their persistence in English language study?

1.3. Significance of the Study

By exploring persistence as an affective student outcome or non-cognitive
student characteristic and the nature of the relationship between persistence and
a number of learning environment variables, this study may shed more light on
the affective outcome of persistence and different types of factors that may
have an influence on this construct. The literature provides perspectives in
relation to persistence as an indicator of retention and its links to other
affective outcomes but falls short in explaining persistence as a non-cognitive

outcome in itself and its possible links with environmental variables. Such
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links are not especially clear in foreign language education. Thus, this study
may provide a further understanding of learning environments in terms of a
different sample, discipline area and cultural setting.Moreover, the findings of
the study may contribute not only to the newly developing and promising area
of non-cognitive skills in psychology research but also to the second language
motivational research agenda. In this essence, especially with the inclusion of a
new affective construct for EFL in this study, investigations into EFL learning
environments may shine new light on the associations between learning
environment and affective student outcomes.

Persistence is important for foreign language learners in that it entails
learners to continue and retain effort and interest in such a difficult task of
learning a foreign language which may take months or longer for them to
accomplish. It is perhaps with the persistence in them that they do not give up,
change and choose a new pursuit other than the target language though
sometimes stumbling and losing ground with this difficult task and process of
learning a foreign language. However, it remains unclear about what factors
are influential on the learners’ this effortful and passionate behavior. In this
regard, investigation into environmental or classroom factors may bring about
answers to this issue. That is, in the light of the findings of this study, foreign
language teaching theoreticians and practitioners may have a better
understanding of the factors influencing learners’ performance and persistence.

The exploration of the learning environment and teaching-learning
activities in class and their possible associations with English learning
persistence may provide insights for curricular decisions to be taken, and
facilities to be provided for the better design and implementation of EFL
lessons. If this study provides evidence for the associations between student
perceptions of the EFL classroom environment and their persistence in the
study of EFL, such evidence may further point out the possibility of increasing
student persistence through changing the details or characteristics of an EFL
class. For example, results pertaining to what aspect or aspects in combination

of an EFL classroom may contribute to student persistence could help the
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teachers or schools to organize or modify the EFL classroom characteristics so
as to encourage more persistent learners. Furthermore, the results of the current
study may also give insights for the training of English language teachers for
them to have and boost more persistent and motivated students in their
classrooms based on the possible results regarding the associated effective
teacher behaviors. Such results pertaining to effective teacher behaviors
including implementationonal strategies, assessment procedures and social
skills could be used for the purposes of in-service training.

Learning environment instruments have been used to elicit both actual and
preferred classroom conditions and research on learning environments has
already shown some evidence for the applicability and feasibility of feedback
information from the students’ perceptions related to the actual and preferred
learning classroom learning environments to improve the learning environment
conditions created by the teachers (Fraser & Fisher,1986; Thorp, Burden, &
Fraser, 1994; Yarrow, Millwater, & Fraser, 1997). To serve such improvement
purposes, this study will attempt to develop an instrument solely investigating
EFL classroom environments based on the assumption that foreign language
classrooms have a different tone, ambiance or atmosphere compared to other
discipline areas thus requiring different instruments over those prepared based
on more generic facets of the classrooms at schools. An important practical use
of this new instrument could be also for supervision purposes. Feedback
information from the discrepancies between the actual and preferred
environments may be elicited and reflected for the EFL teachers so that the
teachers could improve themselves in the areas showing the most discrepancies
or problems (Aldridge, Fraser, & Ntuli, 2009; Fraser & Fisher, 1986; Fraser,
2002).

Following the identification of such actual-preferred discrepancies, EFL
teachers might be trained in these problem areas. At this point, some evidence
and implications provided by learning environments research could be used for
inclusion in in-service professional development for practicing teachers or pre-

service teacher education. For example, consistent results from several studies
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within the learning environments research has shown such teacher behaviors as
leadership, friendly and understanding are likely to promote student outcomes
whereas dissatisfied, uncertain and admonishing behaviors have been found to
be associated in an opposite direction with the student outcomes. There were
also some conflicting results when promoting achievement and attitudes at the
same time each of which requires opposite levels of strictness (Wubbels, 1993,
p. 7).

Similarly, results from this current study regarding the positively-related
classroom dimensions with student persistence may potentially be valuable for
inclusion in foreign language teacher education programs. That is, the results
of this study related to those teacher behaviors (including both the instructional
and non-instructional facets) that are positively correlated with the students’
persistence may be employed in the training of teachers and thus teachers may
be trained to develop these skills and strategies to be more effective language
teachers. To serve such teacher education purposes, this study may try to
provide answers to the question “What type of professional development
programs might enable teachers to create learning environments in which
students are more persistent in learning foreign languages.” Hence, the results
of this current research may shape the design, content and more generally the
type of professional development programs that will enable EFL teachers to
create learning environments in which students are more persistent in learning
EFL.

Walberg (1975, as cited in Fraser, Anderson, & Walberg, 1982) depreciated
the frequent use of achievement as criteria in curriculum evaluation and
encouraged the use of psychosocial classroom dimensions as potential criteria
of curricular effectiveness. In this essence, researchers and teachers have used
results from the learning environment instruments pertaining to several
classroom climate characteristics as criteria of effectiveness in the evaluation
of educational innovations and curricula (Martin-Dunlop & Fraser, 2007; Khoo
& Fraser, 2008; Spinner & Fraser, 2005). Thus, the instrument particularly

developed for language classrooms could be employed as a tool to evaluate the
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language programs with regard to their degree of correspondence with the
several language classroom environment characteristics.

Finally, it is assumed that the results of the study may add to our
understanding about students’ continued efforts in English study in spite of
some hurdles or obstacles faced from the real perspectives of the major
experimenters, that is, students and from their in-depth perspectives or
narratives regarding the incidents, events, and statements about the factors
having an influence on their persistence (i.e. supports and hindrances for their
foreign language learning process) and English language learning. To put it
differently, this study being a type of mixed research enables us to have
learners’ quantitative data enriched and corroborated with learners’ qualitative
data based on their in-depth perspectives or narratives. Furthermore, as there
are only a few attempts of mixed research designs in the literature, this study
may offer a more integrated and bigger picture of the investigated

phenomenon, that is, the association between the two main variables.

1.4. Definition of Key Terms

Persistence: refers to perseverance and passion for learning English in the face
of difficulties and includes goal-driven behavior in that the learners possess an
ultimate goal of success in English study. This emphasis on the ultimate goal of
achieving in English functions like a value created by the learners themselves.
This feeling or state of continued efforts includes the learners’ internalization
and purposefully acting upon this ultimate value, and thus it could be placed
into the characterization level of the affective domain (Krathwohl, Bloom &
Masia, 1964). Therefore, persistence in English learning has been
operationalized as an affective outcome in this study. In the study, persistence
is defined as the mean score received from the 18-item one dimensional
Persistence Scale (PS) elicited on a scale of (1) not at all true of me to (5)

completely true of me.
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Learning Environment: basically refers to all kinds of teaching and learning
related activities. For the purposes of this dissertation, the researcher
operationalized the EFL class learning environment with regard to such
characteristics as a) course planning and organization, b) materials
environment, ¢) communicative approach-oriented implementation practices,
d) teacher supportive behaviors, e) feedback and guidance on the assessment
tasks and f) authenticity and congruency with reality of the assessment tasks.
Each dimension of the EFL learning environment is treated individually and
defined as the mean score received from the items composing one particular
dimension on a scale of (1) never to (5) always.

Student Background Characteristics: refers to a composite term including
a total of eight variables in the form of student demographic characteristics
(gender, age and reported family income level), b) educational background
(university subject domain, previous English courses attended and high school
perceived level English proficiency) and lastly ¢) exposure to English
language (outside exposure to English via audio-visual tools and outside

exposure to English via visual-printed tools).
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CHAPTER 2

REVIEW OF THE LITERATURE

In this chapter, first, theoretical and conceptual aspects of persistence and
learning environments are explored. Moving from these theoretical
underpinnings, research related to these two concepts is presented. That is, this
part revolves respectively around the two main research perspectives: a)
research related to the alternative ways of looking at persistence including both
the earlier retention perspectives and the latest research on persistence as a
non-cognitive skill and discussion about some possible links to learning
environments b) research related to the learning environments and more
specifically to the links between learning environment perceptions and student

affective outcomes.

2.1. Concept of Persistence (Grit)

Defined as persistence and passion for long-term goals, grit helps people
continue working towards something in spite of hurdles and problems faced.
As Duckworth and her colleagues (2007, p. 1088) pointed out, “the gritty
individual approaches achievement as a marathon; his or her advantage is
stamina.” That is, gritty individuals approach success and attainments as a
long-term and time consuming activity like a marathon not like a sprint and
they stick to the activities they have started and sustain their efforts to finish
these whatever happens on the way. Grit has been frequently assumed to be a
non-cognitive human skill that is of great importance to success beyond the
effects of intelligence and it is seen that it has taken different labels each time
but the same meanings or connotations. That is, the idea of persistence and
importance of it for success outcomes beyond the measure of intelligence is not
a recent finding and it possesses a firm background. As a result of his analyses

on the biographies of successful individuals (e.g. musicians, judges, statesmen
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and wrestlers), Galton (1892), for instance, asserted that in addition to their
abilities, these individuals possess the “ability combined with zeal and with
capacity for hard labor.” Likewise, Cox (1926, p. 218) working on geniuses
also asserted the predictive ability of the traits of “persistence of motive and
effort, confidence in their abilities, and great strength or force of character”
controlling for the effects of intelligence quotatant. These previous work
emphasizes the presence of such a characteristics as persistence or what has
been lately called grit and its importance for success in one’s life. The search
for non-cognitive skills like grit other than intelligence is considered as a
growing area of psychology research today (Hanford, 2013).

2.1.1. Persistence, Engagement and Motivation Distinction

Persistence is a manifestation of engagement. Both concepts relate to an
individual’s working towards the accomplishment of a task or goal, yet they
are distinguishable in that engagement refers to the active behaviors, feelings
and thinking as to performing tasks, activities and even school in a general
sense (Fredricks, Blumenfeld, & Paris, 2004; Reeve, Jang, Carrell, Jeon, &
Barch, 2004) whereas persistence is furthering this activity by putting too much
effort in pursuing these tasks or activities even in the face of adversities which
is very much related to conscientiousness (Duckworth et al., 2007). Russell,
Ainley, and Frydenberg (2005, p. 1) defines engagement as “energy in action”.
That is, you use your energy to do a task, you get involved in the task and so
you are engaged. However, to be persistent, you need to be engaged in a task
and even too much engaged in the task that you continue doing it in spite of
difficulties and failures you encounter. In this sense, one can logically define
persistence as “sustained energy in action in the face of obstacles”. This
conceptualization further suggests that engagement and persistence are
orthogonal. In other words, one needs to be engaged in an activity if she or he

is to be persistent in that.
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There is a need to make a distinction between motivation and the above
two constructs. In this regard, motivation can be thought as the “energy”
component of the definitions. It is the driving energy to perform (engage) and
continue (persist) a certain task. Using the three terms in the same
sentence,VVon Culin, Duckworth, and Tsukayama (2014, p. 6) contended that
“pursuit of engagement and meaning, as opposed to pleasure, comprise the
motivational correlates of grit (i.e. persistence). Likewise, Gardner (2006)
depicted the association between motivation and persistence as the one in
which persistence is the result and extension of the motivated behavior. His
model termed as the “Model Indicating the Effects of the Cultural and
Educational Contexts on Motivation in Second Language Learning” clearly

shows this association (Figure 2.1).
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Figure 2.1. Model Indicating the Effects of the Cultural and Educational
Contexts on Motivation in Second Language Learning. (from Gardner, 2006, p.
15)

2.1.2. Persistence (Grit) and Conscientiousness

Persistence is closely associated with the personality trait of
conscientiousness (Duckworth et al., 2007). Conscientiousness is one of the
five dimensions of the Five-Factor Personality Model (Big Five) which is
considered as the most widely accepted taxonomy of personality traits
(Goldberg, 1971, 1990).
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Conscientiousness refers to the tendency to be self-disciplined, dutiful,
thoughtful and achievement-striving and goal-directed which can also be
considered as the attributes of the persistent behavior. Conscientiousness is
demonstrated in three related facets, achievement orientation (hardworking &
persistent), dependability (respectful & careful) and orderliness (planful &
organized). In other words, conscientiousness relates to individuals’ self-
control, need for achievement and persistence (Costa, McCrae, & Dye, 1991,
as cited in Judge, Higgins, Thoresen, & Barrick, 1999). Given the above
account, it is easy to arrive at the point that like all of the other dimensions of
Big Five, Conscientiousness encompasses a variety of distinct and specific
personality qualities and persistence is referred as one of this distinct
characteristics affiliated to conscientiousness (John & Srivastava, 1999).

The link between grit and conscientiousness is further supported by recent
empirical evidence (Duckworth et al., 2007; Duckworth & Quinn, 2009) in that
the data from the grit scale demonstrated strong correlations with the Big Five
Conscientiousness elicited by means of the Big-Five Inventory. However, as
one little difference, Duckworth and her associates (2007) asserted that grit is
different from conscientiousness with its emphasis on stamina, that is, the

passion for long term goals.

2.1.3. Persistence as an Affective Student Outcome

Non-cognitive skills are defined as any attitudes, behaviors and strategies
which contribute to success at school and workplace other than those academic
and cognitive skills required to reach this success. For instance, motivation,
perseverance and self-control are among those non-cognitive skills. The
academic and cognitive skills can be assessed through tests and teachers while
it is difficult and debatable to measure non-cognitives as non-cognitive skills
being devoid of one single clear measure. There is even some debate on their
definition and scope. Hence, they can be sometimes named differently as

‘character skills’, ‘competencies’, ‘personality traits’, ‘soft skills’ and ‘life
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skills’. However, their contrast to academic and cognitive abilities is common
and base to those different terminologies (Gutman & Schoon, 2013).

There has been a recent emphasis on persistence as one of hon-cognitive
skills that may have a positive relationship to achievement in academic and
work life. Heckman and Rubinstein’s (2001, p. 145) make it clear that
persistence is a non-cognitive skill that can compete with intellectual ability by
saying: “Numerous instances can be cited of people with high IQs who fail to
achieve success in life because they lacked self-discipline and of people with
low 1Qs who succeeded by virtue of persistence, reliability and self-discipline”.
Furthermore, some researchers have lead the field to consider non-cognitive
skills equally or even much more important than cognitive skills for success in
academic or vocational performances (Duckworth et al., 2007; Duckworth &
Quinn, 2009; Heckman, Stixrud, & Urzua , 2006; Lieras, 2008) and especially
grit, a very recent terminology attached to the same meaning as persistence, has
started to receive considerable attention (Duckworth et al., 2007; Duckworth &
Quinn, 2009).

Given the affective outcomes, in line with Bloom’s (1956) and Gagne’s
(1984) taxonomies, Kraiger, Ford, and Salas, (1993) refer to affective learning
outcomes (Figure 2.2) as including attitudinal (attitude object and strength) and
motivational outcomes (disposition, self-efficacy and goal setting). In their
categorization, they further include persistence of effort among the
mechanisms required for goal setting. Hence, this categorization further asserts

the place of persistence as an affective outcome.
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Figure 2.2. A Preliminary Classification Scheme of Learning Outcomes. (from

Kraiger et al., 1993, p. 312)

2.2. Learning Environment

The field of learning environment has its roots in Lewin’s (1936) seminal

work in non-educational settings. Lewin (1936) proposed that the environment

and its interaction with the personal characteristics of the individual are

determinants of human behavior. Murray (1938) extended Lewin’s work by

proposing a Needs-Press Model which emphasizes that the existence of

situational variables in the environment results in behavioral differences.

Following and extending Murray’s model, Stern (1970) developed his Person-

Environment Congruence Theory and proposed the possibility of gaining

enhanced outcomes when personal needs and environmental press are in a

harmony. By considering the class as a social system, Getzels and Thelen
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(1960) mentioned the predictive ability of the interaction among personality
needs, expectations and environment upon human behaviors. Following the
above pieces of work and thus the strong theoretical base brought by them, the
assessment of individuals’ perceptions has started to receive attention for the
educational research purposes. Preliminary examples included the development
of Learning Environment Inventory (Walberg, 1968) and Classroom
Environment Scale (Tricket & Moos, 1973). Moos (1979) identified three main
dimensions to characterize human environmentin his conceptual framework for
human environment. That is, he contends that environment possesses
relationship, personal growth and lastly system maintenance and change
dimensions. Relationship dimension refers to personal relationships, personal
growth to the opportunities for personal development and self-enhancement
while the system management and change centers on the degree to which the
environment is orderly, clear in expectations, having the control-power and
responsive to change. It is seen that Moos’ conceptual framework for human
environments has been the dominant theory of the data collection instruments
developed to investigate the learning environment.

Another example 1s Walberg’s (1981, as cited in Aldridge & Fraser, 1999)
Multi-factor Psychological Theory of Educational Productivity which discusses
the important role of aptitude-related, instructional and psychosocial variables
in student learning. As is clear from the above theoretical background, it is
wise to understand that the term learning environment has grown to encompass
a whole range of components, activities and contexts within which learning
takes places. In other words, the term has been extended further to include a
variety of components so as to denote psychological, social and physical
dimensions of the classroom environment.

Following the proponent earlier work on learning environment, there has
been a great deal of research emphasis on the influence of the learning
environment upon the educational processes and outcomes and the term has
been extended to include all types of interaction taking place in the classrooms,

different teacher behaviors including all instructional and non-instructional
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facets, classroom assessment procedures, all classroom materials and physical
locations and basically all atmospheric characteristics of a school or a class,

that is, its all presiding ethos and features.

2.3. Research on Persistence as a Measure of Retention and Learning
Environment

The conceptualization of persistence as a non-cognitive skill is a very recent
phenomenon and the researchers have recently started to pay attention to this
phenomenon and its related variables. Hence, the number and variety of
variables investigated in relation to this construct (persistence as a non-
cognitive skill) is considerably limited and related research is still in its
infancy. In line with this situation, there have been no attempts to solely
investigate this construct as it relates to learning environment measures in the
literature available to the researcher of this dissertation. However, the other
outlook into the construct of persistence considering it as retention or
intentions to continue to the further levels of proficiency and study (i.e.
persistence as retention) has investigated the relationship between this
perspective of persistence and several variables related to learning
environment.

Two studies to date considering persistence as a personal characteristic have
investigated the relationship between the persistence and the variables of
learning activity, students' self-efficacy, outcome expectancy and learning
outcomes (moderateto-vigorous physical activity, grand point average). In one
of these studies, Gao et al. (2006) investigated the relationships among learning
activity, students' self-efficacy, outcome expectancy, moderateto-vigorous
physical activity (MVVPA) and persistence in a physical education course for
the Grades 6 to 8. The results of their study yielded that self-efficacy and
outcome expectancy were significant predictors of effort/persistence across
learning activities, while only self-efficacy predicted MVPA. The scale used by
the researchers had items centering on the persistence as a human skill or trait

and also physical education terminology or notion in them.
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With the exception of Duckworth and others’ (2007) studies, no previous
study has solely focused on persistence as a student trait or characteristic with
no mention of other discipline-specific terminology or notion in it. Across six
studies, the researchers named the idea of persistence grit. The results from the
studies firstly demonstrated that the significant variance in success outcomes
(e.g. grade point average and avocational outcome of ranking in the National
Spelling Bee) was explained by the differences in grit. There were also some
other secondary results. Grit was positively associated with age and
educational attainment (i.e. levels of education) in their first study with the
suggested result that grit increases with age and levels of education. In their
final study, they also reported that hours of practice mediated the relationship
between grit and success. That is, grittier individuals surpassed their less gritty
competitors because they studied longer.

In further investigating the construct of grit and its possible motivational
correlates, Von Culin and her colleagues (2014) looked at the associations
between the three different orientations to happiness (pursuing engagement,
pursuing meaning and pursuing pleasure) and grit and worked with online
samples of adults. The results indicated possible associations between the two
variables with the engagement orientation having more significant associations
with grit compared to meaning and pleasure orientations.

In Duckworth and others’ (2007) work, grit has been treated as the
independent variable and success outcomes as the dependent. In Gao and
others’ study (2006), persistence was the dependent variable. As is obvious
with the available research, there is a need for more work on the persistence as
a student outcome both as a dependent and independent variable in order to
provide more conclusive answers. In this sense, further studies should answer
the question of what underlies the ability to persist, that is, to continue doing
something in spite of hurdles and obstacles encountered and how this ability
itself relate to several other variables. Moreover, available literature lacks
discussions of the variables that may have predictive abilities upon persistence

which is also shown as an important correlate of achievement in the literature.
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To put it differently, such factors as one’s personal and dispositional
characteristics and environmental and situational factors may bear an influence
on their levels of persistence. Furthermore, one’s level and intensity of
persistence may be also dependent on the type of task or topic they are dealing
with. One can be more persistent with doing sports than studying mathematics.
Hence, further research is needed to investigate other possible variables
associated with grit (persistence) and also to examine it as a domain-specific
measure (e.g. as a discipline-based construct). Further investigation into
different settings with different samples and discipline areas to study, is also
needed to gain a better understanding of the issue.

Given the research linking persistence as a measure of retention to learning
environment, some learning environment-related concepts have been studied in
relation to the indicators of persistence. Poellhuber and others (2008), for
instance, looked at the influence of courses enriched with peer interaction upon
student persistence in a distance education context with a purpose to explore
the variable of instructional practices (learning activities) and their influence on
persistence. No significant differences were found between the students in the
peer interaction condition (treatment group) and those in the no-interaction
condition (control group) with regard to their persistence reported in terms of
withdrawal rates.

A follow-up study conducted by Vansteenkiste, Simons, Sheldon, Lens, and
Deci (2004) looked at the effect of intrinsic goal framing and autonomy-
supportive learning climates on students’ learning, performance and
persistence. Their analyses indicated a significant main effect of the learning
climate variables on the depth of processing, test performance and persistence.

Using the data from the Wabash National Study of Liberal Arts Education
(WNSLAE), Wolniak, Mayhew and Engberg (2012) also pointed out the
importance of instruction for the student persistence. That is, they contended
that exposure to good teaching practices moderated the effects of grade point
average on persistence, thus emphasizing the importance of good teaching on

increasing student persistence.
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Pascarella, Seifert and Whitt (2008) and Pascarella, Salisbury and Blaich
(2011) also investigated the relationship between student perceptions of
teaching and persistence. These two studies second being the replication of the
first one showed that perceptions regarding exposure to organized and clear
classroom instruction (perceptions about the teacher skill/clarity as well as
preparation and organization) significantly increased the likelihood that the
student persists to the next year.

In her qualitative study, Standford-Bowers (2008) investigated the
perceptions of administrators, faculty and students in community college
distance education programs about the factors influencing student retention.
The researcher used a modified Delphi technique to elicit the three
stakeholders’ responses regarding the most important factors supporting their
persistence in the online course and reported 16 factors from his analyses.
Among these factors are responsiveness of the instructor, prompt feedback,
student-teacher interaction, course design, independent learning and
responsibility, self-motivation and discipline, independent-learning and
responsibility and dedication.

Another qualitative inquiry performed by Matsumato and Obana (2001)
while also eliciting factors motivating learners to continue learning Japanese as
a foreign language looked at the reasons students provided for their change of
mind from continuing to discontinuing. The researchers categorized the data
regarding reasons into three which are teacher and class matters (e.g. class
dynamics, teachers’ attitude and teaching skills and a well-organized class),
actual language learning (e.g. speaking and kanji practice) and anxiety (e.g.
pressure to pass the course and repeating mistakes).

Overall, based on the findings of the above studies, it seems that the results
confirm a link between the variables of instruction and teaching techniques,
teacher and course-related characteristics and persistence from the perspective
of retention. Thus, we can speculate on a common conclusion drawn by the
majority of the studies that good teaching and teacher and course qualities are

positively associated to the idea of persistence as retention. It is also evident
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that the available literature lacks sufficient evidence for the relationship
between the learning environment-related variables and persistence.
Furthermore, the results of the previous studies do not lead us to draw any
strong conclusions as to the influence of environmental variables upon
persistence in foreign language study. Further studies are needed to investigate
the learning environment variables and their relative influences or predictive
abilities upon the measure of persistence, and this need is more obvious for the

foreign language study.

2.4. Research on Affective Student Outcomes and Learning Environment:
A Global Look

The effect of the learning environment on the education processes and
especially on the student cognitive and affective outcomes has been widely
investigated in the literature, which, in turn, a considerable number of
researchers finding evidence of a strong relationship between student
perceptions of classroom learning environment and student outcomes (Fraser &
Fisher, 1982; Wubbels & Brekelmans, 1998; den Brok, Brekelmans, &
Wubbels, 2004). Moreover, Fraser (1994; 1998) has reported that the research
field of learning environments has undergone advancement in defining and
assessing learning environments. This conceptualization and investigation of
learning environments has resulted in many attempts in the literature to bring
about strong links between student outcome measures and learning
environment investigated by means of a variety of instruments across a variety
of settings and grade levels. These student outcomes have been investigated in
different types of classroom environments such as constructivist classroom
environments (Aldridge, Fraser, & Huang, 1999; Taylor, Fraser, & Fisher,
1997), science laboratory classroom environments (Fisher, Harrison,
Henderson, & Hofstein, 1998; Henderson, Fisher, & Fraser, 2000; McRobbie
& Fraser, 1993; Wong & Fraser, 1994), technology and computer-assisted
classroom environments (Dorman & Fraser, 2009; Fisher & Stolarchuk, 1998;
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Stolarchuk, & Fisher, 2001; Teh & Fraser, 1994) and clinical learning
environments (Chan, 2002; Dunn & Hansford, 1997; Fisher & Camillus, 1998).

When the student outcomes investigated in relation to learning environment
perceptions have been considered, it seems that at the beginnings of the
learning environment research, cognitive outcomes have been widely popular
over attitudinal ones as perhaps it has been much more important to find
convincing evidence for the effect of classroom environment upon student
learning. That is, it seems that after having a firmer support for the proposition
that students learn better when they have good and positive perceptions of the
classroom environment, the researchers have started to look for some other side
constructs that may account for and also contribute to student learning. Hence,
the following will attempt to review the available research investigating
associations between learning environment and student-related attitudinal and
affective outcomes. Following this broad account on the affective variables
studied in relation to learning environment, the review will center on research
connecting the variables of persistence and learning environment.

The denotation of the term non-cognitive makes it clear that it refers to
anything non-cognitive which is distinct from academic and cognitive skills
usually measured through tests. Moreover, although it has been difficult to
define students’ affective outcomes with clear terms as is also mentioned
above, the following parts of the review will include any attitudes, behaviors
and strategies which are widely considered to facilitate success at school and
workplace as affective outcomes. Thus, research linking learning environment
to affective student outcomes centered on number of outcomes including
among others attitude, self-efficacy, academic efficacy and achievement
motivation. The following presents the studies conducted in relation to the
links between affective student outcomes and classroom learning environments
starting with the research conducted in the disciplines other than foreign

languages before narrowing the gaps to the research on foreign languages.
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In his attempts to investigate the secondary Mathematics classrooms in
Hong Kong, Wong (1995) utilized semi-structured interviews and open-ended
questions in order to investigate students’ perceptions, which later enabled the
researcher to elicit some descriptors and criteria to be used in the following
phase of instrument development. Some of the descriptors of a good
mathematics classroom included order, teacher’s clear expectations, student
involvement and cooperation with peers. Qualitative results from the first
phase of his study also showed that good teacher-student relationship adds to
students’ exertion of effort in the course.

Dorman and his associates (1997) attempted to investigate associations
between science and mathematics students' perceptions of their classroom
learning environments and their attitude to the class in Australia. Investigating
the interpersonal teacher behavior facet of the learning environment, they
reported that all the sub-scales of their instrument (Questionnaire on Teacher
Interaction) significantly relate to students’ attitudes with higher attitude scores
associated with higher perceived leadership, helping/friendly and
understanding behaviors of the teachers.

In a further investigation into the cross-cultural validity and use of the two
learning measures, classroom environment and interpersonal teacher behavior
in secondary science classes in Korea, Kim, Fisher and Fraser (2000) found
positive relationships between learning environment measures and students'
attitudinal outcome. Also investigating gender-related differences in students’
perceptions, they found that boys showed more favorable attitudes toward their
science classes compared to girls.

Focusing on the measure of teacher communication behavior as an aspect
of learning environment, She and Fisher (2002) investigated the relationship
between middle school biological/physical science students' perceptions of
their teachers' communication behaviors and their attitudes towards science in
a Taiwanese setting. The researchers indicated positive associations between
students' perceptions of their teachers' communication behaviors and their

attitudes toward science. Teacher communication behavior was assessed
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through The Teacher Communication Behavior Questionnaire (TCBQ)
including five scales, challenging, encouragement and praise, non-verbal
support, understanding and friendly and lastly controlling while the variable of
attitude was elicited thorough four sub-scales, social implications of science,
enjoyment of science lessons, leisure interest in science and career interest in
science.

Another dimension of learning environment which was termed as the
students’ perceptions of assessment tasks was examined by Koul, Fisher and
Earnest (2006) in relation to its relationship to the two attitudinal outcomes,
students’ attitude to science classes and their academic efficacy. The
researchers indicated that there was a significant positive relationship between
all of the sub-scales of the students’ perceptions of assessment questionnaire
and student attitudes to science and their academic efficacy perceptions, with
the scales of congruence with planned learning, authenticity, transparency and
diversity showing positive associations while scale of student consultation
showing negative associations in relation to attitude to science. Investigating
the gender-related differences, they reported no statistically significant
differences in students’ perceptions of assessment with regard to their gender.
In contrast, academic efficacy showed statistically significant differences
between female and male students.

Using a similar design with the above study, Dorman et al. (2006)
investigated the predictive ability of classroom environment and perceptions of
assessment dimensions upon academic efficacy and attitude to science. Using
structural equitation modeling techniques as different from the multiple
correlations techniques employed in the above study, they found that classroom
environment and perceptions of assessment significantly predicted the two
affective outcomes. With the data analysis technique used in the study,
mediating variables were added into the interpretation of results. Thus, they
found a direct effect of the scale of congruence with planned learning on
attitude to science while the four remaining scales had indirect effects on

attitude by means of academic efficacy.
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By naming the predictor of her study as teaching and learning
environment, Merildinen (2014) employed an instrument which encompassed
five sub-scales named as workload, pedagogical counseling, quality of
teaching, evaluation and social relations. The researcher worked on how
teaching-learning environment related to the outcome measure of achievement
motivation including three subscales, ability beliefs, expectation of study
success and appreciation of studies. The analyses from the structural equation
modeling indicated that the measure of the teaching-learning environment
correlated with the students’ reported achievement motivation.

Fraser, Aldridge and Soerjaningsih (2010) examined associations between
student attitudes towards computers and students’ perceptions of interpersonal
teacher behavior as an aspect of learning environment in an Indonesian setting
with tertiary level students from the Computer Science and Management
departments. Simple correlation and multiple regression analyses showed
positive associations between student attitudes towards computers and
interpersonal instructor behavior by indicating that positively connotated
(favorable) teacher behaviors (i.e. leadership, helpful/friendly, understanding
and student responsibility and freedom) are most likely to promote positive
student attitudes whereas less favorable teacher behaviors (uncertain,
dissatisfied, admonishing and strict) seem to promote less positive attitudes.

Another investigation into teacher behavior as an aspect of classroom
environment was conducted by Kyriakides (2006) who attempted to integrate
two research traditions, process-product model of teacher effectiveness and
psychologically oriented research into teacher interpersonal behavior to
investigate teachers’ role in creating a learning environment in their
classrooms. Data elicited by means of the two types of questionnaires
developed in line with these two different research traditions revealed that
student perceptions about their teachers’ behavior are related to affective
outcomes of schooling concerning students’ attitudes towards peers, teachers,
school and learning. The results also showed that data from the teacher

interpersonal behavior questionnaire (QTI) explained more variance in
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affective outcomes than the data from the quality of teaching questionnaire of
effectiveness research.

Chang, Hsiao and Chang (2011) compared the relative effectiveness of two
learning environment preferences on students’ attitudes towards earth science
lessons with 10th grade students in Taiwan. The learning environment measure
was realized in two groups, student-centered and teacher-centered combined
(STBIM) and teacher-centered (TCIM). The attitude outcome was explored by
means of the three subscales which were attitudes toward the earth science
subject, attitudes toward the learning of earth science, and attitudes toward the
involvement in earth science activities. The results revealed that students in the
STBIM classes showed more positive attitudes toward earth science than those
in the TCIM classes.

Taylor and Fraser (2013) conducted research on the relationships between
learning environment and mathematics anxiety with the high school
mathematics students in California. Mathematics anxiety was examined in two
dimensions as evaluation anxiety and learning anxiety. The findings revealed
statistically significant relationships between anxiety and learning environment
scales for learning mathematics anxiety but not for mathematics evaluation
anxiety. Given the gender differences, statistically significant differences were
reported between the genders for five of the seven What Is Happening in This
Class Questionnaire (WIHIC) scales with females showing higher means and
thus viewing the environment more favorably than males.

Vermeulen and Schmidth (2008) included motivation as an affective
outcome in their research and studied it in relation to the quality of academic
learning environment. The researchers questioned graduates of a university
regarding their opinions about the quality of academic learning environment
(elicited in terms of positive staff-student and student—student interactions and
curriculum-related characteristics) during the time they studied at the
university. The results of their study revealed positive relationships between
the quality of the learning environment and student motivation, which in turn

also increases their learning outcomes related to knowledge acquisition.
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Another research study conducted by Harbaugh and Cavanagh (2012)
looked at the construct of student engagement as operationalized as learning
capabilities (self-esteem) and expectations of learning and its relationship to
the secondary level students’ perceptions of the classroom learning
environment in Western Australia. The self-esteem subscale included some
items that are relevant to the construct of persistence but also including items
questioning students’ general capabilities about learning. The learning
environment component of their study had eight subscales which are
educational values, learning outcomes, classroom learning attitudes and
behaviors, classroom and peer support, classroom discussion, classroom
planning, expectations and support from teacher and lastly parental
involvement. The results gained through Rasch Modeling statistics revealed
direct effects of classroom-learning environment on students’ self-esteem and
direct and indirect effects of those upon students’ expectations of the classroom
environment.

Comparing learner-perceived effectiveness of the two types of learning
environments (the traditional teacher-talk whole-group instructional
environment versus Mixed Mode Delivery Model in a constructivist learning
environment) with regard to the magnitude of the gaps between actual and
preferred learning environment scores, Koh and Fraser (2014) worked with the
secondary level students from schools offering business education in
Singapore. The results showed that the magnitude of the gap between the
actual and preferred learning environments were significantly higher for the
control group, which thus shows the effectiveness of the Mixed Mode Delivery
Model in terms of student constructivist learning environment perceptions.

In a recent study conducted with students from secondary level
mathematics students in China, Yang (2015) investigated associations between
mathematics classroom learning environment and attitudes towards
mathematics (student confidence and perceptions about the usefulness of
mathematics). The results from the regression analyses revealed that three

dimensions of the learning environment that were teacher support and equality,
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involvement and investigation significantly predicted the students’ confidence
in mathematics. When the other outcome measure, usefulness of mathematics
was considered, the three sub-scales, that is, investigation, task orientation, and
teacher support and equality were found to be significantly predicting the
scores on this outcome.

Using the learning environment instrument as a program evaluation tool,
Soebari and Aldridge (2015) looked at a one-year teacher professional
development program with regard to the changes in students’ perception scores
on the learning environment scales (before and after the teachers attended the
program) in Indonesia. Observations and interviews were later used to
corroborate the findings from the quantitative and qualitative data. The results
showed a statistically significant pre-post difference for the six of the seven
learning environment scales with low effect size scores, which in turn,
demonstrated limitations with regard to the success of the professional
development program. Some contextual factors elicited from the qualitative
methods supported these results.

Given the learning environment studies conducted in the disciplines other
than foreign languages above, it is seen that most of the studies were performed
with the secondary school science-related disciplines though there have been a
few exceptions (e.g. Fraser et al., 2010; Soebari & Aldridge, 2015). The
affective outcomes investigated included mostly the attitudinal outcomes
towards the specific lessons examined. Though there has been no one particular
study solely investigating or naming the outcome measure as persistence, it
could be understood that a few studies attempted to include the constructs that
could imply the idea of persistent behaviors (e.g. Harbaugh & Cavanagh, 2012;
Wong, 1995). Given the research designs used, there is a superiority of
associational and quantitative research studies over qualitative or mixed
designs. The above global look also suffices it to say that both Western and
Non-Western researchers made an effort to investigate the links between
learning environments and student affective outcomes in the disciplines other

than foreign languages.

31



Given the studies conducted in foreign languages, on the other hand, the
earliest study available to the researcher of this current study was performed by
Wei and Onsawad (2007) who sought associations between students
perceptions of interpersonal teacher behavior and the two student outcomes,
attitudes toward learning English and achievement in English. The results
revealed that strictness behavior of the teacher significantly and positively
related to students’ attitudes to learn English. No other interpersonal
dimensions of the teacher behavior was found to be related to the variables of
attitude and achievement.

Wei et al. (2009) investigated the relationship between teacher
interpersonal behavior and student achievement in English with the Grade 8
students in a Chinese context. The results showed proximity (teacher
cooperation) as a significant predictor of student achievement and also a
significant negative relationship between teacher uncertainty and student
achievement.

With their interest in the affective student outcomes, Wei and Elias (2011)
looked at the relationship between the student perceptions of classroom
environment and students’ intrinsic and extrinsic motivations in learning
English in a secondary school context in Malaysia. They found that students’
perceptions of affiliation of the class positively related to and their perceptions
of involvement negatively related to their intrinsic motivation. For the extrinsic
motivation, however, only the task orientation subscale demonstrated positive
associations.

Wei and his associates (2015) examined the relationship between
interpersonal teacher behavior as an aspect of learning environment and student
achievement and carried out their study with Grade 7-10 secondary school
students in China. The results indicated that teacher proximity (Cooperation-
Opposition) was a significant predictor of student achievement while there
were no statistically significant associations between teacher influence

(Dominance-Submission) and student achievement. Based on the results, it is
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understood that the better perceptions of teacher proximity learners have, the
more successful they are in English.

Built mainly on the investigation into the developmental changes in the
study variables within a school year, Maulana, Opdenakker, den Brok and
Bosker’s (2011) study looked at the associations between the development of
teacher influence and proximity and the development of academic motivation
with secondary school Mathematics and English classes in Netherlands. The
researchers employed a different technique called growth curve modeling first
to identify the developmental changes and then to investigate the associations.
The results revealed that differences in the development of autonomous
motivation were explained by the differences in the development of teacher
interpersonal behavior while the development of controlled motivation
exhibiting no associations to the teacher behavior dimensions (i.e. influence
and proximity).

Conducted in the context of Chinese language classrooms in Singapore,
Chua, Wong, and Chen (2009) examined the relationship between secondary
three (Grade 9) level students’ perceptions about the Chinese language
classroom environment characteristics and their motivation in learning
Chinese. The researchers found that three dimensions of teacher support,
involvement and task orientation (out of a total of six in their instrument) were
associated with student motivation.

Out of the six learning environment studies conducted in foreign languages
above, five were conducted in relation to English as a foreign language (EFL).
All of the EFL-related studies were performed with the secondary level
students in China, Malaysia and Netherlands. With the exception of Wei and
Elias (2011) who worked on a much broader perspective of classroom
environment the characteristics of which they elicited through the Actual
Classroom Environment Scale, the remaining four investigated teacher
interpersonal behavior via Questionnaire on Teacher Interaction. In this
essence, it appears that there is an overuse of the same instrument for the same

level of students to investigate their perspectives about the English classroom
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learning environment. Although this attempt in investigating foreign languages
against the dominance of science related disciplines is something positive and
innovative within the learning environment research agenda, there is still a
need for further research which will investigate the same phenomenon and its
related constructs by means of some other instruments and with different
student profiles and in new contexts.

Overall, previous studies have indicated that all components regarding
psychological, social and physical classroom environments are important facets
of the classroom learning environment. With a more terminology specific
language, classroom learning environment is composed of such dimensions as
interpersonal teacher behavior, teacher communication behavior, student
perceptions of assessment, class and peer support and teacher instructional
behavior and these are strongly related to a variety of student affective
outcomes. For the research designs employed, as also recognized by Dorman
and Fraser (2009) earlier, it would be meaningful to note here that most of the
past learning environment research are exploratory and correlational rather
than experimental. Moreover, this past research often employed questionnaires
in line with these correlational designs. In other words, investigation into
associations between student outcomes and their perceptions regarding
classroom learning environment has become the strongest and the most
common tradition in the past classroom environment research and thus the use
of quantitative methods has tended to dominate learning environment research.
Further research with qualitative and mixed-methods designs appears as a need
to gain a broader picture of the associations.

When the instrumentation of the studies was considered, it is observed that
the studies usually employed the very same instruments gaining popularity in
the literature to elicit the learning environment data. This inclination may be
due to the existence of many cross-validations and adaptations of the
instruments and their robustness. It is easy to understand the researchers to
utilize questionnaire data at this point in that they may agree with Fraser (1994)

who contends that students are reliable as to make accurate judgments about
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classrooms as they have experienced and spent sufficient amount of time in
many different classroom learning environments so as to form correct
judgments. However, it is also apparent that this inclination resulted in research
studies very much replicating and repeating one another and thus limiting the
variety of findings about the possible facets of learning environment.
Therefore, there should be some other ways of eliciting students’ perceptions
about the components of learning environment. Hence, one can suggest that
future studies should utilize new instruments and new research designs. The
development of new instruments may be of great help in detecting the
problems and issues that are unique to particular classrooms rather than solely
relying on the questionnaires originated in English and originally developed for
Western contexts. As is clearly understood from the above account related to
the research designs employed, the use of qualitative methods has been less
common compared to that of quantitative methods in spite of some evidence
regarding the benefits of using quantitative data followed by qualitative data
(i.e. mixed methods design; Lee & Fraser, 2001, Lee, Fraser, & Fisher, 2003;
Wilks, 2000).

Kyriakides (2006) also experienced that the classroom environment
instrument he employed for his study attempted to measure or encompass
generic teaching skills, thus eschewing the possibility of the differentiated
effect of teachers’ quality of teaching. Based on the basic premise of “context
specificity” (Hopkins & Reynolds, 2001) as the first emerging term and then
the” differentiated effectiveness” across different subjects, different student
background variables, different student personal characteristics and different
cultural and organizational contexts (Campbell, Kyriakides, Muijs & Robinson,
2004), Kyriakides (2006) asserts that further research is needed to investigate
the differentiated effect of teacher behavior on student outcomes in different
subjects. Therefore, it would be wise to attempt to develop instruments to
examine classroom learning environment and especially the teacher behavior in

different subject areas. These new instruments may be better suited and
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sensitive to the contextual demands and characteristics of different subject
areas.

It is seen from the review of the studies above that most of them
investigated the secondary level students’ perceptions about learning
environment. The number of studies working with tertiary level students is
highly limited. In this vein, there is a need for more studies to be conducted
with the tertiary level students. For the disciplines investigated, there is a
superiority of science and science classrooms over other discipline areas. For
this reason, further studies need to examine other disciplines and courses other
than science classes so as to gain a deeper understanding of the concept of
classroom learning environment and its relationships to and effects on student
outcomes. For the construct of persistence, Constantin, Holman, and Hojbota
(2008) also asserts that individuals’ persistence vary in relation to the type of
tasks. That is, one can be more persistent and engaged in a specific type of task
while he may be reluctant to do and put an effort in doing some other tasks.
This account may lead us to think about the task-specificity or more generally
domain-specificity of the variable of persistence. Earlier work on grit has a
domain general view of the phenomenon (Duckworth et al., 2007; Duckworth
& Quinn, 2009), but addressed this concern by recommending future studies to
be conducted for the domain- specificity of the grit (Duckworth & Quinn,
2009). Therefore, this study is based on the domain specificity of grit and this
construct has been operationalized as “persistence in English language
learning”. Likewise, Duckworth and others (2007) also assume that the degree
and nature of grittiness may change according to the experiences one have and
people may have more grittiness for some things and not others (Hanford,
2013). These experiences may be those faced by the students in their language
classrooms and students may have different degrees or orientations of
persistence in foreign languages than for example in art or science-related
disciplines and courses. Thus, this current research looks at the experiences

that may specifically relate to language classrooms and language learning.
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2.5. Research on AffectiveStudent Outcomes and Learning Environment:
A Local Look

While there is a growing body of research and interest with regard to
learning environments research at the international scene with a dominance of
Western research over the past few decades (Fraser, 2002), this research
agenda is still at its infancies in Turkey with a past account of a little more than
a decade. The following presents several attempts to investigate learning
environment in the local context of Turkey.

Atbas (2004) looked at the associations between student experiences of
several aspects of the classroom environment (e.g. psychosocial, instructional
and physical) and three language learning outcomes, class participation, study
habits and English achievement with the tertiary English preparatory program
students. Some of the results from his analyses showed that teacher
supportiveness, satisfaction with the course materials and involvement
significantly predicted students’ level of class participation and their
achievement in English.

Simseker (2005) examined the relationship between perceived teacher
interpersonal behaviors and the two student outcomes represented as attitudes
towards mathematics and mathematics achievements. The results showed that
teacher interpersonal behavior and student attitudes towards mathematics and
their mathematics achievements were related. There was also a significant
difference in student perceptions of teacher interpersonal behavior with regard
to their economic and cultural backgrounds.

Another investigation into science attitudes were conducted by Telli,
Cakiroglu, and den Brok (2006) who investigated associations between
students’ attitudes towards Biology and their perceptions of the high school
biology classroom environment. The researchers reported that all of the WIHIC
scales were positively associated with students’ biology-related attitudes with
the three sub-scales of teacher support, equity and investigation demonstrating
very high correlations with the variable of attitudes.
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Arisoy (2007) sought to investigate the associations between the
constructivist learning environment and affective variables of motivational
beliefs and attitudes toward science in Grade 8 science classrooms. Part of the
aim of her study was to investigate the effects of gender on perceived learning
environment variables. The canonical correlation analyses indicated that all of
the constructivist learning environment variables and all motivational variables
were positively associated with one another. The results also showed a
significant effect of gender in favor of girls.

Employing more than one classroom learning environment instrument in her
study, Rakic1 (2004) investigated the unique contributions of each instrument
(one investigating the perceptions of classroom environment and other
investigating those of teacher interactional behavior) to the variance in the two
different types of student outcomes, student achievement and attitudes. Data
from both instruments were found to be associated with the student cognitive
and affective outcomes. Another investigation into the constructivist learning
environment were performed by Doganay and Sar1 (2012) who examined the
predictive ability of constructivist learning environment upon the
characteristics of thinking-friendly classroom with Grade 5 elementary
students. The analyses indicated constructivist learning environment as a
significant predictor of student reports of thinking-friendly classroom.

Given her investigations into the several interrelations among Grade 7
students’ science achievement, self-regulation in science classes, classroom
learning environment perceptions and several teacher-level variables, Yerdelen
(2013) found a significant predictive ability of learning environment upon
students’ cognitive (science achievement) and affective variables (self-
regulation related variables) with the self-regulation variables mediating the
relationship between learning environment perceptions and achievement.

Pamuk (2014) investigated the relationship between constructivist learning
environment and science achievement working with the Grade 7 students in
Ankara. The results of his study revealed constructivist learning environment

perceptions as a significant predictor of students’ science achievement.
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With the use of structural equation modeling, Yerdelen-Damar and Aydin
(2015) attempted to examine the associations among high school students’
approaches to learning science, perceptions of constructivist classroom
learning environment and achievement goals. The results demonstrated that
perceived classroom environment and mastery approach goals had a significant
relationship with students’ deep approaches to learning science with mastery
approaches goals having a mediatory role. It was also observed that students’
perceptions of classroom learning environment were significantly related to
their mastery-approach goals.

As is understood from the above account, the past decade of research into
learning environments in Turkey shows a very similar pattern to that of
international agenda in that investigation of associations between students’
perceptions of classroom environment and student outcomes has become the
most common and preferred line of research. It is also important to note that
Turkish studies have provided support to the international research for the
existence of associations between the classroom environment and student
outcomes. Moreover, it is also seen that there is a strong emphasis on the
investigation of secondary education science classrooms compared to other
disciplines. When the research on the foreign languages was examined, with
the exception of Atbas’s study (2004), no other study has been found that
attempted to investigate foreign language classroom learning environment with
regard to student outcomes. However, when the variables investigated in his
study were taken into consideration, it seems that there is a need for further
research which will investigate foreign language classrooms with regard to
some attitudinal or affective outcomes. One other implication relates to the lack
of qualitative or mixed research designs in the Turkish studies to explore
learning environments. Thus, some desirable directions for further research
into learning environments include more use of qualitative or mixed research
methods and variations in the disciplines, education levels and student

outcomes investigated.
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2.6. Summary of the Literature Review

The introduction of persistence as a motivational construct and linking it to
the broader research venue of learning environments is of great importance as
such an attempt gains more vitality first by offering a new motivation-related
construct like persistence to second language acquisition research and also by
enriching the learning environment research agenda. Thus, the review of
literature first started with a general theoretical outlook into the idea of
persistence and conceptualization or differentiation of it in relation to other
similar constructs utilized in the literature. It was apparent that persistence has
been studied mostly as a measure of retention in the form of course completion
or withdrawal rates. Though there have been some research that considers the
notion of persistence as a non-cognitive skill, there is an unfortunate lack of
research that questions the domain-specificity of or the applicability of this
construct to a more pedagogical or schooling-related contexts. Moreover, the
idea or meaning of learning environments and its some relevant characteristics
were also theoretically presented in this part to offer the insights that it is a
broad area of expertise including almost all the details investigated in
classroom pedagogical research. Following the provision of a firm theoretical
background on the study variables, the review focused on the research-related
background on the study variables that have been theoretically presented
earlier. That is, this part first draws into the persistence as a measure of
retention and its possible links to the learning environments so as to point out
the possibility of the presence of a link between the two variables though
persistence has been handled from a different point of view in the reviewed
research here. With the new and innovative outlook introduced by the current
research where persistence was to be handled as a non-cognitive, affective and
domain-specific student outcome, it was vital to discuss and provide the
existent sufficient evidence of associations between learning environments and
other student affective outcomes frequently studied in the literature, which, in
turn, is expected to imply that a similar type of a relationship could be expected

between persistence in EFL study as an affective outcome and learning
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environment perceptions. This part of the review particularly involved the
presentation of research studies conducted abroad and in Turkey in order to
emphasize or justify the need for and significance of such a research as the
current one in the global or national research agenda. The review ended with
the discussion of the gaps in the literature that this study will attempt to fill in
by drawing upon the two stands of research (global and local) into learning

environments and affective student outcomes.
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CHAPTER 3

METHOD

This chapter describes the design of the study, research questions,
population and sample, the instruments used to collect the data, the data

collection procedures, data analyses and finally the limitations of the study.

3.1. Research Design

The research design is a mixed methods triangulation design (the
convergence model) in that the purpose is to integrate, vary, cross-validate or
corroborate the findings gained through qualitative and quantitative methods
(Creswell, 2002; Creswell & Plano Clark, 2007). On the quantitative
dimension, it is a correlational design as the aim of the study is to gain and
understanding of the relationships between EFL learning environment, student
background variables and students’ persistence. On the qualitative dimension,
it is a phenomenology design as the goal is to gain an in-depth understanding
of the students’ perceptions (Yildirim & Simsek, 2016) with regard to the
associations between certain characteristics of the EFL learning environment
and their persistence in the EFL learning. Figure 3.1 presents an overall
conceptual model for the study. The qualitative dimension was designed to
gain a better understanding of the quantitative findings about how the
characteristics of English preparatory classrooms may be linked to students’
level of persistence in learning English as perceived by the students
themselves. In short, the researcher aimed to converge qualitative and
quantitative findings to investigate the existence of associations between the
EFL learning environment and student persistence. In addition, as a theoretical
lens, learning environment dimensions guided the study. For this reason,
besides its concurrent nature, the study has the transformative purpose.

However, this concurrent transformative strategy (as termed by Creswell,
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2002) may be characterized as “inductive, drawn from the literature but mostly

generated during the research process” (p. 225).
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Figure 3.1. Conceptual Model for the Study

Given the research question one (RQ1), the first group of independent
variables are the six dimensions of EFL classroom environment which are a)
course planning and organization, b) materials environment, ¢) communicative
approach-oriented implementation practices, d) teacher supportive behaviors,
e) feedback and guidance on the assessment tasks and f) authenticity and
congruency with reality of the assessment tasks. Given the second group of
independent variables, these elicit more personal and student background data
that have been gathered into three umbrella terms for the purposes of easy

recall. These are a) student demographic characteristics (gender, age and
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reported family income level), b) educational background (university subject
domain, previous English courses attended and high school perceived level of
English proficiency) and lastly ¢) exposure to English (outside exposure to
English via audio-visual tools (television and internet) and outside exposure to
English via visual-printed tools (books and magazines). The dependent variable
for the RQL1 is persistence in EFL learning. For the research question two
(RQ2), the independent variables are those of six EFL learning environment
dimensions while the dependent variable again is the student persistence in
EFL. Research question three (RQ3) will employ a qualitative research design
realized in phenomenological investigation in that qualitative data from student
perceptions about the associations between EFL learning environment and their
level of persistence will be employed to corroborate and enhance the
quantitative findings. Figure 3.2 shows the research design model utilized. As
is clear from the notations used (i.e. QUAN + qual), the priority in this mixed
methods study was given to quantitative data collection and analyses. The
qualitative and quantitative data collection was concurrent and the results from

the two methods were integrated during the interpretation phase.

QUAN qual
QUAN qual
Data Collection Data Collection
QUAN qual
Data Analysis 23 > Data Analysis

Figure 3.2. Research Design of the Study (adapted from Creswell, 2002, p.
214)
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3.2. Research Questions
The research addresses the following research questions.

1. How well do certain characteristics of EFL classes, certain
student characteristics, and they combined predict persistence in
English language study?

2. Does the relation between certain characteristics of EFL classes and
persistence in English language study vary by certain student
characteristics?

3. What are the perceptions of the tertiary English preparatory program
students in relation to the associations between the classroom

environment factors and their persistence in English language study?

3.3. Population and Sample

The target population of the study was all English preparatory class students
currently enrolled in the foreign languages departments or schools of the state
universities in Turkey. The target population, being the researcher’s ideal
choice (Fraenkel & Wallen, 2006), was all freshman students enrolled in
English preparatory programs in Turkey but this would be no possible within
the limits of the current study. Hence, the researcher followed with her realistic
choice that is termed as the accessible population (Fraenkel & Wallen, 2006).
This accessible population was identified as all freshman students enrolled in
English preparatory programs at the seven universities of the seven
geographical regions of Turkey. Then, as a next step in sampling, the
researcher decided the real sample of the study based on students’ proficiency
levels. Thus, the researcher had 1365 English preparatory program students of
Al proficiency level selected from those enrolled in the English preparatory
programs of the seven universities located in seven different regions of Turkey
as the main participants of her study. The process of determining the sample of
the quantitative part is graphically depicted in Figure 3.3. As is clear from
Figure 3.3., cluster sampling was employed with the each university in each of

the seven geographical regions. For the qualitative dimension, maximum
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variation sampling was performed to reach students with different
characteristics from the English preparatory classes in order to get variation on
the main interest of this study, the link between EFL learning environment and
student persistence. That is, the researcher aimed to “identify important

common patterns that cut across variations” (Patton, 2002, p. 243).

TARGET POPULATION
All freshman students enrolled in English

preparatory programs of all of the
universities in Turkey

l

ACCESSIBLE POPULATION

All freshman students enrolled in
English preparatory programs at the
seven universities of the seven
geographical regions of Turkey

l

SAMPLE: 1365 English
preparatory program students
of Al proficiency level selected
from those enrolled in the
English preparatory programs
of the seven universities
located in seven different
reaions of Turkeyv

Figure 3.3. The Process of Determining the Sample

3.3.1. Sampling Procedures and Participants

Employing cluster sampling in which the sampling unit is a group rather
than an individual (Fraenkel & Wallen, 2006, p. 98), the researcher chose
seven groups (clusters) based upon the seven geographical regions of Turkey.
The clusters of subjects were determined based upon certain rationale. The

universities first were categorized with regard to their respective geographical
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regions. As a second step and another sampling criterion, the oldest universities
of the each of the seven regions were included in the sample. Some universities
though being the oldest one in the region had no English preparatory programs

and thus the researcher proceeded with the second oldest ones in the list. Table

3.1 below shows the distribution of the participants in terms of their

universities and the geographical regions to which these universities belong.

Table 3.1

Institutions of the Participants (N = 1365)

University Geographical Region n %

Gazi University Central Anatolia Region 257 18.8
Atatiirk University Eastern Anatolia Region 111 8.1
Karabiik University =~ Black Sea Region 233 17.1
Cukurova University ~ Mediterranean Region 239 175
Ege University Aegean Region 152 111
Istanbul University Marmara Region 165 121
Gaziantep University — Southeastern Anatolia Region 208 15.2

Following the selection of the universities based on the location and
foundation year criteria, the researcher continued with some other rationale
relevant more to the instruction or language education offered. In this sense,
the obligatory English preparatory program students were chosen for the study
because the inclusion of both must and optional English preparatory program
students might distort the results as they were often expected to have different
kinds of motivation in becoming an English preparatory program student and
also in their study habits. Moreover, Al level students were included in the

study based on the rationale that those students were going to move towards
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A2 level or basically pre-intermediate level of proficiency at the time of data
collection phase for the study. In other words, the participants of the
questionnaire and scale were those students that had started their English
studies as true beginners and were getting A2 level in the first weeks of
January when the data collection was managed. Therefore, the participants
were believed to have had sufficient amount of time to get familiarized with
the EFL classroom environment and all other relevant EFL learning processes
and procedures. They were also believed to have spent sufficient amount of
time to test and experience their persistent behaviors in the study of EFL. The
exit level from the preparatory department is intermediate level (B2 level with
regard to the European Common Framework). Hence, the students were
expected to complete the preparatory program in one year and gain an
intermediate level of proficiency so as to continue to their content area studies
(university subject departments). As another general characteristics of the
participants, they are all freshman students enrolled in the must English
preparatory programs this year. There were no repeat students in the clusters
and all of the participants started learning English at the preparatory programs
in late September or early October of 2015-2016 academic year and had spent
at least three months in the preparatory programs when this study was

performed in early January.

3.4. Data Collection Instruments

The quantitative data for the RQ1 and RQ2 were gathered through the
survey design, that is, from the administration of scales and questionnaires (i.e.,
learning environment scale and persistence scale). The qualitative data for the
RQ3 were gathered by means of interviews with students which are open-
ended and center on eliciting the perceptions of students in terms of the
research problem, that is, the associations sought between students’ reported
persistence in EFL and the several dimensions of the EFL learning
environment operationalized mainly in the quantitative phase of the study.

That is, the interviews were conducted through the interview schedule prepared
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in accordance with the six main EFL learning dimensions specifically
operationalized for this study and also utilized in the questionnaires answered
by the study participants. Hence, both types of data, qualitative and quantitative
were collected with a purpose for triangulation to converge information and to
provide evidence for the links between EFL learning environment and student
persistence in EFL study. These two types of data were collected concurrently
as an implementation strategy in Creswell’s (2002) terms. The following
presents detailed information about the instruments of the study and their

development procedures.

3.4.1. Persistence Scale in EFL (PS)

The following presents the main steps in the PS development. The
researcher made use of the four main steps offered by Netemeyer, Bearden and
Sharma (2003). These steps are: a) construct definition and content domain, b)
generating and judging measurement items, c¢) designing and conducting
studies to develop and refine the scale and lastly d) finalizing the scale. Given
the first step, construct definition and content domain, the researcher first
attempted to clearly define the construct, that is, the students’ persistence in
EFL learning and its facets and domains. Cronbach and Meehl (1955)
emphasize the importance of theory in the scale development process. Thus, as
a first step, the researcher looked for a theoretical framework or well-specified
theory which her construct of interest should be grounded in. Guided by the
idea that “this well-thought-through theory starts with construct
conceptualization/definition based in a thorough review of literature,” she
conducted a detailed review of literature, which led her to arrive at the Goal
Setting Theory as a general theoretical foundation for her construct. This
theory is based upon the idea that conscious goals have an influence on action
(Locke & Latham, 2002). Ryan’s statement that “it seems a simple fact that
human behavior is affected by conscious purposes, plans, intentions, tasks and
the like” lies in the center of construct definition and domain specification of

this study. That is, persistent behavior of the students is believed to be
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dependent upon students’ conscious goals, plans and intentions in the study of
EFL and also the tasks required by the EFL study. The four mechanisms of the
Goal Setting Theory by which goals operate was a lot relevant to the construct
of persistence. According to the theory, goals operate through the following
four mechanisms (Locke & Latham, 2002, pp. 706-707):

a) They have a directive function in that they regulate attention and effort
of individuals’ goal-related activities.

b) They serve an energizing function in that high goals result in more
effort than low goals.

c) They have an effect upon persistence.

d) They have an effect upon action in indirect ways in that the goals direct
people to recently discover or make use of the already-present
knowledge and skills which are also related to goal-attainment.

The above account clarifies the role or relationship of persistence in the
Goal Setting Theory. Delineating this theory as the guiding framework for the
PS development, the researcher continued with the remaining three steps of the
recommended four-step methodology above by Netemeyer et al. (2003).
Accordingly, the researcher continued with generating and judging
measurement items for EFL persistence in accordance with the above
theoretical framework offered by the Goal Setting Theory. That is, the items
were generated as to include and relate to goal-driven connotations and
implications. Moreover, as a more contemporary direction in the goal-setting
research, the researcher also have taken other goal-orientation constructs or
basically constructs pertaining to Achievement Goal Theory which are further
termed as Mastery Goal Orientation (developing competence via learning) and
Performance Goal Orientation (demonstrating competence relative to others;
Dweck, 1986; Elliott & Dweck, 1988; Dweck & Leggett, 1988; Pintrich,
2000). That is, one can be persistent because of his motivations for learning or
mastering the content or motivations for performing better than others. Hence,

such orientations were also considered in the writing of items.
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As a follow-up stage of generating (entitled below as preparation of item
pools) and judging measurement items (entitled below as expert opinions)
stage, at the third step, the researcher designed and performed studies first to
develop and refine the scale (entitled below as pilot studies) and later to
prepare a final form of it (validation study) as a final step. The following
sections and headings explain this PS development process mentioned above in
detail.

3.4.1.1. Preparation of Item Pools

An initial pool of 38 items was generated based on the existing instruments
preliminarily including such scales as Grit Scales (Duckworth et al., 2007;
2009), Conscientiousness Sub-scale of the Big-Five Character Inventory (John
& Srivastava, 1999), Student Engagement Instrument (Appleton, Christenson,
Kim, & Reschly, 2006), Values in Action Inventory of Strengths (Peterson &
Seligman, 2004) and Goal Setting Theory (Locke & Latham, 2002). However,
there was no specific and existing persistence instrument developed for EFL.
Therefore, some other similar constructs and the instruments and their relevant
sub-scales in which the notion of persistence is included were closely
examined in the scale development process. The researcher conducted focus
group interviews with a group of English preparatory program students (n=25).
The results from the interview findings guided the reduction and exclusion of
the items due to repetitions or irrelevancies so as to enhance the instruments’

face validity, which was further confirmed by the expert opinions.

3.4.1.2. Expert Opinions
The revised scale based on the feedback from the focus group participants
was given to experts for their corrections and confirmations so as to enhance
face and content validity of the instrument. There were four senior EFL
academicians, two EFL instructors, four psychology experts, one Turkish
language teacher and one measurement and evaluation expert in the expert

committee. The experts were requested to assess the persistence scale with
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regard to its content, coverage, meaning and comprehensibility of the items and
the structural problems with the items. Most corrections included wording
problems or deletion or combination of items having almost the same
meanings. After receiving a final feedback from the experts, the number of
items was reduced to 30 and the final scale was again checked for grammar,
language structure and language problems by a Turkish teacher. The final
version of the persistence scale was sent to the Human Subjects and Ethics
Committee at the Middle East technical University (METU) to confirm also the
ethical appropriateness of the instrument. An approval for the administration of
the scale was received from the Human Subjects and Ethics Committee at
METU (see Appendix A).

3.4.1.3. Pilot Studies

Two pilot studies were conducted with the students from the English
Preparatory Program from the Necmettin Erbakan University in Konya. Prior
to each main pilot study, the researcher herself administered the scale to one
class of English preparatory students for face validity purposes. In line with
their comments, necessary corrections, deletions and changes were performed
in respect to grammar and spelling, comprehensibility and meaning of the
items, double statements, layout and format. Most comments included

corrections on the layout and some repeating statements.

3.4.1.3.1. First Pilot Study: Item Reduction

The aim of the first pilot study was to reduce the number of the items in the
remaining pool of 30 items as the researcher wanted to have one-dimensional
and economical tool to elicit the students’ perceptions about their levels of
persistence. The data gathered from 286 students were analyzed using Principal
Component Analysis (PCA), a technique used for data reduction purposes
(Preacher & MacCallum, 2003). The researcher has designed the scale as one-
dimensional. In other words, the researcher had an a priori hypothesis about

the number of factors to extract.

52



PCA was performed on the 30 items. Before performing PCA, some
assumptions for factor analysis were tested. The sampling adequacy
assumption assessed via The Kaiser-Meyer-Olkin value, KMO =.95. was
adequate (Kaiser, 1970, 1974). Inspection of the correlation matrix revealed
correlations above .30 and a significant result from the Barlett’s test of
sphericity, x? (435) =2875.63,p < .001 further verified the suitability of the
data for factor analysis. The ratio of at least five cases (Gorsuch, 1983;
Hatcher, 1994) and of preferably 6 cases or more for each of the variables
(Cattell, 1978) and also the presence of high communalities (MacCallum,
Widaman, Zhang, and Hong, 1999) verified the suitability of the sample size
for further analysis. There was also no violation of the multivariate normality.

PCA extraction with a priori one component specification explained 31.51
% of the variance. Cronbach’s Alpha value of .93 verified the reliability of the
instrument. Given the pre-specified one component solution and using the
cutoff value of .55, the items which were highly preferred by the participants
were included in the factor solution as shown in Table 3.2. In conclusion, the
number of items was reduced into 18 as a result of the PCA conducted on the
first pilot data. The expert opinions were again sought on the final draft of PS-
EFL. Some minor changes in relation to wording and word choice were

performed and thus the final draft was finalized for the second piloting stage.

Table 3.2
Summary of Factor Loadings for One-Component Solution for PS-EFL (N =
286)

Factor
Item X
loading
| work hard to learn English. (#15) 81
| continue to invest time and effort in language activities in spite .76
of the hard work and patience they require. (#5)
| continue a difficult language activity even when the others have 74

already given up on it. (#18)
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Table 3.2 (continued)

If I am not good at a skill in English, I keep struggling to master it. (#1)
Once | decide to do something when learning English, I do not give up
until 1 reach my goal. (#3)

When | have trouble with a language point, | practice it more. (#14)
The more difficult a language activity is, the more determined | am to
finish it. (#6)

| try my best to do all | can to learn English (#29)

| do more than what is expected of me by my teachers when learning
English. (#12)

When | get a poor mark in my English class, | work harder next

time. (#26)

| force myself to study more than other people when learning

English. (#9)

| insist on reaching my goal of learning English even if it involves
considerable trouble. (#22)

When working on language learning activity, | try hard to finish it in
spite of the distractions around. (#23)

| am not discouraged by setbacks | face in my English learning
process. (#19)

| make an effort to follow through with the plans I make for my studying
when learning a language skill. (#10)

If | fail to solve a problem I face in a language assignment, | try again
and again in the hope that I will be successful. (#25)

My ultimate goal of mastering English motivates me to overcome day to
day difficulties. (#2)

When it comes to learning English, | finish whatever | begin though |
feel tired. (#20)

74
13

.70
.70

.69
.64

.64

.63

.62

.61

.61

.60

.60

.60

.55
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3.4.1.3.2. Second Pilot Study: Confirmatory Analysis

The aim of the second pilot study was to test the factor structure of the final
version, that is, the version with the top 18 items receiving the highest loadings
(see Appendix B and Appendix C). The piloting data were collected from 304
English preparatory program students. The 18 items of the PS-EFL were
subjected to Explaratory Factor Analyis (EFA). Prior to EFA, the suitability of
data for factor analysis was assessed. The Kaiser-Meyer-Olkinvalue, KMO =
.95, exceeded the recommended value of .60 (Kaiser, 1970, 1974) and thus was
satisfactory. Inspection of the correlation matrix and a significant result from
the Barlett’s test of sphericity, x* (153) = 2858.64, p< .001 further verified the
suitability of the data for factor analysis. The ratio of at least five cases
(Gorsuch, 1983; Hatcher , 1994) and of preferably 6 cases or more for each of
the variables (Cattell, 1978) and also the presence of high communalities
(MacCallum et al., 1999) were all satisfied with a sample size of 304.
Multivariate normality has not been violated as there appeared to be no
outlying cases for the researcher to remove.

EFA with Maximum Likelihood extraction with a priori one factor
specification explained 49.41 % of the variance (Table 3.3). Cronbach’s Alpha
value of .94 verified the reliability of the instrument as it was over the

acceptable value of .70 (Nunnaly,1978).

Table 3.3
Summary of Factor Loadings for One-Factor Solution for PS-EFL (N = 304)
Factor
Item loading
If I am not good at a skill in English, I keep struggling to master 7
it. (#7)
The more difficult a language activity is, the more determined | 7

am to finish it. (#13)
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Table 3.3 (continued)

I continue to invest time and effort in language activities in spite
of the hard work and patience they require. (#9)

I try my best to do all I can to learn English. (#12)

Once | decide to do something when learning English, I do not
give up until I reach my goal. (#14)

If | fail to solve a problem I faced in a language assignment, | try
again and again in the hope that | will be successful. (#16)

I insist on reaching my goal of learning English even if it
involves considerable trouble. (#5)

I work hard to learn English. (#18)

I continue a difficult language activity even when the others have
already given up on it. (#15)

When | have trouble with a language point, | practice it

more. (#4)

When it comes to learning English, I finish whatever | begin
though | feel tired. (#2)

I do more than what is expected of me by my teachers when
learning English. (#6)

| force myself to study more than other people when learning

English. (#3)

When | get a poor mark in my English class, | work harder next
time. (#8)

| force myself to study more than other people when learning
English. (#9)

I insist on reaching my goal of learning English even if it involves
considerable trouble. (#22)

When working on language learning activity, | try hard to finish it
in spite of the distractions around. (#23)

I am not discouraged by setbacks I face in my English learning

process. (#19)

.76

.76

A5

72

71

71

.70

.69

.66

.65

.65

.63

.63

.62

.61

.61
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3.4.1.4. Validity and Reliability of the Instruments

Evidence for face, content and construct validity was sought during the
instrument development stage. For the face validity of the instrument, the
researcher consulted the experts from several discipline areas and students who
are the main respondents of the instrument and attempted to revise the
instrument based on their comments and suggestions. In addition, the
researcher had the scale designed by a professional designer so as to enhance
the appearance and layout of the instrument in the eyes of the respondents. In
order to provide evidence for the content validity, the researcher conducted a
detailed review of literature with a close examination of the existing
instruments to prepare the most efficient items for the content of the scale. Two
pilot studies performed on the earlier versions of the PS enabled the researcher
to provide evidence for the construct validity of the instrument. Construct
validation also encompasses the content-related evidence and is seen as the
broadest category among the evidences for validity (Fraenkel & Wallen, 2006),
and thus based on the above attempts to provide evidence for the content of the
PS with the utilization of experts and theory-driven development process, it is
believed that some evidence for construct validity was also provided. The
results for the evidence for construct validity were also presented above under
the pilot studies section. The factor and reliability analyses were also
conducted with the main study data to maintain further validity and reliability
evidence for the PS and these will be presented in the next chapter when

presenting the results of the whole study.

3.4.2. EFL Learning Environnent Questionnaire (QEFL-LE)
3.4.2.1. Methodological Approach to the Development of QEFL-LE
Fraser (1986, as cited in Waldrip, Fisher, & Dorman, 2008) and Hase and
Goldberg (1967) mentions four different methods for instrument development.
These methods are a) intuitive-rational, b) intuitive-theoretical, c) empirical
group discriminative and d) factor analytic. In the intuitive-rational and

intuitive-theoretical methodologies, the items are nominated to their tentative
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scales prior to the administration of the instrument while the remaining two,
empirical group discriminative and factor analytic strategies require test
administration prior to the nomination of items to the scales. QEFL-LE was
developed following an intuitive-rational method to instrument design and
validation. In their attempt to develop and validate another learning
environment instrument, Waldrip and his associates (2008, p. 562) have talked
about a three-step intuitive-rationale instrument development process: a)
identification of salient dimensions, b) writing sets of items that are in line with
the salient dimensions and c) field test of the instrument. Moving from Waldrip
and his colleagues (2008, p. 562) definitions, salient dimensions are
determined based on the literature review on the topic enhanced by the
researchers’ academic capability. Writing of items is also related to the
researcher’s academic expertise in scale development and partly to the
literature review. Field testing stage refers to the administration of the scale to
a group of participants and then reporting several available statistical values:
the internal consistency (e.g. using Cronbach alpha coefficient) and
discriminant validity (e.g. mean correlation of each scale with the remaining

scales. Factor analysis may also be consulted for scale refinement purposes.

3.4.2.1.1. Step 1: Identification of Salient Dimensions for QEFL-LE

The researcher developed this instrument with an attempt to integrate
several traditions related to learning environment research and its related sub-
aspects, such as several types of teacher behavior general characteristics of a
classroom environment and assessment procedures. Thus, the research first
identified several classroom dimensions and characteristics from the literature
that may compose a classroom learning environment and more specifically an
EFL classroom learning environment. To develop these dimensions further, the
extensive literature on the process-product model of teacher effectiveness,
psychologically oriented research into teacher interpersonal behavior and
research on several other aspects of classroom environment such as teacher

instructional behavior, general physical classroom conditions, social climate
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and assessment procedures were all taken into consideration during the
instrument development phase. In this regard, the results from all research
agendas above and review of related literature guided the researcher first to
develop an instrument that involves two main dimensions, that is, a) general
classroom environment characteristics, and b) assessment procedures. That is,
in the literature, investigation into general classroom learning environment and
student perceptions of assessment has been viewed as two different research
venues. In the literature, general classroom learning environment refers to such
broad characteristics as social relationships among individuals in class, teacher-
related behaviors (instructional and non-instructional ones) and physical
conditions. In short, general classroom learning environment involves all
presiding ethos, relationships and characteristics of a classroom. Fraser (1998,
p. 7) mentions the presence of “a variety of economical, valid and widely-
applicable assessment instruments” to investigate classroom learning
environments. An extensive literature review conducted by the researcher with
an analysis of over 20 classroom learning environment or course/school
evaluation questionnaires and examination of research papers on exemplary
EFL classroom learning environment characteristics further supported Fraser’s
(1998) above claim. The historically important and contemporary instruments
from the literature included Learning Environment Inventory (Fraser et al.,
1982), Classroom Environment Scale (Moos and Trickett, 1995), School-Level
Environment Questionnaire (Fisher & Fraser, 1990) , Individualized Classroom
Environment Questionnaire (Fraser, 1981), My Class Inventory (Fisher &
Fraser, 1981), College and University Classroom Environment Inventory
(Fraser, Treagust, & Dennis, 1986), Questionnaire on Teacher Interaction
(Wubbels, 1993), Constructivist Learning Environment Survey (Taylor, Fraser,
& Fisher, 1997), The Questionnaire on Instructional Behavior (Lamberigts &
Bergen, 2000, as cited in den Brok, Bergen, & Brekelmans, 2006) and WIHIC
questionnaire (Aldridge & Fraser, 2000; Fraser, McRobbie, & Fisher, 1996; see
Appendix D for an overview of the instruments and related Moos’ scheme

categories).
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In sum, the researcher made a detailed evaluation on the existing
instruments and policy and research papers on EFL teaching methodology and
identified the following six tentative dimensions for the QEFL-LE: a) course
planning and organization, b) materials environment, c) communicative
approach-oriented implementation practices, d) teacher supportive behaviors,
e) feedback and guidance on the assessment tasks and f) authenticity and
congruency with reality. Table 3.4 presents these salient dimensions and their
common sense definitions together with the classification of each dimension
according to Moos (1974). These definitions were again compiled in line with

the detailed review of literature mentioned above.
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Table 3.4

Description of QEFL-LE (Tentative Form)

Dimension Description Moos’
Schema
Course Planning and The extent to which the EFL lessons S
Organization are performed, planned, orderly, fluent
and connected to each other by the
teacher
S
Materials Environment The extent to which the course

materials and physical conditions are
contributing to students’ learning

P
Communicative approach-  The extent to which students are
oriented Implementation  activated and facilitated to take active
Practices roles in performing classroom learning
activities
R
Teacher Supportive The extent to which the teacher helps,
Behaviors encourages, befriends and prepares a
comfortable, fair and respectful
environment for the students
P
Feedback and Guidance The extent to which the EFL
on the Assessment Tasks  assessment procedures are modelled
for the students and evaluated for
feedback purposes by the teacher
P

Authenticity and The extent to which the EFL
Congruence with Reality ~ assessment procedures are relevant to
of the Assessment Tasks  real-life and real context of learning.

Note. R= Relationship, P= Personal Development and S= System Maintenance
and System Change

Perceptions about the classroom assessment procedures have been treated as
a different entity in itself in the literature and there have been a number of
attempts to develop instruments to elicit merely the students’ perceptions of
assessment as a new and novel venue of research within the learning

environments research agenda as different from the above popular classroom
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environment questionnaires. The biggest important source for this study was
Perceptions of Assessment Tasks Inventory (PATI) developed by Dorman and
Knightley (2006). The three scales of this questionnaire, authenticity, student
consultation and transparency were particularly relevant to the current study.
Authenticity dimension guided the researcher for writing items to elicit
information on the authenticity and congruence with reality dimension related
to EFL assessment tasks used, while the remaining two scales were used for the
writing and development of items tapping to the teacher control of assessment
tasks which also has somehow a contradictory stand against the authentic
practices of a language classroom. Taking the importance of alignment
between teaching and testing, the researcher also made use of the instruments
developed to elicit student perceptions about the teachers’ instructional
behavior especially when writing the items for the dimension about the
feedback and guidance. Among these instruments, particular interest was
devoted to the three sub-scales of The Questionnaire on Instructional Behavior
(Lamberigts & Bergen, 2000, as cited in den Brok, Bergen & Brekelmans,
2006) which pertain to the three different types of teacher control behavior of
students’ learning activities. In this essence, teacher behavior was believed to
have a role upon students’ perceptions of classroom assessment environment as
it is the teachers themselves that create and monitor the assessment tasks and
activities in the classroom (Brookhart, 1997). Another important source for the
present study was Alkharusi's (2011) Perceived Classroom Assessment
Environment Scale. The learning-oriented assessment environment dimension
of the questionnaire was particularly related to the current research for the
derivation of items linked to the two main dimensions delineated by the

researcher for the purposes of current instrument development.

3.4.2.1.2. Step 2: Writing of QEFL-LE Items
As a second step in the intuitive-rational approach to scale development, the
researcher attempted to write items that are conceptually and theoretically

related to each tentative dimension identified in the previous phase. With the
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purpose of having an economical and non-lengthy tool, a pool of 41 items was

developed.

3.4.2.1.2.1. Expert Opinions

The pool of 41 items was checked by two academics with an expertise in
educational sciences and psychological measurement and three language
instructors specialized in teaching of English as a foreign language. Particular
attention was given to the scale allocation of items, ambiguities, repeating
statements and face validity of the instrument. This review process ended with
28-item instruments with six scales as previously identified. However, the
labeling of one of the scales was changed from student negotiation and shared
control into communicative approach-oriented implementation practices
because such a label would be more appropriate and encompassing for some of
the items combined as a result of reviews by the experts. The instructors taking
part in the expert opinion feedback sessions also thought that this newly
recommended label would be much more domain-specific and thus more
closely related to teaching of English as a foreign language. This section was
based on the communicative approach that is a very popular and widely used
methodology in the teaching of English all around the world. Accordingly,
following the expert opinions, the finalized version of 28 items with six scales
was administered to one class of English preparatory students (n = 25) so as to
gain feedback on the clarity and understandability of the items and required
amount of time for responding to the instrument. A group discussion followed
the administration of the finalized version of QEFL-LE in respect to the
wording, grammar and spelling mistakes, layout and more importantly
understandability. The students had comments on the layout only and their
suggestions were noted for the main study (see Appendix E and Appendix F
for the final form of the QEFL-LE). An approval for the administration of this
instrument was again received from the Human Subjects and Ethics Committee
at METU.

63



3.4.2.1.3. Step 3: Field testing, Validity and Reliability

The third step in the intuitive-rational approach to instrument development
required the field testing of the instrument. The QEFL-LE was field tested in
the main study here with 1365 English preparatory program students from
seven different state universities in Turkey responding to the instrument. Apart
from the face and content-related evidence practices mentioned above with the
expert opinions and student group discussions, further validity and reliability
analyses of QEFL-LE were performed using the data obtained from the main
study data from 1365 participants. The internal consistency reliability
(Cronbach Coefficicient o) of each scale was computed. Detailed information
on the reliability and construct validity of the instrument will be provided in
the next chapter when the psychometric characteristics of QEFL-LE are

presented.

3.4.3. Interview Schedule

The interview schedule designed for the study possesses several questions
prepared in line with the EFL learning environment dimensions investigated
through the QEFL-LE. The aim was to gain more comprehensive views of the
participants. The researcher prepared the first draft of the schedule and sought
expert opinions. Following some minor changes based on the feedback from
the experts, the interview schedule was finalized and pilot tested.

The schedule included two main parts in the form of a) background
questions and b) questions about content and process (see Appendix G and
Appendix H for the final form of interview schedule). The first part included
six open-ended questions related to the personal information and the general
background characteristics of the students. The aim was to prepare the students
for the main content questions. The student background information elicited
through the first part of the schedule basically included the university
department, perceived level of persistence at the program currently, ideas about
learning English and earlier experience with learning English. In the second

part of the interview schedule, there were twelve open-ended questions each
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aiming at eliciting students’ perceptions about their persistent activities for the
sake of learning English and about how such activities were influenced by or
linked with the characteristics of the EFL environments, that is, by mainly
those six factors in the classroom atmosphere that have been also questioned by
means of the quantitative tool, QEFL-LE. There were such questions as “Do
you think that the behaviors of the English teacher in the classroom are
influential upon your giving up or continuing to learn English? and “Does a
systematic and planned English class influence your being perseverant and

decisive in learning English?”

3.4.3.1. Pilot Study

Four students took part in the piloting stage of the interview schedule. These
students were purposively selected from the English preparatory program
students at Necmettin Erbakan University. The researcher being an English
teacher herself at the program identified some students (two females and two
males) from various university subject domains who were believed to provide
detailed information about the questions. These four students were interviewed
in the teachers’ office. The students were asked about the clarity and wording
of the questions. The researcher recorded the expected time for an approximate
estimate of the needed time for interviews. Following the interviews, the
researcher listed to the recorded data to check any need to change some of the
questions or any prompts or alternative questions to enrich the
understandability of the questions. Accordingly, some minor changes were
performed in that more effective words or ways of wording were added to the
questions. One question were excluded from the final form as this question
appeared to be ineffective as the students seemed to be answering it as
connected to another question in the interview form. Hence, the final form of

interview schedule included 11 questions pertaining to content and process.
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3.4.3.2. Trustworthiness

The researcher attempted to ensure verification procedures in the form of
peer debriefing. Peer debriefing refers to the use of an external look on the data
and research process (Miles & Huberman, 1994). This process is thought to be
instrumental for credibility (internal validity) purposes. Peer debriefing took
place in two phases for the current study. Informal discussions with an
experienced peer, that is, peer examination in qualitative research design was
performed to find alternative explanations for the emerging codes and themes
and overall interpretation of the data, which also serves for inter-coder
agreement purposes. Secondly, expert opinions were consulted in that
qualitative measures (interview schedule) was checked by external scholars,
based on his suggestions and comments, relevant changes and adjustments was
performed before the pilot testing of the instrument. Another procedure in
achieving credibility (internal validity) was members’ check procedure which
is based on the assumption that participants serve as arbiters (Smith &
Geoffrey, 1968, as cited in LeCompte & Goetz, 1982). The transcriptions of
the several interviews were taken to the participants of the study (English
preparatory program students) that are conveniently available for the researcher
in order to correct researcher’s misinterpretations and misperceptions. Finally,
rich and thick descriptions of the setting, participants and data collection
procedures were provided. This procedure is thought to be useful in achieving
transferability (external validity) in that “adequate comparisons with other
samples” (Miles & Huberman, 1994, p. 279) may be performed with the help
of the broad descriptions of the characteristics of the sample, setting and
processes of this study. Moreover, a structured interview forms was used;
hence, other studies may gain a better understanding of the content of the data

collection methods.
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3.5. Data Collection Procedures

Before data collection could proceed following the finalization of the data
gathering tools, permission was sought from the seven universities included in
the sample. Request letters were sent to the administration of the each
preparatory program so as to receive the necessary permission to administer the
study instruments to the English preparatory program students and in some
cases they were further contacted through phone. Based on the sampling
criteria, the oldest universities of the respective regions were consulted first.
However, for several constraints, the researcher had to choose the second or
third oldest universities of the region. For instance, for the Southeastern
Anatolia Region, Dicle University in Diyarbakir which was the oldest one in
this region had no preparatory programs, and thus the researcher applied to the
second oldest one in the region, Gaziantep University in Gaziantep. Moreover,
for the Black Sea Region sample, Karadeniz Technical University in Trabzon
was the oldest university but as the department was busy with the exams before
the end of the semester; necessary permission could not have been received
from the administration. Abant izzet Baysal University in Bolu and Ondokuz
Mayis University in Samsun rejected the researcher’s request for permission
for the same reasons for the Black Sea Region. Therefore, the researcher
applied to Karabiik University in Karabiik which was placed later on the list of
Black Sea Universities in relation to their opening years and the school
administration accepted this request. After dealing with such permission
constraints, the final list of participant universities was determined and
appointments for data collection were arranged. The approximate number of
Al level students was asked to the contact people at the universities for the
preparation of data collection instrument copies to be administered.

In most of the classes, the researcher herself administered the instrument.
For those classes or schools where the instructors requested to administer the
tools themselves, the researcher had already prepared a detailed and
informative instruction paper so that the instructors would know in detail how

to conduct the questionnaire and what to explain to the students. For their
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voluntary participation, the students were asked to sign informed consent forms
(see Appendix I) including some brief information about the aim and nature of
the study. When the data collection procedures were completed in one
university, the researcher looked through the copies to remove the uncompleted
forms with a lot of missing data and then put them into files for the following
data analyses procedures.

For the interviews, the participants from the two universities that are
convenient for the researcher were selected. For this selection, the English
preparatory program course instructors were consulted for their suggestions
about the information-rich participants who could provide detailed information
about the research question. In addition, in line with the maximum variation
sampling, a particular attention was paid to the selection of interviewees based
on the criterion of similar degrees of representation of gender and university
subject domain. Upon the completion of the questionnaires by the selected
interviewees, the interviews were invited for the interview depending on the
availability of their schedules. The researcher kept a list for appointments for
the interviewees so that she could manage the time effectively. The interviews
mostly took place in a convenient location which was quite such as a library or
seminar hall affiliated to the preparatory schools. In some cases, as requested,
the English instructors provided their offices for interviews. The researcher
tried her best to offer a silent environment for the interviews to take place. The
background questions in the interview schedule also formed a nice start for the
interviewees to adapt to the atmosphere. The interviews were recorded using a
good quality voice recorder and a typical interview took from 25 to 35 minutes
depending on the pacing and detail of conversations. The interview audio files
were transferred to the computer as soon as the interviews were completed and

they were labeled accordingly.
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3.6. Data Analysis Procedures

The study made use of two main analyses procedures for the analysis of
quantitative data, the results of the inferential statistics preceded by the
descriptive presentation of the data. Following the data entry, data were
screened and cleaned for missing values. After making sure that there is no
missing values exceeding 5 % of the whole data, the researcher continued with
the factor analyses and other main analyses for the study.

For the purpose of research question one (RQ1), that is, to investigate the
relationship between persistence and variables of six learning environment
dimensions and several student background characteristics, multiple linear
regression was employed. Thus, the dependent variable was the persistence
scores of the students in the EFL study and the independent variables were the
six EFL learning environment dimensions of a) course planning and
organization, b) materials environment, c) communicative approach-oriented
implementation practices, d) teacher supportive behaviors, e) feedback and
guidance on the assessment tasks f) authenticity and congruency with reality of
the assessment tasks. Another set of independent variables were that of student
background variables: a) gender, b) age, c) university subject domain, d) family
income level, e) prior English courses taken, f) perceived proficiency level in
English at graduation from high school, g) exposure to English via audio-visual
tools (television and internet) and finally h) outside exposure to English via
visual-printed tools (books and magazines). The alpha level was set as .05 for
the regression analyses for the RQ1 and all the statistical assumptions required
for reliable regression analyses were checked against any violations.

For the purposes of RQ2, that is, to investigate report the relationship
between the certain characteristics of EFL classes and persistence in English
language study on the basis of the levels or the subsets of the student
background characteristics, Multiple Regression analyses were conducted.
Prior to the regression analyses, the researcher first selected the cases
(observations) in the data set to form subsets of the each of the eight student-

related variables. Hence, the dependent variable was again student persistence
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in EFL, while the six EFL learning environment dimensions, a) course
planning and organization, b) materials environment, ¢) communicative
approach-oriented implementation practices, d) teacher supportive behaviors,
e) feedback and guidance on the assessment tasks and f) authenticity and
congruency with reality, formed the independent variables of the study. The
regression analyses were performed subsequently on each subset of the each of
the eight student-related variables. The alpha level was determined as .05 for
the regression analyses for the RQ2 and all the statistical assumptions were
ensured against any violations.

For the analyses of qualitative data (RQ3), the researcher followed a
“partway approach” (Miles & Huberman, 1994, p. 61) between the a priori and
inductive coding strategies in that she first prepared a general accounting list
for codes including the six main dimensions of the EFL learning environment
in which further codes was generated inductively as the researcher was reading
the transcriptions for regularly occurring topics. Similarly, Patton (2002) refers
to such an approach as ““ analytic induction” in that the researcher begins with a
priori theoretical guiding scheme to examine the regularly occurring patterns
(deductive phase) and later or at the same time seeks to elicit the underlying
patterns emerging out of the qualitative data (inductive phase). Thus, in brief,
the researcher of this study first prepared a provisional start list of codes
delineated from the six key dimensions of the EFL learning environment
operationalized for the study and previously utilized in the quantitative phase
and she thus first chose patterns on this existing framework and then also
added more patterns emerging out of her data during the close reading.

The interviews were transcribed by the researcher word by word on a word
document, and a close reading of the transcribed data was performed. This
close reading helped the researcher identify meaningful segments and then
assign conceptual labels (codes). When assigning these codes, the conventional
advice was sought in that the researcher coded the transcriptions by hand, that
is, with a pencil and marked the recurring topics and patterns in the left-hand

margin of the word documents for the transcribed data. The researcher wrote
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codes of “chunks of varying size — words, sentences or whole paragraphs”
(Patton, 2002, p. 56) by treating the six EFL learning environment dimensions
as roof, guiding structures. Table 3.5 shows the illustration of list of themes
and codes. Prior to the writing the qualitative report, these codes that cohered
were then clustered by using scissors so that the six different pre-defined EFL
different dimensions could be differentiated from one another with their
associated codes. That is, the researcher cut the data thematically in order to
create useful piles of data pertaining to the each dimension of the EFL learning
environment. A post reading was performed in order to develop a better
understanding in relation to the codes and themes generated and test these
understandings. Finally, when the coding and post reading was completed, six
different document files were composed in the light of the six EFL learning
dimensions, that are, the themes or variables for which further data analyses

report would be written.
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Table 3.5

Illustration of List of Codes and Themes (final form)

THEME I: COURSE PLANNING & ORGANIZATION

too much familiarity with the course book

text-book-based scheduling/teachers’ following the course schedule
level scheduling problems (multilevel classrooms)

same-level grouping

THEME I1: MATERIALS ENVIRONMENT

Physical Conditions

ideal temperature
large classroom
comfortable desks
bright classroom
lighting

Course Materials

authentic (real-life) materials/content
supplementary materials

technology & video-based materials
four-skills textbook
challenge/difficulty in course materials
too much recycling in the textbook

THEME I11: COMMUICATIVE APPROACH-ORIENTED IMPLEMENTATION

four-skills based instruction

focus on speaking skills

students’ speaking in the target language
group work

individual work

communication-based activities
language games

activities related to students’ real-life
activities similar to real-life applications
students’ being active in class time
varied (diversity in) class activities
grammar-based instruction

THEME IV: TEACHER SUPPORTIVE BEHAVIORS

friendly teacher

good communication with teacher
teacher encouragement

Teachers’ speaking in the target language
talkative/communicative teacher
humorous teacher

considerate teacher

Teachers’ giving individual care
disciplined/strict teacher

serious teacher

unfriendly teacher

rude teacher

distant teacher

THEME V: FEEDBACK AND GUIDANCE ON THE ASSESSMENT TASKS

Teachers’ providing strategies and tactics
Teachers’ correction

Teachers’ way of giving feedback

need for feedback

need for guidance

need for correction

need for individual feedback

satisfaction with the feedback provided
clear criteria for feedback

indirect feedback

THEME VI: AUTHENTICITY AND CONGRUENCE WITH REALITY (ALIGNMENT WITH REAL LIFE AND
REAL CONTEXT OF LEARNING)

tasks analogues to students’ real-life

need for interactions between assessor and assesse
multistage tasks

concurrent feedback/guidance during the test
students’ need for self-adjustment during the test
assessment aligned with curriculum

transparent criteria and standards
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3.7. Limitations of the Study

The use of self-report instruments to measure persistence and the student
perceptions of EFL classroom learning environment posit some concerns. That
IS, the persistence scale and EFL learning environment instrument are
vulnerable to social desirability bias. Though qualitative methods in the form
of questionnaires were also utilized so as to corroborate the quantitative
findings and thus increase the reliability of the results, the results should be still
treated with a caution for this study being a very first attempt to investigate the
possibility of associations between the learning environment perceptions and
students’ perceptions of their persistence in EFL.

Another issue that should be approached with a caution is the study
instruments. The PS and QEFL-LE instrument were both developed originally
for the purposes of current study. To obtain construct-related evidence of
validity, there is a need for “a broad array of evidence” (Fraenkel et al., 2015,
p. 155). Construct-related evidence of validity being a very encompassing
category of validity evidence covers both content-related and criterion-related
evidence. Though the items and content of the instruments was indicated to be
relevant and representative of the constructs to be measured by the independent
experts and the literature and the underlying theories was well reviewed in the
instrument development process, there is a need to provide more evidence
about the functioning of the data gathering instruments used in this study with
a variety of individuals and in a variety of situations. The development of the
QEFL-LE instrument was guided mainly by the consistency with the existing
instruments and the coverage of Moos’s general categories. Hence, QEFL-LE
was developed with a more focus on and evidence for content-related evidence
of validity over other types of evidence. Therefore, a broader array of evidence
should be obtained for this instrument. Thus, when the instruments were
employed and tested in more studies thus providing more and more varied
evidence, it would be then possible to make more warranted inferences about

the results gained from these instruments.
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For the qualitative inquiry, the results cannot be generalized to accessible
population since this dimension of the study aimed to investigate the
perceptions of the students purposefully selected from those answering the
questionnaires in order to corroborate and enhance the findings and also see the
compatibility of the results with the quantitative phase of the study. Qualitative
data were elicited from the perceptions of the EFL learners included in this
particular study; thus, extending the results beyond that specific sample is
questionable and not logical and the results are limited to this specific group of
students. Some strategies were used to ensure the trustworthiness of the
qualitative phase; however, as expected, in such interpretivist and qualitative
perspectives, they may not be completely independent of the perceptions of the

researcher and thus exhibiting some degree of subjectivity.
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CH APTER 4

RESULTS

The first section in this chapter presents the psychometric characteristics of
the questionnaire and scale employed in the study. This section is followed by
the presentation of the participant characteristics in order to provide a profile of
the English preparatory programs students taking part in the study. The
following sections display the results obtained in relation to each research
question respectively. The last section combines and summarizes the
quantitative and qualitative results gained in this study for corroboration

purposes.

4.1. Psychometric Characteristics of the Study Instruments
The following presents the psychometric characteristics of the two study
instruments together with the validity and reliability analyses performed during

the development process of these instruments.

4.1.1. Psychometric Characteristics of PS

The researcher developed the PS-EFL in order to examine the English
preparatory program students’ perceptions in relation to their persistence in the
process of learning English. The questionnaire was designed as one-
dimensional. The validity and reliability analysis of the PS-EFL was performed
using the data obtained from the two subsequent pilot studies followed by a
validation study. That is, to confirm the factor solution found in the previous
two factor analyses (reported in the methods section previously), the validation
was conducted with the main study data. The data from the validation study
was subjected to confirmatory factor analysis. The following presents the

validation study.
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4.1.1.1. Validation Study

The final version of 18-item scale was administrated to 1365 English
preparatory program students from seven different universities, which was the
main study data, so as to validate the factor solution gained from the pilot
studies. A confirmatory factor analysis was performed by means of LISREL
8.71 for Windows (Joreskog & So6rbom, 1993) in order to confirm the one-
factor structure. Prior to CFA, some assumptions for the suitability of the data
for CFA have been assessed. In referring to the ratio of cases assumption
(Cattell, 1978; Gorsuch, 1983; Hatcher, 1994), it is seen that the sample size (N
= 1365) in the current study is adequate for CFA. Data set was transformed to z
values to check extreme scores and the results showed no extreme cases (i.e. all
were between -3 and +3). The distribution of the missing data in the data set
was also checked and it was seen that the results for each scale item was below
1 % showing that the distribution of values was coincidental. Lastly, Skewness
and Kurtosis coefficients of descriptive statistics were also examined and all
values were between the acceptable range of -1 and +1.

For the interpretation of the model, Root Mean Square Error of
Approximation (RMSEA), Non-Normed Fit Index (NNFI), Adjusted Goodness
of Fit Index (AGFI), Comparative Fit Index (CFI), Root Mean Square Residual
(RMR) and Standardized Root Mean Square Residual (SRMR) were utilized.
The one-factor model proposed for the confirmatory factor analysis yielded an
AGFI of .92, RMSEA of .060, NNFI of .98, CFI of .99, RMR of .042, and
SRMR of .032. In talking about these confirmatory statistics, it is seen that the
values of AGFI, NNFI and CFI are all above .90 and thus indicate a good fit
(Joreskog & Sorbom, 1993; Kline, 2005). Given the RMR and SRMR, they are
all less than .05 and hence represent a good model fit (Joreskog & Soérbom,
1993; Kline, 2005). The above RMSEA value also indicates mediocre fit
(Browne & Cudeck, 1993). Overall, these fit indices revealed a good fit. The
standardized path coefficients for each item are given in Figure 4.1 below.
They ranged from .45 to .77. In conclusion, it has been seen that the structure

in the original form is confirmed with the main data from the current study. In
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other words, CFA conducted on the final 18-item version supported the
researcher’s proposal about persistence in EFL as a one-dimensional construct

for the purposes of current research.

Chi-Square=fGd. 34, 4f=138, F-ralue=0.00000. RMSEN=G.080

Figure 4.1. Structural Model for thel8-Item Scale

4.1.2. Psychometric Characteristics of QEFL-LE
The questionnaire of the study, QEFL-LE, was prepared by the researcher
to investigate the participants’ perceptions on the EFL classroom learning
environment mainly in relation to two encompassing dimensions, a) general in-
class classroom environment characteristics and b) assessment procedures.
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Thus, the researcher attempted to develop an encompassing instrument
measuring both of these two dimensions.

The 21 items of the first dimension, EFL classroom environment
characteristics were subjected to PCA. Prior to PCA, the suitability of data for
factor analysis was assessed. Inspection of the correlation matrix revealed the
presence of many coefficients of .30 and above, thus contributing to the
appropriateness of data for factor analysis. The Kaiser-Meyer-Olkin measure
verified the sampling adequacy for the analysis, KMO = .94, exceeding the
recommended value of .60 (Kaiser, 1970, 1974). Barlett’s test of sphericity was
significant, X2 (210) = 10907.83, p< .001 and hence indicated that correlations
between items were sufficiently large for EFA. Given the ratio of at least five
cases (Gorsuch, 1983; Hatcher, 1994) and of preferably 6 cases or more for
each of the variables (Cattell, 1978) and also the presence of high
communalities (MacCallum et al., 1999), 1365 cases in the current study
provide a good sample size for factor analysis. Multivariate normality has not

been violated as the Madria’s test was non-significant.

PCA extraction revealed the presence of four components with eigenvalues
over Kaiser’s criterion of 1.00 and in combination explained 57.48 % of the
variance (Table 4.1). An inspection of the scree plot, as shown in Figure 4.2
below, revealed a clear break after the fourth factor. Using Catell’s scree test
(1966), four factors appeared. Given the results of the Kaiser’s criterion and

scree test, it was decided to retain these four factors for further investigation.
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Table 4.1

Eigenvalues, Percentages of Variance and Cumulative Percentages for Factors

of the 21-items of the EFL Classroom Environment Characteristics

Factor Eigenvalue % of variance Cumulative %

1 7.96 37.91 37.91
2 1.70 8.11 46.02
3 1.38 6.57 52.60
4 1.03 4.89 57.48

Scree Plot

4

Eigenvalue

o

T T T T T T T T T T T T T
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21

Component Number

Figure 4.2. The Scree Plot for the Number of Factors to Retain
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To aid in the interpretation of these four factors, varimax rotation was
performed. Table 4.2 shows the factor loadings after rotation. Judging by the
highest factor loadings for the all 21 items, the items that cluster on the same
factors suggest that factor 1 represents course planning and organization
procedures, factor 2 teacher supportive behaviors, factor 3 communicative
approach-oriented implementation practices and factor 4 materials
environment. Hence, the results from the PCA were in line with the results
from the expert opinions and student pilot study group. Only two items (Item 8
and Item 16) were crossloading and that was not in accordance with the
previously-thought way. When these two items crossloading into two
dimensions were examined, it was seen that the items could be interpreted by
the study participants in that way due to a presence of the same vocabulary
item in the other items belonging to other components (“the teacher” in Item 16
as also seen in Item 14 of Component 3; “teacher” in Item 8 as also seen in
Items 1-6 of Component 1). Moreover, participants might have elicited similar
meanings from the words “different” and “extraordinary” in Item 16 and the
word “diversify” in Item 14. Hence, it would be meaningful to contend that this
lexical resemblance might have affected the students’ placement of their
responses. In conclusion, these two items were retained under the more
meaningful dimensions as they were already previously assigned to (Item 16 in
Component 2 and Item 8 in Component 4) again following the researcher’s
receive of the opinions and recommendations of the experts. Accordingly, all

the factors appeared stable and easy to interpret.
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Table 4.2

Summary of Factor Loadings for Varimax Four-Factor Solution for EFL
Classroom Environment Characteristics (N = 1365)

Factor Loading

Item 1 2 3 4

The teacher comes to the class well-prepared. (#1) g7 .21 .10 .15
The teacher efficiently uses the class time. (#2) 79 .16 .11 .17
The teacher relates the lesson to the previous or 78 .20 .09 .13
later lessons. (#3)

The teacher clearly explains the objectives of the 75 .20 .18 .17
lesson. (#4)

The teacher fluently manages to pass through the J4 24 14 17
language skills. (reading, speaking listening
vocabulary, pronunciation and grammar) (#5)

The teacher recommends some extra study at the 67 11 .27 .23
end of the lesson for us to reinforce the class. (#6)

The textbook is very supportive of my 14 06 11 .75
learning. (#7)

The teacher uses additional materials supporting 41 .08 .27 .47
the class to be well-learned. (#8)

Real-life materials used are very supportive. (#9) 28 10 31 57
The technology-enhanced materials used are very 24 16 .10 .76
supportive of my learning. (#10)

The physical class atmosphere is comfortable. 07 24 12 51
(lighting, desks, board, class acoustics etc.) (#11)

The activities centering on communication have 26 20 .68 .16
been performed. (#12)

Group activities are performed in the class. (#13) A8 .10 .74 .10
The teacher diversifies methods and 37 25 61 .22

techniques. (#14)
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Table 4.2 (continued)

The students have a say in the determination of the
activities. (#15)

The teacher creates an atmosphere that is open to
different and extraordinary ideas. (#16)

There is a class atmosphere where students may
comfortably ask questions. (#17)

The teacher deals with students individually. (#18)

The students face no problems with communicating
with the teacher. (#19)

The teacher treats equally to me and to my friends.
(#20)

The teacher encourages students for active
participation in the lesson. (#21)

.03

01

14

27

.33

19

.36

13

57

.76

73

.59

.61

42

19

.33

.16

.06

.32

15

.26

12

.20

14

10

12

Note. Boldface indicates highest factor loadings. Factor 1 = Course Planning and
Organization; Factor 2 = Teacher Supportive Behaviors; Factor 3 =
Communicative approach-oriented Implementation Practices; Factor 4 =

Materials Environment.

The four factors, course planning and organization, communicative

approach-oriented implementation practices, teacher supportive behaviors and

materials environment had high reliabilities, showing Cronbach’s alpha

coefficients of .90, .73, .81, and .73 respectively, suggesting good and
acceptable internal consistency reliability for each of the factors with this

sample. The difference between the crossloadings (primary and secondary

crossloadings) was adequate and all above the acceptable cut-off of 1.00

(Biiytikoztirk, 2002, p. 119). All items of each factor are contributing to the

reliability with high item-total correlations. There appears no need to remove

any items from any of the factors because the deletion of any of the items

clustering on each factor will lead to no increase in the overall reliability of

each factor.
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Based on the assumption that student perceptions of assessment is a
different scale and construct in itself, the remaining 7 items of the second main
dimension, student perceptions of EFL assessment were subjected to another
PCA. Prior to conducting PCA, the suitability of the data for factor analysis
was assessed. Inspection of the correlation matrix revealed the presence of
many coefficients of .30 and above. The Kaiser-Meyer-Olkin measure was
adequate, KMO = .94, exceeding the recommended value of .60 (Kaiser, 1970,
1974). Barlett’s test of sphericity reached statistical significance, X (21) =
3008.68, p< .001 and thus supporting the factorability of the correlation matrix.
In checking the ratio of cases (Cattell, 1978; Gorsuch, 1983; Hatcher, 1994)
and also the presence of high communalities (MacCallum et al., 1999), the
sample size was sufficient for performing a factor analysis. The assumption of
multivariate normality was also checked and there were no violations. Based
upon the review of literature, this dimension has been already designed on a
theoretical priori and thus is believed to be made up of two further components.
Accordingly, PCA was performed by limiting the number of factors to be
extracted as two. The two-component solution explained 62.85 % of the
variance, with Component 1 contributing 50.09 % and Component 2
contributing 12.76 % (Table 4.3).

Table 4.3

Eigenvalues, Percentages of Variance and Cumulative Percentages for Factors

of the 7-items of the EFL Assessment Practices

Factor Eigenvalue 9% of variance Cumulative %

1 3.51 50.09 50.09

2 1.00 12.76 62.85
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To aid the interpretation of these two components, oblimin rotation was
conducted. Table 4.4 shows the factor loadings after rotation. The items that
cluster on the same factors suggest factor 1 represents feedback and guidance
on the assessment practices while factor 2 authenticity and congruence with
reality of the assessment practices. The rotated solution revealed that both
components showed a number of strong loadings and all an adequate degree of
difference between the major and secondary loadings (Biiyiikoztiirk, 2002). It
was also seen that the interpretation of the two components was consistent with
previous research on the perceptions of assessment (Waldrip et al., 2006;
Schaffner, Burry-Stock, Cho, Boney & Hamilton, 2000).

Table 4.4

Summary of Factor Loadings for Oblimin A priori Two-Factor Solution for
EFL Assessment Practices (N = 1365)

Factor
Loading

Item 1 2
The teacher provides feedback to every student about their .87 10
performances on the activities and assignments. (#21)
The teacher provides feedback to every student individually 81 .05
about the test results. (#22)
The teacher provides tactics and advice on how to successfully .55 32
complete an assignment. (#25)
The teacher provides tactics and advice on how to well prepare .58 .30
for tests. (#26)
Test questions involve the language skills used in real 10 87
life. (#27)
The exams are related to the real content of the lessons. (#23) 25 .56
The assignments given are related to real-life. (#24) .00 .82

Note. Boldface indicates highest factor loadings. Factor 1 = Feedback and
Guidance on the Assessment Practices; Factor 2 = Authenticity and Congruence
with Reality for Assessment Practices.
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4.2. Profile of the Study Participants

The study participants were the students from the English Preparatory
Programs at seven universities from the seven geographical regions of Turkey.
The following also presents some demographic and attitudinal characteristics
of the participants taking part in the survey part of the questionnaire. Following
this detailed description on the survey participants, some information on those

who took part in the qualitative phase of the study is also provided.

4.2.1. Profile of the Survey Respondents
The following presents the profile of the survey respondents in relation to
student demographic characteristics, their educational background and reported

exposure to English language outside the Englih class.

4.2.1.1. Demographic characteristics

Given the demographic characteristics of the sample (n= 1365) as also
presented in Table 4.5 below, when the acceptable missing data (based on less
than 5 % of the whole sample criterion) are excluded, there are 600 (44 %)
females and 742 (54.4 %) males in the sample. When the distribution of the
participants in relation to their ages is examined, the average is a little above 19
(M =19.07, SD = 1.50). That is, most of the study participants, 548 students
(40.1 %) are aged 18 and this age is followed by 19 with 440 students (32.2 %)
and 20 with 185 students (13.6 %). There are only 17 (1.2 %) students who are
aged 17 and the remaining 147 (10.8 %) students are aged 21 or above. Given
the distribution of the participants regarding their family income levels, most
study participants appear to have an income less than 5000 Turkish Liras with
only 126 students reporting their family income above 5000 Turkish Liras.
Half (49.8 %) of the participants (n = 680) report their family income levels as
more than 2000 but less than 5000 Turkish Liras. The remaining 507 (37.1 %),
briefly the two thirds of the participants, appear to come from families having
an income less than 2000 Turkish Liras. These distributions in turn show that

most students belong to families with low or moderate socio-economic status.
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Table 4.5

Demographic Characteristics of Participants (N = 1365)

Characteristic

n

%

Gender
Female
Male
Missing

Family income level
0 - 2000
2001-5000
5000 +
Missing

Age
17
18
19
20
21 +

Missing

600

742

23

507

680

126

52

17

548

440

185

147

28

44.0

54.4

1.7

37.1

49.8

9.2

3.8

1.2

40.1

32.2

13.6

10.8

2.1
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4.2.1.2. Educational background

The distribution of the participants in terms of their university subject
domains, as depicted in Table 4.6 below, shows that there are 1085 (79.5 %)
students from the science related departments while the remaining 212 students
(15.5 %) are enrolled in social sciences related departments of the universities.
This different distribution appears to have resulted from the presence of more
must English preparatory programs for science related disciplines at the
Turkish universities.

When the distribution of the participants in relation to their responses
about attending a previous English courses or not was examined, it was found
that 1120 (82.1 %) participants have never taken an English course before
while 201 students (14.7 %) reported such an earlier experience (Table 4.6).
That is, more than 80 percent of the participants never attended an English
course before, which is also in line with the sampling criteria of this current
study. The participants were sampled based on their low level of proficiency
(i.e. Al level) at the start of the English preparatory program. Those reporting
taking a previous English course probably faced with some difficulties to
advance in terms of their English proficiencies in their earlier experience with
the language.

Given the high school perceived level English proficiency, it is revealed
that almost half of the study participants, 618 (45.3 %) students reported their
proficiency in English when they graduated from the high school as poor.
Similarly, another 523 students (38.3 %) perceived their proficiency as being at
the moderate levels. In talking about the remaining participants, 129 (9.5 %)
perceive their English proficiency level as being good and only 40 (2.9)
students considered their English proficiency as very good (Table 4.6). Such
perceptions are also in line with the sampling criteria and the results regarding
the relatively low number of students taking previous English courses. The
average scores of all the participants’ responses on the perceived high school

proficiency level in English also indicate that their proficiency perceptions fell
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within the range of poor-to-moderate level (M = 1.69, SD = .77) on a scale of 1
to 4.

Table 4.6

Educational Characteristics of Participants (N = 1365)

Characteristic n %

University subject domain

Science 1085 79.5
Social Science 212 15.5
Missing 68 5

Previous English courses attended

Attendees 201 14.7
Non-attendees 1120 821
Missing a4 39
Perceived high school English proficiency

Poor 618 453
Moderate 523 383
Good 129 9.5
Very good 40 2.9
Missing 55 4
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4.2.1.3. Exposure to English language

Given the distribution of the participants with regard to their responses on
the frequency of watching television or other internet-based sources as depicted
in Table 4.7, it appears that almost one third of the participants, that is, 439
(32.2 %) students report that they frequently watch television or other internet
material. Likewise, almost another one third of the participants, 453 (33.2 %)
report their frequencies of outside exposure through television or internet as
being sometimes. There are 131 (9.6 %) students reporting their frequencies as
always. Thus, it is revealed that more than two thirds of the participants have
an outside exposure to English through television and internet above an
acceptable degree of exposure (i.e. more than rarely). Given the distribution of
participants with rarely or never reportings for their outside exposure to
English, 217 (15.9 %) students have reported a rarely degree of outside
exposure through television or internet while only 65 (4.8 %) students have
reported no degree of outside exposure to English via television and internet.

When the distribution of the participants with regard to their responses on
the frequency of reading books or magazines in English has been examined, it
is seen that approximately one third of the participants, that is, 455 (33.3 %)
students report that they sometimes read books or magazines in English.
However, there are comparatively less number of students who have reported
their exposure as frequently (n = 117) and always (n = 24), together making
almost 10.5 % of the participants. Conversely, when the distribution of the
participants in relation to rarely or never reportings is calculated, it appears that
more students, that is, almost half of the study participants (51.4 % when rarely
and never ratings aggregated) report their outside exposure to English via
reading books or magazines as being rarely (n = 420) or never (n = 281; Table
4.5).

The average scores of all the participants’ responses on the outside
exposure to English via reading books or magazines was found to be 3.63 (SD
=.98) on a scale of 1 to 5. In this sense, a mean score of 3.63 implies that the

outside exposure of the English preparatory program students taking part in the
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study fell within the range of sometimes-to-frequently frequency. When the
average scores of the study participants’ responses in relation to their outside
exposure to English via television or internet were considered, it was found
that it was less compared to their exposure through reading books or magazines
(M =2.73,SD = 1. 02; Table 4.7).

Table 4.7

Outside Exposure Characteristics of Participants (N = 1365)

Characteristic n %

Exposure via books and magazines (M = 3.63, SD =.98)

Always 24 1.8
Frequently 117 8.6
Sometimes 455 333
Rarely 420 30.8
Never 281 20.6
Missing 68 5

Exposure via television and internet (M = 2.73, SD = 1. 02)

Always 131 9.6
Frequently 439 322
Sometimes 453 33.2
Rarely 217 15.9
Never 65 4.8
Missing 60 4.4

4.2.1.4. Persistence Characteristics of the Participants
Table 4.8 below shows the items on the EFL persistence scale and relevant
descriptives (means and percentages) on each persistence item. The persistence

of the participants was found to be at a moderate level (M = 3.26, SD =.79) on
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a five-point scale ranging from not at all true of me (1), slightly true of me (2),
moderately true of me (3), very true of me (4) to completely true of me (5).
Upon the analysis of the persistence items separately and taking the items the
most reflecting the persistence behaviors of the study participants into
consideration (i.e. those items with mean scores above 3.50), it is seen that
Item 5 “I insist on reaching my goal of learning English even if it involves
considerable trouble” (M = 3.69, SD = 1.16) has received the highest mean
value followed respectively by Item 8 “ When I get a poor mark in my English
class, I work harder next time” (M = 3.67, SD = 1.19) and Item 12 “I try my
best to do all I can to learn English” (M = 3.54, SD = 1.09). The items with the
least mean values are seen as Item 2 “When it comes to learning English, I
finish whatever | begin though I feel tired” (M = 2.77, SD = 1.20), Item 3 “I
force myself to study more than other people when learning English” (M =
2.83, SD =1.20) and Item 6 “I do more than what is expected of me by my
teachers when learning English” (M = 2.97, SD = 1.08). It appears that the
most preferred three items imply that the participants show more mastery goal
orientation when compared to performance goal orientation that is also more
obvious with the three least favored items reported above. It is also interesting

to see that no items have mean values above 4 on a scale of 1 to 5.
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Table 4.8
Participants’ EFL Persistence

Persistence Item n M SD a b C
I am not discouraged by setbacks I face in 1358 326 1.17 241 355 404
my English learning process. (#1)
When it comes to learning English, | finish 1364 2.77 1.20 416 315 269
whatever | begin though I feel tired. (#2)
| force myself to study more than other 1358 283 1.20 39 31.8 29.1
people when learning English. (#3)
When | have trouble with a language point, 1358 3.32 1.14 228 306 466
| practice it more. (#4)
I insist on reaching my goal of learning 1362 3.69 1.16 159 242 598
English even if it involves considerable
trouble. (#5)
I do more than what is expected of me by 1361 297 1.08 305 40 29.5
my teachers when learning English. (#6)
If 1 am not good at a skill in English,  keep 1359 3.26  1.07 228 35 42.2
struggling to master it. (#7)
When | get a poor mark in my English 1364 3.67 1.19 181 199 62
class, I work harder next time. (#8)
| continue to invest time and effort in 1359 330 1.12 226 319 455
language activities in spite of the hard work
and patience they require. (#9)
When working on language learning 1359 311 114 289 336 376
activity, | try hard to finish it in spite of the
distractions around. (#10)
My ultimate goal of mastering English 1359 336 1.134 224 302 474
motivates me to overcome day to day
difficulties. (#11)
I try my best to do all | can to learn 1361 354 1.09 168 29.3 539

English. (#12)
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Table 4.8 (continued)

The more difficult a language activity is, 1358 327 111 231 339 43
the more determined | am to finish it. (#13)

Once | decide to do something when 1361 347 106 184 29 52.5
learning English, 1 do not give up until |
reach my goal. (#14)

| continue a difficult language activity even 1360 323 112 257 329 413
when the others have already given up on
it. (#15)

If | fail to solve a problem | faced in a 1362 329 113 244 306 45
language assignment, | try again and again
in the hope that I will be successful. (#16)

I make an effort to follow through withthe 1361  3.15 111 272 328 39.9
plans | make for my studying when
learning a language skill. (#17)

| work hard to learn English. (#18) 1362 3.07 112 281 36 35.9

Note. a = total percentage of “not at all true of me” and “slightly true of me”; b
= total percentage of “moderately true of me”; ¢ = total percentage of “very
true of me” and “completely true of me”.

4.2.1.5. EFL Learning Environment Preferences of the Participants

When the frequency means on a five-point Likert scale with responses as
never (1), rarely (2), sometimes (3), frequently (4) and always (5) on the six
EFL learning environment dimensions have been considered, it is revealed that
the study participants’ learning environment perceptions falls within the high
range on the course planning and organization sub-dimension while within the
medium-to-high range on all of the five remaining sub-categories. Given the
frequency means in relation to the characteristics of an EFL classroom (Table
4.9), planned and organized courses demonstrates the highest (M = 4.23, SD =
.77) and authenticity of assessment procedures the lowest means (M = 3.45, SD
=.93). When the frequency means on the EFL class sub-dimensions were
examined in order to address the question of which learning environment
characteristic the participants tend to favor over others, it is observed that the
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participants appear to perceive course planning and organization dimension
more positively over others. In other words, when the several characteristics of
an EFL class are compared, it is understood that the EFL classes are perceived
to be almost frequently organized and planned by the English preparatory
program students. Though the results reveal the authenticity and congruence
with reality dimension as having the lowest mean scores, it is seen that the EFL
preparatory classes are still perceived to be moderately authentic with regard to

the content of the assessment procedures.

Table 4.9
Participants’ EFL Learning Environment Perceptions based on Sub-
dimensions

EFL Learning Environment Dimension N M SD
course planning and organization (CP) 1314 423 .77
materials environment (ME) 1347 3.67 .83
teacher supportive behaviors (TS) 1338 3.84 .78
communicative approach-oriented implementation 1338 3.52 .80
practices (IP)
Ieed)back and guidance on the assessment practices 1340 3.82 .84

FG

authenticity and congruence with reality of assessment 1344 3.45 .93
practices (AR)

Note. ME = materials environment; CP = course planning and organization;
TS = teacher supportive behaviors; IP = communicative approach-oriented
implementation practices; FG = feedback and guidance on the assessment
tasks; AR = authenticity and congruence with reality for the assessment tasks.

As an another step to explore the participants’ EFL learning environment
perceptions and preferences, five most and five least favored learning

environment items have been computed based on their mean values. Table 4.10
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below displays in detail the five most favored EFL classroom dimensions along
with their mean values, and it has been seen that there is only one teacher
supportive behaviors item in comparison to four course planning and
organization items among the five most favored EFL characteristics. This
finding is obvious first in that the highest frequency means belong to the course

planning and organization EFL class sub-dimension.

Table 4.10

Five Most Favored EFL Learning Environment Characteristics

EFL Learning Environment Item M SD . SUb'.
dimension

The teacher comes to the class well-prepared 434 .90 CP
The teacher relates the lesson to the previous or 427 .90 CP
later lessons
The teacher fluently manages to pass through the  4.25 .92 CP
language skills (reading, speaking listening
vocabulary, pronunciation and grammar)
The teacher efficiently uses the class time 424 94 CP
The teacher treats equally to me and to my 416 1.05 TS

friends

Note. CP = course planning and organization; TS = teacher supportive
behaviors.

Table 4.11 below also shows in detail the five least favored EFL classroom
characteristics as reported by all the participants. When the frequency means
for the least favored EFL classroom characteristics have been examined, it is
indicated that there are two authenticity and congruence with reality items, one
teacher supportive behavior item, one communicative approach-oriented
implementation item and one materials environment item among the five least

favored dimensions. This finding is again apparent first in that the lowest
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frequency means are seen in the authenticity of assessment procedures sub-

dimension.

Table 4.11
Five Least Favored EFL Learning Environment Characteristics

EFL Learning Environment Item M SD . SUb'.
dimension

Students have a say in the choice of the 3.01 121 IP
activities
Test questions involve the language skills used 3.27 1.15 AR
in real life
The classroom environment is open to different 328 1.20 TS
and extraordinary ideas.
The assignments given are related to real-life. 332 117 AR
There is a comfortable physical class 338 1.34 ME

environment (lighting, desks, board, class
acoustics etc.)

Note. ME = materials environment; TS = teacher supportive behaviors; IP =
communicative approach-oriented implementation practices; AR = authenticity
and congruence with reality for the assessment tasks.

4.2.2. Profile of the Interviewees

The interviews were conducted in two of the universities included in the
quantitative phase of the study, Karabiik University and Gazi University. The
information on the profile of interviewees includes the basic demographic
characteristics of gender and university department and faculty as shown in
Table 4.12. Given these basic sampling criteria to see maximum variations,
there were a total of 20 interviewees. Out of these 20 interviewees, 11
individuals were males and nine were females. Given the distribution of the
participants with regard to their university departments, 12 students were
enrolled in several departments of architecture and engineering faculties. That

is, there were students from the departments of electrical and electronics
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engineering (n = 1), civil engineering (n= 1), mechanical engineering (n = 2),

automotive engineering (n = 3), architecture (n = 1), computer engineering (n =

2), biomedical engineering (n = 1), chemical engineering (n = 1). There was

one student from the faculty of medicine. The remaining seven interviewees

were enrolled in faculty of economics and administrative sciences. That is,

there were four students from the department of political science and public

administration, two students from the department of international relations and

one student from the department of business administration.

Table 4.12

Main Characteristics of the Interviewees

Interviewees

Gender

Department

Faculty

Participant 1
Participant 2

Participant 3

Participant 4
Participant 5

Participant 6

Participant 7
Participant 8
Participant 9
Participant 10

Participant 11

Participant 12

F

F

Biomedical Engineering
Computer Engineering

Electrical and Electronics
Engineering
Mechanical Engineering

Mechanical Engineering

Business Administration

Automotive Engineering
Computer Engineering

Automotive Engineering
Automotive Engineering

International Relations

Architecture

Engineering
Engineering

Engineering

Engineering
Engineering

Economics and
Administrative Sciences
Engineering

Engineering
Engineering
Engineering

Economics and
Administrative Sciences
Architecture
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Table 4.12 (continued)

Participant 13 F Medicine

Participant 14 M Civil Engineering

Participant 15 F Political Science and
Public Administration

Participant 16 M Political Science and

Public Administration

Participant 17 F Chemical Engineering
Participant 18 M International Relations
Participant 19 F Political Science and

Public Administration

Participant 20 M Political Science and
Public Administration

Medicine
Engineering

Economics and
Administrative Sciences
Economics and
Administrative Sciences

Engineering

Economics and
Administrative Sciences

Economics and
Administrative Sciences

Economics and
Administrative Sciences

Note. F = female; M = male

4.3. Results in Relation to Research Questions

4.3.1. How well do certain characteristics of EFL classes, certain

student characteristics, and they combined predict persistence in

English language study? (RQ1)

This section focuses on the results of the investigation of the relationship

between perceived EFL learning environment characteristics (i.e. EFL

classroom characteristics) and student background variables and students’

persistence in English language study. The guantitative analyses were

performed in a three-step manner. The first regression analyses were conducted

to explore the predictive ability of EFL learning environment upon students’

persistence in EFL. The second regression analyses were performed to

investigate the predictive power of student background variables on their

persistence in EFL. The final analyses were performed to examine the

predictive abilities of both of the above predictors (EFL learning environment
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& student background characteristics) upon students’ persistence when both
type of predictors were treated together. Following the display of all of the
results, this section is concluded by a brief account to summarize all of the

results gained.

4.3.1.1. Regression Analyses for EFL Class Characteristics (EFL
Learning Environment) in relation to Persistence: Step 1
Multiple regression analyses (enter method) was performed to assess the

ability of the five main characteristics of the EFL teaching-learning activities
(learning environment) to predict students’ persistence in learning English. In
this sense, the criterion variable was the persistence scores of the students in
the EFL study, while the each EFL learning environment sub-scale was
predictors. The six EFL classroom characteristics are a) course planning and
organization, b) materials environment, ¢) communicative approach-oriented
implementation practices, d) teacher supportive behaviors, e) feedback and
guidance on the assessment tasks and finally f) authenticity and congruence

with reality of the assessment tasks.

Preliminary analyses were conducted to ensure no violation of the
assumptions of normality, linearity, homoscedasticity, multicollinearity and the
influential observations. With 1365 cases and 6 independent variables, the
number of cases (ration of cases to independent variables) also is well above
the minimum requirement (N > 50+8m; m = number of independent variables)
applying Tabachnick and Fidell’s (2007) formula. Leverage statistics and
Cook’s Distance further verified the absence of influential observations
(outliers). The assumption of the absence of multicollinearity has been satisfied
with the appropriate Tolerance and VIF values and also with the preliminary
analysis of bivariate correlations with no correlations found above .90. Table
4.13 presents the bivariate correlations and descriptive statistics for the
variables in question. The Histogram and normal probability plot (P-P plot) of
the residuals were observed to verify the assumption of normality (Figure 4.3
& Figure 4.4).
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Table 4.13

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors

Variable M SD1 2 3 4 5 6
Persistence (criterion) 3.25 .79 .19 .35 .27 .23 .25 .29
Predictor variable
1. course planning and organization 423 77 — .56 .56 .51 .59 .37
2. materials environment 3.67 .83 .56 — .52 .55 .53 .50
3. teacher supportive behaviors 3.84 .78 56 52 — .61 .64 .47
4. communicative implementation 3.52 .80 .51 55 .61 — .60 .49
practices
5. feedback and guidance 3.82 .84 59 53 64 .60 — .61
6. authenticity and congruence with 3.45 .93 .37 .50 .47 49 61 —

reality
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Homoscedasticity of the residuals has been satisfied as the residuals are
roughly rectangularly distributed, with most of the scores concentrated in the
centre (Pallant, 2007). The inspection of the residuals scatterplots (partial
regression plots) verifies that the normality and linearity assumptions have not
been violated. Assumption of the independence of the residuals has been

satisfied with the Durbin-Watson score of 1.85.

Standard multiple regression analyses used to assess the ability of six EFL
learning environment characteristics to predict levels of persistence revealed
that the regression model was significant and the total variance explained by
the model as a whole was 14 %, F (6, 1210) = 34.75, p < .001. The R?value of
14 indicates that 14 % of the variability in the students’ persistence scores is
predicted by a set of predictor variables of a) course planning and organization,
b) materials environment, ¢) communicative approach-oriented implementation
practices, d) teacher supportive behaviors, e) feedback and guidance on the
assessment tasks and finally f) authenticity and congruence with reality of the
assessment tasks. Table 4.14 displays the results of the regression analyses

with all the EFL learning environment dimensions.
Table 4.14

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence

Variable BSEB S t p
1. course planning and organization -0.20 0.11 -.07 -1.78 .076
2. materials environment 0.93 0.12 .27 7.45 .000
3. teacher supportive behaviors 038 0.12 .12 3.18 .002

4. communicative implementation practices -0.13 0.17 -.03 -0.79 .423
5. feedback and guidance -0.01 0.18 -.00 -0.07 .943

6. authenticity and congruence with reality  0.69 0.18 .14 3.89 .000

Note. R* = .14 (p < .001).
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Given the predictors significantly contribute to the model, materials
environment and authenticity and congruence with reality of assessment tasks
were found to be significant, with the course materials recording higher
unstandardized coefficients Beta values than the authenticity and congruence
with reality dimension (Pallant, 2007), thus course materials making a stronger
contribution to the prediction of the dependent (criterion) variable of
persistence than the variable of authenticity and congruence with reality
dimension, t (1210) = 7.447, p < .001. The direction of the relationship
between these three predictors and the outcome appeared to be positive with
positive standardized coefficient (B) values. The predictor of course materials
uniquely explains 4 % of the variance in the persistence scores, sri? = .04,
which is the highest R? value in the model and thus may be another evidence
for the variable of course materials to be a stronger predictor than the other
predictor. The authenticity and congruence with reality of assessment tasks
uniquely explains 1 % (sr;? = .01) of the variance in student persistence scores.
In this vein, the remaining 9 % the variance in the criterion variable, student
persistence is explained in combination by all six EFL learning environment
dimensions (as a shared variance). This in turn shows that the other remaining
four dimensions appear to have no unique and direct abilities to predict levels
of persistence in EFL but somehow indirect effects. In using the beta values as
suggested by Field (2009), one can learn “to what degree each predictor affects
the outcome if the effects of all other predictors are held constant” (p. 238).
Given the above results and using the standard deviations as recommended by
Field (2009), it could be interpreted that when the materials dimension is
increased by .83 standard deviations, the student persistence will be likely to
increase by .27 standard deviations. That is to say that for every .83 more
materials environment perceptions, an extra .21 persistence score is expected
(0.27 x 0.79). Similarly, given the authenticity and congruence with reality in
relation to assessment tasks, for every .93 more authentic assessment

perceptions for an EFL class, an extra .11 persistence is expected.
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4.3.1.2. Regression Analyses for Background Variables in relation to
Persistence: Step 2
A multiple regression analysis (enter method) was conducted to predict

students’ persistence in learning English from the student background variables
which the researcher shortly categorized as demographic characteristics, a)
gender, b) age, ¢) family income level; educational attainments, d) university
subject domain, e) prior English courses taken, f) perceived proficiency level in
English at graduation from high school; and experience with English, Q)
exposure to English via audio-visual tools (television and internet) and h)
outside exposure to English via visual-printed tools (books and magazines). In
brief, there are a total of eight student background variables. The categories

were assigned just for an easy recall of the student level variables.

The results of evaluation of assumptions of multicollinearity (Tolerance
and VIF values) and the influential observations (including Leverage statistics
and Cook’s Distance) were satisfactory. With 1365 cases and 8 independent
variables, the assumption of the ratio of cases to independent variables has
been also satisfied (N > 50+8m; Tabachnick and Fidell, 2007). Figure 4.5 and
Figure 4.6 show the Histogram and normal probability plot (P-P plot) of the
residuals respectively used for the assumption of normality. Table 4.15 below

presents the bivariate correlations for the variables used in the analysis.
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Table 4.15

Intercorrelations for Student Background Predictors

Variable 1 2 3 4 5 6 7 8
Persistence (criterion) -45 04 03 -14 -03 .15 -23 -35
Predictor variable
1. gender — 15 -.15 -11 -02 -.03 -.08 .04
2. age 15 — .02 -05-19 -16 .02 -01
3. university subject domain -15 02 — -02 -05 .03 -03 -04
4. family income level 11 -05-02 — -08 .07 -07 -08
5. prior English courses taken -02 -19 -.05 -08 — -13 .07 .10
6. perceived high school English
proficiency level -03 -16 .03 .07 -.13 — -25 -12
7. exposure to English via audio-visual
tools .08 -02 .03 .07 -.07 .25 — 43
8. exposure to English via visual-printed
tools -04 01 .04 .08 -10 .12 .43 —
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Examination of residuals scatterplots also verified the assumptions of
homoscedasticity, normality and linearity. There was no violation of the
assumption of the independence of the errors with an appropriate Durbin-

Watson score of 1.90.

Standard multiple regression analyses showed that the regression equation
was significant and the total variance (R%) explained by the model as a whole
was 17 %, F (8, 1126) = 29.75, p <.001. That is, the model which includes the
eight student background variables, a) gender, b) age, ¢) university subject
domain, d) family income level, e) prior English courses taken, f) perceived
proficiency level in English at graduation from high school, g) exposure to
English via audio-visual tools (television and internet) and finally h) outside
exposure to English via visual-printed tools (books and magazines) explains 17
% of the variance in students’ perceived persistence scores. Table 4.16 displays

the results of the regression analysis for all student background variables.
Table 4.16

Regression Analyses Summary for the Student Background Predictors

Predicting Persistence

Variable B SEB f t p
gender -1.88 0.79 -.06 -2.36 .018
age 0.60 0.28 -.06 2.16 .031
university subject domain -0.04 1.05 -.00 -0.03 .973
family income level -4.03 0.62 -.18 -6.56 .000
prior English courses taken 0.70 1.10 -.02 0.64 .524

perceived high school English proficiency 205 054 .11 3.84 .000
level

exposure to English via audio-visual tools 1.30 0.43 .09 3.01 .003
exposure to English via visual-printed tools 451 044 .31 10.21 .000

Note. R* = .17 (p < .001).
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When the predictors significantly contributing to the model were
examined, the three student background variables, family income level,
perceived proficiency level in English at graduation from high school, outside
exposure to English via books and magazines were found to be significant (p<
.001) with the outside exposure to English via books and magazines recording
the highest unstandardized coefficients Beta values followed by family income
level and perceived English proficiency at graduation respectively. This leads
us to conclude that outside exposure to English via books and magazines
makes the strongest contribution to the prediction of the dependent (criterion)
variable of persistence when compared to other variables in the regression, t
(1126) = 10.208, p < .001. The direction of the relationship between family
income level and persistence in EFL appeared to be negative with negative
standardized coefficient (B) values while the remaining two predictors had
positive standardized coefficient (B) values. With the negative B values
representing the negative relationship between the predictor and the outcome
variables, those who have a lower family income are likely to become more
persistent in EFL. Conversely, with their positive B values, outside exposure to
English via books and magazines and perceived high school English appear to

be positively related to the outcome variable of persistence.

The predictor of outside exposure to English via books and magazines
uniquely explains 8 % of the variance in the persistence scores, sr;? = .08,
which is the highest R? value in the model and thus becoming the strongest
predictor of persistence in the specified model. This predictor is followed by
the variable of family income which uniquely explains 3 % (sri> = .03) of the
variance in students’ persistence in EFL. Another predictor, perceived high
school proficiency in English uniquely explained 1% of the variance (sri =
.01) in student persistence scores. In this vein, the remaining 5 % the variance
in the criterion variable, student persistence is explained in combination by all
of the eight background variables (as a shared variance). This in turn shows

that the remaining five student background related variables (except for the
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above three significant variables with their unique contributions) appear to
have no unique and direct abilities to predict levels of persistence in EFL but
indirect effects when they are evaluated in combination. In using the
standardized beta values as suggested by Field (2009), one can suggest that
when the outside exposure via books and magazinesis increased by .96
standard deviations, the student persistence will be likely to increase by .31
standard deviations. That is to say that for every .96 (SD for exposure via
books and magazines) more exposure, an extra .25 persistence is expected
(0.31 x0.79).

4.3.1.3. Regression Analyses for EFL Learning Environment and

Background Variables in combination in relation to Persistence: Step

3

A multiple regression analysis (enter method) was conducted to see if EFL

learning environment and student background variables when employed in
combination predicted the students’ level of persistence in EFL. The EFL
learning environment predictors were the six EFL learning environment
dimensions, a) course planning and organization, b) materials environment, c)
communicative approach-oriented implementation practices, d) teacher
supportive behaviors, e) feedback and guidance on the assessment tasks and
finally f) authenticity and congruence with reality of the assessment tasks;
while the student background predictors were a) gender, b) age, c) university
subject domain, d) family income level, e) prior English courses taken, f)
perceived proficiency level in English at graduation from high school, g)
exposure to English via audio-visual tools (television and internet) and finally

h) outside exposure to English via visual-printed tools (books and magazines).

The results of evaluation of assumptions of multicollinearity (Tolerance and
VIF values) the influential observations (including Leverage statistics and
Cook’s Distance), ratio of cases to independent variables (N > 50+8m;
Tabachnick and Fidell, 2007) were satisfactory. Table 4.17 summarizes the

bivariate correlations and descriptive statistics for the variables used in the
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analysis. The Histogram and normal probability plot (P-P plot) of the residuals
used for the assumption of normality are also shown in Figure 4.7 and Figure

4.8 respectively. The assumptions of homoscedasticity, normality and linearity
were also satisfied with the residuals scatterplots. The Durbin-Watson value of

1.90 also verified the assumption of the independence of the errors.
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Figure 4.7. Histogram of Residual ~ Figure 4.8. Normal P-P Plot of Residuals
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Standard multiple regression analyses indicated that the specified

regression model was significant and the total variance (R?) explained by the

model as a whole was 26 %, F (14, 1009) = 26.50, p < .001. In other words, the

model which includes the eight student background variables and six EFL

learning environment dimensions explains 26 % of the variance in students’

perceived persistence scores. Table 4.18 below shows the results of the

regression analysis for all student background and learning environment

variables.

Table 4. 18

Regression Analyses Summary for the Student Background and EFL Learning

Environment Predictors in Combination Predicting Persistence

Variable B SEB f t p
1. course planning and organization -0.32 012 -10 -2.66 .008
2. materials environment 081 013 .24 6.39 .000
3. teacher supportive behaviors 035 012 .12 297 .003
4. communicative implementation practices -013 017 -03 -77 .440
5. feedback and guidance 009 018 .02 .53 .597
6. authenticity and congruence with reality 056 018 .11 3.10 .002
7. gender -1.22 079 -.04 -154 .124
8. age 058 027 .06 2.12 .035
9. university subject domain 056 1.06 .02 0.53 .596
10. family income level -3.16 0.62 -.14 -5.15 .000
11. prior English courses taken 0.04 110 .00 0.03 .974
12. perceived high school English proficiency level 1.35 0.54 .07 251 .012
13. exposure to English via audio-visual tools -1.05 0.44 -08 -2.40 .017
14. exposure to English via visual-printed tools -391 045 -27 -8.74 .000

Note. R? = .26 (p < .001).
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When the statistically significant predictors in the specified regression
model were examined, the three variables, family income level, materials
environment and outside exposure to English via books and magazines were
found to be significant (p< .001) with the outside exposure to English via
books and magazines recording the highest unstandardized coefficients Beta
values followed by materials environment and family income level
respectively. This means that outside exposure to English via books and
magazines makes the strongest contribution to the prediction of the dependent
variable, student persistence among the other variables employed in the
regression , t (1009) = 8.739, p <.001. The direction of the relationship
between family income level and persistence was negative with negative
standardized coefficient (B) values. That is to say that, if a student comes from
a family with a lower social economic status, she is likely to become more
persistent in learning English. On the other hand, the remaining two significant
predictors had positive standardized coefficient (B) values and thus positively

associated with the criterion variable of student persistence.

The predictor of outside exposure to English via books and magazines
uniquely explains 6 % of the variance in the persistence scores, sri? = .08,
which is the highest R? value in the model and thus becoming the strongest
predictor of persistence in the specified model. This predictor is followed by
the materials environment with this variable uniquely explaining 3 % of the
variance in the persistence scores, sri? = .03. The remaining significant
variable, family income which uniquely explains 2 % (sr;? = .02) of the
variance in students’ persistence in learning English. Therefore, the remaining
15 % the variance in the criterion variable, student persistence in EFL is
explained in combination by all of the eight background and six EFL learning
environment variables (as a shared variance). This result leads us to conclude
that the remaining 11 variables included in the model (except for the above

three significant variables with their unique contributions) appear to have no
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unique and direct abilities to predict levels of persistence in EFL but indirect

effects when they are evaluated in combination.

4.3.1.4. Summary of Regression Results

The results from the three subsequent regression analyses revealed that
both EFL learning environment characteristics and student background
variables are associated with student persistence in EFL study. However, the
results also leads us to conclude that when these two types or variables are both
included, they appear to have more predictive power for the explanation of the
dependent variable, that is, the student persistence in EFL. That is, the
statistical results showed an R? value of .26 accounted for by the two types of
independent variablesin the third-step analysis. This final model found 15 %
shared variance while the remaining 3 %, 6 % and 2% being explained by the
materials environment, exposure through books and magazines and family
income level respectively. However, given only the third step analysis, it would
remain unclear to learn the relative proportions or contributions of two sets of
variables in the shared variance of 15 % mentioned. Hence, the first two steps
helped us to answer this question. The previous regression analyses have
shown that background variables themselves explain 17 % of the variance in
the student persistence scores while the learning environment variables alone
14 %. In this sense, it is easy to arrive at the result that when they are used in
combination, learning environment variables add an extra 9 % variance over
the background variables whereas background variables add an extra of 12 %
variance to the learning environment variables so that the total variance
explained by the two sets of criterion variables reached 26 %. Given these extra
variances brought about, if there is an extra 9 % variance when the learning
environment variables are included in the model and the final model shows
only course materials as a sole significant contributor with its 3 % variance,
then the remaining 6 % variance comes from the all remaining five learning
environment dimensions, which means that except the course materials

dimension, the remaining five have no individual predictive powers but they
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have a predictive power of 6 % when they come together. Out of 12 % variance
added by the background variables, 8 % variance is explained by the two
variables, exposure via books and magazines and family income level as also
depicted in the third-step regression analyses. Thus, the remaining 4% percent
belongs to all six student background variables employed in the last step
analysis, which means again this 4 % is again a shared one in which the six
student characteristics excluding the two sole significant contributors above all
have contributions. So far, we have been able to explain a total of 10 % of the
variance in a proportional manner out of the 15 % shared variance. If we had
conducted only the third step, we would be left with no explanation for the
proportional shares of the total 15 % shared variance. Thus, with the help of
regression analyses results conducted in a three-step manner, we can say that
when the 10 % variance is deduced from the total shared variance, the learning
environment variables and student background variables account for a shared 5
% of the variance in the student persistence scores, which we can offer no
further explanations for the relative shares of the two categories of predictors.
In conclusion, using three subsequent regression analyses, we could explain the
shared variance in more detail, at least with regard to the shares in terms of the
two big sets of variables. The following diagram (Figure 4.9) helps us to
understand the variance explained in student persistence by learning

environment and student background variables.
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B Unexplained Variance

B Learning Environment
(LE) Variables
Shared Variance (LE +
SB)

B Student Background
(SB) Variables

Figure 4.9. Common and Unique Contributions to Outcome Variance Made by

Learning Environment and Student Background Predictors

4.3.2. Does the relation between certain characteristics of EFL
classes and persistence in English language study vary by certain
student characteristics? (RQ2)

This section focuses on the results on variance of the relationship between
persistence and EFL class factors by background factors. In other words, the
results report the relationship between the certain characteristics of EFL
classes and persistence in English language study on the basis of the levels or
the subsets of the student background characteristics. Prior to Multiple
Regression analyses to be conducted to assess the predictive abilities of the
EFL learning environment characteristics upon students’ EFL persistence in
relation to the sub-categories of the student background variables, the
researcher first selected the cases (observations) in her data set in terms of the
existing subset of the student background variables. There were available data
regarding the eight background variables. Thus, the researcher performed her
analyses on a subset of the each of the eight student-related variables. For
example, for gender, the regression analyses were first performed only on
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females and then only on males. Several of the subsets were merged with an
attempt to better interpret the results. That is, for the two outside exposure
variables, outside exposure to English via visual-printed tools (books and
magazines) and outside exposure to English via audio-visual tools (television
and internet), the two of the ratings (always and frequently) and the remaining
three (sometimes, rarely and never) were merged. In addition, the available
three sub-sets for the demographic variable of family income level were
reduced into two subsets by the merging of more than 2000 but less than 5000
Turkish Liras subset and above 5000 Turkish Liras subsets. In sum, the family
income level was changed into two main subsets as less than 2000 Turkish
Liras and more than 2000 Turkish Liras. The variable of age was recomputed
as having two main subsets as below 20 years old and above 20 years old.
While merging the subsets, the frequencies in the sub-sets were also checked to
ensure no violations of the sample size assumption to conduct subsequent

regression analyses.

For all the subsets regarding the student background variables, separate
multiple regression analyses (enter method) was performed to assess the ability
of the six main characteristics of the EFL teaching-learning activities (learning
environment) to predict students’ persistence in learning English by the subsets
of the student-related variables. In this sense, in each of the regression
analyses, the criterion variable was the persistence scores of the students in the
EFL study, while the each EFL learning environment sub-scale was predictors.
These EFL class characteristics were previously labeled as a) course planning
and organization, b) materials environment, ¢c) communicative approach-
oriented implementation practices, d) teacher supportive behaviors, e) feedback
and guidance on the assessment tasks and finally f) authenticity and

congruence with reality of the assessment tasks.
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4.3.2.1. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subset of

Gender

Preliminary analyses were conducted to ensure no violation of the

assumptions of normality, linearity, homoscedasticity, multicollinearity and the
influential observations. With 600 cases for females and 742 cases for males
and 6 independent variables, the number of cases (ratio of cases to independent
variables) also is well above the minimum requirement (N > 50+8m; m =
number of independent variables) employing Tabachnick and Fidell’s (2007)
formula. Leverage statistics and Cook’s Distance further verified the absence
of influential observations (outliers). The acceptable values for Tolerance and
VIF and the preliminary analysis of the bivariate correlations verified the
absence of multicollinearity. The Histogram and normal probability plot (P-P
plot) of the residuals were observed to verify the assumption of normality
(Figure 4.10 and Figure 4.11 for males; Figure 4.12 and Figure 4.13 for

females).
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Figure 4.10. Histogram of Residuals (M)
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Figure 4.13. Normal P-P Plot of Residuals (F)
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The inspection of the residuals scatterplots (partial regression plots) verifies
that the normality and linearity assumptions have not been violated.
Assumption of the independence of the residuals has been satisfied with the
Durbin-Watson score of 1.91 on the male subset and 1.89 on the female subset.
Table 4.19 and Table 4.20 present the bivariate correlations and descriptive

statistics for the variables based on the two subsets.

Table 4.19

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (Males)

Variable M SD 12 3 45 6
Persistence (criterion) 321 .83 .18.36 .27 .23 .24 .31
Predictor variable 4.19 .79
1. course planning and organization 363 .84 _ 57 55 51 56 .38
2. materials environment 382 .77 5o _ 48 54 48 47
3. teacher supportive behaviors 347 80 5548 — 60.63 .46
4. communicative implementation practices 3.78 .85 5154 60 — 59 50
5. feedback and guidance 343 94 56548 63 59 — 60

6. authenticity and congruence with reality 3.21 .83 33 47 46 50 .60 —
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Table 4.20

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Females)

Variable M SO 1 2 3 4 5 6
Persistence (criterion) 3.30 .73 19 .32 .27 .22 26 .27
Predictor variable
1. course planning and organization 433 .71 — .61 .56 .51 .61 .36
2. materials environment 3.75 81 61 — 55 .55 58 .55
3. teacher supportive behaviors 391 .77 56 .55 — .62 .66 .48
4. communicative implementation practices 3.62 .77 .51 .55 .62 — .61 .49
5. feedback and guidance 391 83 .61 .58 .66 61 — .62

6. authenticity and congruence with reality 3.50 .94 .36 .55 .48 .49 .62

On the female subset, a standard multiple regression analysis used to assess
the ability of six EFL learning environment characteristics to predict levels of
persistence revealed that the regression model was significant and the total
variance explained by the model as a whole was 11 %, F (6, 526) = 12.44, p <
.05. The R?value of 11 indicates that 11 % of the variability in the students’
persistence scores is predicted by knowing scores on these six independent
variables. The two EFL class characteristics, materials environment and
teacher supportive behaviors were found to be significant, with the materials
environment recording highest unstandardized coefficients Beta values, thus
materials environment making a stronger contribution to the prediction of the
dependent (criterion) variable of persistence than the variable of teacher
supportive behaviors, t (526) = 3.780, p < .05. The size and the direction of the
relationship suggest that more persistence in EFL study are observed among

female students with more positive perceptions about both the class physical
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environment and class atmosphere facilitated and supported by the teacher.
Table 4.21 presents the results from the regression analysis on the female

subset.

Table 4.21

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Female Subset)

Variable BSEB jf t p
1. course planning and organization -0.19 0.18 -.06 -1.08 .282
2. materials environment 0.74 0.20 .23 3.78 .000
3. teacher supportive behaviors 0.37 0.17 .13 2.13 .033

4. communicative implementation practices -0.08 0.25 -.02 -0.31 .760
5. feedback and guidance 0.13 0.27 .03 0.47 .639

6. authenticity and congruence with reality 0.44 0.26 .09 1.69 .091

Note. R* = .11 (p < .001).

On the male subset, the results from the standard multiple regression analysis
revealed that the regression model was significant and the total variance
explained by the model as a whole was 16 %, F (6, 658) = 21.56, p <.05. This
indicates that 16 % of the variability in the students’ persistence scores is
predicted by the six EFL characteristics. The three EFL class dimensions,
materials environment, authenticity and congruence with reality of assessment
tasks and teacher supportive behaviors were found to be significant, with the
materials environment revealing the strongest contribution to the prediction of

the dependent (criterion) variable of persistence, t (658) = 6.199, p <.001. The
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direction of the relationship between these three predictors and persistence was

positive. The results from the regression are shown in Table 4.22.

Table 4.22

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Male Subset)

Variable BSEB S t p
1. course planning and organization -0.21 0.15 -.07 -1.37 .170
2. materials environment 1.03 0.17 .29 6.20 .000
3. teacher supportive behaviors 0.39 0.16 .12 2.39 .017

4. communicative implementation practices -0.20 0.23 -.04 -0.84 .403
5. feedback and guidance -0.11 0.24 -.03 -0.45 .652

6. authenticity and congruence with reality 0.93 0.25 .18 3.77 .000

Note. R* = .16 (p < .001).

4.3.2.2. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subset of

University Subject Domain

The data were examined for any violations of the assumptions of
normality, linearity, homoscedasticity, multicollinearity and the influential
observations. With 1085 cases standing for science students and 212 cases for
social-sciences students and 6 independent variables, the ratio of cases to
independent variables was acceptable. Leverage statistics and Cook’s Distance
further verified the absence of influential observations (outliers).
Multicollinearity was also checked through the bivariate correlations and
Tolerance and VIF values and the results show no violations. The inspection of
the residuals scatterplots (partial regression plots) indicates no violations of the

normality and linearity assumptions. Assumption of the independence of the
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residuals has been satisfied with the Durbin-Watson score of 1.86 on the
science-related departments’ subset and 1.76 on the social sciences-related
departments’ subset. The assumption of normality was also verified through
the histogram and normal probability plot (P-P plot) of the residuals (Figure
4.14 and Figure 4.15 for science students; Figure 4.16 and Figure 4.17 for
social-sciences students). Table 4.23 and Table 4.24 present the bivariate
correlations and descriptive statistics for the variables in terms of the two
subsets.
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Table 4.23

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Science Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.24 .79 .18 .33 .26 .20 .23 .28
Predictor variable

1. course planning and organization 425 .74 — .56 .56 .50 .57 .38

2. materials environment 3.68 .82 56 — .50 .53 .51 .49

3. teacher supportive behaviors 3.87 .76 .56 50 — .61 .64 .47

4. communicative implementation 3.52 .78 50 53 .61 — .59 .50

practices

5. feedback and guidance 3.83 .83 57 51 64 59 — .60

6. authenticity and congruence with 3.47 94 38 .49 47 50 .60 —

reality
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Table 4.24

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Social-Sciences Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.33 .76 .16 .35 .27 .23 .26 .27
Predictor variable

1. course planning and organization 433 .70 — .60 .54 .56 .69 .39

2. materials environment 3.74 83 60 — .57 .61 .58 .56

3. teacher supportive behaviors 3.88 .79 54 57 — .60 .63 .43

4. communicative implementation 3.68 .80 .56 .61 .60 — .65 .46

practices

5. feedback and guidance 394 84 .69 58 .63 .65 — .62

6. authenticity and congruence with 3.47 95 .39 .56 .43 .46 .62 —

reality

A Standard multiple regression analysis was conducted on the cases

belonging to science-related university subject domains to assess the ability of

six EFL learning environment characteristics to predict levels of persistence.
The results showed that the regression model with all six predictors was
statistically significant,F (6, 967) = 26.15, p < .05, indicating an R?value of

.13. This indicates that 13 % of the variability in EFL students’ persistence is

predicted by student perceptions on all six EFL classroom environment

dimensions. Only three of the independent variables contribute significantly to

the regression. That is, the predictor of course materials, authenticity and

congruence with reality of assessment tasks and teacher supportive behaviors

significantly predicted students’ persistence in EFL as shown in Table 4.25.

125



Table 4.25

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Science Subset)

Variable B SEB S T p
1. course planning and organization -0.23 0.13 -.07-1.79.074
2. materials environment 0.91 0.14 .26 6.57.000
3. teacher supportive behaviors 0.45 0.14 .15 3.36.001

4. communicative implementation practices -0.28 0.19 -.06-1.47.143
5. feedback and guidance -0.03 0.20 -.01 -.18 .860

6. authenticity and congruence with reality 0.73 0.20 .15 3.69.000

Note. R* = .13 (p < .001).

On the cases from the social sciences-related university subject domains, a
standard multiple regression was again performed between the students’
persistence and all six EFL learning environment characteristics. R for
regression was significantly different from zero,F (6, 179) = 5.11, p < .05, with
an R?value of .12. This R® value of 12 indicates that 12 % of the variability in
the students’ persistence scores is predicted by the student perceptions on the
six EFL classroom characteristics. Only one of the EFL class characteristics,
materials environment were found to be significant for the explanation of
variance in the persistence scores. The size and the direction of the relationship
suggest that more persistence in EFL study are observed among social sciences
departments’ students with more positive perceptions regarding course
materials and class physical environment. Table 4.26 shows the results from
the regression analysis conducted on the social-sciences related subject

domains.
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Table 4.26

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Social-Sciences Subset)

Variable B SEB /S t p
1. course planning and organization -0.50 034 -15 -1.46 .147
2. materials environment 1.00 034 .30 292 .004
3. teacher supportive behaviors 031 028 .11 110 .274

4. communicative implementation practices -0.06 0.43 -01 -15 .885
5. feedback and guidance 034 050 .08 .67 .507

6. authenticity and congruence with reality =~ 0.34 045 .07 .76 .450

Note. R* = .12 (p < .001).
4.3.2.3. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subsets of

Family Income Level

The data were examined for any violation of the assumptions of normality,
linearity, homoscedasticity, multicollinearity and the influential observations.
With 806 cases from the more than 2000 Turkish Liras subset, 507 cases from
the 2000 or less than 2000 Turkish Liras subset and 6 independent variables,
there was an acceptable number for sample size. Influential observations were
further verified by Leverage statistics and Cook’s Distance. No violation for
the assumption of Multicollinearity was observed with acceptable Tolerance
and VIF values and bivariate correlations. The inspection of the residuals
scatterplots (partial regression plots) indicates no violations of the normality
and linearity assumptions. Assumption of the independence of the residuals has
been satisfied with the Durbin-Watson score of 1.88 on less than 2000 Turkish
Liras subset and of 1.85 on more than 2000 Turkish Liras subset. Histogram
and normal probability plot (P-P plot) of the residuals were also examined to
conform to the assumption of normality (Figure 4.18 and Figure 4.19 for 2000
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or less than 2000 Turkish Liras subset; Figure 4.20 and Figure 4.21 for more
than 2000 Turkish Liras subset). Table 4.27 and Table 4.28 present the
bivariate correlations and descriptive statistics for the variables included in the

two regression analyses on the related subsets.
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Figure 4.21. Normal P-P Plot of Residuals (>)

Table 4.27

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (2000 Turkish Liras or Less than 2000 Turkish Liras

Subset)
Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.36 .77 .27 .32 .22 .13 .24 .18
Predictor variable
1. course planning and organization 425 .79 — .61 .57 50 .59 .39
2. materials environment 3.73 .83 .61 — .50 .53 .54 .48
3. teacher supportive behaviors 3.89 .76 .57 50 — .61 .64 .47
4. communicative implementation 3.54 80 .50 53 .61 — .62 51
practices
5. feedback and guidance 3.88 .81 .59 54 64 62 — .64
6. authenticity and congruence with 3.55 .88 .39 .48 .47 51 64 —

reality
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Table 4.28

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (More than 2000 Turkish Liras Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.17 .79 .14 .36 .31 .29 .25 .33
Predictor variable

1. course planning and organization 425 .73 — 55 55 51 .58 .38

2. materials environment 3.64 83 55 — .53 .56 .52 .52
3. teacher supportive behaviors 3.85 .78 55 53 — .61 .64 .47
4. communicative implementation 3.53 .78 51 56 .61 — .58 .49
practices

5. feedback and guidance 3.81 .86 .58 .52 .64 58 — .60

6. authenticity and congruence with 3.40 .97 .38 .52 .47 .49 60 —
reality

A standard multiple regression analysis was conducted on the cases coming
from families with an income of 2000 Turkish Lirasor less to assess the ability
of six EFL learning environment characteristics to predict levels of persistence.
The results showed that the regression model with all six predictors was
statistically significant,F (6, 447) = 10.66, p < .05, indicating an R?value of
.11. This indicates that 11 % of the variability in EFL students’ persistence is
predicted by student perceptions on all six EFL classroom environment
dimensions. As shown in Table 4.29, two of the predictors, course materials
environment and communicative approach-oriented implementation practices
significantly contributed to the regression model performed for the explanation
of student persistence in EFL. Given the direction of the relationships, it is seen

that communicative approach-oriented practices are negatively and materials
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environment are positively related to the students’ persistence as reported by

the students coming from lower income families.

Table 4.29

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence(Less than 2000 Turkish Liras Subset)

Variable B SEB /s t p
1. course planning and organization 025 018 .09 1.37 .173
2. materials environment 0.86 0.20 .26 4.26 .000
3. teacher supportive behaviors 022 020 .07 1.12 .262

4. communicative implementation practices -0.69 0.27 -.16-2.53 .012
5. feedback and guidance 040 031 .09 131 .191

6. authenticity and congruence with reality ~ 0.05 031 .01 .17 .867

Note. R* = .11 (p < .001).

On the standard multiple regression performed on the cases coming from
families with an income of more than 2000 Turkish Liras to examine
associations between students’ persistence and all six EFL learning
environment characteristics, the results indicate the regression model
statistically significant, F (6, 713) = 27.29, p < .05, indicating an R? value of
.18. This R? value of 18 reveals that almost one fifth of the variability in the
students’ persistence is predicted by the student perceptions on the six EFL
classroom characteristics. Four of the six EFL class characteristics, course
materials environment, authenticity and congruence with reality of assessment
tasks, teacher supportive behaviors and lastly course planning and organization

were found to be statistically significant in the explanation of the variance in
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the higher income EFL students’ persistence scores. The size and the direction
of the relationship suggest that EFL students belonging to higher income
families report higher levels of persistence in EFL when they perceive that they
have more teacher supportive behaviors, more satisfying course materials
environment, more authenticity and congruence with realilty but less planned
and organized lessons. The results for the regression analysis performed on the

higher family income subset are shown in Table 4.30.

Table 4.30

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (More than 2000 Turkish Liras Subset)

Variable B SEB s t p
1. course planning and organization -0.54 0.15 -.17-3.65.000
2. materials environment 0.87 0.16 .25 5.44 .000
3. teacher supportive behaviors 0.53 0.15 .17 3.53 .000

4. communicative implementation practices ~ 0.26 0.22 .06 1.22 .222
5. feedback and guidance -0.15 0.22 -.04 -.70 .486

6. authenticity and congruence with reality 0.86 0.22 .18 3.92 .000

Note. R? = .18 (p < .001).
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4.3.2.4. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subsets of

Perceived Proficiency Level in English at Graduation from High

School

Preliminary analyses were performed to ensure no violation of the

assumptions of normality, linearity, homoscedasticity, multicollinearity and the
influential observations before proceeding with the three separate regressions
on the three different subsets. With 618 cases withpoorproficiency level, 523
with moderate level and 169 cases for good and very good level and 6
independent variables, the number of cases exceeded the minimum requirement
suggested by Tabachnick and Fidell’s (2007). Leverage statistics and Cook’s
Distance further verified the absence of influential observations (outliers). The
histogram and normal probability plot (P-P plot) of the residuals were also
observed and they appeared to verify the assumption of normality (Figure 4.22
and Figure 4.23 for poor; Figure 4.24 and Figure 4.25 for moderate and Figure
4.26 and 4.27 for good & very good).
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Figure 4.22. Histogram of Residuals (P)
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Figure 4.27. Normal P-P Plot of Residuals (G)

The inspection of the residuals scatterplots (partial regression plots) also
verifies that the normality and linearity assumptions have not been violated.
Durbin-Watson scores of 2.07, 1.82 and 2.02 respectively computed from the
analyses on the poor, moderate and combined good and very good subsets
showed no violations for the assumption of the independence of the residuals.
The acceptable values for Tolerance and VIF and the preliminary analysis of
the bivariate correlations satisfied the assumption of multicollinearity. Table
4.31, Table 4.32 and Table 4.33 respectively depict the bivariate correlations
and descriptive statistics based on the three subsets of perceived high school

proficiency level in English.
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Table 4.31

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Poor Level Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.13 .79 .18 .34 .26 .20 .25 .31
Predictor variable
1. course planning and organization 420 .78 — .54 54 49 59 .35
2. materials environment 3.60 .85 54 — .51 .55 .53 .49
3. teacher supportive behaviors 3.79 .80 54 51 — .62 .64 .47
4. communicative implementation 346 .82 49 55 62 — .61 47
practices
5. feedback and guidance 3.79 84 59 53 64 61 — .61
6. authenticity and congruence with 3.45 .94 35 .49 47 A7 61 —

reality
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Table 4.32

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Moderate Level Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.34 .76 .19 .35 .25 .26 .25 .29
Predictor variable

1. course planning and organization 429 72 — 59 59 52 59 43

2. materials environment 3.76 .78 59 — .53 .55 .53 .55
3. teacher supportive behaviors 3.96 .72 59 53 — .58 .62 .47
4. communicative implementation 3.63 .74 52 55 58 — .58 .53
practices

5. feedback and guidance 391 83 59 53 62 58 — .64

6. authenticity and congruence with 3.47 95 43 55 .47 53 64 —
reality

On the cases with poor ratings about their high school English proficiency, a
standard multiple regression was performed between the students’ persistence
and all six EFL learning environment characteristics. The results showed that
the regression model with all six predictors was statistically significant,F (6,
552) = 16.33, p < .05, with an R® value of .14. This indicates that 14 % of the
variability in EFL students’ persistence is predicted by student perceptions on
all six EFL classroom environment characteristics. The two dimensions
pertaining to materials environment and authenticity and congruence with

realilty significantly predicted the outcome variable as shown in Table 4.34.
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Table 4.33

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Good & Very Good Level Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.39 .82 .16 .35 .30 .21 .17 .26
Predictor variable
1. course planning and organization 432 .73 — .56 .52 .53 .60 .29
2. materials environment 3.76 .85 56 — .51 .50 .51 .43
3. teacher supportive behaviors 385 .79 52 51 — .60 .68 .45
4. communicative implementation 3.57 .79 53 50 .60 — .62 .53
practices
5. feedback and guidance 3.85 .90 .60 .51 .68 .62 — .56
6. authenticity and congruence with 3.49 94 29 43 .45 53 56 —

reality
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Table 4.34

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Poor Level Subset)

Variable BSEB f T p
1. course planning and organization -0.18 0.16 -.06 -1.12 .265
2. materials environment 091 0.18 .27 5.06 .000
3. teacher supportive behaviors 032 0.17 .11 191 .057

4. communicative implementation practices -0.37 0.24 -.09 -1.52 .123
5. feedback and guidance 0.11 0.27 -.03 .40 .689

6. authenticity and congruence with reality 0.86 0.26 .17 3.27 .001

Note. R* = .14 (p < .001).

On the cases with moderate ratings about their high school English
proficiency, a standard multiple regression was again performed between the
students’ persistence and all six EFL learning environment characteristics. R
for regression was significantly different from zero, F (6, 455) = 12.66, p < .05,
with an R? value of .13. This R? value of 13 indicates that 13 % of the
variability in the students’ persistence scores is predicted by the student
perceptions on the six EFL classroom characteristics. As presented in Table
4.35, only materials environment dimension was found to be significant and

this predictor is positively associated with the outcome variable of persistence.
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Table 4.35

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Moderate Level Subset)

Variable BSEB S t P
1. course planning and organization -029 019 -09 -151 131
2. materials environment 093 021 .27 435 .000
3. teacher supportive behaviors 021 020 .07 1.06 .292

4. communicative implementation practices 0.27 028 .06 .98  .328
5. feedback and guidance 0.10 028 .03 .36 .716

6. authenticity and congruence with reality 0.50 0.29 .10 1.72  .086

Note. R* = .13 (p < .001).

On the cases with good and very good high school English proficiency
perceptions, a standard multiple regression was again performed between the
students’ persistence and all six EFL learning environment characteristics. The
regression model with all six predictors was statistically significant, F (6, 145)
= 5.06, p < .05, indicating an R*value of .14. This indicates that 14 % of the
variability in EFL students’ persistence is predicted in combination by student
perceptions on all six EFL classroom environment characteristics. The two
dimensions, materials environment and teacher supported comfortable
environment significantly predicted the outcome variable, that is, the
persistence scores of students reporting good and very good levels of high
school English proficiencies. Table 4.36 depicts the results for the regression
analysis performed on the subset with good and very good high school English

proficiency reportings.
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Table 4.36

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (Good & Very Good Level Subset)

Variable BSEB S t P
1. course planning and organization -0.17 0.36 -.05 -49 .626
2. materials environment 1.01 035 .29 291 .004
3. teacher supportive behaviors 080 034 .26 233 .021
4. communicative implementation -0.16 0.51 -.03 -31 .755
practices
5. feedback and guidance -0.75 0.50 -.18 -1.50 .137

6. authenticity and congruence with reality 0.82 0.51 .16 1.60 .113

Note. R? = .14 (p < .001).

4.3.2.5. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subsets of

Prior English Courses Taken

The data were examined for any violations of the assumptions of normality,

linearity, homoscedasticity, multicollinearity and the influential observations
for the two separate regressions to be performed. With 201 cases for those
reporting they took a prior English course and 1120 cases for those reporting
they took no prior English courses and 6 EFL class independent variables,
there was an acceptable number for the sample size assumption. Influential
observations were further verified by Leverage statistics and Cook’s Distance.
No violations for the assumption of Multicollinearity were observed with the
acceptable Tolerance and VIF values and also with the examination ofbivariate
correlations. The inspection of the residuals scatterplots (partial regression
plots) indicates no violations of the normality and linearity assumptions.

Assumption of the independence of the residuals has been satisfied with the
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Durbin-Watson score of 1.69 on yes reportings subset and of 1.96 on the no
reportings subset. Histogram and normal probability plot (P-P plot) of the
residuals were also examined to conform to the assumption of normality
(Figure 4.28 and Figure 4.29 for Yes reportings subset; Figure 4.30 and Figure
4.31 for No reportings subset). Table 4.37 and Table 4.38 below also present
the bivariate correlations and descriptive statistics for the variables from the

two regression analyses performed on the relevant two subsets.
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Figure 4.30. Histogram of Residuals (N)
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Table 4.37

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Prior Course Taken Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.34 .82 .15 .36 .27 .29 .21 .25
Predictor variable
1. course planning and organization 427 77 — .62 .63 .55 .59 .43
2. materials environment 3.70 .90 .62 — .64 .61 .56 .55
3. teacher supportive behaviors 392 81 .63 .64 — .65 .72 51
4. communicative implementation 3.57 .77 55 .61 .65 — .65 .57
practices
5. feedback and guidance 3.89 .90 59 56 .72 65 — .61
6. authenticity and congruence with 341 98 43 55 51 57 61 —

reality
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Table 4.38

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (No Prior Course Taken Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.23 .77 .19 .35 .28 .23 .26 .32
Predictor variable

1. course planning and organization 425 .75 — 55 55 50 .59 .36

2. materials environment 3.68 .81 55 — .49 53 52 .49
3. teacher supportive behaviors 3.87 .76 .55 49 — .60 .62 .46
4. communicative implementation 3.54 .79 50 53 .60 — .58 .48
practices

5. feedback and guidance 3.83 .83 59 52 62 58 — .61

6. authenticity and congruence with 3.47 94 .36 .49 .46 .48 61 —
reality

A Standard multiple regression analysis was conducted on the cases
reporting they took an English course before (i.e. cases with yes reportings) to
assess the ability of six EFL learning environment characteristics to predict
levels of persistence. The results showed that the regression model with all six
predictors was statistically significant,F (6, 173) = 5.28, p < .05, indicating an
R?value of .13. This indicates that 13 % of the variability in EFL students’
persistence is predicted by student perceptions on all six EFL classroom
environment dimensions. As shown in Table 4.39, only one of the independent
variables significantly predicted the outcome. That is, the predictor of course
materials environment uniquely predicted the students’ persistence scores.
Given the direction of the relationships, it is seen that this significant predictor
is positively related to persistence as indicated by the students reporting they

took a prior English course similar to the prep program.
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Table 4.39

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Prior Course Taken Subset)

Variable BSEB S t p
1. course planning and organization -0.54 032 -17 -1.72 .088
2. materials environment 1.07 0.34 .33 3.12 .002
3. teacher supportive behaviors 030 035 .01 .84 .401

4. communicative implementation practices 0.58 0.50 .12 1.16 .243
5. feedback and guidance -0.22 048 -05 -47 .641

6. authenticity and congruence with reality 0.28 0.48 .06 .58 .566

Note. R* = .13 (p < .001).

On the standard multiple regression analysis performed on the cases with no
reportings to examine associations between students’ persistence and all six
EFL learning environment characteristics, the results revealed that the
regression model was statistically significant,F (6, 992) = 30.93, p < .05,
indicating an R?value of .15. This adjusted R? value of 15 indicates that 15 %
of the variability in the students’ persistence scores is predicted by the student
perceptions on all of the six EFL classroom characteristics. Three of the six
EFL class characteristics which are course materials environment, authenticity
and congruence with reality of assessment tasks and lastly teacher supportive
behaviors were found to be statistically significant for the explanation of
variance in persistence scores from the EFL students reporting that they never
took an intensive English course before. The size and the direction of the
relationship suggest that EFL students that took no prior English courses before
report higher levels of persistence in EFL when they perceive that they are

exposed to a more teacher supportive behaviors, more satisfying materials

145



environment conditions and also more authenticity and congruence with
realilty. The results from the regression analysis performed on the no

reportings subset are shown in Table 4.40.

Table 4.40

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (No Prior Course Taken Subset)

Variable BSEB 5 T P
1. course planning and organization -0.18 0.12 -.06 -1.48 .141
2. materials environment 0.87 0.13 .25 6.49 .000
3. teacher supportive behaviors 0.39 0.13 .13 3.09 .002
4. communicative implementation -0.18 0.18 -.04 -10 .319
practices
5. feedback and guidance 003 019 .01 .16 .872
6. authenticity and congruence with 0.84 0.19 .17 439 .000
reality

Note. R = .15 (p < .001).

4.3.2.6. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subset of

Exposure to English via Audio-visual Tools (Television and Internet)

The data were examined for any violation of the assumptions of

normality, linearity, homoscedasticity, multicollinearity and the influential
observations. With 570 cases reporting they always or frequently watch
television or other internet material and 735 cases in the other subset who
report they sometimes or less (i.e. rarely and never also included in this subset)
watch television or other internet material and 6 independent variables, there
was no violation for the assumption of the ratio of cases to independent

variables. Leverage statistics and Cook’s Distance were also checked to ensure
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the absence of influential observations (outliers). The inspection of the
residuals scatterplots (partial regression plots) reveals no violations of the
normality and linearity assumptions. The assumption of normality was also
verified through the histogram and normal probability plot (P-P plot) of the
residuals (Figure 4.32 and Figure 4.33 for always and frequently reportings

subset; Figure 4.34 and Figure 4.35 for sometimes or less reportings subset).
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Figure 4.32. Histogram of Residuals (A)

Normal P-P Plot of Regression Standardized Residual
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Figure 4.33. Normal P-P Plot of Residuals (A)
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Figure 4.34. Histogram of Residuals (S)

Normal P-P Plot of Regression Standardized Residual
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Figure 4.35. Normal P-P Plot of Residuals (S)

Assumption of the independence of the residuals has been satisfied with the
Durbin-Watson score of 1.77 on those with always and frequently reportings
subset and 1.82 on the cases with sometimes or less degrees of exposure
subset. The acceptable values for Tolerance and VIF and the preliminary
analysis of the bivariate correlations verify the absence of multicollinearity.
Table 4.41 and Table 4.42 present the bivariate correlations and descriptive

statistics for the variables in question.
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Table 4.41

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Always and Frequently Reportings Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.37 .78 .18 .40 .29 .27 .28 .34
Predictor variable
1. course planning and organization 428 .73 — .55 53 51 57 .38
2. materials environment 3.72 .83 55 — .49 56 .51 .50
3. teacher supportive behaviors 393 .74 53 49 — 57 .61 .46
4. communicative implementation 3.60 .78 .51 .56 .57 — .56 51
practices
5. feedback and guidance 3.89 .84 57 51 61 56 — .65
6. authenticity and congruence with 3.51 .96 .38 .50 .46 51 .65 —

reality

149



Table 4.42

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (Sometimes or Less Reportings Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.15 .79 .19 .31 .24 19 .21 .25
Predictor variable

1. course planning and organization 422 78 — .58 .57 51 .61 .35

2. materials environment 3.65 .82 58 — .54 54 54 51
3. teacher supportive behaviors 381 .79 57 54 — .64 .66 .47
4. communicative implementation 349 .79 51 54 64 — .63 .49
practices

5. feedback and guidance 3.80 .84 .61 54 66 .63 — .57

6. authenticity and congruence with 3.41 93 .35 51 .47 49 57 —
reality

A standard multiple regression analysis was conducted on the cases with
always or frequently responses to assess the ability of six EFL learning
environment characteristics to predict levels of persistence. The results showed
that the regression model with all six predictors was statistically significant,F
(6, 509) = 21.17, p < .05, indicating an R?value of .19. This indicates that 19 %
of the variability in EFL students’ persistence is predicted by student
perceptions on all six EFL classroom environment dimensions. The results
revealed that four out of six EFL learning environment dimensions which are
course materials environment, authenticity and congruence with reality,
planned and organized courses and last teacher supportive behaviors contribute
significantly to the regression. The direction of the relationship between the

predictor of planned and organized courses and student persistence appeared to
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be negative with negative standardized coefficient (B) values while the
remaining three predictors showed positive standardized coefficient (B) values
thus relating positively to the outcome. Hence, those students with higher
outside exposure to English through television or internet are likely to become
less persistent in EFL when they perceive the class as planned and organized at
higher levels but more persistent when they have positive perceptions about the
other three significant dimensions. The results from the regression analysis

performed on this subset are shown in Table 4.43.

Table 4.43

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Always and Frequently Reportings Subset)

Variable BSEB f t p
1. course planning and organization -0.43 0.17 -13 -2.50 .013
2. materials environment 1.13 0.18 .34 6.26 .000
3. teacher supportive behaviors 0.39 0.17 .13 227 .023

4. communicative implementation practices -0.03 0.25 -01 -14 .893
5. feedback and guidance 0.00 026 .00 .01 .993

6. authenticity and congruence with reality 0.80 0.27 .16 2.98 .003

Note. R? = .19 (p < .001).
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A standard multiple regression analysis was performed on the cases with
sometimes or less responses to assess the ability of six EFL learning
environment characteristics to predict levels of persistence. R for regression
was significantly different from zero,F (6, 644) = 13.76, p < .05, with an R?
value of .11. This R? value of 11 indicates that 11 % of the variability in the
students’ persistence is predicted by the student perceptions on the six EFL
class characteristics. Only two of the predictors, course materials environment
and authenticity and congruence with reality of assessment tasks were found to
be significant in explaining the variance in the students’ persistence in EFL.
Given the direction of the relationship between the two significant predictors
and the outcome, it is seen that they both are positively related to student
persistence. The results from the regression analysis on this subset are shown
in Table 4.44.

Table 4.44

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Sometimes or Less Reportings Subset)

Variable B SEB f t P
1. course planning and organization -0.06 0.16 -.02 -38 .702
2. materials environment 0.82 0.18 .24 461 .000
3. teacher supportive behaviors 029 0.17 .10 1.75 .081

4. communicative implementation practices -0.16 0.24 -04 -66 .512
5. feedback and guidance -0.06 0.25 -.02 -26 .798

6. authenticity and congruence with reality =~ 0.61 0.25 .12 249 .013

Note. R* = .11 (p < .001).
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4.3.2.7. Regression Analyses for EFL Class Characteristics (EFL

Learning Environment) in relation to Persistence: The Subset of

Outside Exposure to English via Visual-printed Tools (Books and

Magazines)

The data were examined for any violations of the assumptions of
normality, linearity, homoscedasticity, multicollinearity and the influential
observations. With 141 cases for these cases reporting they always or
frequently read books or magazines and 1156 cases in the other subset of those
reporting they sometimes or less (rarely or never responses included in this
subset) and 6 independent variables, the ratio of cases to independent variables
was acceptable. Leverage statistics and Cook’s Distance further verified the
absence of influential observations (outliers). The inspection of the residuals
scatterplots (partial regression plots) shows no violations of the normality and
linearity assumptions. There were satisfying Durbin-Watson scores from the
two regression analyses conducted, 1.68 on the cases with always or frequently
responses subset and 1.87 on those with sometimes or less responses subset.
The assumption of normality was also verified through the histogram and
normal probability plot (P-P plot) of the residuals (Figure 4.36 and Figure 4.37
for always or frequently responses subset; Figure 4.38 and Figure 4.39 for

sometimes or less responses subset).
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Figure 4.37. Normal P-P Plot of Residuals (A)

Histogram

Dependent Variable: Persistence in EFL

Frequency

T T T
4 2 2
Regression Standardized Residual

Figure 4.38. Histogram of Residuals (S)
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Figure 4.39. Normal P-P Plot of Residuals (S)

Multicollinearity was also checked with the Tolerance and VIF values and
the results showed no violations. A subsequent inspection of the bivariate
correlations further verified the absence of multicollinearity. Table 4.45 and
Table 4.46 present the bivariate correlations and descriptive statistics for the

variables in question.
Table 4.45

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (Always & Frequently Reportings Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.62 .81 .27 .41 .25 .27 .16 .22
Predictor variable

1. course planning and organization 430 .82 — .66 .67 .60 .61 .34

2. materials environment 3.82 .88 .66 — .53 .55 .50 .48
3. teacher supportive behaviors 3.97 .80 .67 .53 — .65 .62 .50
4. communicative implementation 3.75 .84 .60 .55 .65 — .66 .55
practices

5. feedback and guidance 3.94 84 61 50 .62 .66 — .62

6. authenticity and congruence with 3.70 .90 .34 .48 50 .55 .62 —
reality
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Table 4.46

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Sometimes or Less Reportings Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.20 .78 .17 .34 .27 22 .25 .29
Predictor variable
1. course planning and organization 424 75 — .55 .55 .50 .59 .37
2. materials environment 3.66 .82 55 — .53 .55 53 51
3. teacher supportive behaviors 3.85 .77 55 53 — .61 .65 .46
4. communicative implementation 3.51 .78 50 .55 61 — .60 .49
practices
5. feedback and guidance 3.82 84 59 53 65 .60 — .61
6. authenticity and congruence with 3.43 .94 .37 51 .46 49 61 —

reality

On the subset including the cases with always or frequently responses, a

standard multiple regression analysis was conducted to assess the ability of six

EFL learning environment characteristics to predict levels of persistence. The

results revealed that the regression model with all six predictors was

statistically significant,F (6, 115) = 4.35, p < .05, indicating an R? value of .14.

This indicates that 14 % of the variability in EFL students’ persistence is

predicted by student perceptions on all six EFL classroom environment
characteristics. The results also demonstrated that only one of the predictors,

that is, the course materials environment contribute significantly to the

regression as shown in Table 4.47.

156



Table 4.47

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (Always or Frequently Reportings Subset)

Variable BSEB S t p
1. course planning and organization 0.04 042 01 .09 .928
2. materials environment 1.25 0.40 .38 3.14 .002
3. teacher supportive behaviors 0.15 039 .05 .39 .694

4. communicative implementation practices 0.40 055 .09 .72 471
5. feedback and guidance -0.70 0.58 -.16 -1.21 .229

6. authenticity and congruence with reality 0.32 0.64 .06 .50 .616

Note. R* = .14 (p < .001).

On the subset including those students with sometimes or less responses, a
standard multiple regression was again performed between the students’
persistence and all six EFL learning environment characteristics. R for
regression was significantly different from zero, F (6, 1031) = 28.85, p < .05,
with an R?value of .14. This adjusted R® value of 14 indicates that 14 % of the
variability in the students’ persistence scores is predicted by the student
perceptions on the six EFL classroom characteristics. Four out of the six EFL
class characteristics, materials environment, authenticity and congruence with
reality of assessment tasks, teacher supportive behaviors and finally planned
and organized courses were found to be significant with the predictor of course
materials representing the strongest predictor of persistence in the specified
model. The size and the direction of the relationship suggest that among those
students with lower degrees of outside exposure to English by means of books
and magazines, more persistence in EFL study is associated with more

satisfying course materials environment, more teacher support and more
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authenticity and congruence with reality for the assessment tasks but less
planned and organized classrooms. The results from the regression analysis

performed on this subset are presented in Table 4.48.

Table 4.48

Regression Analyses Summary for the EFL Learning Environment Predictors

Predicting Persistence (Sometimes or Less Reportings Subset)

Variable BSEB § t P
1. course planning and organization -0.26 0.12 -.08 -2.11 .035
2. materials environment 0.92 0.14 .27 6.78 .000
3. teacher supportive behaviors 036 0.13 .12 2.81 .005

4. communicative implementation practices -0.18 0.18 -.04 -99 .321
5. feedback and guidance 0.08 0.19 .02 .40 .690

6. authenticity and congruence with reality 0.68 0.19 .14 3.58 .000

Note. R* = .14 (p < .001).

4.3.2.8. Regression Analyses for EFL Class Characteristics (EFL
Learning Environment) in relation to Persistence: The Subset of Age
The data were examined for any violations of the assumptions of normality,

linearity, homoscedasticity, multicollinearity and the influential observations.
With 1005 cases who are aged below 20 and 332 cases who are aged 20 and
above and 6 independent variables, there was an acceptable number for sample
size assumption. Influential observations were further checked with Leverage
statistics and Cook’s Distance and there were no outlying cases based on these
values. No violations for the assumption of Multicollinearity were observed

with acceptable Tolerance, VIF values and bivariate correlations. The
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examination of the residuals scatterplots (partial regression plots) shows no
violations for the normality and linearity assumptions. Assumption of the
independence of the residuals has been satisfied with the Durbin-Watson score
of 1.82 on below 20 subset and of 2.04 on the 20 and above subset. Histogram
and normal probability plot (P-P plot) of the residuals were also examined to
conform to the assumption of normality and these are shown in Figure 4.40 and
Figure 4.41 for below 20 subset and Figure 4.42 and Figure 4.43 for 20 and
above subset. Table 4.49 and Table 4.50 below also present the bivariate

correlations and descriptive statistics for the variables included in the analyses.
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Figure 4.41. Normal P-P Plot of Residuals (<20)
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Figure 4.43. Normal P-P Plot of Residuals (>20)
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Table 4.49

Means, Standard Deviations, and Intercorrelations for EFL Learning

Environment Predictors (Below 20 Years Old Subset)

Variable M SD 1 2 3 4 5 6
Persistence (criterion) 3.24 .77 .20 .34 .28 .24 .24 .30
Predictor variable
1. course planning and organization 427 72 — 55 .52 50 .56 .34
2. materials environment 3.70 .80 55 — .52 .55 .55 .52
3. teacher supportive behaviors 3.88 .75 52 52 — .61 .64 .47
4. communicative implementation 3.55 .77 50 .55 61 — .60 .49
practices
5. feedback and guidance 3.82 .83 56 .55 .64 .60 — .60
6. authenticity and congruence with 3.46 .94 .34 52 .47 49 60 —

reality
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Table 4.50

Means, Standard Deviations, and Intercorrelations for EFL Learning
Environment Predictors (20 and above 20 Years Old Subset)

Variable M SD 1 2 3 4 5 6

Persistence (criterion) 3.26 .83 .19 .38 .24 .20 .27 .26
Predictor variable

1. course planning and organization 420 .84 — .57 .65 .51 .65 .47

2. materials environment 3.62 .89 57 — .51 .53 .48 .48
3. teacher supportive behaviors 3.82 83 .65 .51 — .61 .67 .48
4. communicative implementation 3.50 .82 51 53 61 — .59 .50
practices

5. feedback and guidance 3.88 .87 .67 .48 .67 59 — .66

6. authenticity and congruence with 3.49 .93 47 .48 .48 50 .66 —
reality

A standard multiple regression analysis was conducted on the cases aged
below 20 years old to assess the ability of six EFL learning environment
characteristics to predict levels of persistence. The results showed that the
regression model with all six predictors was statistically significant,F (6, 893)
= 25.70, p < .05, indicating an R® value of .14. This indicates that 14 % of the
variability in EFL students’ persistence is predicted by student perceptions on
all six EFL classroom environment dimensions. Three of the six independent
variables which are course materials environment, authenticity and congruence
with reality of assessment tasks and teacher supportive behaviors significantly
predicted the outcome. Given the direction of the relationships, it is seen that
the three significant predictors are positively related to the students’ persistence
as reported by the students who are aged 20 or below. The results from the

regression analysis performed on this subset are presented in Table 4.51.
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Table 4.51

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (20 and below 20 Years Old Subset)

Variable B SEB /S t p
1. course planning and organization -0.08 0.13 -.02 -58 .562
2. materials environment 0.81 015 .23 548 .000
3. teacher supportive behaviors 042 014 .14 3.08 .002
4. communicative implementation practices -0.05 0.20 -01  -25 .801
5. feedback and guidance -0.19 020 -05 -96 .337

6. authenticity and congruence with reality ~ 0.78 0.20 .16 3.86 .000

Note. R? = .14 (p < .001).

On the standard multiple regression analysis performed on the cases aged
20 or above 20 years old to examine associations between students’ persistence
and all six EFL learning environment characteristics, the results indicate the
regression model statistically significant, F (6, 293) = 9.83, p < .05, indicating
an R?value of .15. This R® value of 15 reveals that 15 % of the variability in the
students’ persistence scores is predicted by the student perceptions on the six
EFL classroom characteristics. Only one of the six EFL class characteristics,
that is, the course materials environment was found to be statistically
significant. The size and the direction of the relationship suggest that EFL
students who are aged 20 or above show higher levels of persistence in EFL
when they are more satisfied with course materials environment. The results

from the regression analysis performed on this subset are shown in Table 4.52.
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Table 4.52

Regression Analyses Summary for the EFL Learning Environment Predictors
Predicting Persistence (Above 20 Years Old Subset)

Variable B SEB f t P
1. course planning and organization -0.46 0.24 -.15 -1.93 .054
2. materials environment 125 0.24 .37 530 .000
3. teacher supportive behaviors 020 0.25 .07 .81 .417

4. communicative implementation practices -0.31 0.34 -.07 -91 .363
5. feedback and guidance 061 038 .14 1.60 .111

6. authenticity and congruence with reality 0.31 0.40 .06 .79 .432

Note. R? = .14 (p < .001).

4.3.2.9. Summary of Regression Results

The results from the separate regression analyses conducted at each and
every subset of student background variables revealed that EFL learning
environment characteristics are again associated with student persistence in
EFL study when the effects of student background variables were also
considered. However, the results also indicated differences in terms of the
relative predictive abilities of EFL learning environment characteristics upon
student persistence by the subsets delineated from the grouping of students
based on their responses on the background variables. Table 4.53 presents
theresults from the regression analyses on the EFL Learning Environment
Predictors which are statistically significant for the explanation of variance in
the students’ levels of persistence in EFL by the subsets of student background

variables.
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Table 4.53

Significant EFL Learning Environment Predictors as a Function of Students

’

Persistence in EFL for the Subsets of Student Background Variables

Student Background Variables
(in subsets)

Significant EFL Class Dimension

Gender
Female

Male

University Subject Domain
Science-related

Social-Sciences-related

Family Income Level
More than 2000 Turkish
Liras

2000 or less than 2000
Turkish Liras

Perceived High School
Proficiency Level in English
Poor

Moderate

Good & Very Good

Materials Environment (+)
Teacher Supportive Behaviors (+)

Materials Environment (+)
Teacher Supportive Behaviors (+)
Authentic Assessment Procedures (+)

Materials Environment (+)
Teacher Supportive Behaviors (+)
Authentic Assessment Procedures (+)

Materials Environment (+)

Course Planning and Organization (-)
Materials Environment (+)

Teacher Supportive Behaviors (+)
Authentic Assessment Procedures (+)

Materials Environment (+)

Communicative approach-oriented
Implementation Practices (-)

Materials Environment (+)
Authentic Assessment Procedures (+)

Materials Environment (+)

Materials Environment (+)
Teacher Supportive Behaviors (+)
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Table 4.53 (continued)

Prior English Courses Taken

Yes Materials Environment (+)

No Materials Environment (+)
Teacher Supportive Behaviors
(+)

Authentic Assessment
Procedures (+)

Outside Exposure to English via Television
and Internet
Always & Frequently Course Planning and

Organization (-)
Materials Environment (+)
Teacher Supportive Behaviors
(+)
Authentic Assessment
Procedures (+)

Sometimes or Less Materials Environment (+)
Authentic Assessment
Procedures (+)

Outside Exposure to English via Books and
Magazines
Always & Frequently Materials Environment (+)

Sometimes or Less Course Planning and

Organization (-)
Materials Environment (+)
Teacher Supportive Behaviors
(+)
Authentic Assessment
Procedures (+)

Age

Below 20 Years Old Materials Environment (+)
Teacher Supportive Behaviors
(+)
Authentic Assessment
Procedures (+)

20 Years Old and Above Materials Environment (+)

Note. (-) indicates the direction of relationship as negative; (+) indicates the
direction of relationship as positive.
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It is first seen that materials environment EFL class dimension was a
significant predictor of students’ persistence by each and every subsets of the
student background variables. It is also noted that some EFL learning
predictors have differing degrees of predictive abilities on persistence for the
relevant subsets of one particular student background variable. For example,
authenticity and congruence with reality of assessment tasks appear to be
predictive of students’ persistence in EFL for males but not for females though
the other two significant predictors of student persistence in the regressed
model were common to both females and males. Likewise, the two EFL class
characteristics, teacher supportive behaviors and authenticity and congruence
with reality of assessment tasks were predictive of persistence in EFL only for
these students from the science-related university subject domains but not for
those from the social sciences-related faculty departments.

Given the subsets of family income level, it is revealed that for the levels of
persistence reported by the students from higher income families, four of the
EFL class characteristics, course planning and organization, materials
environment, teacher supportive behaviors and authenticity and congruence
with reality of assessment tasks were all predictive of persistence in EFL.
However, only materials environment and communicative approach-oriented
implementation practices were found to be predictive of persistence as reported
by those students from the lower income families.

For the three levels of perceived high school proficiency, it is observed that
authenticity and congruence with reality of assessment tasks dimension
significantly contributed to the explanation of variance in persistence reported
by those with poor levels in English at graduation from high school but not by
those with higher proficiency levels. Teacher supportive behaviors dimension
was this time a predictor for persistence reported by those with higher levels of
perceived proficiency in English but not for those with lower perceived
proficiencies. In the same vein, the two dimensions (i.e. other than the
materials environment common to both subsets), teacher supportive behaviors

and authenticity and congruence with reality of assessment tasks were
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predictive of students’ persistence reported by those who had taken a course in
English before but not for those with no earlier course experiences. Course
planning and organization and teacher supportive behaviors characteristics of
an EFL class were predictive of persistence in EFL study only for the students
who reported higher levels of outside exposure to English by means of
television and internet. However, these two dimensions were not a significant
predictor of persistence for the students with moderate or less exposure levels.
In contrast, course planning and organization, teacher supportive behaviors and
authentic assessment characteristics of an EFL class were this time
significantly predicted persistence in EFL study only for the students who
reported moderate or lower levels of outside exposure to English by means of
books and magazines not for those with higher levels of exposure.

The results also showed differences between the two age subsets again in
relation to the relative number of predictors of persistence other than the
materials environment dimension. While the two dimensions, teacher
supportive behaviors and authenticity and congruence with reality of
assessment tasks were uniquely predicting persistence reported by younger
students, these two dimensions had no predictive abilities for the explanation of
variance in the older students’ levels of persistence.

Finally, it is also important to note here that there is a shared variance
contributed in combination by all of the EFL class predictors in all of the above
reported regression analyses over and beyond the unique contributions of the
statistically significant contributors in the regression models conducted within
the student background variable subsets. The degree and size of the shared
associations were not delineated in detail in the above account of regression
models due to the nature and aim of the second research question in comparing
the relative unique contributions of the EFL classroom characteristics upon

student persistence by the subsets of student-related variables.
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4.3.3. What are the perceptions of the tertiary English preparatory
program students in relation to the associations between the classroom
environment factors and their persistence in English language

study? (RQ3)

The main concern of the RQ1 was also examined qualitatively for the
purposes of RQ3 by means of interviews that were performed with the English
Preparatory Program students (n = 20) from two of the universities involved in
the quantitative dimension of the study. The results of the interviews regarding
students’ perceptions about the links between the EFL learning environment
characteristics and their persistence in learning English were presented in this
section under the relevant six main dimensions previously operationalized to

define EFL learning environment in the quantitative phase of the study.

4.3.3.1. Course Planning & Organization

The students mostly evaluated the course planning and organization from a
more institutional point of view which was questioned as more of a teacher-
related characteristic in the quantitative phase of the study. In this regard, one
of the most recurring themes among the students as related to students’
reported level of persistence was the level-scheduling problems or simply the
misplacement of students to the proficiency level groups in English. Hence,
almost half of the students mentioned level-scheduling problems as hindering
for the development of their persistent behaviors in learning English in that
when they are misplaced in a proficiency level based on the modular system of
their schools, they lose their motivations and are unable to sustain effort to
learn English. Moreover, the differences among the proficiency levels in one
class were reported to be resulting in students’ having negative attitudes and
ideas towards one another as reported mostly towards those with better
proficiencies. That is because these students were seen as dominant figures by
the lower proficiency level students who in turn swerve from their goals of
learning English feeling that they should exert no efforts to compete against

these natural and inevitable superiors in their classrooms. In contrast, when
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students with similar proficiency levels were nominated into one particular
class, a couple of students reported that they could show more persistence
towards learning English as the lack of dominant figures leads into the arousal
of a competitive atmosphere and they strive for surpassing the others with
similar proficiencies in the classroom. Further exemplifying the above effects
of level-scheduling problems on students’ persistence, a couple of students
mentioned that such misplacement results in social problems among students,
which in turn discourages their focused efforts to develop their English. One of
them stated: “There is othering. If you are different from the others, they are
kicking you out. In such an atmosphere, you have difficulty in explaining
yourself or practicing in the class to develop yourself.” Similarly, one student
explained her discouragement by her misplacement in the elementary level as
opposed to her expectations to be in a pre-intermediate level of grouping as in
the following:

| am together with students of different proficiency levels in my preparatory
class. That is, there are both better and worse students than me in my class.
We study together and this is perhaps seen as equal opportunities; however,
this situation discourages me from having a focused effort and interest in
learning English because our teacher tends to teach in accordance with the
most students’ proficiency level. For our class is mostly composed of lower
level students, she teaches at the very basic level and this badly affects our
language development and even | feel my English is deteriorating. | know
that this situation could be in the opposite direction in some other
preparatory classrooms. If the class is mostly composed of higher level
students, then the lower proficiency students may be totally lost in the class.
I do not want to study diligently for English because of this simplification of
the course by the teacher in my group.

Another recurring theme among the English prep students was the strict
focus on the schedule offered in the textbooks used. That is, the interview
results showed that teachers follow a textbook-based scheduling in the EFL
classrooms as reported by most of the students in the interviews. Almost half of
the interviewees had negative views on this close emphasis on the textbook-
made ready schedules. The students complained that when teachers have a

tendency to strictly follow the textbook line by line, they feel that the course
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planning seems as if it is not in the teachers’ control, that is, it is neither teacher
nor student-sensitive and driven but more of just finishing what the text books
offer in the scheduled time that day. Thus, this lack of flexibility was reported
to be having hindering effects upon the students’ persistence in learning
English in the class. Moreover, this close focus on following the schedule was
also reported to be resulting in some timing problems and excessive familiarity
with the system of the text book that are both perceived as hindering for
student persistence in learning English. That is, teachers spend more time than
the optimally required on a unit or sometimes slow down the lesson pacing in
the class only because the course plan necessitates it. However, it was reported
that prep students needed to do some extra practice in the form of videos,
speaking and reading rather than spending extra time on the textbook when the
textbook was already fully-covered. One student stated his criticism as in the

following:

The teacher’s plan is the textbook’s plan to me. The book company is
perhaps an international one and has been prepared for anybody around the
world; but, I do not feel myself to be used to such a system offered in the
book. I do not know how to explain this; but, I feel it is too much structured,
that is, it is not the right way of learning for us. We still learn the material
but not at our highest potentials.

Another student pointed out the problem of getting too much used to the

style presented in the text-book by saying:

As time passed, the course organization is getting more and more boring
because we already know what to do at what points during the class time.
After a while, there is no need to listen to the teacher or not even the read
the instructions in the course book. You know what comes next. You do not
have any passion towards learning something new.

In conclusion, misplacement of students to the proficiency level groups and
the strict focus on the schedule offered in the textbooks were considered as the
main hindering factors for the students’ level of persistence in learning English.
It was also seen that some other sub-factors (i.e. lack of flexbibility in lesson

progress and lack of competition among students) further stemming from these
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hindering factors influenced the relationship between the course planning

characteristics and persistence in the negative direction.

4.3.3.2. Materials Environment

Interview results showed that students perceive the characteristics pertaining
to EFL course materials environment are related to their persistent behaviors in
learning English, which further corroborates the findings from the quantitative
phase. Materials environment were investigated in terms of two main
characteristics, EFL course materials and EFL course physical conditions.
Given the physical conditions, the size and the comfort of the desks, lightning
and temperature were among the recurring themes reported to be associated
with the students’ persistent behaviors in learning English. When the
classrooms possess the optimal conditions given the above characteristics,
students reported that they could then get more engaged in learning English. In
other words, when the classrooms lack the favorable physical characteristics
and conditions and students are not satisfied with these, students focus more on
themselves not on the lessons, and this situation is simply referred as “turning
back to themselves rather than dealing with something else around.” The
unfavorable conditions in the form uncomfortable desks, dark and cold
classrooms with low levels of ceilings from the surface when further combined
with crowded class sizes were reported to be directly related to some negative
psychological emotions in that students might feel moody, hopeless and sleepy.
These negative emotions were reported to be having mediating effects to
students’ level of persistence in learning English in that when they were
suffering from these negative feelings, they automatically become unwilling to
learn or even try to learn. One of the students explained how the size of the

desks might affect their persistence as following:

Normally our teacher writes new vocabulary items on the board and I
transfer these to my vocabulary notebook to further study at home.
However, when the desks are too small to hold my textbook and other main
class materials, I cannot find a space to place my vocabulary notebook and
so | cannot find it immediately at my hand sides when the teacher is making
notes on the board. | need to be quick to transfer the words from the board
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but it takes time to find and open a space for my vocabulary notebook on the
desk. Then, | give up and do not show any attempts to write from the board.
I do not remember these vocabulary items when | get home back and |
cannot remember the meaning of the words when | face it again the
following day. This in turn makes me more non-persistent and unwilling
towards English.

Similarly, another student pointed out the discouraging effects of
classroom physical conditions on students’ persistenceby criticizing the view

from the classrooms at the bottom floors as in the following:

When you look out of the window, the only thing you see is the pavements
or walls. | want to see, for example, the snow or the trees. This situation
makes me desperate and when | feel desperate, how can | show an effort to
learn?

In contrast, a favorable physical condition that a few students reported to
be positively associated with their persistence was related to technology.
Students perceive themselves to be more persistent when the technological
devices of the classrooms are working properly. One of the students mentioned
a testing day. That day the speakers did not work properly and they had a hard
time to understand the audio. He stated: “The proctors let us listen to the audio
five or six times than the normal criterion of twice. However, as the speakers

were not working properly, | gave up after the third trial.”

When the EFL course materials used were taken into consideration, the
interview results indicated them to be associated with the students’ persistence
in EFL. The results further revealed that students stated being more persistent
and motivated towards learning English when the course materials include real-
life topics and content. In addition, students reported that they become more
motivated and persistent when they could find any real-life application of the
topics covered in their EFL classrooms. Such topics that are related to the
every-day activities of people or that can students’ directly apply and use in
their lives outside school were indicated as motivating and zest-increasing in

English learning by the students. Such topics were further reported to bring the
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class some variation and unusualness. One student explained on this issue as in

the following:

I am mostly happy with the topics offered in the textbook. However, |
expect such topics that we may more need in the real life. For example, now
we have transportation as the topic and it is nice because we may need such
content when we go abroad. | like content that may find application in real-
life. When | like it, | want to learn and try more.

Parallel to the above statement, another student stated as follows:

Part by part, the textbook tells about how to communicate with the reception
desk when you go to a hotel or it may tell you about how to speak to sales
people in a shopping context. It teaches you how to describe the clothing
when you are trying it on and how to pay for it. These topics that can be
encountered in real life encourage me to learn more.

The degree of difficulty or challenge was reported to be positively related
to the degree of persistence and effort exerted by the students in the EFL
learning process. In other words, students reported that their level of
persistence increase by the level of difficulty provided in the materials. When
they see some difficulty with the content, language or grammar presented in
the materials, they are automatically driven into the feeling that they should try
hard and show more effort if they want to understand the material.
Furthermore, it is believed by most of the students that it is the higher level of
materials than their current level that adds to their knowledge schemata and
skills. Thus, all these in turn result in more persistent behaviors to learn and
gain more on the part of the students. While criticizing the low level of
proficiency of the books, one student stated as in the following:

I think our current course materials are a lot below our current level of
proficiency. In fact, I think the course book is lower in the level than it
asserted. For instance, | think that if it was categorized as elementary, it is in
fact starter level. 1 am certainly sure that I do not gain any further
vocabulary knowledge. This creates problems and | do not want to tire
myself to learn more because | already learned and knew what the book
offers.
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Paralleling with the complaints about the expected level of challenge or
difficulty in the course book, students also criticized the repetitiveness in the
course materials seen in the form of repetitive topics and repetitive type of
exercises or activities. Students reported themselves to be more persistent when
they see some variation or diversification in the course materials. At this point,

one student stated:

| accept that our level is not that advanced but a student at the university
level already knows the colors and numbers. We started with such very easy
topics in the elementary course book. | directly gave up! We also learned
the basic grammar in the elementary book. However, then with the pre-
intermediate course book, we again learn the same topics, same grammar
structures but only a few new words.

Half of the interviewees pointed out that videos used in the EFL classroom
are positively related to their motivation and persistent behavior in learning.
The videos were praised for being a source of real taste of the target language,
offering the language skills in an integrated manner (i.e. students listen, gain
new vocabulary and learn correct pronunciation simultaneously). They
particularly mentioned the influence of videos upon their language skills and
the effect of such an influence on their showing more effort to learn more. In
this essence, one student claimed: “Videos provide us with listening and then
we can also learn new words and expressions. They also help our
pronunciation. When materials offer me all of the language skills in a

combined matter, | want to learn more.”

Another materials environment characteristic which has been often
mentioned by the interviewees was the use of supplementary materials and its
positive influence on their persistence in learning English. Most of the students
praised the use of supplementary materials in the form of worksheets, study
packs, student copies and vocabulary handouts. One of the students stated as

following:

There are really good exercises in our worksheets and by doing these
exercises, we review the topics covered in class before. In this way, | feel
that I really learn English. When | feel that I learn English, I want more, |
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want more than I have learned. This is like one’s expecting more success
upon one particular achievement. When you taste it, you want more and you
can try more to have more achievement.

To conclude, it was seen that when the EFL classrooms appear to possess
favorable conditions regarding the size and the comfort of the desks, lightning
and temperature and use of technology, an optimal class size and such course
materials that include certain amount of difficulty and real-life topics and
applications, students are likely to show more persistence towards learning

English.

4.3.3.3. Communicative Approach-oriented Implementation Practices

The interview results showed that most of the students favored the
instruction designed upon the whole language skills and believe that four-skills
instruction facilitates their persistent behaviors in learning English. One student
stated:

The instruction | receive should be focusing on all four language skills
rather than limiting itself on one of them because | believe that these skills
are complementary of one another and I love all of them though | have some
difficulties with some of the language skills. | want to try more to further
develop my problematic language skills to make them at the same level with
the others.

Among the four language skills, most students reported that they had a
preference for speaking skills over others as positively linked to their
persistence in learning English. On the other hand, students frequently
mentioned grammar as hindering for their persistence in learning English,
which directly contrasts with the facilitating role of speaking skills. Comparing
the form focus in grammar to the meaning or comprehension focus in speaking

skills, one student stated:

In-class activities are designed in the take, copy and paste format. There is
nothing new. | am bad at memorizing but here is most of the activities are
based upon memorization and grammar. | see that our refugee friends from
Syria cannot properly speak Turkish but we can understand them. It is
sufficient for someone to understand you. However, now everything, even
tests are centering upon grammar, not comprehension. This discourages me
from participating in the in-class activities.
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Given the positive effects of speaking skills on the degree of persistence
shown, a few students reported that when they speak in English, their self-
confidence increases, which, in turn, makes them more motivated towards
learning English. One student said: “When I speak English to my partner, I feel
| could do that! When | understood him and he understood me, | say to myself
that it happened and | did it. This encourages me to speak and learn more.”
Furthermore, speaking skills were reported to be an umbrella skill for the sake
of which the students are to utilize and shown some effort for the other
language skills concurrently so as to utter meaningful and comprehensible
sentences for their listeners. Next, some students favored speaking skills over
other language skills as positively related to their motivated and persistent
behaviors in English since they could find a real-life application or
instrumental use of the speaking skills in their own lives. With their
instrumental motivation to use the target language in their future careers, they
exert more effort to excel at the speaking skills. Focusing on the above driving
force or effect of the speaking activities, one another student reported as

following:

Speaking skill is related to my level of persistence because | like speaking.
When 1 speak to someone, | want to make a sentence. When | want to make
a sentence, | directly refresh my knowledge of English. As | use words
when speaking, they become more permanent in my mind. In case of
unknown vocabulary items or a grammar structure -even though | hate
grammar-, | even review and study grammar for the sake of speaking
because | want to speak English.

Not only the classroom activities based upon speaking skills, but also the
general medium of instruction conducted in English by the teachers were
reported to be positively linked to more persistent behaviors on the part of the
students. A couple of students mentioned that teachers’ speaking in Turkish but
not in English as hindering for their motivation and persistence in that the
degree of effort exerted is correlated with the difficulty offered through the
lesson and only English-medium instruction fully provides this notion of

difficulty in the eyes of the students. In this essence, one student said:
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When my teacher continuously speaks in English, | feel that I cannot speak
and | cannot understand my teacher well and thus | must learn English and |
must cope with this difficulty. This becomes an obligation for me and |
strive to learn more.

Another recurring theme pertaining to the communicative approach-oriented
classroom characteristics were the use of language games and communicative
activities in the form of short film recording tasks, preparing dramas and
theater-like activities and such communicative activities were reported to
increase students’ level of persistence in learning English. A couple of students
reported that communication activities that are especially similar to real life
encourage them to learn and try more in English. For some other, such
activities provide variation and diversity in their learning and in this way they
become more willing to try to achieve something with their current level of
English by saying:

We were given a video recording homework and when doing this | speak

English, 1 planned the scenario and | acted it out. This is something that is

different and unusual to me because | do not do this very often. When |

watch it or show it to my friends and family members and receive their
praises, | feel proud of myself, which in turn makes me more eager to try to

speak English the next time. | feel | am getting more relaxed to do
something with my English.

The results from the interviews indicated that both group work and
individual work were favored by the students as being facilitative for their
persistence in learning English. For those reporting the positive effects of
individual activities over group activities on the students’ level of persistence,
the critical point to support individual work was the unequal role share seen in
the group work activities. While favoring individual work over group work,

one student said:

I do not like group work activities because in such activities some speak a
lot, some speak very little and thus there is no balance. One person certainly
tends to be the leader. Therefore, in language learning, when one dominates
the group with the others being at inferior positions, the group work gets
unfruitful for the group and the inferiors usually give up and do not care
about the things.

178



In contrast, the interview results showed that more students favored group
work over individual work. Group work activities were praised for their giving
way to sharing ideas and scaffolding among peers. This continuous act of
sharing and expressing opinions and helping each other to make yourself as
clear and understandable as possible to your partners in the interactional group
work activities lends itself to the exertion of efforts by all those involved in
these activities. Moreover, in well-designed and conducted group work
activities by the EFL teachers, it was reported that there was the role-modeling
advantage of active participants for the lower level students. Finally, the
presence or inclusion of information-gap during the group work was also
reported to be correlated with the degree of persistence shown in learning
English. One student pointed out this idea of information-gap during group

work for her persistence in EFL by saying as in the following:

In group work, different minds get together. As my partners may know
something | do not know and | may know something they do not know,
there appears a discussion and information-sharing atmosphere. We feel that
we five are hand in hand together, and this feeling helps me continue to
learn more English.

To summarize, the main characteristics of the communicative language
teaching approach such as a focus on all four language skills, communication
and meaning over grammar, the use of language games and communicative

activities appear to be facilitative of students’ persistence in learning English.

4.3.3.4. Teacher Supportive Behaviors

The interview results showed that students mentioned understanding,
helping and friendly teacher behaviors as positively associated with their
persistent behaviors in learning English. When students have a friendly teacher,
they reported themselves to feel more comfortable in the classroom and when
they are more comfortable, they can act on their learning process better,
generate more solutions for their learning problems and get more motivated
towards learning English. Friendly, considerate and helping teacher

characteristics were reported not to be limited to the class time. These teachers

179



continued their favorable interpersonal characteristics outside the language
classrooms and thus students are not demoralized with any learning problems
they face because they already know that the supportive teachers are always
there to help them. As an example for friendly and understanding teacher
behaviors encouraging students’ persistence in learning English, one student

said as follows:

For instance, | look bored in some classes not feeling like studying English.
The teacher comes up to me and asks what has happened and why my
motivation is low that day. At that moment, | get happy by feeling that
someone is thinking about me and there is a contact between us. In contrast,
when your teacher pays no attention to you, you totally lose your interest in
the class. | am too teacher-centered. When | have distant teachers, | have
difficulty to show effort to learn something.

In line with the above statement, another student talked about his enhanced

self-confidence and focused interest in English resulting from the friendly

teacher behaviors as in the following:

The more sincere relationship | have with the teacher, the more confident I
get and | also gain more interest towards English. Conversely, the more
serious relationship | have with the teacher, the more alienated | get from
the lesson. | know seriousness is a must, but when it is at the exaggerated
levels, 1 get lost in the class. | do not like when it is like | am the teacher and
you are the student!

Some students reported that their respect and love for the teachers

encourages them to abstain from disengaged behaviors in the EFL class. They

reported their sustained efforts to listen to the lessons of these teachers having

favorable interpersonal and communication behaviors in spite of the

distractions by some of the friends inviting them to misbehave in the class. For

instance, one student commented on this by saying:

When there is a good relationship between the teacher and the student,
despite the unwillingness of the student, the student may be alerted or how
can | call it, may be embarrassed by saying that this teacher treats really
well towards me and | should return her positive attitudes by showing more
effort to learn English. It is both loving your teacher and learning at the
same time.
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In addition to the above favorable teacher behaviors, students also reported
admonishing, strict and rude teacher behaviors to be negatively related to their
level of persistence in learning English. It was reported that when students had
teachers who can easily have arguments with some students in front of the
class or who are easily losing control, getting tense and irritated with even
some slight student misbehaviors, the students are discouraged and conceded
themselves from English in such negative gloomy atmospheres created in their
EFL classrooms. Furthermore, it was noted by most students that they respect
the teacher authority in the classroom and teachers are welcomed to some
degree to show some strictness but not at the exaggerated and extreme levels.
This midway teacher behavior between serious and at the same time sincere
has been reported as conducive to more persistent behaviors in EFL learning on
the part of the students. When teachers keep themselves distant and pretending
to be authoritative as a way to emphasize the difference between the teacher
and the student status, students reported that they hold themselves back. The
following exemplifies the influence of humiliating and angry teacher behaviors

in class upon students’ level of persistence in EFL learning:

| had an argument with a teacher once. The teacher attempted to look down
on me against a question | asked. If I knew well, I would not be here. |
cannot say that my every teacher is like that. However, this experience
caused me to lose my desire and enthusiasm to learn English especially
when | have a class with this contemptuous teacher.

In conclusion, it was seen that understanding, helping and friendly teacher
behaviors appear to be conducive to students’ persistence in learning English
while admonishing, strict and rude teacher behaviors in class appear to affect

their persistence in the negative direction.

4.3.3.5. Feedback and Guidance on the Assessment Tasks

The interview results showed that students reported teachers’ way of or
attitude in giving corrective feedback as related to their persistence in learning
English. That the teachers were scornful and make personal comments about
the students’ intelligence or capacity when they were offering feedback was
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reported to be hindering for the students’ level of persistence. Interestingly,
students reported not to be disturbed by their friends’ teasing their mistakes in
the name of providing peer feedback but by their teachers. When teachers
make fun of students’ mistakes by exaggerating even the minute problems, the
students reported that they were too demoralized and too blocked to further
their attempts to learn English. About the influence of her teachers’ way of

offering corrective feedback on her persistence, one student stated as follows:

Teachers can of course make corrections upon our errors. However, the
teacher’s style of making this correction affects us. That is, when my
teachers criticizes me in a constructive way, | get happy, which results in
my feeling that | can do it and want to exert more effort in learning. On the
contrary, when your errors were exaggerated by the teacher, you feel bad,
which results in your anxiety causing the feeling that you can do more
errors.

On the contrary, when students perceived their teachers’ positive valence in
providing feedback, they are positively affected to show more persistent
behaviors in learning English. In this regard, one student stated as follows:

When you use a wrong word or a problematic sentence or a grammar
structure, my teacher showed me that | should not make such an error- he
does it in such a way that as if it is not correction- by particularly abstaining
from humiliating me when doing this. Therefore, you do not hold yourself
back towards learning but start to speak more and communicate more with
others. In this way, you persist in English and this behavior finds a place to
itself at the subconscious level of the individual.

A few students also reported the positive influence of the teacher’s
providing positive feedback on their persistence in learning English other than
providing corrections. Appraisal or reinforcement by their teachers upon their
achievements and progress enables learners to extend more efforts to fine-tune

their outcomes. One student asserted as in the following:

In the speaking activities, for example, when I tell a story, my teacher says
“Well done! You should be nominated to a higher proficiency level”. Then,
I get really happy, which results in my more efforts to speak or to write. In
brief, positive feedback makes me happy in learning English.
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According to the interview results, another characteristics pertaining to the
this dimension of the EFL learning environment was the teachers’ guidance
and ability to provide tactics and strategies for better students’ performance. In
other words, teachers’ suggestions as to the things students could do for
improvement purposes were reported to be positively associated with students’
persistence in learning English. In the absence of teacher guidance about the
assessment tasks, students reported their feeling like in a vacuum and hence
being stressed, in a panic and less self-confident. These negative feelings were
in turn reported to be leading the students to feel that they can never
accomplish and this automatically causes lack of persistence on the part of the
students. One student praised the tactics her teacher provided them with about

an assignment for facilitating her persistence in learning English by saying:

Before the assignments, we are frequently given information as to how to
best prepare the assignment and what type of answers are expected from us
and how they should be integrated into the assignment. This often helps.
When | do the assignment properly, | gain more passion towards learning

English.

Students reported that when they are offered feedback against clear and
meaningful criteria about assessment tasks, they get more motivated to expand
effort to learn English. In other words, students reported that they would like
their performance to be compared to a clear standard. Moreover, students
mentioned that the standards or expectations from the testing tasks should be
made clear to the students at the very beginning of the term or the course and
thus seeing that their tests are graded in line with the pre-set criteria, students
become more motivated and diligent to meet and keep up with these standards.
One student pointed out the demoralizing effects of the absence of clear criteria

for the assessment tasks by saying as follows:

I do not think that the true-false questions in the reading tests are graded
fairly. There is text there and you correct the false statements in accordance
with the test. One of my friends lost her points as she wrote longer
explanations to correct the false statement. This happens very often and we
do not want to work diligently to get unexpected scores.
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The interview results finally showed that students reported indirect
corrective feedback compared to direct one as facilitative for their level of
persistence and motivation in learning English. In students’ views, teachers’
inviting students to correct their own errors themselves makes them more
motivated compared to teachers’ correcting their errors directly. Upon finding
the correct answer by their own efforts, they feel they really accomplished
something. The satisfaction from this accomplishment drives them to try more
without conceding each time they have made mistakes. Instead of teacher’s
correcting their errors, students mentioned their preference for the teachers’
provision of the hints about how to correct their errors or for teachers’ shaping
the way to the correct answer. In this way, students reported better likelihoods
of exerting more effort in reaching the correct form. One student mentioned her
self-discovery of the correct form following the teacher’s signaling the

presence of an error:

I say a sentence. The teacher says “again”, I repeat the sentence. The teacher
says ‘“‘again, please”. Seeing that my sentence is erroneous, | attempt to
correct it myself. This little challenging act by the teacher helps me maintain
effort until 1 find the correct form. If the teacher corrects it directly, it is
neither motivating for me nor lasting in my mind.

To summarize, a positive valence in providing feedback, indirect corrective
feedback over direct feedback, feedback against clear and meaningful criteria
and provision of some strategies and tactics regarding the assessment tasks
appear to possess a positive influence upon students’ persistence in learning

English.

4.3.3.6. Authenticity and Congruence with Reality of the Assessment

Tasks

The interview results showed that student mentioned assessment aligned
with the curriculum as positively associated with their persistence in learning
English. Thus, students are better motivated and get ready to put in effort when
they perceive no discrepancy between what they cover in the classroom and

what they are tested from in the tests. The interviewees mostly reported the
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lack of alignment especially in terms of the shares of the language skills in the
exam paper. One student favoring the positive influence of alignment between
testing and teaching shared her experience in the exams by saying as in the

following:

I like the quizzes at my school as | could answer them and while answering
| feel that we have already learned it in the class. | say to myself that if |
cannot answer something that we have already seen in the class, there is a
problem with me. | then become more ambitious and diligent to answer the
test questions. However, in the midterm exams, the test questions are
independent of the things we do in the classroom. There is a focus on
grammar in the class but there are no grammar questions but more listening
questions. When | cannot understand the questions, | get angry and do not
want to sustain effort in trying to do the questions that | cannot understand.

Parallel to the lack of alignment between the curriculum practice and testing
situations, the lack for transparent criteria in testing was repeatedly mentioned
as discouraging for the students’ level of persistence in learning English.
Students mentioned that they could exert effort towards something that they are
clearly aware and knowledgeable of. They would like to have standards in
terms of the content of testing and measurement and grading. In case of no
clear criteria about these main dimensions of testing, students may feel
suspicious, stressed and thus discouraged to do more in the tests. One other
student pointed out the lack of transparent standards as hindering for her zest in

studying for the tests by saying:

A day before the exam day, | feel really stressed because | do not know
exactly from what | am going to be tested. That is, you do not know what to
see the next day in the exam. You do not want to study hard for something
that you are not sure about. This discourages my mood of learning.

Some students emphasized their needs for concurrent feedback as is
normally provided in real-life to foster their efforts during the testing situation.
That is, some interviewees reported that in real life, when they do not
understand something asked to or required from them, they have the chance to
ask some elaboration of clarification questions to adjust themselves to answer

or do something more correctly. With the help of this corrective instant
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feedback from their interlocutors, they strive to do their bests to perform and
finalize the activities they are involved in. Moreover, if testing is to analogous
to real-life situations, it was reported that there should be some interaction
taking place between the assessor and assessee either in the form of concurrent
feedback or in the form of a simple chat. In normal life or real classroom
practice, students reported the help provided by their peers or teachers so as to
perform a question, exercise or an activity and this encourages them to try
more in English. At this point, one student stated her rationale in swerving

from the activity she is dealing with as in the following:

My English teacher knows me and the progress | have made very well.
However, in the speaking test, a teacher who is a total stranger to me and
who has no idea about me comes to test my speaking performance. At this
moment, | feel nervous and sometimes | cannot understand the test question
well. | need help to adjust myself towards the main thing questioned, but;
there is no help. | then give up!

Parallel to the above statement, one student criticized the lack of interaction

between the test proctor and her in the speaking test by saying as follows:

As | am already bad at speaking, sometimes | freeze up in the speaking test.
When | am in this condition, the speaking proctor just looks at my face,
which makes me freeze up more at that moment. | mean, these teachers do
not help and just waits. They wait for you to save yourself; but, 1 do not
know what to do. This situation blocks me towards English because | hold
back, I hold back ever.

Another frequently mentioned assessment characteristics that students
reported to be positively related to their persistent behaviors in English was the
presence of multi-stage tasks in assessment. When a testing situation is
perceived to be one-time, stiff and unchangeable, the students reported their
being discouragedbecause assessments from only their short and one-time test
performance brings some pressure and stress upon their shoulders mostly with
the fear that they would fail in their must English program, which, in turn may
negatively influence their persistent acts in learning English. Assessment tasks
that are analogous to students’ real life were also praised as being facilitative

for their motivated and passionate behaviors towards learning English. At this
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point, one of the students mentioned a testing situation in which they were

assigned a multistage task also by their English teacher as in the following:

One of our English teachers gave us a project and she was going to grade
this project as our midterm score. It took some weeks for us to complete the
project because there were a lot of little tasks to do and we discussed the
problems we have with the teacher. The end result was to prepare a hotel
brochure and describe it to a group of travel agency people (in reality, to my
class friends) in English by preparing a presentation. | really liked it and
wanted to work more on such activities.

In conclusion, when the assessment is perceived to align with the
curriculum practices in class, to be similar to students’ real-life practices and to
have a process rather than a product emphasis, students are likely to show more

efforts to learn English.
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CHAPTER 5

CONCLUSIONS AND IMPLICATIONS

This chapter presents discussions and implications relevant to the study. In
this essence, the results of each of the research questions are briefly reviewed
and then they are discussed in the light of the existing literature and earlier
research background. Following this discussion, implications for educational
practice and further educational research are provided especially for the

purposes of teaching EFL.

5.1. Discussion of the Results

The main purpose of this study was to investigate the construct of EFL
persistence as a new motivational or attitudinal outcome in the literature
through exploration of its associations with the EFL learners’ perceptions
regarding the EFL learning environment and certain student background
variables. A secondary purpose was also to investigate the associations
between the EFL learning environment and student persistence in respect to the
student-related background characteristics. The data concerning students’
persistence in EFL were collected through an 18-item one-dimensional EFL
persistence scale (PS) which was administered to 1365 English preparatory
program students at the seven universities located in the seven different
geographical locations of Turkey. The data concerning the students’ EFL
learning environment perceptions were gathered by means of a Questionnaire
on EFL Learning Environment (QEFL-LE). Multiple linear regression analyses
were employed to analyze the relationship of a number of independent
variables, that is, EFL learning environment dimensions and student
background characteristics, to EFL learners’ persistence. The regression
analyses were also used to examine the variance of the relationship between

persistence and EFL class environment factors by student background
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characteristics. Therefore, the following first will attempt to provide possible
explanations regarding the overall results of the study and then to recommend
some pedagogical implications and research venues as revealed by the results

of this study.

5.1.1. Relationships between the EFL Learning Environment, Student

Background Variables and Persistence in EFL

When the relationship between the six EFL learning environment
dimensions, a) course planning and organization, b) materials environment, c)
communicative approach-oriented implementation practices, d) teacher
supportive behaviors, e) feedback and guidance on the assessment tasks and f)
authenticity and congruency with reality of the assessment tasks, and students’
persistence in EFL learning was examined, students’ EFL learning
environment perceptions significantly predicted their persistence scores. This
finding suggests that students’ persistence is related to the characteristics of an
EFL classroom. The phenomenological interviews provided explanations to
this relationship. Therefore, the integration of the results from the qualitative

and quantitative phases revealed convergence to a great extent.

The results concerning the associations confirmed both by the qualitative
and quantitative tools is consistent with the general tenor of learning
environments research in respect to the investigations into the attitudinal or
affective outcomes and their possible links with the learning environment
perceptions. Such positive associations were also found with the previous
research conducted in both several other disciplines (Arisoy, 2007; Dorman et
al., 2006; Koul et al., 2006; Harbaugh & Cavanagh, 2012; Kim et al., 2000;
Merildinen, 2014, Telli et al., 2006; Vermeulen & Schmidth, 2008; Wubbels &
Brekelmans, 1998) and foreign languages (Maulana et al., 2011; Chua et al.,
2009; Wei & Elias, 2011).

When the unique predictive abilities of each of the six EFL learning

environment characteristics upon students’ EFL persistence was sought, the
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highest contribution was noted for the materials environment dimension in
predicting students’ persistence followed by the authenticity and congruence
with reality dimension. Both EFL learning environment dimensions were
further found to be positively associated with the EFL learners’ persistence.
The results of the previous research also produced similar results. Given the
authenticity and congruence with reality dimension, the qualitative and
quantitative results of this study produced similar results to those found by
Koul and his associates (2006) who also reported that the scales of congruence
with planned learning, authenticity and transparency showing positive
associations in relation to the two affective outcomes they included in their
analyses, attitude to science and academic self-efficacy. Likewise, in the
interviews, students reported that alignment with real life and real context of
learning and the presence of transparent and demystified criteria were
associated with student persistence. It is seen that the sub-scales of congruence
with planned learning, authenticity and transparency were respectively in line

99 ¢

with the “alignment with real life”, “alignment with the real context of learning
(curriculum and classroom practice)” and “transparent criteria for assessments”
which composed the qualitative codes generated in the qualitative phase of this

study.

Furthermore, these findings are consistent with the study conducted by
Dorman and his associates (2006) who found indirect effects of the dimension
of authenticity as an aspect of assessment upon attitude by the mediatory
effects of academic efficacy. However, only one of the sub-scales of the
instrument they used, the congruence with planned learning showed a direct
effect on students’ attitude to science. The research related to the links between
approaches to learning and assessment methods also mirrors some similar
results to the current study. Slater (1996), for instance, has reported that when
students are exposed to alternative assessment methods (including here the
authentic assessment procedures), they exert more effort and persistence in the

process of understanding and making sense of the material that is asked or
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studied through the alternative assessment procedures. Similarly, Segers and
Dochy (2001) reported several forms of alternative assessment as facilitative of
deep-level learning approaches to learning on the part of the students. Given
the surface approaches to learning, on the other hand, Trigwell and Prosser
(1991) found that it was more likely for the students to induce a surface level
approach over deep level to learning when they perceive that the assessments
are based upon and measure rote learning. Thus, persistence that could be
assumed to be a by-product or indicator of deep learning approach could be
stipulated when students have more authentic and alternative assessment
procedures measuring meaningful learning in their EFL classrooms, which has

been already revealed by the findings of this current study.

Given the results concerning materials environment dimension of a
classroom learning environment, Atbas (2004) found a significant predictive
ability of the satisfaction with the course materials in an EFL class upon
students’ level of class participation which was operationalized as an affective
outcome from the perspective of engagement. The results from the materials
environment sub-dimension of the QEFL-LE used in this study align with the
results gained from similar sub-scales of the popular learning environment
instruments in the literature. For instance, Henderson, Fisher and Fraser (2000)
examined the science laboratory environment and its links to student attitudes
to laboratory work by means of The Science Laboratory Environment
Inventory which also includes a subscale devoted to materials environment
perceptions. The results of their study indicated that student attitudes were
associated with the students’ perceptions on the materials environment.
Similarly, Newby (1998) and Newby and Fisher (2000), in their investigations
into the associations between attitude towards computing and computing
courses an student perceptions on the computer laboratory environment found
that student perceptions about the environment was related to the all five
subscales of the Computer Laboratory Environment Inventory used in the

studies including among others a materials environment subscale particularly
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entitled as technology adequacy subscale. Parallel to the technology focus of
the above study, the qualitative results of this study also showed that EFL
learning environment that were enhanced with the use of technology (the use of
videos and the adequacy of technological materials etc.) were predictive of

students’ level of persistence in EFL learning.

The results on the materials environment are also consistent with the
Gardner’s (2006) assumption that classroom learning motivation is influenced
by several classroom factors including the course materials and physical
environment offered in the class. Contributing to what Gardner put forth and
the results of this study above pertaining to classroom materials and physical
conditions, Filardo (2008) asserts the negative effect of poorly designed school
buildings upon students’ cognitive and non-cognitive outcomes. In their
attempt to review the literature on the impact of school environments, Higgins,
Hall, Wall, Woolner and McCaughey (2005) have concluded that physical
environment characteristics have significant effects on individuals’ comfort,
wellbeing, attitude and thus on their achievement. Similarly, when the notion
of persistence is thought to be related to sustainability or more specifically to
the sustainable-self terminology, it will be also wise to consider it as an
indicator or category of well-being. Thus, the results of this study on the
associations between classroom materials and physical environment and
students’ persistence also support Higgins and his colleagues’ conclusion.
However, in investigating the variability in the students’ persistence in EFL,
the results revealed the presence of a shared variance explained in combination
by all of the six EFL learning dimensions. That is, apart from the two
significant and unique predictor dimensions, course materials and authentic
assessment procedures, the remaining four dimensions appear to have
contributions only when they are assessed in combination with the others. Such
a finding may purport a further question: “Do the remaining dimensions
possess indirect effects as having mediatory roles between the student

persistence and two main predictors above?” In this regard, it would be wise to
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conclude that the link between persistence and EFL learning environment is

not always direct but somehow indirect and conditional.

Given the dimension of teacher supportive behaviors included in the
QEFL-LE, both the qualitative and quantitative (though somehow indirectly)
data revealed that teacher supportive behaviors in the form of friendly,
understanding and encouraging teacher behaviors in the EFL preparatory
classes are positively related to students’ level of persistence in learning
English. There are two main constructs (affiliated to two main instruments,
WIHIC and QT]) studied in relation to the learning environments research in
the literature which are teacher support and teacher interpersonal behavior. The
results especially pertaining to these two constructs in the literature are
particularly associated with the results found in the current research. Studies
using QTI in the literature consistently showed that when students reported
their teachers as friendly, understanding as opposed to admonishing, strict and
disciplined, they also reported that their affective outcomes are higher. Parallel
to the affective outcome of this study, student persistence in learning English,
Wubbels (1993) working on the attitudes towards physics classes found that
there is a positive relationship between the students’ attitudes towards Physics
and cooperation scales of the Interpersonal Teacher Behavior Model including
helpful/friendly behavior and understanding behavior. In contrast, the
opposition scales of the Interpersonal Teacher Behavior Model including strict
behavior, admonishing behavior and dissatisfied behavior were reported to be
negatively associated with student attitudes. Another study conducted by Chua
et al. (2009) employing the WIHIC instrument and its relevant subscale of
teacher support found that the teacher support scale of their instrument was
positively related to students’ motivation in learning Chinese. den Brok (2001)
conducted a study with the English as a Second Language (ESL) learners and
found a positive and strong effect of teacher proximity (realized in cooperation
and dominance) on subject specific motivation for English measuring four

aspects which are pleasure, relevance, confidence and effort.
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The qualitative and quantitative (though indirectly again) results on the
teacher guidance and feedback on the assessment tasks showed positive
associations between this EFL learning environment dimension and student
persistence in EFL. These results aligned with results from the studies using
the Student Perceptions of Assessment Questionnaire. Earnest and his
colleagues (2006) reported positive associations between transparency in
assessment tasks and student attitude to science and student academic self-
efficacy. Moreover, the transparency sub-scale of this instrument include such
items as “l am told in advance on what | am being assessed,” “I know what is
needed to successfully complete a science assessment task,” and “I am clear
about what my teacher wants in my assessment tasks” and these items were in
line with the code of “teacher providing tactics” (with respect to the assessment
tasks and assignments) generated in the qualitative data analysis of this study.
When students were interviewed for their perceptions on the feedback and
guidance on the assessment tasks in the English class and its links to their
persistence in EFL study, they indicated their need for feedback against
transparent and appropriate criteria so that the more effort they would be
willing to show for learning English. In other words, the more they find the test
content reasonable, relevant and appropriate, the more they will be persistent
towards learning English. This leads us to remember another testing issue, that
is, face validity. Anastasi (1998, as cited in Wiggings, 1993) mentioned the
importance of face validity for "rapport and public relations.” That is, when the
tests seem irrelevant and inappropriate to those who are taking it, then they
would criticize the results harshly. Similarly, this criticism was also mentioned
by the interviewees of this study as hindering for their motivated behaviors
towards English.

The quantitative results showed that though course planning and
organization has no unique contribution to the explanation of the variance in
students’ persistence in EFL, it has an indirect effect and is included in the

shared variance. However, given the standardized coefficient (B) values in the
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regression analyses, it appeared that the direction of the relationship between
this predictor and the outcome variable was negative. The qualitative results,
on the other hand, showed that students evaluated the course planning more at
the institutional level but not at the teacher level as the items related to this
dimension in the QEFL-LE require. However, they also reported the existence
of a text book based course planning as affiliated to their teachers and that they
mostly had negative views on the too much dependency to the text book plan.
At this point, it appears that the qualitative results align with the negative
direction of the relationship between this dimension of the EFL learning
environment and student persistence revealed by the quantitative findings. In
this regard, this study offered parallel results to Paige’s (1979) study in
Indonesia. This researcher also reported that the affective variable of individual
modernity negatively relates to the dimension of order and organization in the
classroom. Qualitative results from this study revealing that text-book based
planning of the teacher is boring and repetitive for the students align with
Wong’s (1993) results from the qualitative instruments of his study. While the
students from his sample indicated teachers’ active behavior in providing order
and discipline as an important factor of a positive learning environment, they
also mentioned that teachers should make this in an atmosphere that is neither
boring nor too serious. However, in some other studies, this dimension or its
similar constructs (task organization sub-scale in WIHIC scale, order and
organization sub-scale in Classroom Environment Scale etc.) were found to be
positively associated with the student attitudinal outcomes (Fraser & Fisher,
1982; Hunus & Fraser, 1997; Kerr, Fisher, Yaxley, & Fraser, 2006; Koul &
Fisher, 2006; Telli et al., 2006; Wright & Cowen, 1982). One of the reasons for
the negative-direction of a relationship found in the current study could be due
to the possibility that the items in the course planning and organization
dimension have been written in a teacher-dominated way to have more focus
on teacher planning skills. However, in the other similar instruments, the items
appear to be focusing more on the tasks or classroom activities’ being orderly

and clear for the students. Thus, students might have judged this dimension as
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teacher strictness or pressure and this might have influenced their perceptions

in the negative direction.

Given the dimension of communicative approach oriented implementation
practices, quantitative results again explained no unique but somehow indirect
contribution (as shared variance) to the explanation of the regression model
variance in the students’ persistence scores. Qualitative results also showed
that communicative approach-oriented implementation practices in the form of
group work activities, focus on all four language skills in an integrated manner,
focus on language games and communicative and interactional activities were
facilitative for students’ persistence in EFL. It is known that this dimension
basically investigated the degree to which students participate and take active
role in the class activities and the shared results from the qualitative and
quantitative data appear to be in line with the involvement and cooperation
sub-scales of the widely used learning environment instruments. The results
from this study replicate the findings from earlier studies (Allen, 2003; Fraser
& Fisher, 1982; Hunus & Fraser, 1997; Kerr et al., 2006; Telli et al., 2006;
Wahyudi, 2004). For example, in parallel to the results of this study, Kerr and
his associates (2006) also found that student learning environment perceptions
on the cooperation and involvement dimensions accounted for variance in the
three groups of affective outcomes, attitude towards science, attitude towards
computer usage and student academic efficacy. Similarly, Dorman (2001)
reported increased levels of involvement as associated with students’ academic

efficacy in the mathematics classrooms.

According to the results from the qualitative analyses, individual work was
also favored over group work by some interviewees. Communicative language
teaching has no rejection against the use of individual work in class in spite of
its more particular focus on group work. Savignon (2002) warns teachers
against the one size fits all idea in planning for communicative language
teaching in that in classroom activities students may prefer group work, pair

work or even individual work over others. Thus, Savignon (2002) contends that
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“the wider the variety of communicative, or meaning-based activities, the
greater the chance for involving all learners” (p. 13). However, from the
students’ accounts, it is also understood that they criticize the way the group
work has been organized in the classrooms rather than the group work itself. It
could be expected that if these students were subjected to well-organized group
work activities, they may have reported more positively for the group work
activities as conducive to their persistence in EFL. Their negative experiences
with the group work might have influenced their perceptions about its
effectiveness upon students’ persistent behaviors in the language learning
process. This result regarding this dimension also replicates the results from the
studies employing the Constructivist Learning Environment Survey, especially
concerning the two relevant sub-scales of this instrument which are entitled as
shared control and student negotiation both of which are directly aligned to the
idea of communicative EFL classroom. Kim, Fisher and Fraser (1999) reported
statistically significant relationships between high school students' perceptions
of the constructivist science learning environment and their attitudes towards
science for the scales of shared control and student negotiation in Korea.
Similarly, Dethlefs (2002) found a significant predictive ability of shared
control and student negotiation dimensions upon the attitudes of high school

students’ enrolled in Biology and Algebra classrooms in Nebraska.

A comment should be made here about the degree of variance explained by
the EFL learning environment characteristics and implications of this finding
for the schools and teachers. The explained degree of variance in student
persistence in EFL learning by the learning environment characteristics was
low. However, the main purpose was already to link these two constructs and
and thus the presence of associations shown by both guantitative and
qualitative methods deserves more attention. Therefore, the results from this
study would mean that if teachers and schools attempt to improve the
classroom conditions related to the main characteristics reported in this study,

they are more likely to have more persistent and passionate learners of English.
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Persistence could be a complex phenomenon especially in the learning of
foreign languages and there could be many factors at work to compose and
characterize such a constructs. In this sense, knowing that it is partially related
to the EFL classroom characteristics identified in this study could be important
to teachers and schools to take precautions or act on some strategies to satisfy

the student perceptions lacking in these dimensions.

Given the patterns of variation in student persistence by student
background characteristics, it was revealed that student background variables
significantly predicted the students’ persistence in EFL. When the two unique
sets of predictor variables, that is, EFL learning environment dimensions and
student background characteristics were compared, the explained degree of
variance were marginally higher on behalf of the student background variables.
When the unique contributions of the each of student background variables
were examined, it was seen that the three variables (in an order from the
highest to the lowest contributor), outside exposure to English via books and
magazines, family income level and perceived English proficiency at
graduation significantly predicted student persistence. Given the directions of
relationships, it was indicated that only family income level is negatively
associated with students’ persistence. A probable and logical explanation for
this result is that students coming from families with lower income levels may
be more accustomed to dealing with the harsh conditions they may face in their
lives. That is, they may have more practice with facing with difficulties and
problems in their life experiences and more relevantly in the matters that may
even relate to their attending schools or paying for the educational expenses.
Likewise, with their already present supply of tactics and strategies, such
students with lower economic backgrounds may be acting as survivors in
putting more effort in and dealing with problems in learning English.
Supporting my above justification, Gottfried, Fleming and Gottfried (1998, p.
1457) also put forth the positive influence of parental motivational practices on

students’ intrinsic motivation and task endogeny (i.e. pleasure in and activation
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towards learning) which also encompasses such attributes as mastery, curiosity
and persistence. Based on the above claim, a simple implication or prediction
could be that the students coming from lower income families were perhaps
encouraged by their families to be more involved in learning English and
looking for sources to learn English like English books or magazines, which, in
turn, makes these students more persistent during the foreign language learning
process. Moreover, the importance of or support for being persistent in the
Turkish culture and family life might have played a significant role on the

students’ intrinsic motivation and task endogeny.

The results also showed perceived high school proficiency in English as a
significant predictor of persistence. Previous research on grit also revealed
similar results. Duckworth and her friends (2007) investigated the differences
in grit by educational attainment (completed degree) on their grit level. They
found that more educated adults reported more grit compared to their less
educated peers when the age was controlled for with post-college graduates
showing higher levels of grit among others. Though the variable in the present
research is a perceived and no-documented (just perception-based) proficiency
attainment, it may still give some insights about the associations between
earlier attainments and persistence. Similarly, there is another piece of
evidence provided by the same researchers. That is, in testing associations
between grit and cumulative GPA among undergraduate students, Duckworth
and her friends (2007) found a positive relationship between students’ grit
scores and their GPAs. Though the predictor of the current study was a high
school English proficiency score based on students’ own perceptions but not on
an exact grades reported in students’ transcripts, it may still give some clues to
link persistence to students’ earlier achievement gains.

The results pertaining to the significant predictive ability of the variable of
outside exposure (through the reading of books or magazines) on student
persistence in EFL find supporting evidence from the previous research on

psychological constructs in language learning. Though there is no research
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available particularly on the construct of persistence as an affective outcome in
learning a language, there is some research on the associations between
exposure and motivation (Barbee, 2013; Hui-hua, 2005). It is known that the
construct of persistence is directly associated with motivation. This association
has found supporting evidence from MacDonough (1981, p. 143) who said “the
term motivation has been used as a general cover term — a dustbin — to include
a number of possible distinct concepts, each of which may have different
origins and different effects and require different classroom treatment.”
Accordingly, Barbee’s (2013) study revealed parallel results with the results of
this current study here. He found that exposure through books and magazines
were positively correlated with the students’ level of motivation. Similarly,
Hui-hua (2005) found that the there is a significant positive relationship
between the amount of exposure to English gained from the extracurricular

English classes and motivation in Taiwan.

Apart from the research supporting the results from this study, there is this
common sense implication which would refer to the correlation between the
amount of exposure to the target language and the student persistence, that is,
the students’ continuing to learn English when they almost want to give up. It
is likely that when they have exposure, they may be showing more attempts to
understand the source of the exposure. For example, they may be trying to
exert more effort in better understanding the English book that is interesting to
them. That is, their personal motivations may influence their choices of the
sources of outside exposure or even the amount of exposure they will have. At
this point, Crookes and Schmidt (1991) implies the mediator role of exposure
in that it is first related to motivation and then also related to student learning.
They explain it by saying: “the link between motivation and learning in
informal contexts is due to the importance of opting in or out of opportunities
for learning, which is greater than in formal instruction, in which attendance
may be forced” (p. 494). Based upon this assumption, it would be meaningful

to assume that for more exposure through books, magazines or other media,

200



learners should show more effort in the form of more reading, more listening or
speaking attempts so as to be exposed to the target language, which in turn

results in achievement.

Given a more holistic look at the results concerning the three main
predictors of persistence, the implication would be that when students come
from lower-income families, higher levels of outside exposure through the
reading of books or magazines in English and higher proficiency in English at
the high school, they are more likely to persist more to learn English. Hence, it
would be easy to speculate on an existence of interplay between these
characteristics and this was further supported by the presence of shared
variance by the all background variables in accounting for variance in students’
persistence in EFL. In other words, it would be appropriate to expect that those
students feeling themselves more proficient with regard to their earlier
proficiency in English may easily find resources to read in English and they
may also feel more comfortable in such attempts because of their so-called

perceived advanced proficiency levels.

Conversely, one would normally expect that those with lower-family
incomes might find less resources or opportunities to read in English.
However, it is also normal these days for university students coming from
lower income families to have an easy access to such resources because of the
public libraries and supplementary and extra materials provided by their
teachers, friends or the books they are currently studying at the preparatory
programs, which might have been the case with the students involved in this
study. In addition, Gottfried and his colleagues (1998) reported the predictive
effect of stimulating home environment on intrinsic motivation when the
effects of socio-economic status was controlled, which means that home
environment may differ within the families though they may belong to the
same socio-economic status and the effects of home environment is a
significant predictor of intrinsic motivation beyond the effects of socio-

economic status. As is also supported by the findings of the research conducted
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by Gottfried and his colleagues (1998), the students from lower-income
families perhaps are provided with such home environments by their parents as
that have a greater emphasis on learning opportunities and activities which
foster further benefits for students to develop their competencies,
inquisitiveness and exploration. Likewise, Orozco (2014) found that students
with lower socio economic status have higher grit than high socio-economic
status students. In conclusion, this study revealed that children from low socio-
economic families are not necessarily doomed to skill gaps and low levels of

motivation.

5.1.2. Variations in the Relation between EFL Learning Environment

Perceptions and Student Persistence in EFL in respect to Several

Student Background Variables

Given the disparities between boys and girls, the results showed that in both
groups materials environment and teacher supportive behaviors were uniquely
and statistically associated with the students’ level of persistence. The results
on the materials environment and teacher supportive behaviors replicates the
results reported in the learning environments research performed with males
and females together (Henderson et al., 2000; Newby, 1998; Newby & Fisher,
2000). Authenticity and congruence with reality as related to the assessment
tasks, however, uniquely predicted only the male students’ persistence in EFL
study. The basic implication could be that males stereotypically seem to be
more realists by their nature. At this point, Su, Rounds and Armstrong’s (2009)
meta-analysis study on sex differences in vocational interests supports this
socially accepted conception. Using Holland’s (1959, 1997, as cited in Su et
al., 2009) interest categories (Realistic, Investigative, Artistic, Social,
Enterprising, and Conventional), they reported that males were found to
possess stronger realistic and investigative interests while the females had
stronger artistic and conventional interests. Using Prediger’s (1982, as cited in
Su et al., 2009) Things—People and Data—Ideas interest dimensions, they also

found that men prefer working with things and women prefer working with
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people. Thus, it is assumed that the male English preparatory program students
with their more realistic preferences in life and career may have showed more
interest towards the assessment in English class being more real and analogues
to real-life and real-context of learning (curriculum and classroom practices).
In addition, their natural interest in things (over people) pertaining to the
classroom atmosphere might have led them to pay more attention to the more
technical matters in the English class such as assessment and alignment with
the curriculum. The females, on the other hand, perhaps by being less detail-
but relationship-oriented may have disregarded this dimension as effective in
their level of persistence in learning English.

The comparison of the three levels of perceived high school proficiency in
terms of the links between EFL learning environment perceptions and
persistence in EFL study showed that while the materials environment
dimension was a significant unique predictor of persistence in each and every
level of proficiency level, the authenticity and congruence with reality
dimension uniquely contributed to the levels of persistence reported by the
students with poor proficiency levels only. Similarly, the dimension of teacher
supportive behaviors was a unique predictor of the students’ persistence only
for those students with reported good and very good proficiency levels. In
short, the dimensions of authenticity and congruence with reality make a
difference for the persistence of poor level students and teacher supportive
behaviors made a difference for the persistence level of those with reported
good level proficiency levels. A similar finding was reported by Koul and his
associates (2006) who investigated the year level differences in students’
perception of the assessment tasks in the science classrooms. They reported
that Year 8 students had statistically significant higher means when compared
to Year 9 and Year 10 students for the congruence with planned learning scale
of the Student Perceptions of Assessment Tasks instrument used. Though these
researchers used the actual grade level at school, this may still give some
insights for the perceived proficiency level variable of this study.
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In the same vein, using the report card grades as an indicator of
achievement, Levy, Wubbels and Brekelmans (1992) found positive
associations between report card grades and influence and proximity
dimensions of the teacher behavior. Thus, it is implied that when students
belong to higher proficiency grades, they perceive their teachers more
positively. Another implication could be that students with lower proficiency
levels in English may wish to exert more effort in learning English only when
they perceive that the assessment tasks are similar to those they have done in
the classrooms or in their real lives because their poor level in English may be
detracting their ability in looking for some other social factors or reasons to be
more effortful in English. On the other hand, those students with higher
reported proficiency levels are more oriented towards looking for more social
factors or motives to be more effortful in learning English. Thus, the
relationship or communication with the teachers may be more important for
their persistent behaviors in English than the tests or other assessment tools as
with their higher levels of readiness and proficiency in English, they already
rely on themselves to manage the tests and do not care about such assessment
matters. It could be also thought in this way that students who are more
successful in class would think that their teachers are accomplished
communicators, friends and helpers.

This study indicated that when younger and older students were compared
in terms of the predictors for their level of persistence, teacher supportive
behaviors and authenticity and congruence with reality were found to be
significantly predicting the younger students’ (aged below 20) persistence in
EFL learning. The EFL classroom dimension of materials environment
mattered for the prediction of levels of persistence in EFL in both age sub-
groups. Based on these results, it could be interpreted that older students care
more for technical matters such as books, physical conditions or technology
used in the classroom. As being more experienced peers in classrooms and
more mature in life, these older students may be taking for the granted of the

effects of supportive teachers and real-life-analogues testing situations. They
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may be simply thinking that exams are only for receiving grades and teachers
are there only to teach and manage the classes and these two factors have no
influence on their personal acts and behaviors like showing effort or passion
for English. For younger students, however, assessment tasks aligned to real
life and real conditions of learning and teacher communication or interpersonal
behaviors in the classrooms may be important in that as younger and less
mature individuals in life and in classrooms, they may be paying more
attention and care to such psychological and technical matters in the classroom.
In contrast to their older classmates who may be viewing such matters as more
superficial and less effective in learning English, the younger peers may be
thinking that they may show their ultimate performance and effort in English
because they may be psychologically believing that they may achieve English
only when the assessment tasks that are similar to those practiced in the

classrooms.

Alternatively and conversely for the effects of teacher supportive behavior,
it could be also related to Levy, Wubbels, Brekelmans and Morganfield’s
(1997) finding that older students perceive more teacher dominance compared
to the younger students in the classroom. Similarly, Levy, den Brok, Wubbels
and Brekelmans (2003) also found that older students perceive their teachers
stricter compared to their younger classmates. Hence, the alternative
interpretation could be that when the students are older, they see their teachers
as a dominating figure perhaps partly stemming from their seeing themselves
having the same or similar capacities with the teachers. Thus, the students of
older ages may have seen no influence of their teachers and their supportive
behaviors for their persistent behaviors in learning English. Students of
younger ages, on the other hand, who may perceive the teachers more helpful
and friendly (over strict), might have reported that such teacher support is

related to their increased levels of persistence in learning English.
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Excluding the predictive ability of materials environment EFL dimension
upon students’ persistence in EFL common to students from both social-
sciences and science-related university subject domains, teacher supportive
behaviors and authenticity and congruence with reality dimension were found
to be predictive of persistence in EFL only for those students from science-
related university subject domains but not for those from social-sciences-
related university subject domains. These results may be related to the different
thinking styles possessed by the students studying in each of these domains.
Based on the theory of mental self-government (Sternberg, 1998), the two
group of students may be influenced differently from the EFL classroom
characteristics because they have different thinking styles peculiar to each
group. At this point, the basic common-sense comparison of social-sciences
students and science students could reveal several differences that may be even
known to common people. That is, the science students are known to be more
analytic and critical thinkers who pay more attention to details. In contrast,
social science students may be known as more linguistic and intuitive people.
Thus, the basic inference would be that science students may have paid more
attention to details in the EFL classroom such as the content of testing or its
analogy with the real classroom practice when they were reporting their
persistent behaviors in learning and studying for English. Similarly and more
academically, science-related students may be thought to possess more of a
logical-mathematical intelligence category of the most known Multiple
Intelligences Theory and those with this intelligence type are known to think
analytically with a particular interest in understanding patterns, categories and
relationships while the social science students who are generally thought to be
more lenient to have verbal-linguistic type of intelligence are drawn to think in
words with a particular interest in the use of language (Gardner, 1993). Thus,
based on this theory and the intelligence types in question, with their interest in
understanding the degree of relationship between the classroom practice and
testing situations or simply between the life and the classroom, science students

might have perceived the authenticity dimension as related and important to
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their persistent behaviors in learning English. Though Gardner & Hatch (1989)
notes the need for “a blend of intelligences” (p. 5) given one’s occupations
with an existence of a dominant but no specifically one type of intelligence in a
person (humans displaying a range of intelligences), it was thought to be
meaningful to crudely categorize the participants of this study as mostly
displaying logical-mathematical and verbal-linguistic type of intelligences
based on the polarized majority of engineering and humanities faculties’
students involved. Moreover, Gardner himself also contends that only two
intelligences (linguistic and logical-mathematical) has a place in modern
schools with the conception of language-logic combination as “academic” or
“scholarly intelligence” (Davis, Christodoulou, Seider & Gardner, 2011, p.
485).

In addition, in their investigations into the differences related to learning
environment perceptions in the subjects taught, den Brok (2001), Fisher, den
Brok and Rickards (1998) and Wubbels and Levy (1993) found that students
perceived their science, physics and mathematics teachers as showing more
cooperative behaviors when compared to teachers from other subjects. Based
on their results, it could be inferred that students from science-related
departments (e.g. science, physics or mathematics teachers) may hold similar
beliefs (overgeneralization or direct transfer of ideas about the main class
figures) for their foreign language teachers as well and thus they may again
perceive that the English teachers’ cooperative behaviors would be effective
upon their persistent behaviors in English.

Given the results based on the two subsets of family income level, apart
from the contribution of materials environment dimension shared by the two of
the subsets, teacher supportive behaviors and authenticity and congruence with
reality dimensions were found to be positively but the course planning and
organization dimension to be negatively associated with the persistence scores
reported by students with a higher income level only. For the lower level
income students, it was only the communicative approach oriented

implementation practices that uniquely contributed to their levels of persistence
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but this was in the negative direction. In this essence, the above findings align
with those from Waldrip and Fisher’s (1999) study in which students from
rural areas and those from metropolitan areas were compared in terms of the
reported teacher-student interpersonal behavior. The researchers found rural
area students to be more likely to report the negative aspects of the teacher
interpersonal behavior over positive ones. If we consider the rural area students
to be mostly coming from lower income families or the participants of the
current study with reported lower family income levels to be mostly coming
from rural areas in Turkey, then it would be more meaningful to assume that
lower income students possess negative perceptions in relation to the teacher
interpersonal behavior in the classrooms. For this reason, in this study, higher
family income level students (but not the lower family income ones) might
have perceived teacher behavior to be positively associated with their persistent
behaviors in English. Moreover, Kyriakides (2006) found that student socio-
economic status (SES) was positively related to the affective outcomes of
schooling (i.e. attitude towards teachers, peers, school and learning). His
results might lead us to assume that when students report to have higher SES,
they are expected to have more positive attitudes to the teachers. Thus, the
higher family income students of this current study might have perceived the
teacher supportive behaviors more positively than the lower family income
level students, which in turn results in significant positive contribution of
teacher behavior to student persistence in EFL. Moreover, these students with
their positive attitudes towards their teachers might have polarized the course
planning and organization dimension (against their teacher support
perceptions) and thus reporting negative perceptions for the contribution of this
dimension to their persistent behaviors in English. As is put forth earlier in this
discussion part of the dissertation, the items included in the course planning
and organization dimension were more related to the teacher control and
organizational behaviors of instruction. Hence, these students might have
perceived that teacher behavior questioned in this dimension to be more related

to teacher strict or admonishing behavior which in fact has a contradictory
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stand to their expectations of a supportive and helping teacher in order to be
more persistent in English. It could be also possible that those students with
reported higher family incomes could have had better school experiences in
terms of learning a foreign language. For instance, it could be more likely for
them to attend private schools with better facilities or to attend state schools at
the metropolitan areas with better facilities than the average, to attend private
language courses, or even to have private tutors. It is a known fact that higher
SES may bring about better life and educational conditions. Thus, it would be
meaningful to assume that those students may have more detailed and critical
views of the language teaching and learning process, which in turn may lead
these students to have more sensitivity for the assessment practices in the
language classrooms. Being more experienced learners with more frames of
references in evaluating the EFL learning environments, higher family income
students may be looking for conditions analogues to the real life in their
classrooms so as to maintain their motivation to learn English in their
classrooms.

Lastly, the results on the significant negative contribution of the
communicative approach oriented implementation to the lower family income
students’ level of persistence in EFL could be presumably related to again their
experiences with the communicative language teaching. Those students with
their reported lower family incomes might have had fewer opportunities in the
EFL classrooms to experience communicative language teaching the
implementation of which may be further difficult for several socio-economic
conditions such as fewer facilities at schools, large class size, heterogeneous
language skills groupings of the students and lack of effective and experienced
teachers (Ansarey, 2012; Koosha & Yakhabi, 2013; Rahman & Karim, 2015;
Roy, 2016). Thus, these students by probably being not accustomed to the
communicative approach-oriented practices might have developed negative
attitudes towards communicative approach-oriented practices in the
preparatory classrooms by frequently thinking that these classrooms look

chaotic and noisy (Koosha & Yakhabi, 2013). Similar barriers may also be in
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the English preparatory classroom contexts, and these types of barriers could
be negatively influential upon their persistence in EFL. Especially, the
nomination of students of heterogeneous language skills into the same classes
often reported in the qualitative part of this study might have negatively
influenced the lower family income students’ perceptions to communicatively-
based language activities who may be suffering also from the lower self-
efficacies to be active and show their ultimate potentials in the communicative
classrooms. The construct of self-efficacy might have played a hampering role
on the part of the students with lower family income levels with its empirical
positive relations to students SES found in several studies (Alldred, 2013;
Ariani & Ghafournia, 2016; Kormos & Kiddle, 2013).

As the results pertaining to the two subsets of exposure through television
and internet showed, no matter of their degree of outside-class exposure to
English is, the students perceive themselves to be more persistent in learning
English when they perceive better materials environment conditions and higher
analogy between real life or real classroom practices and the testing situations
in the EFL preparatory programs. A basic implication of this result could be
that though these two group of students reported differing degrees of exposure
to English outside the English class, they both might have perceived the
materials environment to be influential upon their persistence in EFL study
because this dimension is more or less the same and common to both group of
students. That is, this EFL dimension may be the one that is less open to
contradictory views by the students as the conditions of the classrooms and
materials are quite obvious by clear indicators. In the same vein, the
contribution of the authenticity and congruence with reality dimension may be
having a similar effect on students as these two groups of students being used
to the authentic contents provided by the internet or television sources (though
in different degrees) might have valued this dimension by considering it
important to develop more persistent behaviors in the English learning process.
Furthermore, the descriptive results on the exposure also reveals that both

groups had similar degrees of exposure and they both are more or less
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accustomed to be exposed to English through internet and television in their
real life experiences. However, according to the results, it was also indicated
that higher exposure level students, though being autonomous in their outside-
class activities related to the target language (i.e. as self-guided learners), might
need their teachers’ support to be more persistent in English. Aligning with this
result, King (2011, p. 258) also believes that “effective support for learners, be
it from a classroom teacher or a learning advisor, is critical to the success of
self-access learning.” However, these students also considered course planning
and organization EFL dimension as negatively influential upon their
persistence in EFL presumably because these students contemplated the course
planning dimension as contingent with the teacher strict behaviors, which, in
turn, may be perceived as contradictory to the teacher supportive and helpful
behaviors in class. That is to say that it would be logical to accept the
contradictory stance between teacher supportive behaviors and teacher course
planning skills and strategies. Accordingly, these students may have perceived
teacher helping and support behaviors to be positive and conversely course

planning to be negative to their levels of persistence.

As the results pertaining to the two subsets of exposure to English through
books and magazines showed, both group of students perceived materials
environment dimension uniquely and significantly associated with the students’
persistence scores in learning English. Apart from the only predictive ability of
this EFL characteristics common to both subsets, those in the lower reported
exposure group also perceived teacher supportive behaviors and congruence
with reality dimensions to be positively and uniquely predictive and course
planning dimension to be negatively and uniquely predictive of their levels of
persistence in EFL. Thus, a practical implication would be that for those with
more levels of exposure through books and magazines, they may be only
considering and valuing the books and magazines in the whole materials
environment of an EFL classroom perhaps because of their being fond of

following such sources so as to strive for learning English more. Those in the
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lower reported exposure group, however, may be looking for other means such
as teacher support or real-life analogy for testing situations in addition to the
materials environment sources available to guide and encourage them in the
learning process as their low level of exposure through the print materials
might have detracted them from their persistent and passionate behaviors for
learning English. That is, teacher support or real-life analogy for testing
situations may be compensating for their low levels of exposure on the way to

be more persistent learners in English.

The results regarding the negative predictive ability of course planning and
organization EFL dimension upon students’ persistence in EFL may be again
related to the polarization of course planning (i.e. as teacher strictness) and
teacher support in the opposite directions. It is important to note here that the
regression results revealed the same results in terms of the unique and
significant predictors of the students’ persistence for both the students
reporting higher outside exposure through television and internet and those
reporting lower outside exposure through books and magazines. These results
may be pertaining to the source and degree of exposure. That is, it is possible
that lower exposure through books and magazines in fact reflects not a really
low level of exposure to the target language as the chances to be exposed to
print materials may be higher when compared to the audio-visual materials.
Alternatively, it is important to note again that the subsets were composed by
merging the responses in terms of the reported levels of outside exposure and
lower exposure group includes the level of exposure ranging from sometimes
to never degree. Students seem to have better opportunities to receive the print
target language materials to use outside the English class through the school
libraries, materials copy centers around the school campuses, their teachers or
peers. Thus, it could be expected that print materials lower exposure group and
audiovisual materials higher exposure group may share common characteristics
especially in terms of an expectation of a support for their self-guided learning

(King, 2011) as part of the total English learning process.
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Given the analyses on the two subsets of students’ prior knowledge of
English by means of attending any English courses previously, it was indicated
that for those with a prior English knowledge, only the classroom materials
environment was predictive of their persistence. On the other hand, for those
with no prior English knowledge and experience, in addition to the course
materials dimension, teacher supportive behaviors and authentic assessment
procedures were also found to be predictive of persistence in EFL study. Those
with no prior knowledge of English, by being more novice learners of English,
might have paid attention to the other possible extra sources or details around
in the EFL classrooms such as teachers or authenticity of assessment practices
in order to maintain their motivation in learning English. On the other hand,
those with a prior knowledge of English as being more experienced learners of
English might have skipped such other details but only focused on the quality
of the classroom materials environment that is perhaps the most obvious and
objectively judged criteria in the classrooms by only looking at the presence or
fulfillment of main physical conditions within the classrooms. Moreover,
Prosser, Trigwell, Hazel and Waterhouse (2000) contended that students
reporting higher degrees of prior knowledge of a subject area appear to pay
attention to those classroom characteristics or dimensions in the learning
environment context that encourage deep approaches to learning. The results
from this study (i.e. the results on the general cases in RQ1 and selected cases
in RQ2) consistently showed that the good classroom materials environment
conditions were already found to be the strongest predictor of students’
persistence which itself could be seen as a category or indicator of deep
approach to study. Thus, it would be meaningful to understand that students
with a prior knowledge of English focused solely on the materials environment
characteristics because this dimension evoked their deep approaches to
learning in the form of more persistent behaviors.

Similarly, not only those with the most developed prior knowledge but also
those students with no prior knowledge in English in this study also perceived

classroom materials environment to be associated to their deep approach to
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study English in the form of more persistent acts in the learning process.
Hence, these consistent results at the two subsets of the prior knowledge
variable shows clear evidence for the effect of materials environment on
persistence as a category of deep approach to learning. These shared results
regarding the predictive ability of materials environment may be also related to
students’ taking a rational approach to learning with no respect to their prior
knowledge of a subject area. In this regard, Laurillard (1997, p. 144) states:
“Students consider what is required of them, they decide on priorities, and they
act accordingly.” Thus, perceiving that materials environment dimension taps
to more persistent behaviors to learn English, the students at the both subsets
might have opted for the materials environment dimension. However, the
results also revealed that those with no prior subject knowledge probably
needed other effective supports (e.g. teacher help or authentic testing
procedures) to show more persistent behaviors.

5.2. Implications of the Results

The discussion of the results regarding the links between students’ EFL
learning environment perceptions and their levels of persistence in EFL
learning was presented in the above account. The following presents the
important implications drawn for educational practice and research based upon

the results of this study.

5.2.1. Implications for Educational Practice

Firstly and fundamentally, the main outcome of this study was perhaps its
indication and verification of the links between students’ perceptions of the
EFL learning environment dimensions and their level of persistence in the
study of EFL. In the quantitative analyses, particularly the materials
environment dimension appeared to be the strongest unique predictor of
students’ perceived level of persistence in EFL over and beyond the effects of
other EFL classroom characteristics. Therefore, with the empirical evidence

provided by this current study, policy makers, educational administrative
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bodies and teachers should pay more attention to provide satisfying and
favorable physical conditions and course materials to the students. Therefore,
regular investigations into the students’ needs in relation to the course books,
technological equipment or physical conditions perhaps in the form of needs-
assessment studies are recommended. Besides the direct effects of classroom
materials environment on the student persistent scores, it is noteworthy to see
that all other dimensions operationalized for the purposes of this study were
found to be associated with the outcome variable despite in somehow indirect
ways. Thus, these results would appear to suggest that provision of good
learning environments including all of the dimensions is the place to invest if
the aim is to make a positive difference in the students’ persistence towards
English. In other words, a particular attention should also be devoted to the
improvement of the other five dimensions of the EFL learning environment in
order to boost more persistent EFL learners.

The qualitative analyses also provided some critical conclusions and
implications in relation to the following skills on the part of the teachers:
providing indirect corrective feedback, criterion-referenced feedback,
managing effective group work, effective teacher communication with the
students, providing authentic instruction and employing authentic assessment
practices. In addition, as enriched by the quantitative data, the shared results
signified the importance of several teacher interpersonal behaviors and some
teaching-related skills. That is, such interpersonal behaviors as friendly
behaviors, helpful behaviors and understanding behaviors were most favorable
for students’ persistence in EFL learning. In contrast, admonishing and strict
teacher behaviors were the least favorable ones. Therefore, pre-service and in-
service teacher training programs should be enriched or improved to include
the above instructional practices and secondly teachers should be informed
about the influences of their interpersonal behavior with the students.
Qualitative analyses also signified some implications or details to be taken into
consideration at administrative and institutional levels such as the allocation of

the students to the classrooms based on their proficiency levels and the
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provision of well-working equipment and physical conditions for language
teaching and learning. Hence, the classrooms which are used for language
teaching should be provided with such facilitates as proper speakers, smart
boards or other necessary technological devices to effectively and properly use
the CDs or DVDs accompanied with the main course materials.

The results of the current study also showed that perceptions as to the
relationships between EFL learning environment and student persistence may
vary as a result of students’ background characteristics investigated with
respect to the designated subsets of the study data. Furthermore, it was also
interesting to find out that several student background characteristics (out-of-
class exposure via print materials and family income level) were found to be
more associated with student persistence among others. Based on these results,
it is important that teachers and curriculum developers should be reminded that
EFL classroom environment characteristics are perceived differently by
students with different backgrounds and experiences. When informed by such
background knowledge about the students, teachers may affirm diversity or
individual differences in their classrooms and they could develop student
background-responsive strategies. These student background-responsive
strategies are believed to be put into use in case of class compositions or
allocations based on the characteristics that have been investigated in this
research. In addition, teachers should be trained about these student
background-responsive strategies or at least should be made aware of the
connections between the student background characteristics and student
affective outcomes and more specifically the EFL persistence introduced by
this study. The effects of student background characteristics upon the perceived
links between learning environment and student perceptions should be also
taken into consideration in the management and arrangement of classroom
conditions and characteristics by also the policy makers and school
administrations. The analyses of the associations between the learning
environment perceptions and student persistence by the student background

data subsets in addition to the direct analyses performed between these two
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main variables contributed to and verified the notion that learning environment
perceptions possesses a complex and interactive nature varying in relation to
some environmental, dispositional or student-related variables (i.e. student-
related in relation to psychological, social or personal or environment-related
by different dimensions of one particular learning environment). That is to say
that the results gained from the current attempt reinforced the notion that
complicated mix of factors could be at work in shaping the students’
perceptions of the learning environment.

The EFL teachers in particular or all language teachers in general may
employ the EFL learning environment instrument, QEFL-LE, developed for
the first time for the purposes of this study, with diagnostic purposes to guide
improvements in their EFL classrooms. In this regard, when gaps were
diagnosed between the actual and preferred perceptions of the students or
between the teachers’ themselves actual and ideal perceptions of their
classrooms, teachers may be trained to improve these lacking dimensions of the
EFL classroom environment. In short, QEFL-LE may and should serve as a
valuable feedback tool for teachers’ professional development. Moreover,
according to the results about the associations between EFL learning
environment characteristics and EFL learners’ persistence in EFL study, not
only the in-service teacher training programs but also the pre-service teacher
education programs should put more emphasis on training the teachers in terms
of acting upon or providing the specified EFL classroom characteristics. At this
point, clearly almost all six dimensions deserve consideration by the teachers in
their EFL classrooms. In other words, teacher candidates should gain skills to
create the classroom characteristics that have been empirically linked in this
study to student persistent behaviors in learning a foreign language. Hence, in
more explanatory terms, in translating the research results from both
guantitative and qualitative analyses, it seems all the more necessary that
teachers should be informed to provide and organize better course materials
environment provided by the use of good course materials which include real-

life and up-to-date content, appropriate and sufficient level of difficulty in
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relation to the proficiency and maturity levels of students and the
accompanying technological and visual materials to be used in the classrooms
in line with the units in the hard copy books. In addition to the course materials
used, the provision of optimal physical conditions in the language classrooms
should be afforded considerable attention. As was already pointed out earlier
above, the control or management of the class environment conditions could be
more attributed to the school administrations or school policy makers, but
teachers should also be trained how to better arrange the physical conditions
for the students’ maximum benefits or how to better cope with the lack or
insufficiencies of these optimal physical conditions.

Apart from the fundamental result about the predictive ability of the course
materials environment on persistence found in the study, the other learning
environment characteristics (with their direct or indirect effects on the whole
data set or on the subsets delineated), deserves consideration in the training of
teachers. Teacher supportive dimension as being related to the broader
theoretical and research venue of teacher interpersonal behavior characteristics
or profiles (studied within learning environments research again) should be
emphasized more in the teacher training programs. This study delineated this
dimension as composing helpful, friendly, democratic, fair and considerate
teacher behaviors, which were then found to be related to students’ level of
persistence in EFL. Therefore, teachers should be informed that when they
exhibit friendly, democratic, fair, considerate and helpful behaviors in their
communications with their students, they are more likely to contribute to the
favorable affective and automatically cognitive student outcomes. The
instruments assessing the teachers’ interpersonal behaviors have composed an
important component of training portfolios prepared by teacher candidates in
Netherlands or Australia (Telli, 2010). Similarly, teacher candidates may be
trained to make use of such valid and reliable instruments including the QEFL-
LE of this study to test and see how they are evaluated or perceived by their
students for their pre-service practicum tasks or for their future real classroom

teaching practices.
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Another unique contributor to the explanation of variance in the outcome
variable of persistence was the authenticity and congruence with reality for the
assessment tasks dimension. Based on the related statistical and interview data
results, a particular attention should be devoted to make improvements
regarding this dimension. That is, as is more clearly stated in the qualitative
data, teachers often were lacking the abilities to properly implement the
authentic assessment practices and assessment practices aligning with the real
classroom practice. Thus, it should be recommended that teacher pre-service or
in-service training programs should include aspects about how to better
conduct the assessment tasks that are analogues to the real-life in terms not
only of their content but also of the implementation strategies as different from
the traditional ways of assessments often used by the teachers. At this point, as
another problematic assessment methodology reported in the interviews,
teacher behaviors in giving feedback received criticism for being hindering to
the students’ level of persistence in EFL. The reported positive correlates of an
effective feedback included the presence of clear-evidence for feedback,
indirect rather than direct corrective feedback or error correction, good valence
or positive attitudes in giving the feedback and the existence of immediate
feedback during the task given and therefore such aspects pertaining to the
feedback should be placed within the teacher training curricula to increase the
likelihood that teachers have more persistent and thus more successful EFL
students.

Mainly in the quantitative analyses (conducted in the subsets of a student
background variable) and partly in the qualitative analyses, planned and
organized EFL lessons were found to be negatively linked with the student
persistence. As is further supported by the qualitative data, it has been
understood that students showed satisfaction with the organized and planned
lessons in the presence of a rough and sometimes flexible course book-based
scheduling. Therefore, EFL teachers can be recommended to follow a concrete
course pacing aligning with the textbook used in the classrooms, but they

should be open to changes in their progress through the units or chapters
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depending on the student needs. It should be firmly emphasized that when
course planning was equated with teacher strictness or admonishing behaviors
in the class, it may result in a detrimental effect on the students’ level of
persistence in EFL. Thus, balance and flexibility as needed should be the key
points of the course planning in English language teaching.

The quantitative analyses revealed a direct negative effect of communicative
approach-oriented implementation practices upon student persistence only in
relation to the analyses by the lower family income level subsets. In contrast,
qualitative analyses indicated satisfaction for the use of such practices.
Therefore, it could be remembered that lower income students as normally
being more used to less communicative practices in their earlier school
experiences might have disliked communicative practices for their levels of
persistence. Therefore, teachers should know that for the novice and lower SES
EFL learners, communicative approach-oriented language activities could be a
myth at the very beginnings of the language education, and at this point it
appears that the EFL teachers should be tolerant with the unmotivated and
easily discouraged students at the earlier stages of teaching and learning at least
until the students gain familiarity with the implementation strategies by their
teachers. In short, the educational implications made earlier for the effects of
all other student background characteristics in relation to learning environment
perceptions will repeat here. That is, it should be recommended again that
teachers should develop their own student-background-responsive strategies or
be trained to develop those especially when they face and teach to class

compositions based upon such background characteristics.

5.2.2. Implications for Further Research

Based on the results and limitations of this current study, there are a number
of avenues for further research to be conducted on learning environments and
psycho-linguistic constructs in language acquisition and learning. The

following presents the implications for future educational research.
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To begin with, this study by the available literature to the researcher is the
first to provide associations between students’ persistence in EFL study and
perceptions on the QEFL-LE in the tertiary level English preparatory classes in
Turkey. Therefore, it has provided the first development and validation data for
the study instruments, QEFL-LE and PS in English preparatory classes in
Turkey and thus it is expected that the results from this study may serve as a
starting point for future studies. That is, the small, yet significant results in
relation to the associations between the study variables are worthy of more
careful investigation for further studies. Therefore, subsequent work on EFL
learning environments should attempt to replicate such relationships found in
this study perhaps with other foreign languages, and different groups of
students especially from different grade levels and international settings.

The percentage of variance accounted for by the EFL learning environment
dimensions in this study were low. This could have been related to the fact that
some critical variables related to persistence were not included in the
investigations. Part of this results from the conceptualization and development
of persistence in EFL for the first time. However, further research should seek
to address such attitudinal constructs as self-efficacy (as found related to grit
by Duckworth et al., 2007), academic efficacy (as found a mediator variable
for learning environment perceptions by Dorman et al., 2006) or course
satisfaction (as found related to deep learning approach and learning
environment perceptions by Ramsden, 1992) that may be mediators or
confounding variables between EFL learning environment perceptions and
student persistent behaviors in learning English. Worthy of further
investigation could be the inclusion of motivational constructs as mediators or
confounding variables as qualitative data though not needed and thus not
analyzed within the aim of qualitative research question in this study implied
that students’ different motivational (intrinsic or extrinsic; instrumental or
integrative) or goal-related orientations (performance or mastery) might be
influential upon their persistence levels in studying and learning EFL or even

in their learning environment perceptions. Hence, there is a need for future
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investigations into the relationship between student persistence and some other
possible variables not included in the current study. Moreover, there is a need
to vary the sample based on some other student characteristics not included in
this study. For example, students in this study were not grouped according to
their levels of persistence to conduct further analyses. Therefore, a study with
students having high level of persistence or low level of persistence only or
students from private universities only (not from the state universities only as is
the case with the curreny study) could be interesting. In this way, it could be
possible to detect the possibility of new associations or to gain increased levels
of explained variance in the outcome variable.

It has been also verified with this study that the new theoretical frame
conceptualized, created and termed as EFL learning environment based on the
assumption that language classrooms have different and unique characteristics
of themselves as different from other discipline classrooms worked well as an
attempt to conduct investigations into the different learning environments than
the science-related ones. Thus, it is recommended that future research should
test the effectiveness of this newly suggested theoretical frame and presumably
the particular instrument developed to elicit the perceptions on the new
theoretical framework. On the other hand, for further research, it is important
to note here the slight concern with respect to the validity of the QEFL-LE in
this study that was developed and utilized for the first time in this study.
Although the scale reliabilities were high across the six dimensions of the EFL
learning environment, factor analyses indicated a minor dislocation or cross
loading of some of the items in the instrument in contrast to the assumption-
wise grouping of the items based on the extensive literature and expert opinion
supports. Therefore, it is firmly suggested that further studies should perform
further validation of this instrument so as to warrant more trustworthy results.
This may include student interviews again to find and improve alternative or

cross loading meanings of items or even testing additional sets of items.
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Another application of results from the learning environment instruments in
past studies has been for the purposes of classroom action research or small-
scale practical applications in that the results from the students’ perceptions
with regard to the differences in actual and preferred environments could be
used as a basis for the identification of the most serious discrepancies upon
which further systematic procedures have been administered or necessary
precautions have been taken to improve the actual classroom conditions
(Aldridge, Fraser, & Sebela, 2004; Aldridge et al., 2009; Fraser & Fisher,
1986; Thorp, Burden & Fraser, 1994; Yarrow et al.,1997). Therefore, the
newly developed instrument in this study may be used for classroom action
research purposes by the EFL teachers or practitioners.

Given the statistical analyses used in the current study, multiple regression
analyses were conducted at the student level only which was considered
sufficient to offer first and rough indication for the effects of certain variables.
However, multilevel analysis (Bryk & Raudenbush, 1992; Goldstein, 1987)
techniques could have given stronger or more detailed and more diversified
results regarding the predictive ability of the independent variables on the
students’ persistence scores because this analysis takes the nested structure of
the classrooms settings into consideration. That is, students belong to classes
and the classes belong to the schools, which, in turn, shows an inherent
hierarchical nature of the learning environment perceptions elicited from the
students. Thus, it may be better to test and compare the classroom environment
data at the student, class and then the institutional (school) level to control the
problems of “aggregation bias” (Fraser, 1998a). Hence, further studies are
encouraged to employ analyses in a multi-level manner to make stronger, more
comparative and trustworthy claims in terms of the associations sought in this
study.

The results showed that some EFL characteristics uniquely and significantly
predicted the outcome variable of student persistence while others appeared to
have indirect effects on the outcome variable. This may related to the use of a

particular regression technique used. However, the results from this study
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pointed out the direct or perhaps the mediating role of one particular dimension
for the indirect effects of others. Thus, further research is needed to employ
more detailed qualitative methods or quantitative analysis such as path
analysis, mediator analyses or multi-level analysis approaches so as to sort out
these subtleties and the possibility of interdependent associations and thus also
providing a more complete picture of the EFL learning environment.

A comment should also be made regarding the inability of this study offer
causal relationships between the learning environment perceptions and
students’ level of persistence in EFL in the present study. In a correlational
study of this type, the results may only inform the degree to which the two
variables (EFL learning environment and persistence) are related without any
reference to the existence of causal associations or cause-effect relationships.
Therefore, the results from this present study may serve as the focus or a
fruitful step for further experimental research to test if the associations found
are indeed causal. Thus, interventions should be implemented based on the
results of this current attempt to better explain what could cause more student
persistence in EFL study by going beyond the description and prediction of
associations found by this study. At this point, course materials environment
may be proposed as the area for initial intervention as the results consistently
displayed that the better the EFL dimension has been perceived by the students,
the more persistent they get in the EFL learning process. Furthermore, changes
to be performed in this EFL dimension appear easier, more practical, more
concrete or shortly more lenient to success when compared to other EFL class

dimensions.
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APPENDIX B

PERSISTENCE SCALE (in Turkish)

ingilizce Ogrenmede Sebat Etme Olgegi
(Persistence Scale for Language Learning)
(ESL/EFL) © G. Mutlu, 2016

Yonerge

ingilizce 6grenme siirecinde yilmadan devam etme (sebat etme) durumunu Slgen bu Slgek ingilizceyi bir yabanci dil
ya da ikinci dil olarak 6grenen dgrenciler igin gelistirilmistir. Asagida ingilizce 5grenme ya da ingilizce ¢alismanizla
ilgili ifadeler bulunmaktadir. Liitfen HER BIR IFADENIN SiZi NE DERECEDE YANSITTIGINI gsteren

rakami isaretleyerek belirtiniz.

1- Beni hi¢ yansitmiyor Giilgin MUTLU
2- Beni ¢ok az yansitiyor Doktora Ogrencisi
3- Beni kismen yansitiyor Orta Dogu Teknik Universitesi
4- Beni ¢cok yansitiyor
5- Beni tamamen yansitiyor Ornekkodlama @ Q@
5
818 I8 | LE

. Ingilizce dgrenme siirecinde karsilastigim basarisizliklar beni y1ldirmaz.

[

. Ingilizce 6grenme ile ilgili ise, yorgun bile olsam, basladigim her isi bitiririm.

3. Ingilizce 6grenirken, kendimi diger insanlara oranla daha fazla ¢alismaya zorlarim.

4. ingilizce ile ilgili herhangi bir noktada kendimi zay1f hissedersem, o konuda daha ok
pratik yaparim.

5. Bana birgok sorun yaratsa da ingilizce grenme hedefime ulasma konusunda 1srarciyim.
6. ingilizce 6grenirken 6gretmenlerimin benden beklediklerinin daha fazlasini yaparim.
7. Ingilizce dil becerilerimden biri zayif ise, onu giiglendirinceye kadar ¢aba sarf ederim.

8. Ingilizce dersinde diisiik bir not aldigimda, bir sonraki sinav i¢in daha siki galigirim.

9. Siki galisma ve sabir gerektirse de, Ingilizce 6grenmek igin gerekli zamani ve gabayi
harcamaya devam ederim.
10. ingilizce 6grenme ile ilgili bir etkinlikle ugragiyorsam, gevrede dikkatimi dagitan
unsurlar olsa bile o etkinligi bitirmeye ¢aligirim.
11. ingilizceyi iyi 6grenme amacim, karsilastigim giicliikleri agarken bana dnemli bir
motivasyon saglar.

12. ingilizce dgrenmek igin yapabilecegimin en iyisini yapmaya caligirim.

13. Ingilizce bir beceriyi kazanmak ne kadar zor ise, bu beceriyi bagsarma konusunda o kadar
kararli olurum.

14. ingilizce 6grenme konusunda belirledigim hedeflere ulagincaya kadar gaba gosteririm.

15. ingilizce dgrenirken karsilasilan ve baskalarinin ¢oktan yildig sorunlarla basa ¢ikmak
i¢in gabalarim.
16. Bir dil 6devinde karsilastigim bir zorlugu agamasam bile, sonunda agacagimi diistinerek
tekrar tekrar denerim.
17. Bir Ingilizce dil becerisini dgrenirken yaptigim ¢alisma planlarina uymak igin caba
_ gosteririm.

18. ingilizce 6grenmek igin siki galigirim.

© Meridyen Ot Okarma

254

OO 606
(ONONONONO)
(ONONONONO;
(ONONONONO;
(ONONONONO;
(ONONONONO;
(ONONONONO)
(ONONONONO)
(ONONONONO;
(ONONONONO)
(ONONONONO;
(ONONONONO)
(ONONONONO;
(ONONONONO)
(ONONONONO;
(ONONONONO)
(ONONONONO;
(ONONONONO;



APPENDIX C
PERSISTENCE SCALE (in English)

I am not discouraged by setbacks | face in my English learning process.
When it comes to learning English, I finish whatever | begin though I feel
tired.

| force myself to study more than other people when learning English.

4. When | have trouble with a language point, | practice it more.

| insist on reaching my goal of learning English even if it involves
considerable trouble.

I do more than what is expected of me by my teachers when learning
English.

If I am not good at a skill in English, I keep struggling to master it.

8. When | get a poor mark in my English class, | work harder next time.

10.

11.

12.
13.

14.

15.

16.

17.

18.

I continue to invest time and effort in language activities in spite of the
hard work and patience they require.

When working on a language learning activity, | try hard to finish it in
spite of the distractions around.

My ultimate goal of mastering English motivates me to overcome day to
day difficulties.

I try my best to do all I can to learn English

The more difficult a language activity is, the more determined | am to
finish it.

Once | decide to do something when learning English, I do not give up
until I reach my goal.

I continue a difficult language activity even when the others have already
given up on it.

If | fail to solve a problem | faced in a language assignment, | try again
and again in the hope that I will be successful

I make an effort to follow through with the plans | make for my studying
when learning a language skill.

I work hard to learn English.
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APPENDIX D

OVERVIEW OF SOME WIDELY-USED LEARNING ENVIRONMENT
SCALES

Scales classified according to Moos’s scheme

Instrument
Relationship Personal System Maintenance
Dimensions Development and System Change
Dimensions Dimensions
Learning Environment Cohesiveness Speed Diversity
Inventory (Walberg & Friction Difficulty Formality
Anderson & Fraser, 1982)  Favouritism Competitiveness Material environment
Cliqueness Goal direction
Satisfaction Disorganization
Apathy Democracy
Classroom Environment Involvement Task orientation Order and organization
Scale (Moos &Trickett, Affiliation Competition Rule clarity
1995) Teacher Support Teacher control
Innovation
School-Level Student support  professional Staff freedom
Environment Affiliation interest Participatory decision-
Questionnaire (Fisher & making
Fraser, 1990) Innovation

Individualized Classroom
Environment
Questionnaire (Fraser,
1990)

My Class Inventory
(Fisher & Fraser, 1981)

College and University
Classroom Environment
Inventory (Treagust &
Fraser, 1986)

Questionnaire on Teacher
Interaction (Wubbels &
Levy, 1993)

Personalization
Participation

Cohesiveness
Satisfaction
Friction

Personalization
Involvement
Student
cohesiveness
Satisfaction

Helpful/friendly
Understanding
Dissatisfied
Admonishing

Investigation
Independence

Difficulty
Competitiveness

Task orientation

Resource adequacy
Work pressure

Differentiation

Innovation
Individualization

Leadership

Student responsibility
and freedom
Uncertain

Strict
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Constructivist Learning
Environment Inventory
(Taylor, Fraser & Fisher,
1997)

What is Happening in
This Classroom
Questionnaire (Aldridge
& Fraser, 2000)

Questionnaire on
Instructional Behavior
(Lamberigts & Bergen,
2000)*

Learning Environment
Scale (Cavanagh &
Waugh, 2012)*

Personal
relevance
Uncertainty

Teacher Support
Involvement
Student
Cohesiveness

Critical Voice Student negotiation
Shared Control

Task orientation Equity
Cooperation
Investigation

Clarity
Classroom management
Strong teacher control
Shared teacher control
Loose teacher control

Self-educational values
Self-learning
Outcomes

Classroom/peer learning attitudes and behaviors

Classroom/peer, support,
Classroom/peer discussion
Classroom planning

Teacher support and expectations

Parental involvement

Note. * no categorization according to Moos is available.
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APPENDIX E

QUESTIONNAIRE ON EFL LEARNING ENVIRONMENT
(QEFL-LE; in Turkish)

INGILiZCE OGRENME-OGRETME ETKINLIiKLERI ANKETI

Degerli Ogrenciler,

Bu anket ile ingilizce derslerindeki grenme ve 6gretme etkinliklerinin degerlendirilmesi amaglanmaktadir. Elde edilen
veriler sadece bilimsel amagla kullanilacaktir ve cevaplariniz kesinlikle gizli tutulacaktir. Ankete isim ya da kimlik
belirtecek bir bilgi yazmaniza gerek yoktur. Liitfen her soruyu dikkatle okuyunuz ve ger¢ege uygun yanitlar veriniz.
Sorularin 'dogru’ ya da 'yanhs' bir yamiti yoktur, 6nemli olan yanitlarimizin sizin gézleminizi en dogru bicimde
yansitmasidir. Anketi yanitlamaniz aragtirmaya katilim i¢in onay verdiginiz bigiminde yorumlanacaktir. Yanitlarinizi
ilgili segenek tizerinde @ ya da ® seklinde belirtiniz ve sadece bir segenegi isaretleyiniz. Katkiniz igin tesekkiir ederim.

Giilgin MUTLU
Doktora Ogrencisi

Orta Dogu Teknik Universitesi

1.BOLUM: KENDINIiZLE iLGiLi BILGILER

1. Yasimiz?: (@ ® @ @ @ @0 ..

2. Cinsiyetiniz?:

Kadin

®

® Erkek

3. Universitedeki boliimiiniiziin ad1? (yaziniz):

4. Ailenizin ortalama ayhk geliri: QO

5. Daha énce herhangi bir
ingilizce hazirhik ya da kurs

programi é6grenimi aldimz m?

2000 TL 'den az

2001 TL-5.000 TL
5000 TL'den fazla

Evet
Hayir

6. Liseden mezun
oldugunuzda ingilizce
seviyeniz ne diizeydeydi?

7. Su anda ingilizce dersi
disinda ingilizce TV ya da
internet yaymnlarini ne
sikhikla izlersiniz?

8. Su anda ingilizce dersi
disinda ingilizce kitap ya
da dergi gibi basih
yayinlari ne sikhkla takip
edersiniz?

00000 00000 0000

Zayif
Orta
lyi

Cok iyi

Her zaman
Sik sik
Bazen
Nadiren
Hig

Her zaman
Sik sik
Bazen
Nadiren
Hig

2.BOLUM: OGRENME-OGRETME ETKINLiKLERi

Bu boliimde, ingilizce derslerindeki dgrenme ve 6gretme etkinliklerine ve ortamina iliskin maddeler yer almaktadir.
Su anki ingilizce derslerinizi diisiinerek, bu maddelere iliskin gozlemlerinizi sag tarafta verilen siklik 6lgegi {izerinde
(hi¢=1, nadiren=2, bazen=3, sik sik=4, her zaman=5) belirtiniz. Maddeleri yanitlarken genel olarak ingilizce dersi

siif ortamini ve en ¢ok dersinize giren ingilizce 6gretmeninizi diisiiniiniiz.

2.1. Ders Plam ve Organizasyonu

Bu derste

wn AW N -

. 6gretmen derse iyi hazirlanmis olarak gelir.

. Ogretmen ders zamanini etkili kullanir.

kullanimi) arasinda akici gegis saglar.

6. 6gretmen dersin sonunda grendigimiz becerileri gelistirmemiz igin ek ¢aligmalar onerir.

. dgretmen bir konuyu dnceki ve sonraki derslerle iliskilendirir.
. 0gretmen dersin amaglarini agik ve anlasilir bir sekilde agiklar.
. dgretmen dil becerileri (okuma, konusma, yazma, dinleme, kelime, telaffuz ve dil
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2.2. Ders Materyalleri ve Fiziksel Ortam

Bu derste

. ders kitabinin Ingilizce 6grenmemize 6nemli bir katkisi vardir.

Sik sik

11.

. gretmen dersin daha iyi anlasilmasina katki verecek ek materyaller (worksheets,

grammar handouts vb.) kullanir.

. gergek yasamla ilgili kullanilan kaynaklarin 6grenmemize 6nemli bir katkis1 vardir.

. kullanilan teknoloji destekli materyallerin (kitabin ekrana yansitilmis akilli yazilimi, videolar,

online egzersiz platformlari vb) ingilizce 6grenmeme kayda deger bir katkisi vardir.

sinif ortami (1s1klandirma, siralar, tahta, simif akustigi vb.) rahattir.

4 © o © B Hig

® ® ® ® @ Nadiren
® ® ® ® @ Bazn

< NON © EON

@ ® ® @ (@ Herzaman

12.
]33

2.3. Ders islenisi

Bu derste

dgrencilerle etkilesime 6nem veren etkinlikler yapilmaktadir.

grup etkinliklerine yer verilmektedir.

14.
15¢

Ogretmen dgretim yontemlerini gesitlendirmektedir.

etkinliklerin belirlenmesinde 6grenciler soz sahibidir.

01 O 08 © Hig
® ® ® ® Nadiren

| ® ® @ (@ Bazen
©O OO Siksk
® @ @ (@ Herzaman

16.

2.4. Ogrencilerle iletisim ve Ortam
Bu derste

ogretmen farkli ve siradisi fikirlere agik bir sinif ortami olusturmaktadir.

Hig

17:
18.

soru sormanin rahat oldugu bir ortam vardir.

dgretmen Ogrencilerle bireysel olarak ilgilenir.

19:
20.
21.

22

2

(o)

24.

dgrenciler 6gretmen ile iletisim kurmada sorun yasamaz.
dgretmen bana ve arkadaglarima adil davranir.

dgretmen derse katilma konusunda 6grencileri tesvik eder.

2.5. Degerlendirme

Bu derste

dgretmen etkinlik ve 6devlerdeki performansiyla ilgili her 6grenciye doniit verir.

. 6gretmen sinavlarin sonuglari ile ilgili bireysel olarak geri bildirim verir.

ogretmen bir 6devi basar1 ile tamamlamak igin taktik ve tavsiyeler verir.

© &1 © [ © &)

® ® ® ® ® ® Nadiren

©OOE®E Bazn

OO OO OO sksk
©@®®®® Herzamn

Hig¢

2

wn

26.

. 6gretmen siava iyi hazirlanma konusunda taktik ve tavsiyelerde bulunur.

sinavlar derste dgrenilenlerle dogrudan ilgilidir.

27

verilen 6devler gergek yasamla iliskilidir.

28.

smav sorulari gergek yasamda kullanilan dil becerilerinden olugsmaktadir.

D1 © [ © |6 O |6
CHONONOEROCHNONO) ‘Nadiren
©EOO®OE®EE Ban
ONORCNONCNONC I LU
ONONONONONONONELEZUL
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10.

11.

12.
13.
14.
15.
16.

17.
18.
19.
20.
21.
22.

23.

24,
25.

26.
217.
28.

APPENDIX F

QUESTIONNAIRE ON EFL LEARNING ENVIRONMENT

(QEFL-LE; in English)

The teacher comes to the class well-prepared.

The teacher efficiently uses the class time.

The teacher relates the lesson to the previous or later lessons.

The teacher clearly explains the objectives of the lesson.

The teacher fluently manages to pass through the language skills. (reading,
speaking listening vocabulary, pronunciation and grammar)

The teacher recommends some extra study at the end of the lesson for us to
reinforce the class.

The textbook is very supportive of my learning.

The teacher uses additional materials supporting the class to be well-
learned.

Real-life materials used are very supportive.

The technology-enhanced materials used are very supportive of my
learning.

The physical class atmosphere is comfortable. (lighting, desks, board, class
acoustics etc.)

The activities centering on communication have been performed.

Group activities are performed in the class.

The teacher diversifies methods and techniques.

The students have a say in the determination of the activities.

The teacher creates a class atmosphere which is open to different and
extraordinary ideas.

There is a class atmosphere where students may comfortably ask questions.
The teacher deals with students individually.

The students face no problems with communicating with the teacher.

The teacher treats equally to me and to my friends.

The teacher encourages students for active participation in the lesson.

The teacher provides feedback to every student about their performances
on the activities and assignments.

The teacher provides tactics and advice on how to successfully complete an
assignment.

The teacher provides tactics and advice on how to well prepare for tests.
The teacher provides feedback to every student individually about the test
results.

The exams are related to the real content of the lessons.

The assignments given are related to real-life.

Test questions involve the language skills used in real life.
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APPENDIX G

INTERVIEW SCHEDULE (in Turkish)

Goriisme Formu

Tarih: / /2016 Saat (baslangic-bitis): / Goriismeci:
Gilgin Mutlu
GIRIS

Merhaba, benim ismim Giilgin Mutlu. Necmettin Erbakan Universitesi
Ingilizce hazirlik programinda 6gretim gorevlisi olarak ¢alismaktayim ve ayni
zamanda Orta Dogu Teknik Universitesinde doktora dgrencisiyim. Ingilizce
o0grenmede sebat etme ile sinif ortamindaki ¢esitli degiskenler arasindaki iligki
lizerine bir arastirma yapiyorum ve sizinle bu konu ile ilgili olarak konugmak
istiyorum. Bu goriismede amacim, 6grencilerin bu olasi iliski ile ilgili olarak ne
diisiindiiklerini ortaya ¢ikarmaktir. Bu arastirmada ortaya ¢ikacak sonuglarin
Ingilizce hazirlik programlarinin 6grencilerin sebat etme davranislari artirmak
tizere sinif ve 6grenme ortamina yonelik yapilabilecek degisiklikler ve

aliabilecek tedbirler hususunda katkida bulunacagini {imit ediyorum.

a. Yaptigim tiim goriismelerde verilen bilgiler sadece bu arastirma icin

kullanilacak ve verdiginiz tiim bilgiler kesinlikle gizli tutulacaktir.

b. Goriismeye baglamadan sizin bana sormak istediginiz bir soru ya da

herhangi bir isteginiz varsa dnce bunu 6grenmek istiyorum.
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C. lzin verirseniz gériismeyi kaydetmek istiyorum. Bunun sizce bir

sakincasi1 var m1?

d. Gériismenin yaklasik 30 dakika siirecegini tahmin ediyorum. zin
verirseniz sorulara basglamak istiyorum.

GIRIiS SORULARI

1. Hangi lisans programina kayitlisiniz?
2. Daha dnce herhangi bir Ingilizce kursu ya da hazirlik egitimi aldiniz
mi1?
a. Ne zaman?
b. Ne kadar siire ile?
3. Lise de iken Ingilizce seviyeniz nasildi?
4. Kendinizi sebat etme (yilmadan devam etme) agisindan nasil
goriiyorsunuz?
5. Ingilizce 6grenme konusundaki duygularinizi agiklar misimz?
Hosunuza gitmesi, verdiginiz 6nem, giinliik yasamina girmesi, vb.
6. Ingilizce tv-film izleme, internette ingilizce kullanimi gibi ders dis

Ingilizce ile etkilesiminiz var midir?

ICERIK ILE ILGILI SORULAR

1. Diin katildiginiz son dersi anlatabilir misiniz? (Sinif ortami, yapilan
etkinlikler, arkadaglar, 6§retmen vb.)

2. Bu derste sinif 6grenme ortamindaki ¢esitli faktorlerden en ¢ok hangisi
ya da hangilerinin sebat etmende etkili oldugunu diislintiyorsun?

SONDA: Hangisi/Hangileri olumlu olarak etkilemistir?
Hangisi/Hangileri olumsuz olarak etkilemistir?

3. Senin i¢in sebat etme diizeyini artiracak ideal olan sinif ortamini
tanimlar misin?

SONDA: Su anki sinif ortamin bdyle mi?
262



Neler ayn1? Neler farkli?
Neler olmali? Neler olmamali?

4. Ingilizceyi karsilastigin sikintilara ragmen yilmadan devam ederek
ogrenmeye calistigin herhangi bir ders an1 hatirliyor musun?

SONDA: Ne yapiyordun? Ogrenmeye calistigin konu ya da soru neydi?
Karsilastigin sikint1 ne idi?
Bu ders anin1 senin i¢in 6zel kilan neydi?

Ogrenmeye calistigin o dakikada ne ya da neler senin sebat

etmene destek oldu?

5. Dersin diizenli, sistemli ve planli olmasi, Ingilizce 6grenirken sebat
etmeni, kararli olmani etkiliyor mu?

SONDA: Ne sekilde etkiliyor?

ALT S1. ingilizce dersinin diizenli ve sistemli oldugu ve bunun senin
Ingilizce 6grenme siirecini olumlu etkiledigi ve Ingilizce grenmeyi daha

cekici hale getirdigi bir ders olay1 ya da an1 anlatabilir misin?

6. Bana biraz Ingilizce dersinin islenisinden bahsedebilir misin? Ders
nasil islenir? Derste neler yapilir?

SONDA: En ¢ok hangi tiir etkinlikler yapilir?
Ogrencilerin s6z hakk1 ya dersteki aktif rol alma durumu nedir?

ALT S2. ingilizce dersinin islenisi ve derste yapilan etkinlikler ve sinif
ortami senin Ingilizce dgrenirken sebat etmeni ve istekli olmani nasil

etkiliyor?

7. Sence Ingilizce dersi 6gretmeninin siniftaki her tiirlii davraniginin senin
Ingilizce 6grenirken pes etmene ya da etmeyip devam etmene herhangi
bir etkisi var midir?

SONDA: Eger varsa, ne sekilde? Ornek verebilir misin?
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Kesinlikle higbir etkisi yoktur diyebilir misin?

ALT S3. Ogretmenin ne tiir davraniglari senin sebat etmene katkida bulnur?
Hangi tiir 6gretmen davranislar seni Ingilizce grenme siirecinde daha da

yildirir? Neden?

8. Smifin fiziksel durumunun ve sartlarinin Ingilizce 6grenme siirecinde
karsilastigin zorluklar1 agmanda bir etkisi var midir?

SONDA: Eger varsa, ne sekilde? Neler hissedersin? Ornek verebilir misin?
Kesinlikle higbir etkisi yoktur diyebilir misin?

9. Sence kullandiginiz basili ders materyallerinin (kitaplar, worksheetler
vb.) ya da teknolojik olanlarm ingilizce 6grenirken yilmadan devam
etmende bir etkisi olabilir mi?

SONDA: Eger varsa, ne sekilde? Neler hissedersin? Ornek verebilir misin?

Kullanilan materyaller igerik olarak ne tiir materyallerdir?

Gergek yasamla iligkili midirler?
Kesinlikle higbir etkisi yoktur diyebilir misin?

10. Ingilizce dersinin degerlendirilmesi siirecine baktiginda verilen
Odevlerin ve yapilan sinavlarin ive bunlara iliskin ¢esitli siireclerin
senin Ingilizce 6grenirken yilmadan devam etme davranigina bir etkisi
var midir?

SONDA: Ne sekilde? Neler hissedersin? Ornek verebilir misin?

11. Dogrudan sinif i¢i ve siavlar yoluyla degerlendirmenin hangi
unsurlari Ingilizce 6grenme sevkini ya da heyecanini olumlu ya da
olumsuz etkiliyor? Neden?

SONDA: Verebilecegin ornekler?
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APPENDIX H

INTERVIEW SCHEDULE (in English)

Interview Schedule

Date: / /2016  time (start-finish): / Interviewer:

Giilgin Mutlu
INTRODUCTION

Hello, my name is Giilgin Mutlu, from Necmettin Erbakan University and at
the same time | am a Phd candidate at METU. | have been conducting research
on the possibility of links between classroom learning environment
characteristics and student persistence in English learning and | am here to talk
to you about your perceptions about this topic. My hope is to investigate what
the student perceptions are in relation to the possible associations. | hope
findings from such an investigation may contribute to the changes to be made
and precautions to be taken regarding the classroom and learning environment

in order to increase the levels of persistence in learning English.

a. What you say to me is completely confidential. We do not pass on anything
people tell us. We do not use names of individuals and school sites in anything

we write.
b. Are there any further questions | can answer?
c. I‘d like to tape our conversation. Is it OK with you?

d. And you are free for the next hour and a half, right? If you are OK, | would

like to start.
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BACKGROUND QUESTIONS
1. What is your university department?
2. Have you ever taken an English course before?
a. When?
b. How long?
3. How was your English when you were at the high school?
4. How would you assess yourself about being persistent?

5. Can you please talk about your opinions about learning English? (You like
it or not, the importance you give to it and its being a daily activity for you and

SO on).

6. Are you exposed to English outside the English class such as through
watching English TV and films and using English on the internet?

QUESTIONS ABOUT CONTENT AND PROCESS

1. Can you talk about the last class you attended yesterday? (Class atmosphere,
the activities performed, friends and teachers etc.)

2. In this class, what do you think was the most influential factor or factors
present in the classroom learning environment upon your persistence in

learning English?
PROMPT: Which one/ones affected you positively?
Which one/ones affected you negatively?

3. Can you please describe the ideal classroom environment that can increase

your levels of persistence in learning English?

PROMPT: Is your current class like this?
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Which things are the same? Which things are the different?
What should be? What should not be?

4. Do you remember any English class time when you continue to learn

English in spite of some difficulties you face?

PROMPT: What were you doing? What was the topic or exercise that you were

trying to understand?
What was the difficulty you face?
What made this class special for you?

At the moment when you were striving to learn, what thing

or things supported your learning?

5. Does the class being orderly and planned affect your persistence and

decisiveness in learning English?
PROMPT: In what ways?

ALT Q1. Can you tell an instance when the English lesson was orderly and
planned and this affected your English learning process positively and thus

learning English became more interesting to you?

6. Can you please talk about the implementation of the English lesson? How

does the lesson proceed? What is done in the lesson?

PROMPT: What is the degree of students” having a say and being active in the

lesson?

ALT Q2. How does the implementation of the English lesson and the activities
performed in the English class and all classroom environment influence your

persistence and motivation in English?

7. Do you think there is an effect of all types of behavior of your English

teacher upon your swerving from or persevering in learning English?
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PROMPT: If yes, in what ways? Can you give examples?
Can you say there is definitely no effect?

ALT Q3. What type of teacher behavior facilitates your persistence in learning
English? What type of teacher behavior discourages you more in the process of

learning English? Why?

8. Are there any effects of classroom physical conditions on your facing

difficulties in learning English?
PROMPT: If yes, in what ways? How do you feel? Can you give examples?
Can you say there is definitely no effect?

9. Do you think the course materials (books, worksheets etc.) or technological

materials you use have an influence upon your persistence in learning English?
PROMPT: If yes, in what ways? How do you feel? Can you give examples?

What is the type and content of the materials used? Are they related

to real life?
Can you say there is definitely no effect?

10. Given the assessment procedures in the English class, do you think the
assignments given and the tests administered or all other relevant procedures

have an influence on your persistence in learning English?
PROMPT: In what ways? How do you feel? Can you give examples?

11. What elements or characteristics of the direct in-class and test-driven
assessment affect your zest and excitement of learning English positively or

negatively? Why?

PROMPT: Any examples?
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APPENDIX |

INFORMED CONSENT FORM

ARASTIRMAYA GONULLU KATILIM FORMU (INFORMED
CONSENT FORM)
Bu aragtirma, ODTU Egitim Bilimleri Béliimii gretim elemanlarindan
Prof. Dr. Ali Yildirim damigsmanlhiginda Egitim Programlari ve Ogretim
Programi 6grencisi Giilgin Mutlu tarafindan yiiriitiilen, doktora ¢aligmasidir.

Bu form sizi arastirma kosullar1 hakkinda bilgilendirmek i¢in hazirlanmastir.
Calismanin Amaci Nedir?

Arastirmanin amaci, katilimeilarin ingilizce 6grenmede yilmadan
devam etme durumlari ve Ingilizce sinif ortamindaki egitim-6gretim
etkinliklerine iliskin gézlemleri hakkinda bilgi toplamaktir ve bu iki temel

degisken arasindaki iliskiyi arastirmaktadir.
Bize Nasil Yardimc1 Olmamz isteyecegiz?

Arastirmaya katilmay1 kabul ederseniz, sizden beklenen, ilgili bir
ankette ve de bir 6l¢ekte yer alan bir dizi soruyu derecelendirme 6lgegi
tizerinde yanitlamaniz ve ilgili demografik bilgi edinmek i¢in eklenmis sorulari
cevaplamanizdir. Bu ¢alismaya katilim ortalama olarak 10-12 dakika

stirmektedir.
Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katiliminiz tamamen goniilliiliikk temelinde olmalidir.
Ankette, sizden kimlik veya kurum belirleyici hicbir bilgi istenmemektedir.
Cevaplariniz tamamiyla gizli tutulacak, sadece arastirmacilar tarafindan
degerlendirilecektir. Katilimcilardan elde edilecek bilgiler toplu halde
degerlendirilecek ve bilimsel yayimlarda kullanilacaktir. Sagladiginiz veriler

goniillii katilim formlarinda toplanan kimlik bilgileri ile eslestirilmeyecektir.
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Katilimimizla ilgili bilmeniz gerekenler:

Anket, genel olarak kisisel rahatsizlik verecek sorular igermemektedir.
Ancak, katilim sirasinda sorulardan ya da herhangi bagka bir nedenden o6tiirti
kendinizi rahatsiz hissederseniz cevaplama isini yarida birakip ¢ikmakta
serbestsiniz. Boyle bir durumda anketi uygulayan kisiye, anketi
tamamlamadiginiz1 soylemek yeterli olacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Anket sonunda, bu ¢alismayla ilgili sorulariniz cevaplanacaktir. Bu
calismaya katildiginiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha
fazla bilgi almak i¢in Egitim Bilimleri Boliimii 6gretim tiyelerinden Prof. Dr.
Ali Yildirim (E-posta: aliy@metu.edu.tr) ya da doktora 6grencisi Giilgin Mutlu

(E-posta: gmutlu@konya.edu.tr) ile iletisim kurabilirsiniz.
Yukaridaki bilgileri okudum ve bu ¢calismaya tamamen goniillii
olarak katiliyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih Imza

270



APPENDIX J

CURRICULUM VITAE

PERSONAL INFORMATION

Surname, Name: Mutlu Berkil, Giil¢in
Nationality: Turkish (TC)

Date and Place of Birth: 12 August 1984, Alasehir
Marital Status: Married

email: gulcin_berkil@yahoo.com

EDUCATION

Degree Institution Year of
Graduation

MA Bilkent University, MA TEFL 2008

BA Dokuz Eyliil University, ELT 2006

High School Savastepe Anatolian Teacher Trainee High 2002
School

WORK EXPERIENCE

Year Place Enrollment

2012- Present Necmettin Erbakan University, Konya Lecturer
2011-2012 Osmangazi University, Eskisehir Research Assistant
2006-2011 Dumlupinar University , Kiitahya Instructor

AWARDS & HONOURS

1-The first on the list of honor at graduation from the high school, Balikesir

Savastepe Anatolian Teacher Trainee High School, 2002

271



2 -The first on the list of honor in the University Entrance Exam, Department
of English Language Teaching, D.Eyliil University, 2002

3-The first on the list of honor at graduation both from the Department and

Faculty, D.Eyliil University (graduated summa cum laude), 2006

4- The first on the list of honor at graduation from the MA TEFL program

(graduated summa cum laude), 2008
5- TUBITAK National Scholarship Program for PhD Students Grantee, 2012

6- 2011-2012 Academic Year METU Graduate Course Performances Award,
2013

PUBLICATIONS

Berkil, G. (2009). A Closer Look at Pronunciation Learning Strategies.

Saarbriicken, Germany: Verlag Dr Miiller.

Mutlu, G. (2015). Strategy Training in Language Learning: A Review of
Avaliable Research in Turkey. Necmettin Erbakan Universitesi Sosyal
Bilimler Enstitiisii Dergisi, 1(1), 35-58.

Mutlu, G. (2016). A comparative look at the teacher training systems: Belgium
- Flemish Community and Turkey. International Journal of Human
Sciences, 13(2), 3320-3337. doi:10.14687/jhs.v13i2.3809

Mutlu, G. (2016). A qualitative analysis and comparison of the two

contemporary models of instructional design. International Journal of
Human Sciences, 13(3), 6154-6163. doi:10.14687/jhs.v13i3.4350

272



APPENDIX K

TURKISH SUMMARY

INGILiZCE OGRENME ORTAMI OZELLIiKLERI iLE INGILiZCE
OGRENMEDE SEBAT ETME DAVRANISI iLiSKiSi: BIR KARMA
DESEN CALISMASI

Giris

“Sebat Etme” herhangi bir isi ya da etkinligi yapmaya devam etmek
anlamina gelmektedir. Cesitli disiplinlerde sebat etme, anlam ya da gostergeleri
bakimindan farkli bakis agilariyla ele alinmistir. Birgok ¢alismada sebat etme
davranigi bir egitim kurumuna devam etme ve okulda kalma olarak ele
alinmaktadir (Hu, McCormick, & Gonyea, 2011; Wolniak, Mayhew, &
Engberg, 2012; Gardner, Smythe, Clement, & Gliksman, 1976; Joo, Lim, &
Kim, 2011; Ramage, 1990). Bu ¢alismalarda ders ya da okula devam etme ya
da bir programin bir iist diizeyine ya da bir sonraki yila gegme gibi veriler sebat
etme davranigina ait gostergeler olarak kullanilmislardir (Poellhuber,
Chomienne, & Karsenti, 2008). Ancak alan yazinda sebat etmeyi bir 6grenci
ozelligi ya da 6grenim ¢iktis1 olarak ele alan ¢alismalarin yetersiz oldugu
goriilmektedir. Sebat etmeye iliskin bu bakis acis1 6grencilerin bir disiplin ya
da konuyu 6grenmede karsilastiklar engel ve sorunlara ragmen o siirece devam
etmede gosterdikleri ¢aba olarak tanimlanabilir. Bu alandaki ulasilabilir tek
calisma Duckworth ve arkadaslarina (Duckworth, Peterson, Matthews, &
Kelly, 2007) aittir ve arastirmacilar Ingilizce “grit” adm verdikleri sebat etme
kavramini genel bir yetenek gibi ele almis ve bu kavrami “uzun vadeli hedefler
i¢in tutku ve sebat olarak™ tanimlamiglardir. Duckworth ve arkadaslar1 “grit”
adin1 verdikleri sebat etme kavramina bir disiplin alanina vurgu yapmaksizin
genel ve biligsel olmayan bir yasam becerisi olarak bakmaislardir ve bu

kavramin bagart ile olan iliskisini farkli profillere sahip drneklemler {izerinde
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de ortaya koyan ¢alismalar yapmislardir. Bulunan en ¢arpici bulgu
caligmalarinin sebat etme (grit) degiskeninin zeka katsayisinin etkisinin

Otesinde bagarili olmak i¢in daha anlamli ve belirleyici bir faktor oldugudur.

Calisma olarak en sikintili alanlardan biri olarak goriilebilecek yabanci dil
O0greniminde de bu kavram bir {ist diizeye ya da bir sonraki asamaya devam
etme yoniindeki bakis acisiyla aragtirilmistir. Bu alandaki ¢aligmalarin ¢ogu
giidiisel ve tutumsal faktorleri ele almistir ve bu faktdrlerin Japonca ya da
Fransizca gibi yabanci dilleri 6grenmede yilmadan devam etme durumuyla
ilgili oldugu bulunmustur (Erler & Macaro, 2011; Gardner et al., 1976;
Ramage, 1990). Fakat ad1 gegen bu faktorlere ek olarak yabanci dil 6grenmede
sebat etmeyi agiklayabilecek daha farkli faktorler ve degiskenler de s6z konusu
olabilir. Daha da énemlisi, yabanci dil olarak Ingilizce 6grenmede sebat etmeyi
ne bir {ist basamaga devam durumu ne de bir 6grenci 6zelligi ve duyusssal bir

ogrenim ¢iktis1 olarak ele alan bir ¢aligma bulunamamustir.

Egitim arastirmalari ¢atisi altinda 6grenme ortami arastirmalart olarak
adlandirilan dzel bir arastirma alanindan s6z edilmektedir. Ogrencilerin
ogrenme ortamina iliskin algilari ile ¢esitli biligsel ve duyussal 6grenci ve
ogrenme ¢iktilar1 arasindaki olasi iliskilerin arastirilmasi bu arastirma alaninin
en geleneksel yontemini olusturmaktadir (Fraser, 2002). Ustelik bu yéntem
hem uluslararasi alan yazinda (6rn. Chang, Hsiao & Chang, 2011; Dorman,
Fraser, & Mcrobbie, 1997; Dorman, Fisher, & Waldrip, 2006; Taylor & Fraser,
2013; She & Fisher, 2002) hem de ulusal alan yazinda (e.g. Arisoy, 2007;
Pamuk, 2014; Rakici, 2007; Yerdelen, 2013) daha ¢ok ortaokul diizeyi ve fen
bilimleri alakali disiplinlere ait siniflarda kullanilmistir. Bu baglamda, 6grenme
ortami1 ¢aligmalari agisindan yeni degiskenlerle, disiplin alanlartyla, 6grenci
gruplariyla ve de yeni baglamlarda ve de yeni yontemlerle ¢alisilmis

arastirmalara ihtiyag oldugu ortaya ¢ikmaktadir.
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Ikinci dil 6grenme bakis agis1yla baktigimizda ise, Gardner’in (2006) kiiltiir
ve egitim ortamin ikinci dil 6grenmede motivasyonu ve motivasyonla alakali
diger degiskenleri etkiledigine dair one stirdiigii ve ¢ok ses getiren bir modeli
(Ikinci Dil edinimin Sosyal-Egitimsel Modeli) vardir ve bu model sebat etme
ve 6grenme ortami arasindaki olasi iligkinin varhigindan agik¢a bahsetmektedir.
Benzer bir sekilde, yabanci ve ikinci dil 6grenimi ile ilgili bir takim
arastirmacilarda gelecekteki ¢alismalar1 diger akademik disiplinlerdes s6zii
gecen motivasyona benzer kavramlari ve 6zelliklede de egitim psikolojisine ait
olanlar1 ikinci dil 6grenimi alan yazinina tagimalari ve bdylece yeni kavramlar

kazandirmalar1 hususunda tesvik etmektedir.

Yukaridaki aciklamalar 1s181nda, bu ¢alisma Ingilizce 6grenmede sebat etme
konusunu bir 6grenci 6zelligi ya da bilissel olmayan bir beceri bakis agisiyla,
sebat etme ile iligkili olabilecek hem kisisel hem de ¢evresel degiskenleri de
(Ingilizce dersi 6grenme ortamina ait gesitli 6zellikler) ele alarak farkli bir
disiplin alaninda incelemeyi amaclamaktadir. Ingilizce dersi 6grenme ortamini
olusturan degiskenler a) ders plani ve organizasyonu, b) materyal ortam, c)
iletisimsel yaklasim-kaynakli ders uygulamalari, d) 6gretmen destek
davraniglari, ¢) degerlendirme uygulamalar1 hakkinda geribildirim ve
yonlendirme ve f) degerlendirme uygulamalarinin gergek yasam ve gergek
ogrenme ortami ile uyumlulugu gibi kategoriler altinda gruplandirilmistir. Bu
cergevede, her bir boyutun dgrencilerin Ingilizce 6grenmede sebat etme
tutumlartyla iligkilerini agiklamak ilk amag olarak ele alinmistir. Bu amaca

bagli olarak, 3 temel arastirma sorusu ¢alismaya yon vermistir:

1. Ingilizce dersi 6grenme ortaminin hangi 6zellikleri, dgrenciye ait hangi
ozellikler ve bu sozii gegen her iki degisken bir arada kullanildiginda
Ingilizce 6grenmede sebat etme diizeyini ne oranda yordamaktadir?

2. Ingilizce dersi 6grenme ortamim &zellikleri ile Ingilizce 6grenmede
sebat etme diizeyi arasindaki iligki bir takim 6grenci 6zelliklerine gore

degismekte midir?
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3. Universite hazirlik programi dgrencilerinin Ingilizce dersi 6grenme
ortamiin dzellikleri ile Ingilizce 6grenmede sebat etme diizeyi

arasindaki iligskiye yonelik gortisleri nelerdir?

Calismanin Onemi

Bu caligsma, sebat etme kavramini bir 6grenci 6zelligi ya da biligsel olmayan
bir beceri olarak inceleyerek ve de bu kavrami ¢esitli ¢cevresel degiskenler ile
iligkilendirerek, sebat etme kavrami ve onu etkileyebilecek cesitli faktorlere
kapsamli bir bakis agis1 sunmaktadir. Alan yazin sebat etme kavramina bir iist
seviyeye devam durumunun bir gostergesi ve de bu gdstergenin diger bir takim
duyussal degiskenlerle olan iliskileri bakimlarindan bir agiklama getirmektedir.
Ancak, alan yazinda bu kavram bir duyussal 6grenci ¢iktis1 olarak ele
alinmakta ve de bu agidan bakildiginda ¢esitli gevresel faktorlerle olan iligkileri
aciklamakta yetersiz kalmaktadir. Bu iligkiler 6zellikle yabanc dil 6gretimi
acisindan yeterli diizeyde ele alinmamistir. Bu nedenle, bu ¢alisma yeni bir
duyussal degisken {izerinde ¢alismasi ve ikinci dil edinimine motivasyon
tabanl bir kavram ile bakmas1 yaninda, bu kavrami 6grenme ortami 6zellikleri
ile iligskilendirmesi agisindan 6nem tagimaktadir. Sebat etme ile 6grenme
ortamui ararsindaki iliski bu kapsamda farkli bir kiiltiirel ortamda, farkli bir okul
diizeyinde ve farkli bir disiplin alaninda ele alinacaktir. Bu calisma s6zii gegen
iki temel degisken arasindaki iligkiyi hem nitel hem de nicel yontemlerle
(karma arastirma deseni ile) arastirmaya calisacaktir ve bu da bu alandaki alan
yazina katkilarda bulunacaktir ¢linkii 6grenme ortami arastirma alaninda nicel
ve Ozellikle de korelasyonel tabanli ¢aligmalar daha baskindir (Fraser, 2002).
Bu agidan, yeni yontemlerin ve 6zelliklede nicel ve nitel verilerin birbirini
tamamlamasina ve sonuclar1 daha da zenginlestirmesine katki saglayan karma

desen ¢alismalarinin yapilmasi ayr1 bir 6nem tagimaktadir.
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Yukarida belirtilenlere ek olarak, ¢alismada kullanilan veri toplama araglari
arastirmaci tarafindan gelistirilmis ve alan yazinin kullanimina sunulmustur.
Ozellikle 6grenme ortamina iliskin veri toplama araci program degerlendirme
ve eylem arastirmasi amaglariyla kullanilabilmesi ag¢isindan 6nem tasimaktadir.
Ogrenme ortamina iliskin veri toplama araci, hizmet halindeki
O0gretmenlerimizin siniflarinda var olan sikintilarin tespiti ya da istenilen ya da
hayal edilen durum ve 6zelliklerin belirlenmesinde ger¢ek durum ve tercih
edilen durum formatlarinda ifadelendirilerek sinif eylem arastirmasi
amaclarryla kullanildiginda, yabanc dil 6zellikle de ingilizce smiflarinin

iyilestirilmesine biiyiik faydalar saglayacaktir.

Calismanin bulgularina dayali olarak, ingilizcede sebat etme diizeyi ile
ogrenme ortaminin boyutlar1 arasindaki olasi iligkiler, sebat diizeyi daha
yiiksek 0grenciler yetistirmede hangi boyutlarin daha etkili oldugunu ortaya
koyacaktir. Buradan elde edilebilecek kanit ve bulgular yabanci dil 6gretmeni
yetigtiren programlarin ve de hizmete baslamis yabanci dil 6gretmelerine
hizmet i¢i olarak verilen §gretim programlarinin igeriklerinin
sekillendirilmesinde yol gosterici olacaktir. Ozellikle dgretmen 6zellikleri ve
Ogretmenin kontroliinde olan gesitli boyutlara ait sonuglar 6gretmen yetistirme

alani i¢in katki saglayacaktir.
Yontem
Arastirma Deseni

Calismada nitel ve nicel arastirma desenlerini harmanlayan karma desen
tirlerinden ¢esitleme deseni kullanilmistir (the convergence model) ¢iinkii
amag nicel ve nitel yontemler yoluyla elde edilen bulgularin birlestirlmesi,
cesitlendirilmesi ve karsilastirllmasidir (Creswell, 2002; Creswell &
PlanoClark, 2007). Nicel agidan bakildiginda bu bir korelasyonel ¢aligmadir ve
Ingilizce dersi 6grenme ortamu, 6grenci 6zellikleri ve Inglizce 6grenmede sebat
etme degiskeleri arasindaki iligkileri sorgulamaktadir. Nitel agidan bakildiginda

ise, bu galisma bir olgubilim (fenomenoloji) ¢alismasidir ¢ilinkii ¢alismanin iki
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ana degiskeni arasindaki iligkiler bu kez nitel goriismeler yoluyla

incelenmektedir.
Evren ve Orneklem

Arastirma evrenini Tiirkiye’deki devlet {iniversitelerinin yabanci diller
yiiksekokullar1 ya da boliimlerine bagl ingilizce hazirlik programlarinda
O0grenim goérmekte olan, tiim Al yeterlik diizeyine sahip hazirlik 6grencileri
olusturmaktadir. Bu evrene dayali 6rneklem, kiimeleme teknigi kullanilarak
belirlenmistir. Kiimeler 6ncelikle tiniversitelerin bulundugu cografi bolgeler ve
sonrasinda da tiniversitelerin kurulus yillar1 dikkate alinarak belirlenmistir.
Ikinci bir 6rneklem belirleme kriterini ya da basamagini 8grencilerin hazirlik
programlarinin durumu (zorunlu ya da segmeli) ve de 6grencilerin yeterlik
diizeyleri olusturmaktadir. Calismaya Tiirkiye’nin yedi cografi bolgesindeki en
eski hazirlik okullarinin sadece zorunlu ve A1 diizey siniflarina kayitl
ogrenciler dahil edilmislerdir. A1 diizeyindeki 6grencilerin Ingilizce grenme
siirecinin basinda olmalar1 ve bu sebeple 6grenme c¢abasi igerisinde olmalar1 ve
akademik yilin basindan beri ortalama en az iki aydir hazirlik programlarina
kayitli olmalar1 sebebiyle program, 6grenme ve sinif ortamindaki 6gelere
iligskin yeterli deneyime ve bilgiye sahip olduklar: diisliniilerek ¢alismanin
orneklemini olusturmalarina karar verilmistir. Bu sekilde, calismaya 1365
Ingilizce hazirlik programi 6grencisi katilmistir. Calismanin nitel kismina ise
anketleri cevaplamis olanlar arasindan 20 goniillii 6grenci maksimum gesitlilik
orneklemesini (Patton, 2002) saglayacak sekilde 6zellikle liniversitedeki
boliimleri ve cinsiyetleri goz dniinde bulundurularak secilmistir. Nitel boliime
katilan dgrenciler sadece Gazi ve Karabiik Universiteleri’ne kayith
Ogrencilerdir ve arastirmaciya en elverisli olacak sekilde bu 6rnekleme karar

verilmistir.
Veri Toplama Araclan

Calismada iki temel veri toplama arac1 kullanmlmustir: a) Ingilizce

Ogrenmede Sebat Etme Olgegi ve b) Ingilizce Ogretme-Ogrenme Etkinlikleri
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Anketi. Her iki veri toplama araci da konularla ilgili alan yazin taramalar1, alan
yazinda var olan 6l¢ek ve anketlerin incelenmesi ve 6lgme araci gelistirmede
dikkat edilmesi gereken teorik bilgiler dikkate alinarak hazirlanmistir. Madde
havuzlarinin olusturulmasini takiben, uzman goriisleri alinmistir ve uzman
goriiglerine gore araclarda gerekli diizenlemeler yapilarak pilot ¢aligma
asamasina gecilmistir. ingilizce Ogrenmede Sebat Etme Olcegi icin iki adet 6n
pilot calisma yapilmis ve faktor yapilar1 Temel Bilesenler Analizi ve
Acimlayici Faktor Analizleri ile belirlenmistir. Esas ¢alismada ise faktor ve
madde yapis1 dogrulayici faktdr analizi ile dogrulanmistir. Ingilizce Ogretme-
Ogrenme Etkinlikleri Anketi icinse sezgisel-rasyonel veri gelistirme
yaklagimindan (Fraser, 1986, aktaran Waldrip, Fisher & Dorman, 2008; Hase
& Goldberg, 1967) yola ¢ikilmis ve faktor yapisi ve maddelerin toplandiklar
ana catilar hem uzman goriigleri hem de Temel Bilesenler Analizi sonuglarina
gore belirlenmistir. Ogrenci 6zelliklerini dgrenmek amaciyla bir de dgrenci
ozellikleri bilgi toplama sayfasi olusturulmustur. Pilot uygulamalar sonrasinda
bir kez daha uzman goriisiine sunulan araglar son hallerini aldiktan sonra
ODTU Uygulamali Etik Arastirma Merkezi’ne bagvurulmus ve buradan
calismada kullanilacak araglarin etik agidan uygun oldugunu gosterir bir onay

belgesi alinmistir.
Veri Toplama Siireci

Arastirmaci Tirkiye nin yedi cografi bolgesindeki yedi farkli hazirlik
okulundan veri toplamistir. Uygulamalara gegmeden dnce arastirmact
uygulama yapilacak kurumlarin idarecileri ve sonrasinda bu idarecilerin
yonlendirdikleri birim ve boliim sorumlular ya da anket ve uygulamalardan
sorumlu 6gretim elemanlari ile bizzat iletisime ge¢cmistir ve 6grenci sayisi,
gruplar ve 6grenci diizeyleri gibi uygulamanin hedef kitlesini saglamak tizere
temel bilgileriedinmistir. Boylece, kurumlarin uygulama agisindan
miisaitlikleri belirlenmis ve hedef katilimci kitlesiyle uygulama yapmak icin
kurumlarin uygunluk durumlarina gore tarih ve saat iceren bir gizelge

hazirlanmistir. Arastirmaci bu takvime gore cogu uygulamaya sahsen istirak
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etmistir. Arastirmacinin uygun olmadig: hallerde kullanmak tizere, veri
toplamaya iliskin detayli ve bilgilendirici bir dokiiman hazirlamistir ve
arastirmacinin imkani dahilinde ulasamadigi yerlerdeki ilgili kisilere bu
formlar iletilmis ve bu formlarin yonlendiriciliginde veri toplamalari rica

edilmistir.

Anket uygulamalarii takiben, iki tiniversitede (Karabiik ve Gazi
Universiteleri) goniillii olan katilimcilarla kurumlarda sorumlu dgretim
elemanlar araciligiyla iletisime gecilmis ve 6grencilerin uygun oldugu
saatlerde ortalama 20-25 dakika siiren goriismeler yapilmistir. Gorlismelerde
katilimcilarin izinleri alinarak ses kayit cihazi kullanilmis ve goriismeler
kurumlardaki 6gretim elemanlarinin izniyle odalarini kullanmak suretiyle ya da
bos ¢alisma salonu ya da derslik gibi ortamlar i¢in kurum idarecilerinden izin

alinarak, giiriiltlisiiz ve rahat ortamlarda gergeklestirilmistir.
Verilerin Analizi

Calismaya ait nicel verilerin analizi i¢in SPSS programi kullanilmistir.
Verilerin temizlenmesini takiben veri toplama araglarina yonelik gegerlik ve
giivenirlik ¢alismalar1 yapilmistir ve bu baglamda faktor analizleri (agimlayict
ve dogrulayici), Cronbach Alpha testleri uygulanmistir. Aragtirma sorularina
bagli olarak nicel veriler lizerinde regresyon analizleri yapilmistir ve her bir
regresyon analizinden once gerekli varsayimlar test edilmistir. Calismaya ait
nitel veriler i¢inse icerik analizi yontemi kullanilmistir. Arastirmact
arastirmanin 0zelliklerini dikkate alarak, nitel veri kodlama stratejisini 6nce
alan yazina dayali genel kodlar1 belirlemek ve sonrasinda da verileri analiz
ettikce ortaya c¢ikan ek kodlari da bu listeye eklemek olarak belirlemistir (bknz.
“midway approach”, Miles & Huberman, 1994, p. 61).
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Bulgular
Katimer Ozellikleri

Katilimcilardan cinsiyet, yas, aile gelir diizeyi gibi demografik bilgilerin
yani sira, egitim durumlarii ve egitim ge¢mislerine iliskin ve de Ingilizce
dersleri disinda Ingilizce ile mesgul olma durumlarmi sorgulan bilgilerde
toplanmistir. Bu veriler 15181nda, 6grencilerin yaridan fazlasini erkek 6grenciler
olusturmaktadir (% 54.4) ve 6grencilerin cogu aylik ortalama geliri 5000 TL
ve daha diisiik olan ailelerden gelmektedir. Yas dagilimi dikkate alindiginda
ogrencilerinin cogunun 18 (% 40.1) ve 19 (%32.2) yas gruplarina ait oldugu
gbzlemlenmektedir. Egitim verilerine bakildiginda ise, 6grencilerin ¢ogunun
fen bilimleri agirlikli boliimlere kayitl olduklart goriillmektedir (% 79.5).
Ogrencilerin biiyiik bir cogunlugu daha dnce bir Ingilizce hazirlik egitimi ya da
kursu almadigini belirtmistir (% 82.1). Benzer bir sekilde, 6grencilerin ¢ogu
liseden mezun olduklarindaki Ingilizce diizeylerini zayif olarak nitelendirmistir
(% 45.3), ve bu oran1 % 38.3 ile lise mezuniyet diizeyini orta diizey olarak
tanimlayan dgrenciler takip etmektedir. Ders dis1 Ingilizce ile mesgul olma
durumlarina bakildiginda, tiim dgrencilerin tigte birinin siklikla (% 32.2),
%9.6” sinin daima ve geriye kalan {igte birinin ise bazen siklik derecesinde
(%33.2) televizyon veya internetle iliskili Ingilizce bir kaynag: takip ettigi
belirlenmistir. Bu sekilde bir gorsel ve isitsel kaynagi nadiren (% 15.9) ve hig
(% 4.8) olarak yanitlayan 6grencilerin orani tiim 6grencilerin beste birini
gecmemektedir. Diger ders dis1 Ingilizce ile mesgul olma durumunu
sorgulayan degiskene, Ingilizce olarak basili yayinlari (kitap ya da dergi) takip
etme oranlarina bakildiginda ise, 6grencilerin ¢ogunun daima (% 1.8) ya da
siklikla (% 8.6) oranlarda degil de bazen siklik derecesinde (% 33.3)
Ingilizceyi takip etme durumlari oldugu belirlenmistir. Basili Ingilizce
kaynaklarla ders dis1 mesgul olmadurumu katilimcilarca daha ¢ok nadiren

(% 30.8) ya da hi¢ (% 20.6) olarak yanitlanmustir.
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Ogrenci ozellikleri ya da 6grenci gecmisi degiskenleri olarak kabaca tabir
edilebilecek bu degiskenlere ek olarak dgrencilerin sebat diizeyleri ve Ingilizce
dersi 6grenme ortami 6zelliklerine karsi olan algilarina iligskin veriler de
toplanmistir. Bu baglamda, 6grencilerin Ingilizce hazirlik programlaridaki
Ogrenim siireglerindeki sebat etme diizeyleri 1’den (beni asla yansitmiyor) 5’ e
(beni tamamen yansitiyor) uzanan 6lgek iizerinde, orta diizey olarak tespit
edilmistir (M = 3.26, SD = . 79). Ogrenme ortamina iliskin veriler
incelendiginde ise, 1’den (asla) 5’e (daima) uzanan 6lcek sikligi iizerinde,
ortalama degerlerin en yiiksek ders plani ve organizasyonu alt 6l¢eginde (M =
4.23, SD = . 77) ve en diisiik degerlendirme etkinliklerinin otantikligi ve gercek
durumla uyumu (M = 3.45, SD = . 93) boyutunda goriilmektedir. Ozetle,
Ingilizce hazirlik programi 6grencileri 6grenme ortamina iliskin alt1 ana boyut
icin en az1 ortadan-yiiksege diizeyde olmak iizere, genellikle olumlu algilara

sahiptir.
Arastirma Sorularina Ait Bulgular

Ingilizce Hazirlik Programi Ogrencilerinin Kisisel Ozelliklerinin ve
Ingilizce Sinif Ortamina iliskin Algiarinin Onlarin Ingilizce Ogrenmede

Sebat Etme Diizeylerini Yordayiciligi

Calismanin bu ilk aragtirma sorusunda ele alinan bu iki ana grup degisken
ve dgrencilerin Ingilizcede sebat etme diizeyleri arasindaki olast iliskileri
belirlemek i¢in Regresyon Analizi yapilmistir. Bu baglamda, regresyon
analizleri lic basamakta test edilmistir: a) sadece 6grenci 6zelliklerin ve sebat
etmenin oldugu model, b) sadece Ingilizce 6grenme ortamina ait alt: degisken
ve sebat etmenin oldugu ikinci model ve de son olarak ¢) hem 6grenci
ozellikleri hem de 6grenme ortami degiskenlerinin bir arada oldugu son model
olmak tizere toplam ii¢ adet ayr1 regresyon modeli elde edilmistir. Tiim
analizlerden Oncesinde, istatistik varsayimlar test edilmistir ve regresyon

analizlerini yapmak i¢in herhangi bir varsayimin ihlal edilmedigi goriilmiistiir.
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Aragtirma sonuglart hem 6grenci 6zelliklerinin hem de 6grenme ortamina
ait degiskenlerin 6grencinin sebat etme diizeyi ile iligkili oldugunu
gostermistir. Ancak kullanilan tigiincii basamak regresyon analizi sonuglari bu
iki ana grup degiskenin birlikte kullanildiginda ¢aligmanin bagimli degiskeni
olan 6grencilerin sebat etme diizeyi lizerinde yordayicilik giiglerinin arttigini
gostermistir. Hem 6grenci 6zellikleri hem de 6grenme ortami degiskenlerinin
bir arada oldugu son modele ait sonuglar olusturulan modelin anlaml1
oldugunu, F(14, 1009) = 26.50, p < .001 ve model tarafindan agiklanan toplam
varyansin (R?) % 26 diizeyinde oldugunu ortaya koymustur. Ugiincii
basamaktaki sekiz 6grenci degiskeni ve alt1 ingilizce dersi sinif ortamina ait

boyutlar1 igeren regresyon analizinin sonuglar1 Tablo 1°de verilmistir.

Tablo 1

Ogrenci Ozellikleri ve Sinif Ortam1 Degiskenlerinin Birlikte Sebat Etme

Diizeyini Yordadig1 Regresyon Analizi Sonucu

Degiskenler B SEB B t p
1. ders planlama ve organizasyon -0.32 0.12 -10 -2.66 .008
2. materyal ortami1 081 0.13 .24 6.39 .000*
3. 0gretmen destek davraniglari 035 0.12 .12 297 .003

4. iletisimsel yaklagim-kaynakli ders uygulamalar1 ~ -0.13 0.17 -.03 -.77 .440

5. geribildirim ve yonlendirme (deg.) 0.09 0.18 .02 .53 .597
6. gercek yasam ve gercek 6grenme ortami ile 056 0.18 .11 3.10 .002
uyumluluk (deg.)

7. cinsiyet -1.22 079 -04 -154 .124
8. yas 058 0.27 .06 212 .035
9. tiniversite boliim alan 056 1.06 .02 0.53 .596
10. aile gelir diizeyi -3.16 0.62 -.14 -5.15 .000*
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Tablo 1 (devami)

11. daha 6nce alinan Ingilizce dersler 0.04 110 .00 0.03 .974
12. Algilanan lise mezuniyet ingilizce diizeyi 135 054 .07 251 .012

13. gorsel-isitsel kaynaklara dayali ders dist mesgul -1.05 0.44 -.08 -2.40 .017
olma

14. gorsel-basili kaynaklara dayali ders dist mesgul  -3.91 0.45 -.27 -8.74 .000*
olma

Not. R® = .26 (p < .001).

Tabloda goriildiigii iizere, aile gelir diizeyi, Ingilizce 6grenme ortaminin
materyal ortam1 boyutu ve gorsel-basili kaynaklara dayali ders dis1 ingilizce ile
mesgul olma olmak {iizere ii¢ degisken Ingilizce 6grenmede sebat etme diizeyi
ile anlaml olarak iliskilidir. iliskilerin yoniine bakildiginda ise, aile gelir
durumu disindaki diger iki degiskenin Ingilizce 6grenmede sebat etme

davranisi ile olumlu olarak iligkili oldugu gortilmektedir.

Ogrenme Ortami ve Sebat Etme Arasindaki Iliskinin Ogrenci Ozgecmis

Degiskenlerinin Alt Boyutlarimin Ayt ediciligine Gore Incelenmesi

Calismanin bu ikinci arastirma sorusunda Ingilizce hazirlik programi
ogrencilerin Ingilizcede sebat etme diizeyleri ile onlarm Ingilizce dersi
O0grenme ortaminin alt1 boyutuna iligkin algilar1 arasindaki iligki 6grenci
ozellikleri diye adlandirilan sekiz adet degiskenin ayirt ediciligi gozetilerek
incelenmistir. Diger bir deyisle, bu arastirma sorusu arastirilan iki temel
degisken arasindaki iligskinin 6grenci 6zelliklerine ait alt gruplarda farklilagip
farklilagmadigin1 incelemeyi amaglamaktadir. S6z konusu iligkiyi incelemek
amaciyla regresyon analizlerinin yapilmasinin dncesinde, 6grenci 6zellikleri
diye belirtilen sekiz degiskenin her biri var olan alt boyutlarina ayrilmis ve
bdylece regresyon analizlerini yapmak i¢in her bir 6grenci 6zelliginin alt grubu
olan veri setleri elde edilmistir. Ornegin cinsiyete ait 6grenci degiskeni kizlar
ve erkekler olarak iki ayr1 veri setine ayrilmistir. Diger 6grenci 6zellikleri

degiskenleri ise istatiksel olarak mevcut analiz yapilabilecek sayiy1 dikkate
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almak iizere kimi zaman seceneklerin birlestirilmesi yoluyla farkli sayilarda
veri setlerine boliinmiislerdir. Olusturulan veri setleri lizerinde ayr1 ayri
regresyon analizleri yapilmistir. Bu analizlerde amag bir 6grenci 6zelligine ait
alt gruplar karsilastirildiginda 6grenme ortamina ait hangi boyutlar hangi alt

grupta etkilidir ya da farklilasmaktadir sorusuna cevap aramaktir.

Her bir 6grenci 6zelligi alt boyutunda yapilan regresyon analizleri grenci
ozelliklerinin etkisi dahil edildiginde bile Ingilizce dersi 6grenme ortami ile
ogrencilerin Ingilizcede sebat etme diizeyleri arasinda anlamli bir iliskinin
varhigini dogrulamustir. Ancak her bir 6grenci 6zelligine ait belirlenen alt
gruplarda yapilan regresyon analizleri Ingilizce grenme ortami 6zelliklerinin
yordayiciliginin bir 6grenci 6zelliginin alt gruplarinda farklilagtigini
gdstermektedir. Ogrenci dzelligine ait alt veri setlerinde gergeklestirilen
regresyon analizlerine bagli olarak 6grencilerinin ingilizcede sebat etme
diizeylerindeki varyansi anlamli olarak aciklayan ingilizce 6grenme ortami
yordayicilarina ait sonuglar her bir 6grenci 6zelligi alt grubuna gore

Ozetlenerek Tablo 2’de sunulmustur.
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Tablo 2

Ingilizcede Sebat Etme Diizeyini Anlamli Olarak Yordayan Ingilizce Dersi

Ogrenme Ortam Degiskenlerinin Her Bir Ogrenci Ozelligi Alt Veri Seti igin

Sonuglari

Ogrenci Ozellikleri (alt gruplar
bazinda)

Manidar Olan Ingilizce Ogrenme Ortam1 Ozellikleri

Cinsiyet
Kiz

Erkek

Universite Boliim Alani

Fen bilimler alakal1

Sosyal bilimler alakali

Aile Gelir Diizeyi
2000 TL’ den fazla

Materyal ortami (+)
Ogretmen destek davranislari (+)

Materyal ortami (+)

Ogretmen destek davranislari (+)

Degerlendirmenin gercek yasam ve gergek 6grenme
ortami ile uyumlulugu (+)

Materyal ortami (+)

Ogretmen destek davramislari (+)

Degerlendirmenin gercek yasam ve gercek 6grenme
ortami ile uyumlulugu(+)

Materyal Ortami (+)

Dersi planlama ve organizasyon(-)

Materyal ortami (+)

Ogretmen destek davranislari(+)

Degerlendirmenin ger¢ek yasam ve gergek 6grenme
ortami ile uyumlulugu(+)

2000 TL’den az Materyal ortami (+)
lletisimsel yaklasim-kaynakli ders uygulamalari (-)
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Tablo 2 (devami)

Algilanan lise mezuniyet
Ingilizce diizeyi
Zayif

Orta

Iyi & Cok Iyi

Daha 6nce alan Ingilizce
dersler

Evet

Hayir

Gorsel-isitsel kaynaklara
dayal1 ders dis1 mesgul olma
Her zaman & Sik sik

Bazen ve daha az

Gorsel-basili kaynaklara
dayali ders dis1 mesgul olma
Her zaman & Sik sik

Bazen ve daha az

Materyal ortami (+)
Degerlendirmenin gercek yasam ve gercek
O0grenme ortami ile uyumlulugu (+)

Materyal ortami (+)

Materyal ortami (+)
Ogretmen destek davranislari (+)

Materyal ortami (+)

Materyal ortami (+)

Ogretmen destek davranislari(+)
Degerlendirmenin ger¢ek yasam ve gercek
O0grenme ortami ile uyumlulugu(+)

Dersi planlama ve organizasyon (-)
Materyal ortami (+)

Ogretmen destek davranislari (+)
Degerlendirmenin gercek yasam ve gercek
O0grenme ortami ile uyumlulugu (+)

Materyal ortami (+)
Degerlendirmenin gercek yasam ve gercek
ogrenme ortami ile uyumlulugu(+)

Materyal ortami (+)

Dersi planlama ve organizasyon(-)
Materyal ortami (+)

Ogretmen destek davranislari (+)
Degerlendirmenin gercek yasam ve gercek
O0grenme ortami ile uyumlulugu(+)
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Tablo 2 (devami)

Yas

20 yas alt1 Materyal ortami (+)
Ogretmen destek davranislari (+)
Degerlendirmenin ger¢ek yasam ve gercek 6§renme ortami ile
uyumlulugu(+)

20 yas ve Materyal ortami (+)
lizeri

Not. (-) negatif yondeki iliskiyi; (+) pozitif yondeki iliskiyi temsil etmektedir.

Sonuglara bakildiginda, Ingilizce grenme ortamiin materyal ortami
boyutunun 6grenci 6zelliklerinin her bir alt boyutunda 6grenci sebat diizeyini
manidar ve olumlu yonde yordayan bir degisken oldugu gézlemlenmektedir.
Bir 6grenci 6zelligine ait alt boyutlar karsilastirildiginda ise bazi 6grenme
ortam1 degiskenlerinin ayn1 6grenci 6zelligi degiskenin alt boyutlarina farklilik
gdsterip anlamli olma durumunu yitirdigi gézlemlenmektedir. Ornegin, erkek
ve kiz dgrenciler igin Ingilizce grenmede sebat etme diizeyini hem materyal
ortam1 hem de 6gretmen destek davranislari anlamli ve olumlu yonde
yordamakta iken, 6grenme ortaminin diger bir boyutu olan degerlendirmenin
gercek yasam ve gergek 6grenme ortami ile uyumlulugu boyutu sadece erkek
grubu icin Ingilizce 6grenmede sebat etme diizeyini olumlu ydnde etkileyen bir
degiskendir. Ayn1 boyut, kizlar grubu lizerinde sebat diizeyi ile
iliskilendirilebilecek anlaml1 bir etkiye sahip degildir. Benzer bir sekilde,
O0grenme ortamina ait iki 6zellik olan 6gretmen destek davraniglari ve
degerlendirmenin gercek yasam ve gergek 6grenme ortami ile uyumlulugu
boyutlar fen agirlikli {iniversite boliimlerinden gelen 6grenciler i¢in onlarin
sebat etme diizeyini etkileyen anlamli bir degisken iken, sosyal bilimler alakali

boliimlerden gelen 6grenciler igin herhangi bir etkileri s6z konusu degildir.

Aile gelir durumu degisken alt gruplarina bakildiginda ise, daha yiiksek aile
gelir durumuna sahip 6grencilerden olusan grup i¢in sebat diizeyi ve 6grenme
ortami arasindaki iligki arastirildiginda, 6§renme ortaminin ders planlama ve

organizasyon, sinifa ait materyal ortami, 6gretmen destek davranislar1 ve de
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degerlendirmenin gergek yasam ve gercek 6grenme ortami ile uyumlulugu
boyutlarinin anlamli bir etkisi oldugu goriilmektedir. Daha diisiik gelir
durumuna sahip ailelerden gelen 6grencilerde ise sebat etme diizeyinin
O6grenme ortaminin materyal ortami ve iletisimsel yaklagim-kaynakli ders
uygulamalari ile iligkilendirebilecegi goriilmektedir. Algilanan lise mezuniyet
Ingilizce diizeyi alt gruplarina bakildiginda, 6grenme ortaminin
degerlendirmenin gerg¢ek yasam ve gercek 6grenme ortami ile uyumlulugu
boyutunun dgrenci sebat diizeyini mezuniyet diizeyini sadece zayif olarak
yorumlayan grup igin anlaml1 olarak yordadig1 gériilmektedir. Ogrenme
ortaminin 6gretmen destek davraniglari boyutu ise mezuniyet yeterlik diizeyini
Iyi ya da ¢ok iyi olarak tanimlayan gruplar igin anlamli bir yordayicidir. Benzer
bir farklilasma daha &nce Ingilizce egitimi alan ve almayanlar arasinda da
gozlemlenmektedir. Ogretmen destek davranislar1 ve degerlendirmenin gercek
yasam ve gercek 6grenme ortami ile uyumlulugu boyutlari daha 6nce hig
Ingilizce ders deneyimi olan grupta degil de bir Ingilizce ders deneyimi olan

grubun sebat etme diizeyi i¢in anlamli bir yordayicidir.

Ingilizce dersi 6grenme ortamimin ders planlama ve organizasyon Ve
ogretmen destek davranislar: boyutlarinin gorsel-isitsel kaynaklara dayali ders
dis1 Ingilizce ile mesgul olma durumlarimi daha yiiksek olarak tanimlayan
ogrenci grubu icin Ingilizce sebat etme diizeyi ile anlamli olarak iliskili oldugu
bulunmustur. Bu iki boyut ders dig1 Ingilizce ile mesgul olma durumlarmi daha
diisiik seviyelerde olarak tanimlayan 6grencilerin sebat diizeyi ile anlamli bir
iliskiye sahip degildir. Gorsel-isitsel kaynaklara dayal ders dis1 Ingilizce ile
mesgul olma durumu degiskenine ait iki alt gruba bakildiginda ise, yukaridaki
ders dis1 Ingilizce ile mesgul olma durumunu tersi bir durum séz konusudur.
Dersi planlama ve organizasyon, 6gretmen destek davranislari ve
degerlendirmenin gergek yasam ve ger¢ek 6grenme ortami ile uyumlulugu
boyutlarmin Ingilizce sebat etme diizeyi ile anlaml1 olarak iliskili oldugu, bu

kez gorsel-basili kaynaklara dayali ders dis1 Ingilizce ile mesgul olma

289



durumlarin1 daha diisiik seviyelerde tanimlayan 6grenci grubu i¢in s6z

konusudur.

Son olarak, yas degiskenine ait iki alt veri setinde yapilan analizlerde,
O0gretmen destek davranislarivedegerlendirmenin ger¢ek yasam ve gercek
O0grenme ortami ile uyumlulugu boyutlarinin daha biiyiik yas gruplarindaki
degil de daha diisiik yas gruplarindaki 6grenciler i¢in onlarin sebat etme
diizeylerini ag¢iklamada anlamli bir yordayict oldugu sonucuna varilmastir.
Burada yukarida bahsi gegen varyansi agiklamada tek baslarina anlamli olan
yordayicilarin yaninda, kullanilan regresyon teknigi sebebiyle, modele dahil
edilen tiim bagimsiz degiskenlerin birlikte agiklayacagi ortak varsayansin
varligini da hatirlatmak gerekmektedir. Ancak aragtirma sorusunun amacina
yonelik olarak aciklanan 6zel ya da ortak varsayansa ait derece ve oran
degerlerine tek tek deginilmemistir; ¢iinkii, bu soru hangi yordayicilar tek
baslarina hangi 6grenci 6zelligi alt gruplarinda etkili olabilmektedir onu

sorgulamaktadir.

Ingilizce Hazirlik Programi Ogrencilerinin Ingilizce Dersi Sinif
Ortamina ait Cesitli Ozelliklerile Onlarin Ingilizce Ogrenmede Sebat Etme
Diizeyleri Arasindaki Olasi I'li§kiye Yonelik Goriisleri

Bu c¢aligmanin {igiincii aragtirma sorusu ilk iki aragtirma sorusu ile nicel
olarak test edilen ingilizce dersi sinif ortaminin alt boyutu ile Ingilizce
o0grenmede sebat etme diizeyi arasindaki iligkiyi bu kez nitel olarak arastirmay1
ve boylece nicel sonuglarin nitel sonuglarla ortiisiip ortiismedigini tespit etmeyi
amaglamaktadir. Ogrencilerin Ingilizce dersi sinif ortamma ait alt1 boyut ile
onlarin ingilizce 6grenme siirecinde gosterdikleri sebat davranis arasindaki
olas1 iligkiye ait goriigleri gériismeler yoluyla arastirilmistir. Sonuglar
calismanin nitel boliimiine katilan {iniversite Ingilizce hazirlik programi
ogrencilerinin her bir alt1 siif 6grenme ortami 6zelligini kendilerinin Ingilizce
ogrenirken gosterdikleri sebat diizeyi ile iliskilendirdiklerini gostermektedir.

Ayrica 6grenciler her bir boyuta ait ne gibi alt 6zelliklerin onlarin sebat diizeyi
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tizerinde etkili olduguna dair arastirmanin dayandigi temel arastirma

problemini daha da aydinlatic1 bilgiler vermislerdir.

Ders plan1 ve organizasyonu 6grenme ortami boyutu, 6grencilerce ankette
sorgulanan 6gretmen-odakli plan ve organizasyon yapisin aksine daha
kurumsal bir bakis agistyla algilanmis ve bu sekliyle ingilizce 6grenmede sebat
diizeyi ile iliskilendirilmistir. Bu baglamda, en ¢ok tekrar eden temalardan biri
hazirlik programi siniflarindaki hatali seviyelendirme problemleridir. Ozetle,
ogrenciler kendi seviyelerine uygun siniflara yerlestirilmediklerinde sebat etme
diizeylerinin diistiigiinii ve daha ¢abuk yildiklar1 dile getirmislerdir. Siklikla
bahsedilen ve 6grencilerin sebat etme diizeyini olumsuz olarak etkileyen diger
bir planlama ve organizasyon &zelligi ise kimi ingilizce 6gretmenlerinin ders
kitab1 ve onun sagladigi programui 1srarla ve harfiyen takip etme arzusudur. Bu
seklide 6grenciler dersin sanki 6gretmenin kontroliinde olmadigi, ders planinin
ne 6gretmeni ne de d6grencileri dikkate almadigi ve de dersin hicbir esneklik
sunmadigi gibi kafalarinda olusturduklar1 negatif algilarla sebat etme

isteklerinin engelledigini dile getirmislerdir.

Fiziksel sartlar ve ders materyalleri olarak iki ayr1 grupta incelenen Ingilizce
dersi materyal ortam1 boyutuna iligkin nitel sonuglar, siralarin biiyiikligii ve
rahatlik derecesi, 1s1klandirma, tavan seviyesi, 1sinma gibi olumsuz fiziksel
sartlarin 6grencilerin sebat etme diizeyini olumsuz olarak etkiledigini
gostermistir, ve bu olumsuz etkiaslinda bu olumsuz kosullarin verdigi uyku
hali, umutsuzluk ve depresif ruh halinin araciliginda gerceklesmektedir.
Ingilizce 6grenmede sebat etme diizeyini olumlu yénde etkileyen fiziksel
sartlar arasinda kullanilan teknoloji destekli materyaller ve bunlarin diizgiin
caligmasi sik¢a bahsedilmistir. Kullanilan ders materyallerine bakildiginda ise,
katilimcilar gergek yasami konu alan ve gercek yasamda uygulanabilirligi olan
ieriklerin onlarin Ingilizce 6grenme giidiilerini ve sevkleri artirdig: yoniinde
goriis bildirmiglerdir. Ders materyallerine iliskin goriisiinti bir 6grenci sdyle

belirtmistir:
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Ders kitabimizda sunulan konulardan genel olarak memnunum. Fakat
gercek yasamda daha ¢ok ihtiya¢ duyabilecegimiz konularin olmasini
beklerdim. Simdi kitabimizda ulasim konusu var ve bu konu gercekten
giizel ¢linkii biz yurt digina gittigimizde boyle bir icerik isimize yarayabilir.
Ben gerc¢ek yasantimiza uygulayabildigimiz igerikleri seviyorum. Eger bir
seyi seversem de daha da ¢ok 6grenmek ve daha ¢ok denemek istiyorum.

Iletisimsel yaklasim-kaynakl1 ders uygulamalar1 boyutuna bakildiginda,
ogrenciler dort dil becerisinin bir arada sunuldugu iletisimsel yaklasima dayali
ogretimi Ingilizce 6grenmede sebat etme acisindan faydali bulduklarini ve
ozellikle de konusma becerisi iizerine yapilan etkinliklerin sebat etme
diizeylerini olumlu yonde etkiledigini belirtmislerdir. Buna karsilik dilbilgisine
dayali 6gretim ise sebat etme diizeyi agisindan tam tersi olumsuz bir etkiye
sahiptir. Ogretmenin derste Ingilizce konusmasi, dil oyunlarina ve iletisime
dayal1 aktivitelere yer verilmesi de 6grencilerin sebat etme ve motivasyon
diizeylerini artiric bir role sahiptir. Her ne kadar daha ¢ok 6grenci grup
calismasinin sebat etme diizeylerini artirdigini belirtse de, baz1 6grenciler
bireysel ¢calismanin grup ¢alismasina kiyasla sebat etme diizeylerini artirmada

daha etkili oldugu belirtilmistir.

Ogretmen destek davranislar1 boyutunda, dgrencilerce anlayisl,
yardimsever ve samimi dgretmen davramglarinin grencilerin ingilizce
ogrenmede sebat etmelerini olumlu yonde, disiplinli, mesafeli ve kaba
ogretmen davranislarinin ise olumsuz yonde etkiledigi belirtilmistir. Bu
baglamda, sebat diizeyini artirict 6gretmen davranisi hem disiplinli hem de
samimi olabilecek boyutta ve bu iki ug arasinda seyretmektedir. Samimi ve
anlayish bir 6gretmen davranisinin sebat diizeyini olumlu yonde etkiledigine

ornek olacak sekilde, bir 6grenci sdyle demistir:

Ben bazi derslerde sikilmig bir goriintii ¢izerim ve canim pek bir sey
yapmak istemez. Ogretmenim bana yaklasir ve ne oldugunu ve neden
motivasyonumun o giin 6zellikle diisiik oldugunu sorar. O anda, birinin beni
diistindiigiinii ve aramizda bir seklide bir bag oldugunu diisiiniirim. Tam
aksine, 6gretmenin sana hi¢ dikkat etmiyorsa, sen o derste ilgini tamamen
kaybediyorsun. Ben ¢ok 6gretmen odakli biriyim. Eger mesafeli ve soguk
bir 6gretmenim varsa, herhangi bir seyi 6grenmek i¢in ¢aba gdstermek
istemem ve zorlanirim.
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Ogrenme ortamina ait degerlendirme etkinlikleri hususunda yapilan
geribildirim ve yonlendirme etkinliklerine bakildiginda, goriisme sonuglari
O0gretmenin geribildirim vermedeki tavir ve tutumun 6grencilerin sebat
diizeyini etkiledigini gdstermistir. Ogrencinin bilissel kapasitesi, algilama
diizeyi gibi konularda hakarete benzer ya da dalga ge¢me tarzindaki
geribildirim sunma bigimleri 6grencilerce sebat etmeleri agisindan olumsuz bir
tablo ¢izmektedir. Tam tersine 6grenci basarisin1 Gven ya da pekistiren pozitif
geribildirim bgimleri, 6gretmenin 6grencilerin daha basarili olmasi igin taktik
ve tavsiyeler vermesi, verilen geribildirimin agik ve anlagilir kriterlere dayali
olmasi ve geribildirimin dolayl olarak yani 6grenciye hatalarini buldurtma ve
diizelttirme gibi yontemler kullanarak yapilmasi Ingilizce 6grenmede sebat
etme diizeyini artirici olarak bildirilmistir. Bir 6grenci bu boyuta ait

diisiincelerini soyle aktarmistir:

Mesela ben bir ciimle sdylerim. Ogretmenim “liitfen tekrarla” der ve
ben ciimleyi tekrar ederim. Ogretmenim tekrar “liitfen tekrarla” der. iste
bu sekilde ciimlemin hatali oldugu anlayarak, ciimlemi kendim
diizeltmeyi denerim. Iste bu dgretmenin verdigi bu kiiciiciik zorlayici
hareket benim dogru yapiy1 bulana kadar yilmadan ¢abalamami saglar.
Eger 6gretmenim hatami direkt olarak diizeltirse, bu beni hem motive
etmez ve hem de 6grendigim sey aklimda kalict olmaz.

Son olarak Ingilizce dersi 6grenme ortamina iliskin degerlendirmenin
gercek yasam ve gercek 6grenme ortami ile uyumlulugu boyutuna
bakildiginda, 6grenciler ders miifredatiyla uyumlu ve derste ne 6grenildi ise
onu sinayan sinav ve buna benzer diger degerlendirme yontemlerinin Ingilizce
o0grenmede sebat etme diizeylerini olumlu olarak etkilediginden
bahsetmislerdir. Bunun yani sira, degerlendirmede agik ve seffaf kriterlerin
olmamasi, gercek yasamdakinin tam aksine test aninda 6gretmenlerinden anlik
bir geribildirim alamamalar1 ve degerlendirmede ¢ok asamali degilde tek anlik
degerlendirme bi¢imlerinin kullanilmasi gibi durumlar katilimcilarca sik sik
tekrar edilmis ve 6grencilerin sebat diizeyleri lizerinde olumsuz bir etkiye sahip
olduklar1 belirtilmistir. Degerlendirme durumlarinin gercek sinif ortamindaki

deneyimleri ile uyusmamasini konusunu bir 6grenci, soyle dile getirmistir:
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Okulumda quizleri seviyorum ciinkii onlar1 yapabiliyorum ve yaparken
de biz bunlar1 zaten 6grenmistik diye disiiniiyorum. Kendi kendime
eger siifta zaten gordiiglimiiz bir seyi yapamayacaksam o zaman sorun
bendedir diyorum. Bdylece sinav sorularini cevaplamak i¢in daha hirsh
ve azimli oluyorum. Vize simavlarinda ise, sinav sorular1 derste
gordiiklerimizden tamamen bagimsiz oluyor. Derste her sey dilbilgisi
agirlikli ama smavlarda hi¢ dilbilgisi yok fakat dinleme sorular1 var.
Ben sorulart anlayamadigimda, kiziyorum ve anlayamadigim sorulari
yapmaya c¢aligmak i¢in bosuna caba sarf etmek istemiyorum.

Tartisma ve Oneriler

Bu arastirma esas olarak Ingilizce dersi 6grenme ortamina iliskin farkl
ozellikler ile Ingilizce grenmede sebat etme kavrami arasindaki iliskilerin
Ingilizce hazirlik programi 6grencilerinin gériislerine dayali olarak
incelenmesini amaglamistir. Ogrenci dzelliklerinin bu iliskideki yeri ve &nemi
de diger bir cevap aranan sorudur. Arastirma sonunda elde edilen nicel ve nitel
bulgular incelendiginde Ingilizce dersi grenme ortamimin farkli boyutlari ile
Ingilizce 6grenmede sebat etme kavrami arasinda bir iliskinin var oldugu
sonucuna varilmistir. Ogrenci dzellikleri diye adlandirilan demografik, egitiml
gecmisi ve Ingilizce ile ders dis1 mesgul olma gibi durumlar1 kapsayan sekiz
degiskenin de hem Ingilizce 6grenmede sebat etme hem de sebat etme ve
Ogrenme ortami arasindaki iliskide anlamli bir role sahip oldugu da bulgular
arasindadir. Bu baglamda, bu boliimde, elde edilen bulgular 1g1ginda sonuglar
tartisilacak ve de gelecekteki arastirma ve uygulama alanlarina iligkin bir takim

onerilerde bulunulacaktir.

Oncelikle nitel ve nicel bulgular birlestirildiginde, bulgularin biiyiik oranda
ortiistiigii ve Ingilizce dersi 6grenme ortami ve Ingilizce 6grenme siirecinde
sebat etme davranisi arasinda bir iliskinin var olduguna dair elde edilen sonug,
O0grenme ortami arastirma alaninda, duyussal ve tutumla alakali degiskenlerle
Ogrenme ortami arasindaki baglantiy1 sorgulayan 6nceki ¢alismalar1 destekler
niteliktedir. Ogrenme ortam1 ve duyussal dgrenci ¢iktilari arasinda bir iliskinin
var oldugunu hem yabanci diller (Maulana vd., 2011; Chua vd., 2009; Wei &

Elias, 2011) hem de diger disiplinlerde (Arisoy, 2007; Dorman vd.., 2006;
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Koul vd., 2006; Harbaugh & Cavanagh , 2012; Kim vd., 2000; Merildinen,
2014, Telli vd., 2006; Vermeulen & Schmidth, 2008; Wubbels & Brekelmans,
1998) yapilan ¢alismalar agikga ortaya koymaktadir.

Sonuglar daha ayrintili incelendiginde ise, Ingilizce dersi 6grenme ortaminin
smifin fiziksel sartlar1 ve kullanilan ders materyallerini igeren boyutu olan
materyal ortam1 boyutunun Ingilizcede sebat etme diizeyini en yiiksek oranda
yordayan degisken oldugu gozlemlenmektedir. Materyal ortami boyutunu,
degerlendirmenin ger¢ek yasam ve gercek dgrenme ortami ile uyumlulugu
boyutu takip etmektedir. Alan yazinda 6grenme ortami arastirma alaninda daha
once yapilmis olan galismalarda aradaki iliskilere dair benzer bulgular ortaya
konmustur. Oncelikle, materyal ortamina iliskin sonuglara bakildiginda, Atbas
(2004) ders materyallerine kars1 olan memnuniyet degiskeninin 6grencilerin
derse katilimini1 anlamli olarak yordadigini bulmustur. Benzer bir sekilde, daha
onceki 6grenme ortami aragtirmalarinda siklikla kullanilan 6grenme ortami veri
toplama araglarinin materyal ortamini igeren alt 6lgeklerinin de derse karsi
tutum degiskeni ile iligkili oldugu gozlemlenmektedir (Henderson, Fisher &
Fraser, 2000; Newby, 1998; Fisher & Newby, 2000). Dorman, Fisher ve
Waldrip (2006) ve de Koul, Fisher ve Earnest (2006) tarafindan yapilan
calismalarda degerlendirmenin gergek yasam ve ger¢ek 6grenme ortama ile
uyumlulugu boyutunu ¢agristiran 6l¢ek alt boyutlariyla derse karsi tutum ve
ozyeterlik gibi degiskenler arasinda anlamli iliskilerin varligina dair bulgular
elde edilmistir. Slater (1996) 6grencilerin degerlendirmeye dair gergek yasam
ve gercek 6grenme ortami kavramlarini kapsayan alternatif degerlendirme
yontemleriyle mesgul olduklarinda bu yontemler vasitasiyla kendilerine
sunulan materyali anlamaya ve anlamlandirmaya ¢alisirken daha da ¢ok sebat
edip ¢aba gosterdiklerini ileri siirmiistiir. Bundan dolayi, yabanci dil
siniflarinda yordayicilik giicii en yiiksek bu iki Ingilizce sinif ortamu 6zelligi
hususlarinda gereken 6nem ve 6zen gosterilmelidir. Nitel analizlerde de
eksikligi ya da sikintili oldugu alanlar 6zellikle vurgulanan alternatif

degerlendirme yontemleri hakkinda Ingilizce 6gretmenlerine hizmet ici ya da
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hizmet 6ncesi egitim etkinlikleri vasitastyla bu yontemlere ve sinif
uygulamalarina iliskin yeterli bilgiler verilmelidir. Materyal ortamina iliskin
sinifin fiziksel sartlar1 ve de derste kullanilan basili ve teknoloji destekli
kaynaklar ders 6gretmenleri, idareciler ve ilgili egitim uzmanlar tarafindan
Ogrencilerin rahat edebilecegi ve memnun kalabilecegi en uygun diizeye
getirilmeye calisilmalidir. Ogrenci memnuniyeti ve kosullarin ve kaynaklarm
durumlarina iliskin 68renci algilariin ihtiyag¢ analizi ¢alismalari vasitasiyla sik
sik kontrol edilmesi onerilmektedir. Bu sayede, 6grencilerin miimkiin diizeyde
Ingilizce 6grenme ve Ingilizce 6grenmek icin gayret gosterebilmeleri icin
dikkatlerini dagitacak ve heveslerin kiracak olumsuz durumlarin 6niine daha

kolay ve hizli bir sekilde gegilebilecektir.

Kullanilan analizler sonucu tiim 6grenme ortami boyutlarinin bir arada
acikladig1 ortak (paylasimli) varyans da aslinda Ingilizce 6grenmede sebat
etme durumu iizerinde her bir 6grenme ortami boyutunun direkt ya da dolayli
yollardan olsun bir sekilde etkili oldugunu gostermektedir. Nitel ve nicel
sonuglar birbirini desteklemekte ve aradaki iligkinin varligin1 daha da
pekistirmektedir. Alan yazinda yukarida s6z edilen iki ana anlamli yordayict
disinda kalan dért Ingilizce 6grenme ortamu boyutu ile duyussal 6grenci
ciktilart arasindaki iligkilerin varligini destekleyen yeterli sayida calisma
mevcuttur. Bu baglamda, 6gretmen destek davranisi olarak adlandirilan
Ogrenme ortami boyutuna iliskin bu ¢alismanin bulgularini1 destekleyen ve daha
cok 0gretmenin kisilerarast davranislari adi altinda toplanan olumlu 6gretmen
davraniglar1 ve duyusgsal 6grenci ¢iktilarina dair ¢alismalar vardir (Chua &
Chen, 2009; den Brok, 2001; Wubbels, 1993). Diger boyutlara iligkin sonuglara
bakildiginda ise degerlendirme ana catisina bagl diger bir 6zellik olan
geribildirim ve yonlendirme boyutunda (Koul, Fisher & Earnest, 2006;
Wiggins, 1993), ders plani ve organizasyonu boyutunda (Kerr, Fisher, Yaxley
& Fraser, 2006; Paige, 1979; Wong, 1993; Wright & Coven, 1982); ve de
iletisimsel yaklagim-kaynakli ders uygulamalar1 boyutunda (Allen, 2003;
Hunus & Fraser, 1997; Kerr vd., 2006; Wahyudi, 2004) yiiriitiilen ¢caligmalar,
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bu boyutlara iligskin 6grenci algilari ile ¢esitli duyussal 6grenci ¢iktilar
arasindaki iliskilere dair yeterli bir alan yazin destegi sunmaktadir. Bu sekilde,
bu ii¢ boyuta iliskin uygulamalarda yine Ingilizce dgretmenlerine énemli roller
diismektedir. Ozellikle geribildirim ve ydnlendirme boyutu basta olmak iizere
diger boyutlara iligskin 6gretmenlere yine hizmetgi ve hizmet 6ncesi olanaklar
dahilinde egitimler verilmeli ve daha ¢oksebat eden, azimli ve zorluklar
karsisinda yilmayan 6grencilere sahip olabilmeleri i¢in yapilmasi gerekenler

Ozetlenmelidir.

Diger bir ¢calisma sonucuna gore, 6grenci ozellikleri diye adlandirilan ¢esitli
sekiz degiskenin de analizlere dahil edilmesiyle bu degiskenlerin de ingilizcede
sebat etme degiskeni ile alakali oldugu bulunmus, ve hatta 6grenme ortami
boyutlari ile birlikte dahil edildikleri analizlerde, 6grenci 6zelliklerinin
Ogrenme ortaminin alt1 ana 6zelligine kiyasla daha giiglii bir yordayici oldugu
sonucuna varilmgtir. Ogrenci 6zellikleri diye adlandirilan bu degiskenlerden,
ders dis1 Ingilizce basili-gorsel kaynaklarla mesgul olma, algilanan lise
mezuniyet Ingilizce diizeyi ve de aile gelir diizeyi tek baslarina ve de anlamli
olarak sebat etme degiskenini yordamaktadir. Ornegin, aile gelir durumu ve
sebat etme arasinda olumsuz yonde bir iligki var iken, diger iki degisken ve
sebat etme arasinda olumlu bir iligki oldugu tespit edilmistir. Bu baglamda,
siniflarda farkli 6zelliklere sahip 6grencilerin varligi kaginilmazdir ve bundan
dolay1 6gretmenler bu durumun varligindan ve sinif ortamina olan etkilerinden
hizmet i¢i ya da hizmet oncesi siireglerle haberdar edilmelidirler.

Belirtilenlere ek olarak, bu ¢alisma ayrica bu sekiz 6grenci 6zelligi
degiskenine ayirdedici 6zellikler olarak bakmis ve g¢alisma sonuglari bu
ozelliklerin alt boyutlar1 dikkate alinarak tekrar olusturulan veri setleri lizerinde
yapilan analizler de sebat etme ve 6grenme ortami arasindaki iliskinin belirli
ogrenci ozelliklerine gore farklilik gésterdigini ortaya koymustur. O halde,
ogretmenler ve program gelistiriciler farkli egitim gegmisi, demografik ve
akademik 6zelliklere sahip 6grencilerin ayn1 6grenme ortamini farkl sekillerde

algilayabilecegi hususunda bilgilendirilmelidirler. ingilizce 6gretmenleri farkli
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ozelliklere ve deneyimlere sahip 6grencilerin oldugu siniflarda 6grencilerin
daha azimli ve sebatkar olmalari adina nasil bir yol takip etmeleri konusunda
egitilmeli ya da en azindan bdyle bir durumun ya da bulgunun varligi
hususunda bilgilendirilmelidirler. Ogrenci 6zellikleri degiskenlerinin Ingilizce
ogrenmede sebat etme ve Ingilizce dersi grenme ortami arasindaki iliskideki
etkisi ayrica okul idarecileri ya da egitim agisindan karar verme ve politika
gelistirme gorevinde olanlarca da dikkate alinmalidir.

Bu calismada 6grenme ortami arastirma alanini fen bilimleri disindaki diger
disiplin alanlarina tastmak amaciyla Ingilizce dersi 6grenme ortami adi altinda
yeni bir teorik ¢ergeve ya da kavram gelistirilmistir. Aragtirma bulgularina gore
bu yeni teorik ¢ergeve duyussal 6grenci 6zellikleri ile bag kurmak adina etkili
bulunmustur. Bu ¢ergeveyi incelemek i¢in de yeni bir veri toplama aract
gelistirilmistir. Gelistirilen bu aracin Ingilizce 6gretmenleri tarafindan eylem
arastirmasi amaciyla kullanilmasi ve sinif ortaminda aksayan ya da
gelistirilmesi gereken yonlerin bu sekilde tespit edilmesi 6nerilmektedir. Ayn1
veri toplama arac1 Ingilizce siflarinda program degerlendirme amagh da
kullanilabilir. Tlgili veri toplama arac1 vasitasiyla hakkinda bilgi toplanan
Ingilizce dersi 6grenme ortamina ait 6zellikler, alinacak sonuglara bagl olarak
iyilestirildigi oranda dgrencilerin Ingilizce dgrenme siirecinde sebat etme
diizeyleri de artacaktir. Sebat etme diizeyi ile dogru orantili olarak 6grenci
basarisinin da artacagi gozden kagirilmamasi gereken bir gergektir (Duckworth
vd., 2007).
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APPENDIX L

TEZ FOTOKOPISI iZIN FORMU

ENSTITU
Fen Bilimleri Enstitiisii I:I
Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisti I:I

Enformatik Enstitiisii

Deniz Bilimleri Enstittsi

YAZARIN
Soyadi : Mutlu
Adi : Giilgin

Béliimii : Egitim Bilimleri Boliimii (Egitim Programlar1 ve Ogretim)

TEZIN ADI (ingilizce) :

Linking EFL Learning Environment Characteristics and Persistence in
EFL Learning: A Mixed Design Study

TEZIN TURU : Yiiksek Lisans Doktora

Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.
Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir

boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

Tezimden bir bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIiM TARIHI:
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