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Foreword 

 

Dear Authors, esteemed Readers, 

 

It is a pleasure for us to write this Foreword to the Proceedings of the 5th Cukurova 

International ELT Teachers Conferences (CUELT 2019) held in Adana, Turkey on April 18-

20, 2019. 

 

CUELT Conferences aim to bring together academics, researchers and professionals from all 

over the world. As for the previous conferences, the theme was to create a link between local 

and global issues on English language learning and teaching ELT.  Thus, the theme of the 5th 

CUELT conference was “Glocalization Issues and Trends in EFL/ESL” to call attention to 

“think globally, act locally.” 

 

The conference particularly encouraged the interaction of researchers, teachers and teacher 

candidates with the more established academic community to present and to discuss new and 

current work.  In the event, the conference was highly successful with 5 plenary speakers, 80 

paper presentations and 4 workshop sessions.   

 

Their contributions made the Conference an outstanding ELT event as it has been. The papers 

contributed to the most recent topics known in the field of teacher training and development, 

language teaching and learning, ICT, critical pedagogy and etc.  The proceedings in this book 

were selected from a great number of papers using a peer review process which provided the 

researchers with the opportunity to improve the quality of their papers before publication, as 

reviewers gave recommendations for improvement along with their assessment. These 

proceedings will contribute to all of the parties interested in ELT as a fruitful reference book. 

They will also be impetus to stimulate further study and research in all these areas. 

 

As the Editors of CUELT 2019 Conference Proceedings Book, we thank all authors and 

participants for their contributions. 

 

Editors 

Hasan Bedir & Hülya Tuncer 
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Abstract 

The aim of this study is twofold; to investigate learners’ own perceptions and recommendations 

and to explore in detail the voice of students in different levels by pursuing possible similarities 

and differences in their ideas. The study was carried out at the English Preparatory School of a 

state university in Istanbul, Turkey. 227 participants who were studying in three different 

Common European Framework of Reference (henceforth CEFR) levels (A, B and C) were 

recruited on a voluntary basis. Through an open-ended question, they were asked to provide 

suggestions and ideas for developing their L2 listening skills and ways to tackle difficulties 

related to their L2 listening comprehension. The responses were analyzed qualitatively and 

grouped under two main themes i.e. suggestions regarding self-study and classroom-related 

suggestions. Various sub-themes emerged from the data, ranging from reading more in English 

to studying pronunciation. It is hoped that the study will provide ideas to solve listening 

comprehension problems of second language learners in academic settings. In addition, 

suggestions coming from language learners themselves can contribute to the implementation of 

beneficial techniques and strategies to develop L2 listening comprehension. 

 

Key words: L2 listening, Listening comprehension, Learners` suggestions, Student voice 
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Introduction 

 

Listening is a vital receptive language skill that contributes to the success of communication in 

the first language (henceforth in L1). Due to its complex nature, it is not possible to observe the 

processes involved in listening, hence for some, it is the most difficult skill to learn 

(Vandergrift, 2004). There are different views in terms of how L2 listening occurs. Bottom-up 

model of listening puts forward the view that a listener reaches understanding by deciphering 

meaningful units starting from the smallest (phonemes) to the whole text (the whole utterance) 

in a linear fashion (Nunan, 1997; Wilson, 2003; Khuzaiakhmetov & Porchesku, 2016). Top-

down model, on the other hand, assumes that the listener formulates the meaning by employing 

their preexisting knowledge and context where the listening activity occurs (Nunan, 1997; 

Gilakjani & Ahmadi, 2011). In other words, listeners employ their background knowledge and 

metacognitive knowledge in the L2 listening comprehension process (Vandergrift, 2011). 

Bottom-up and top-down processes often operate simultaneously and collaboratively. As the 

third view, the interactive model is regarded as a plausible model, where both bottom-up and 

top-down processing are used during the listening comprehension process (TsuiandFullilove, 

1998; Field, 2004; Xiaoxian and Yan, 2010). 

As L2 listening drew more attention, the researchers focused on various aspects of L2 

listening (Field, 2008). Vandergrift and Goh (2012) indicate that the factors thought to influence 

L2 listening require more empirical evidence to form a cause and effect relationship between 

these factors and L2 listening success. Some of these factors are categorized as cognitive 

factors, affective factors and contextual factors by these authors.  

Problems about various aspects of L2 listening such as vocabulary knowledge, strategy 

training and use, and processing are studied by researchers. Bonk (2000) investigated lexical 

knowledge and listening comprehension in L2 among 59 low-intermediate to advanced 

university students and concluded that high level of familiarity of vocabulary is necessary for 

good comprehension. Zhang and Goh (2006) explored awareness of listening and speaking 

strategies among 278 Singaporean secondary school students. They found a correlation between 

the perception of usefulness of strategy use and perceived use of the strategies. Cross (2010) 

studied metacognitive awareness from a sociocultural theory perspective in an adult L2 English 

setting in Japan. He found that students could be more aware of and use metacognitive strategies 

through a structured pedagogical cycle. Newton (2016) stresses the importance of a balanced 

approach towards strategy training in L2 listening.  
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Despite this research interest, studies focusing on students’ own perceptions and 

awareness about various facets of L2 listening are scarce (Hasan, 2000; Bekleyen, 2009; Pekel, 

2019), and studies on students’ feedback regarding potential solutions to their listening 

comprehension difficulties are even fewer. Studies on students’ suggestions on L2 listening are 

non-existent to the knowledge of the researchers. In addition, studies exploring aspects of L2 

listening from learners’ perspective need to investigate learners in different contexts and age 

groups. With these points in mind, this research is designed and implemented in an attempt to 

fill this research gap by providing information on students’ ideas within the Turkish higher 

education context. This study attempts to explore students’ suggestions on to the ways listening 

problems can be overcome. The different types of suggestions provided by students in order to 

address their learning problems are hoped to shed light on students’ expectations from the 

institution and the teachers, the materials as well as themselves. An additional aim of the study 

is to compare and contrast responses of students in three CEFR levels. 

In order to the meet these research aims, the following research questions were addressed:  

1 – What are EFL students` solutions to their academic listening problems? 

2 - Are there similarities and/or differences among CEFR levels regarding the solutions 

for academic listening problems? 

 

 

Methodology 

 

The present study was conducted in the spring term of the 2016-2017 academic year. It aimed 

to explore the ideas from EFL learners in Turkish higher education context in order to overcome 

the difficulties they come across in L2 listening. The study adopted a qualitative research design 

where 227 students across three CEFR levels were asked to elaborate on their ideas in an open-

ended format self-report.  

 

Setting 

Data were collected from the students attending language preparatory school of a state 

university in Istanbul in the 2017 spring academic term. The English as a foreign language 

program lasts for 30 weeks and is completed in two academic terms. The courses are delivered 

for 24 hours per week. Integrated skills teaching approach is adopted throughout the program. 

The teachers follow an EFL course book appropriate to different CEFR levels. Listening 
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comprehension activities are carried out in accordance with the school curriculum and the 

course book offers listening comprehension exercises within activities that integrate skills.  

In each unit of the course book, a reading text follows the introduction section. Thereafter, 

a listening text is introduced about the topic. The listening texts range from radio show excerpts 

to lectures and dialogues. Teachers are instructed to play the listening text twice during listening 

activities and exercises. The types of listening comprehension questions provided in the course 

book exercises are also varied. There are gap-filling, true-false, matching, multiple choice and 

open-ended type of questions for the students to answer. The questions are introduced in two 

stages; the first stage focuses on the gist of the listening text, and the second stage focuses on 

details about the speech, such as numbers, places and functions of speech, reasons of a particular 

problem and so on. 

Beside course book activities, the students are also instructed to carry out similar listening 

comprehension tasks for weekly assignments and self-study purposes. The completion rate of 

the assignments and the progress of students can be monitored by the classroom teachers; 

however, these assignments are not graded or scored. Through the online module offered by 

the coursebook, students have the option to do these listening comprehension exercises in the 

online study platform.  

 

Participants 

Participants of the study were students studying in three proficiency levels of the English 

language program. 227 students volunteered to participate in the study (107 male and 120 

female). In terms of CEFR levels, 96 of the students (42%) were studying at A level, 89 of the 

students (40%) at B level and 42 of the students (18%) were C level students when the research 

was carried out (see Table 1). 

 

Table 1. Distribution of the Participants According to CEFR Levels 

CEFR level  n % 

A level 96 42 

B level 89 40 

C level 42 18 

 

In terms of age, students’ ages ranged from 17 to 30+, while a great majority of the 

students (%89) were in 17-20 age range. After attending and passing the exams of the language 
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school, participants were to be enrolled in various undergraduate programs offered by the 

faculties in the university.  The participants were also asked to provide information about when 

they started learning English as a foreign language. It was seen that a great majority of students 

initiated their foreign language studies when they were somewhere between 5 and 13 years old. 

Thus, it can be said that a great number of students (91%) started learning English in either their 

primary or secondary school education. Background information regarding the high school type 

that the participants graduated from was also gathered. 210 (93%) students reported that they 

had attended public high schools while 12 (5%) of the students indicated that they had attended 

private high schools.  

 

Data Collection 

 

A background questionnaire was used to collect the demographic information of the students. 

Then, the Listening Comprehension Problems Self-Report was adapted to yield qualitative data 

to answer the research questions. The self-report was adopted from Gao (2014) and included 

three aspects regarding the students’ listening experiences in English: the specific problems that 

they experience in academic listening, the reasons for the problems and suggestions to 

overcome these problems, which is the focus of this paper. The students were expected to define 

the problems they have in L2 listening comprehension and think about the potential reasons and 

solutions for these problems. The students were given the questions in English, but had the 

option to respond in Turkish. They all wrote their answers in L1 to be better able to express 

themselves. An open-ended questionnaire format was chosen so that students would not be 

influenced or restricted with pre-prepared categories to choose from. 

The students were given a consent form that explained the purpose of the study, detailed 

the steps, provided assurance that they could withdraw from the study at any point during the 

data collection process and asked for their voluntary consent. It took about 10 minutes for the 

participants to answer the items. 

 

Data Analysis 

For the data analysis process, the surveys were initially numbered and the data were entered 

into a word processor software. The data were then read and coded to discover emerging 

patterns and themes. A second rater, who was also an ELT instructor, assisted in the process of 

organizing the documents, clarifying ambiguous statements of the students as well as coding 
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and categorizing the responses. The themes and data distributions in the researcher’s and second 

rater’s analyses were then compared with each other and high level of consensus was reached 

between inter-raters. The inconsistencies were solved through common analysis of the data, 

discussions and reaching a consensus. 

 

Findings and Discussion 

Data regarding the participants’ solutions to their listening comprehension problems were 

analyzed and then grouped under two themes, which are self-study-suggestions and classroom-

related-suggestions. 

 

Suggestions Regarding Self-Study 

The first theme that emerged in students’ suggestions has to do with their own study behaviors 

and habits. Students offered ideas regarding developing study habits and use of multimedia, 

both of which will be discussed below. 

 

Developing self-study habits. 

Students suggested solutions mostly regarding their study habits. In fact, 129 comments were 

made within this theme. One third of the students indicated that they should carry out more L2 

listening exercises. Students also indicated their need to increase their lexical capacity as a 

solution to their listening problems in English (13%). This need is observed more often in A 

level (16%) and B level (13%) students as opposed to C level students (2%). Other self-study 

habit related suggestions that were mentioned by the participants were making friends with L1 

English speakers (3%), seeking international exchange opportunities (3%), studying English 

more in general (2%), listening to English on a daily basis (1%), reading more in English (1%) 

and talking to themselves in English on a daily basis (0.44%) (see Table 2).   
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Table 2.  Students’ Study-Habits Related Suggestions  

I should / need to… 

A Level B Level C Level Total 

f % f % f % f % 

do more listening exercises in English 31 32 31 35 12 29 74 33 

increase my vocabulary knowledge in 

English 
15 16 12 13 2 2 29 13 

befriend English speakers / seek English 

speaking areas outside the class 
2 2 5 5 0 0 7 3 

seek international exchange opportunities 6 6 1 1 0 0 7 3 

study English more 3 3 2 2 0 0 5 2 

listen to English on a daily basis 0 0 2 2 1 2 3 1 

read more in English 2 2 1 1 0 0 3 1 

self-talk in English on a daily basis 0 0 1 1 0 0 1 0.44 

 

Self-use of media. 

In total, 42 comments were made about the use of media. 15% of the total number of students 

across levels suggested that they should watch movies and TV series in English. Students in all 

levels suggested this idea, yet there were more comments from B level students. Other 

suggestions included listening to songs in English (3%), making vocabulary lists while or after 

viewing movies or TV series in English (0.88%), and listening to shows and news in English 

on the radio (0.44%) (see Table 3). 

 

Table 3 Students’ Suggestions for Using Media  

I should / need to… 
A Level B Level C Level Total 

f % f % f % f % 

watch movies and TV series in English 9 9 20 20 3 7 32 15 

listen to music in English 3 3 4 4 0 0 7 3 

make vocabulary lists while or after 

watching movies/series in English 
2 2 0 0 0 0 2 0.88 

listen to radio programs and news in 

English 
0 0 1 1 0 0 1 0.44 
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The above mentioned items indicate that students thought that they did not carry out enough 

listening comprehension activities on their own. .In addition, students’ suggestion on expanding 

their vocabulary knowledge in order to overcome L2 listening problems is apparent. This is 

supported by studies that show vocabulary knowledge as a strong predictor of L2 listening 

comprehension success (Bonk, 2000; Stær, 2009; Foomani, 2015). Supporting another finding 

so far, Cubillos, Chieffo & Fan (2008) indicate that L2 students benefit from study abroad 

programs greatly even though their visits to the target countries is short-term. One-sixth of the 

students of the present study were of the opinion that they should watch movies and TV series 

in English in order to improve their L2 listening skills. Other media related self-improvement 

ideas were listening to music in English, making vocabulary lists during or after watching 

movies or series in English and listening to radio programs and news in English. Students 

thought that exposing themselves to non-academic sources such as TV is likely to help them 

achieve greater proficiency in L2 listening in academic settings.Hasan &Hoon (2012) for 

instance, report positive student attitude towards using podcasts as classroom materials for 

developing L2 listening comprehension. Watching authentic and appealing movies and TV 

programs in L2 which are also subtitled in L2 might contribute to the improvement of L2 skills 

(Wang, 2014); however, Li (2012) informs the field that relying extensively on subtitles for 

comprehension might put the L2 listener to a more passive position as a listener, largely 

obtaining input through reading rather than active listening.  

 

Suggestions Regarding Classroom Instruction 

The second major theme that emerged from students’ suggestions is related with classroom 

instruction. These suggestions were grouped under several areas which are material-related 

suggestions, suggestions for improving general listening skill, suggestions for specific listening 

activities, solutions for students themselves during listening sessions and solutions for 

environmental changes. 

 

Suggestions for listening materials in class. 

Students mostly provided ideas to improve their listening instruction in terms of materials. In 

all levels, they suggested that acoustically more clear texts and more understandable accents 

should be used in the listening materials (10%) while 4% suggested more level-appropriate 

listening materials. Contradictory to the first suggestion, 3% of the students suggested using 

different accents in the listening texts to increase familiarity with World Englishes. 2% of the 

students said that teachers should choose more interesting topics. Similarly, 2% of the students 
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indicated that teachers should choose listening texts with familiar topics for them. That teachers 

should use shorter texts and that the background noise in the listening materials should be 

eliminated were also suggested (see Table 4). 

 

Table 4. Students’ Suggestions Regarding Listening Materials 

Teachers can … 

A Level B Level C Level Total 

f % f % f % f % 

choose materials with comprehensible 

accent  10 10 7 8 5 12 22 10 

use more clear and level-appropriate 

materials 5 5 0 0 3 7 8 4 

choose texts that embody various 

accents 4 4 1 1 1 2 6 3 

choose interesting listening topics  1 1 3 3 1 2 5 2 

choose texts with familiar topics 1 1 2 2 1 2 4 2 

use shorter texts  1 1 1 1 0 0 2 0.88 

eliminate background noise in 

materials 1 1 0 0 0 0 1 0.44 

 

Suggestions for improving general listening skill in class. 

Within the general theme of classroom-related suggestions, students provided 43 comments as 

suggestions for the way the listening skill was to be handled in the language classroom. 10% of 

all the students suggested that they should do listening practice activities in various difficulty 

levels, and 8% indicated that they should have more listening comprehension exercises in the 

English language classroom. This idea was proposed by more A level students compared to B 

and C level students. Students also suggested various ways to expose themselves to the target 

language. These included engaging in related speaking activities after listening activities 

(0.88%) and receiving practical information about the listening skill (0.44%) (see Table 5). 

 

  



10 

Table 5. Students’ Suggestions Regarding Developing General L2 Listening Skills 

There should be… 

A Level B Level C Level Total 

f % f % f % f % 

listening practice in various difficulty 

levels  7 7 12 13 3 7 22 10 

more listening exercises  13 13 3 3 2 2 18 8 

more connection between speaking 

and listening activities 1 1 0 0 1 2 2 0.88 

more practical information about the 

listening skill 0 0 1 1 0 0 1 0.44 

 

Suggestions for specific listening activities in class 

Students made 22 comments in relation to the ways to carry out specific L2 listening tasks in 

the language classroom. These included attributing specific focus on pronunciation (3.96%), 

utilizing songs for micro-listening (2%), listening to text at a slow speed (1%), doing listening 

with transcript and without transcript (0.88%), using pre-listening vocabulary and grammar 

activities (0.44%), doing dictation activities (0.44%) and creating easier questions (0.44%) (see 

Table 6). 

 

Table 6. Students’ Suggestions Regarding Specific Listening Activities in Class 

Teachers can … 

A Level B Level C Level Total 

f % f % f % f % 

specifically focus on pronunciation  4 4 5 5 0 0 9 3.96 

prepare 'fill-in-the-blanks' activities with lyrics of 

songs 1 1 4 5 0 0 5 2 

play text at slow speed 0 0 3 3 0 0 3 1 

provide listening with transcript and then without 

transcript (or vice versa) 1 1 1 1 0 0 2 0.88 

use pre-listening activities (vocabulary or 

grammar) 0 0 0 0 1 2 1 0.44 

do dictation activities 0 0 0 0 1 2 1 0.44 

create easier questions  0 0 1 1 0 0 1 0.44 
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Suggestions for students themselves during listening sessions in class. 

There were also suggestions for while listening parts of the lessons. Interestingly, none of the 

C level students made any comments of this type. 3% of the total number of students suggested 

that they should only try to focus on the listening text while carrying out the listening 

comprehension activity. 2% of the students indicated that they should not translate the texts into 

Turkish while listening. Other suggestions included reading the questions before listening 

(0.88%), being relaxed (0.88%) and taking notes (0.44%) (see Table 7). 

 

Table 7. Suggestions Regarding Students Themselves during Listening Sessions in Class  

I should / need to… 

A Level B Level C Level Total 

f % f % f % f % 

try to focus  4 4 3 3 0 0 7 3 

not  translate texts into 

Turkish 3 3 2 2 0 0 5 2 

read the questions prior to 

listening 0 0 2 2 0 0 2 0.88 

be relaxed  1 1 1 1 0 0 2 0.88 

take notes 0 0 1 1 0 0 1 0.44 

 

Suggestions for environmental changes in class. 

There were also a few comments (eight students) regarding the physical listening context. A 

small number of students suggested that the sound systems used for listening activities should 

be modern (3%), and one student (0.44%) indicated that they should have a listening lab for 

developing their listening skills (see Table 8). 

 

 Table 8. Suggestions on Environmental Changes 

Solution 

A Level B Level C Level Total 

f % f % f % f % 

The sound systems should be new. 1 1 2 2 4 10 7 3 

We should have a listening lab. 1 1 0 0 0 0 1 0.44 

 

In sum, the classroom-related suggestions were about the use of listening materials in class, 

improving general listening skill and specific listening activities in the lessons, students’ 
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responsibilities during listening sessions in class, and environmental changes regarding 

classrooms. With the only exception of environmental suggestions, most of the suggestions 

came from A and B level students. 

It is striking that students’ suggestions for L2 listening development mainly concentrate 

around activities intended for bottom-up skills. Very few students suggested use of strategies 

to improve their own listening abilities in the classroom, such as trying to focus, not translating 

between languages or taking notes. Lack of concentration was reported to be a factor among L2 

listening difficulties, and some students thus suggested improving their concentration while 

listening. Even though there may be other reasons, lack of concentration may be connected to 

L2 learners’ attitudes towards listening as well as pre-conceptions about themselves. Loss of 

concentration may also be brought by heavy cognitive load that is beyond the L2 listeners’ 

processing capacity (Rost, 2014). Bang & Hiver (2016) also point out the supporting influence 

of motivation on concentration and L2 listening comprehension.  

 

Conclusion and Implications 

Students’ ideas about and suggestions on improving their L2 listening is valuable, and it 

indicates that they are in search of ways to actively participate in their own learning process. 

Frequently suggested solutions are likely to reflect students’ common needs in L2 listening, 

thus must be taken into consideration by teachers, curriculum planners and educators. It appears 

that the students in the current study are in need of independent and personalized opportunities 

for improving their L2 listening in English. Ways and platforms for offering more 

individualized L2 listening tasks should be sought as a response to students’ feedback.   

Use and media tools such as radio programs, TV series and movies are possible and 

should be encouraged to utilize in L2 learning settings for student engagement as well as 

language development purposes. In addition, teachers should be made aware of the useful audio 

and video content freely distributed on the internet such as podcasts and videocasts. Teachers 

should also be informed about the selection of level and content-appropriate L2 listening 

materials as well as their integration into the curriculum and classroom practices (Hasan & 

Hoon, 2012). 

The results of the study yield important immediate and long-term implications for 

education. As a receptive skill, listening ability is of vital importance in L2 academic contexts. 

Considering most communication is handled orally in academic settings (Janusik and Wolvin, 

2009), development of L2 listening skill is essential. Thus, a wide range of opportunities where 
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students are exposed to L2 should be provided to L2 students in order for them to improve their 

listening skills. Also, as students suggest, they should engage in plenty of L2 listening activities.  

As far as L2 curriculum and classroom practices are concerned, engaging and relevant L2 

listening activities might contribute to students’ motivation, thus overall proficiency in 

academic settings.  Improving vocabulary knowledge, both written and oral, is an important 

aspect of listening comprehension in L2. For this reason, progressive vocabulary development 

should be an integral part of English teaching curriculum and daily classroom activities and 

individual study tasks should be assigned to students. High and medium-frequency words 

should be given priority when classroom time is limited.  

The listening text itself appears to be a prioritized issue for the students. They think that 

most of their in-class listening problems may be overcome by choosing suitable and clear 

listening texts. For this, students may be involved in the selection of texts for classroom or 

individual practice. It is important to meet the needs of students through a curriculum based on 

their academic and future needs and interests. For that purpose, students’ suggestions as well 

as their academic and specific language needs regarding L2 listening should be further 

investigated. 
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Abstract 

 

Introduced by the Ministry of National Education in 2011, the FATIH Project is one of the most 

important educational projects in the world. As a part of this project, Interactive Whiteboards 

(IWBs) were distributed to state schools and the Internet network infrastructure of the schools 

were improved to enhance technology integration into the Turkish educational system. This 

project has five main components, and this study focused basically on the EIN (EBA) 

component which is a social educational platform that provides e-content for all courses in state 

schools. The project is ongoing and although most of the schools have IWBs in the classrooms, 

not all of the schools have an Internet connection. Therefore, this study was conducted with the 

participation of four EFL teachers in a high school in Hatay, Turkey who were selected through 

convenience sampling. Based on a mixed method research design and using the data collection 

tools of questionnaire, interview and classroom observation, this research investigated and 

analyzed how EFL teachers used EBA with and without Internet connection in classrooms, the 

quantity of the English course e-contents on EBA, and EFL teachers’ opinions about EBA. As 

a result of the study, it was found out that the number of English e-content on EBA is limited 

and the website is useless without Internet access. The English e-contents were not interactive 

and user-friendly, and the efforts to develop compatible e-contents were insufficient in terms 

of meeting teachers’ demands. Teachers stated that some of the materials were outdated and 

did not show compatibility with the new curriculum. They also found it challenging to share 

course materials and exchange ideas on EBA because of the long wait time for approval. 

Teachers alternatively used the e-contents of other publications which they found more useful 

and practical. 

 

Keywords: FATIH Project, EFL teachers, English e-content, EIN, Educational 

Informatics Network 
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Introduction 

With the advent of the technology, technology integration has become an indispensable element 

of teaching activities at schools and many of the developed and developing countries all over 

the world have started investing and allocating more and more funding to the technological 

improvement of education and training facilities. Moreover, traditional teaching styles started 

to become outdated and insufficient for today’s individuals, and adaptations to educational 

curriculum and environments are needed. In this process, the main goal was adapted as 

educating individuals to become free, creative, scientifically-minded, and self-reliant by 

technology-integrated teaching but not by rote learning. In line with these strategies, Turkey 

launched a macro level technology integration project in education, which is FATIH Project, 

by the Ministry of National Education (MoNE) in cooperation with the Ministry of Transport, 

Maritime Affairs and Communications in 2011(Kizilet & Özmen,2017).Presenting educational 

contents in electronic form and using them effectively make students more active and easier to 

access and learn information, and it contributes to the realization of having equal opportunities 

in education.  

By means of FATIH Project, a common ground for technology integration in the Turkish 

education system is targeted, and the Ministry of National Education aims to equip classrooms 

with interactive whiteboards with a high-speed Internet connection and to provide necessary 

technological devices such as tablets and IWBs. In addition to these hardware improvements in 

different forms with various goals, the project also aims to provide instructional course contents 

developed to help teachers in their teaching process. As a component of FATIH Project, the 

EBA(EIN - Educational Informatics Network)was developed by the General Directorate of 

Innovation and Education Technologies to meet the needs of e-content to be used along with 

the technologies used in learning and teaching environments (EBA, 2017a).There are course 

documents, exam papers, photos, lecture videos, articles, visuals, journals, contests, and e-

contents on EBA. E-contents are prepared and shared by ministry officials and teachers. The 

National Education Statistics in the 2016-2017 academic year shows that there is a total of 

62.250 state schools in Turkey. It is also reported that the total number of schools with the 

Internet infrastructure in the classrooms is 14.154, only 6.904 of which were completed in 2016 

(MoNE, 2016). 
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The FATIH Project 

The FATIH Project (Turkish initials for Movement of Increasing Opportunities and Improving 

Technology) is the most recent macro-level project developed in 2011. It is one of the most 

expensive projects in Turkish education history. It has the main purpose of providing equal 

opportunities for every student in education and improving the technology in schools in the 

hands of students and teachers (FATIH Project, 2017a). It has 5 basic components that are (1) 

Providing Hardware and Software Infrastructure, (2) Providing and Managing the Educational 

e-Content, (3) Efficient IT Use in Curriculum, (4) In-service Trainings for Teachers, (5) 

Ensuring the Conscious, Safe, Manageable and Measurable Use of ITs (FATIH Project, 2017b). 

The project also has stakeholders such as the students, teachers, principals and service providers 

(Akkoyunlu & Baskan, 2015). A total of 582.288 interactive whiteboards, 2.189.400 tablet PCs 

and 41.996 printers were distributed to schools, and 424.250 teachers have been given in-

service training about the project (Karalar & Dogan, 2017). The 3rd phase of the project is still 

in the implementation process.  

 

EBA (EIN - Educational Informatics Network) 

EBA (Turkish initials for Educational Informatics Network) is a social educational platform 

developed and organized by the General Directorate of Innovation and Educational  

Figure 1: EBA Modules 

 

Technologies of the Ministry of National Education. The main objective of this platform is 

to enable technology integration into education by promoting the use of information technology 

tools at schools, at home, in classrooms and everywhere needed. EBA was created in 2012 to 

offer suitable, reliable and right content for educational purposes and is still being developed 
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(EBA, 2017a). Course materials and e-contents on EBA are designed both by MoNE officials 

and educational institutions, and teachers and students can also share their documents on a 

voluntary basis. EBA involves several modules and in each module, there are contents 

specifically designed for courses of different levels and grades. The website of EBA was 

redesigned in December 2016 and the new outlook of the website is more modern and user-

friendly and the mobile application of the platform was published (FATIH Project, 2016). As 

of August 2017, foreign language portal including the languages of English and German has 

been launched with the partnership of MoNE and a publishing house (EBA, 2017b). In this 

portal, interactive English course contents developed by the publishing company are shared 

with the teachers of foreign languages, and these e-contents are compatible with the IWBs in 

the classrooms. However, there is a lack of e-contents on EBA suitable for English courses in 

all grades. Moreover, teachers have difficulties in using the platform as it has a complex and 

limited structure and it causes teachers to lose time (Tüysüz & Çümen, 2016). It is also reported 

that EBA requires Internet access from the classrooms to be used effectively. Yet, the total 

number of schools with the Internet network infrastructure in the classrooms is 14.154, only 

6.904 of which were completed in 2016 (MoNE, 2016b). 

Recent studies have focused on how EBA is used in the classrooms and the educational 

practices based on this platform (Kizilet & Özmen, 2017;Karalar & Dogan, 2017; Aktay & 

Keskin, 2016; Kayahan & Özduran, 2016; Bolat, 2016; Tüysüz & Çümen, 2016; Altın 

&Kalelioğlu, 2015). Taking into consideration the fact that MoNE initiated “foreign language 

weighted teaching education” for 5th grade students with the involvement of 620 middle schools 

all over Turkey and developed a new instructional design composed of 40 units (MoNE General 

Directorate of Basic Education, 2017), it is expected that the importance of English language 

teaching and learning in the country will be more significant. For this reason, the FATIH Project 

and its component EBA will have a more significant role with regards to providing and 

presenting authentic, student-centered, and technology-focused learning materials for English 

courses. 

Another strong component of the FATIH Project, using IWBs in the classrooms makes it 

more convenient for teachers and they allow the lectures to be saved; makes multimedia content 

more audible, tactile, and easily accessible (Adıgüzel, Gürbulak & Sarıçayır, 2011). 

Additionally, various multimedia files, presentations, videos, animations, and office programs 

can be easily used through IWBs (Ateş, 2010). Based on these suggestions, it is predicted that 

IWBs with Internet connection can help teachers on technological aspects. It can also be stated 
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that IWBs are not as useful as needed when there is a lack of course e-content, which is a vital 

part of integration of technology into education (Somyürek et al., 2009). 

As one of the main components of FATIH Project, EBA is a social educational platform 

developed by the Ministry of National Education in 2011. There are many e-contents for each 

course on EBA. However, EBA requires Internet connection to use materials in the classroom 

activities but most of the schools do not have a proper connection in the classrooms (MoNE 

Yearly Report, 2017). When Interactive Whiteboards (IWBs) do not have Internet connection, 

teachers mostly cannot use the e-content on EBA. Therefore, EFL teachers’ opinions about e-

content on EBA are studied regarding its applicability in the classrooms without an Internet 

connection. 

Purpose of the Study 

This study was conducted with EFL teachers of a high school in Hatay. It has three main 

objectives: First is to investigate the quantity of English course e-content on EBA, second is to 

research EFL teachers’ opinions about them, and the last one is to analyze whether this e-

content contributes positively or negatively to the classroom activities in English lessons. The 

following research questions are involved in this study as noted below: 

1. How do EFL Teachers use the e-content on EBA in English classes? 

2. Can EFL Teachers use EBA effectively when there is no Internet connection? 

3. What type of problems do EFL Teachers have while using e-content on EBA? 

 

Methodology 

Research Design 

In this study, an action research design was adopted. To reach study objectives, triangulation in 

the data collection process is ensured, and therefore questionnaire, observation, and semi-

structured interviews are conducted. Firstly, a comprehensive analysis of EBA is conducted in 

terms of the number of English course using document analysis technique. Secondly, through 

a questionnaire, teachers’ perspectives about EBA and how it could contribute to EFL classes 

are collected and studied. Thirdly, how EFL teachers use e-content on EBA in their classes is 

examined. In the data collection procedure, both qualitative and quantitative methods are used 

to be able to quantify the number of English course materials on EBA and to collect teachers’ 

opinions. 
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Context of the study 

This research was conducted in the second semester of 2017-2018 academic year in the English 

classes of a high school in Hatay, Turkey. There were four English language teachers in the 

school and all of them were involved in the study after getting official permission from school 

management. Two of the teachers are employed as permanent staff, while the other two are paid 

teachers. Based on the teaching curriculum which involves four main skills, teachers are 

required to implement the instructional program in all grades from 9th to 12th and all levels from 

A1 to B2. While9th-grade students have 5 hours of English lessons each week, 10th, 11th, and 

12th grades have 4 lessons a week. In the school, each classroom has their interactive 

whiteboards, however, IWBs in the classrooms do not have Internet connection and teachers 

cannot connect to the Internet on the boards. 

 

Participants 

This research was conducted with the participation and involvement of 4 English Language 

teachers working at high school in Hatay, Turkey. Teachers were selected through convenience 

sampling. They are aged between 24 and 29, and they have various past experiences ranging 

from 3 to 6 years. Three of the teachers are female, one of them is male. While two of the 

teachers are on permanent staff, the other two are paid teachers. All teachers have course loads 

of around 25-30 hours per week. All of the participants have previous experiences of using 

IWBs and EBA in their classes. They attended the in-service training of “Conscious and Safe 

Use of Information Technologies and Internet” and “FATIH Project - Interactive Classroom 

Management”. 

 

Findings and discussions 

English e-Content on EBA 

Using document analysis technique, the quantity of e-content for English course on different 

EBA modules are reviewed and analyzed. In this process, the researchers log into 

www.eba.gov.trby their profile and start the analysis.  

As mentioned in the literature review, there is a variety of modules on EBA. The analysis 

in this study begins with EBA document module in which materials are categorized based on 

the name of the course. In the English course section, there are 250 documents ranging from 

exam papers, worksheets, reading passages, quizzes, presentations, vocabulary items, and 

crosswords. The uploading dates of the documents vary from11th December 2017 to 10th 

http://www.eba.gov.tr/
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December 2016 and they were uploaded by both volunteering teachers and EBA officials. In 

addition, there is another section in the same module titled “Foreign Languages” including 

around 1300 documents of English, German, and French lessons, however, it is not possible to 

exclude the other branches from English. 

In foreign language portal, there are e-contents developed and published for English and 

German courses. In the English course section, there are grade-based contents starting from 2nd 

grade to 10th grade while there are no contents or materials for students of 11th and 12th classes. 

In each of these categories, there are news forum, yearly plans, reference books, worksheets, 

and videos. On the other hand, there are graded reading books for students, but they can only 

be accessed on the website and they cannot be downloaded. If teachers want to use these books 

in the classrooms, they have to connect to the Internet.  

In EBA video module, there are three different categories for English course involving 

High School English, Middle School English and Primary School English. Respectively, there 

are 85, 165, and 51 videos in this module. The content of the videos ranges from lectures, songs, 

animations, student presentations, act-outs, simulations, amateur films, and sketches. In high 

school English category, the first video uploaded to the website is dated 22nd September 2012 

while the latest one was uploaded on 14th November 2017. Out of 85 videos in this section, only 

8 of them were uploaded in 2017-2018 academic year. 

In the visual module, there are 589 photos published under English course category 

including posters, classrooms, vocabulary items, bulletin boards, unit materials, grammar 

topics, seasons, years, months, sports, and the other activities. Regarding the uploading dates, 

visuals can only be listed between specific dates and the latest of them is between 2000 and 

2009, which means users can search for the photos uploaded in 2009 at the latest when EBA 

was not even created. Therefore, it is not possible to check whether or not this module is up-to-

date because the items in this category cannot be sorted by date.  

In audio module, contents are categorized by subject names and there are 308 listening 

materials under the English lesson category. When the contents of these materials are analyzed, 

it is seen that most of them are listening recordings of course books published and distributed 

by MoNE. Moreover, some of the recordings belong to unused course books and they are 

outdated because of the latest curriculum change. Additionally, the items in this module are 

shared by EBA to such a great extent that there are very few contents shared by EFL teachers.  

In the book modules, there are three categories for English lessons such as High School 

English, Middle School English and Primary School English. There are a total of 52 books in 
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these categories all of which are course books published and sent to schools by MoNE and 

publishing houses. Among these books, there are student books, workbooks and teacher books. 

However, there is no graded reading books or other supplementary materials in this section. In 

magazine and news modules, contents are not organized based on the subject names, instead, 

they are published randomly and there are mixed materials prepared for different courses. 

Therefore, it is impossible to find the specific number of contents for English courses in these 

modules. Moreover, there are no contents and course materials designed for high school 

students in EBA Course module. Although foreign language portal involves materials for 9th 

and 10th grades, EBA course module has no e-contents for students of high schools. 

Based on the document analysis results, it can be concluded that the number of e-contents 

found on EBA is not adequate and they lack in quantity and quality. While some modules have 

complex categories, the others do not possess detailed enough categorization. In addition, there 

are too many outdated contents in most of the modules because of the recent change of 

curriculum in all grades. When a user of EBA search for specific content for English course in 

high school level, it is possible that they will end up with very few and unrelated results. Hence, 

it is very urgent that EBA managers must update the contents and design an advanced search 

system for the platform. From the perspective of English language teachers, the most promising 

progress is that foreign language portal was introduced for them to use in their classes, however, 

this is still not sufficient and it needs improvement.  

 

Questionnaire Findings 

In analyzing the questionnaire responses, participants were coded with numbers as in Teacher 

1, 2, 3, and 4. In their responses to the questionnaire questions, Teacher 1 said that they usually 

used EBA in their lessons and they had informative activities. They also indicated that “the 

most useful part of EBA is the variety of documents such as exam papers and worksheets. As 

our school does not have Internet access in the classrooms, I download these documents from 

EBA and I always edit and review them suiting to the needs and capacities of my students. 

Otherwise, some materials are too hard for students to deal with, therefore I make them easier 

for them.” 

Teacher 2 expressed that they rarely used EBA in the classes because it did not provide 

useful materials for students. They also indicated that “EBA’s website design is quite confusing 

and time-wasting, so I only hardly ever visit the website to check if it has a better user interface 

and more useful materials. I once downloaded a video from EBA because I thought it really 

contributed to the warm-up part of my lesson and triggered the schemata of my students. Then, 
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we had a fruitful discussion on the video which was about transportation by airplane. 

Alternatively, I go to YouTube and try to find relevant video and materials”. Teacher 3 stated 

that they sometimes use EBA in classroom activities. They added that “This semester, I have 

used EBA around four or five times. Because we do not have access to Internet in the 

classrooms, it is very hard to use EBA and its components. But I can handle the situation by 

sharing the Internet from my smartphone. In one of the lessons, I connected to Internet in the 

same way as I mentioned and visited eba.gov.tr. Once, I downloaded different example of exam 

papers and collected them in one file. Then, I scanned all of these exams and edited them in 

line with the activities we did in our lessons. So, it was much easier to prepare the exam thanks 

to EBA document module. I believe that all classrooms have to be equipped with Internet.” 

Teacher 4 mentioned that they seldom use EBA in their classes because without Internet 

access it is quite hard for them to cope with the conditions. They said that “EBA is a good 

website but I cannot clearly understand the parts and modules because they seem complicated. 

Although I had training about EBA, I still cannot successfully manage it. I always have to check 

other websites such as high school teacher groups on Facebook, YouTube videos, 

Englishtips.org, els-lab.com, teach-this.com, etc. I feel more comfortable with these websites.” 

Based on the responses given by teachers, it is concluded that they use EBA on different 

frequencies ranging from seldom to usually. However, none of the teachers can use it always 

because of the lack of Internet access in the classrooms. In their answers, all of the teachers 

agree that the number of English e-content on EBA is limited and it fails to satisfy their 

demands. It is seen that without Internet access EBA is useless and unpractical. Although some 

teachers find alternative ways to connect to the platform, these are not permanent solutions 

unless the Ministry officials provide the necessary infrastructure for network and connection. 

While some teachers visit different websites designed for materials and contents, the others 

prefer teaching with course books provided by the MoNE. It is thought that the Ministry can 

take the initiative of preparing e-contents for English course. 

 

Observation and Interview Findings 

After analyzing the findings of questionnaire responses, teacher participants were contacted to 

organize observations for two lessons and interview sessions. However, only one of the 

participants allowed the researchers to observe them. Therefore, 1 participant was included in 

the analysis of observation and interview findings. 
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In the observation session, one of the participants (Teacher 3) was observed in two 

different lessons by using the observation form. Based on the information given byTeacher 3in 

the questionnaire, they were observed in line with the activities downloaded from EBA. In the 

lesson, it was seen that the teacher entered the classroom and greeted the 10th-grade students. 

Then, they started the Smart board and connected to EBA website by means of the Internet 

connection shared by their smartphone. The lesson stated with a mind-opening video about the 

future of the world. The video was uploaded to EBA, so teacher logged into EBA by their 

account and showed it to students. Next, students were asked about their opinions on how the 

world would look like in 50 years. Some of the students shared their ideas and teacher elicited 

them. And then, the teacher introduced the future tense topic by expressing how to make 

positive, negative and question sentences. In the next lesson, the teacher continued with a 

writing activity downloaded from EBA documents module and students practiced their writing 

skills. 

In the next phase, the teacher who volunteered to take part in both observation and interview 

sessions was invited to the session and asked about detailed questions about EBA using the 

semi-structured questions. The teacher indicated in the interview that EBA provided good 

activities for some lessons but sometimes they experienced difficulties in downloading 

documents from the platform. Moreover, they expressed that “I cannot always share Internet 

connection of my smartphone because it takes at least 3-4 minutes to connect to the interactive 

board. During that time, students’ attention is lost and I have difficulty in restoring that.” They 

answered to the question of how they download, edit or reproduce the course materials from 

the platform saying “I love spending time in front of the computer and preparing materials for 

my students. As some of the materials are too difficult for the students of our school, I reproduce 

them. But materials in EBA course module cannot be downloaded and they are too big to open 

by sharing connection from smartphone. So, I do not use them and my Internet has also limits 

in each month, this is the toughest part of EBA. In addition, English e-content on EBA does not 

satisfy the learning motivation of my students and even as a teacher myself because most of the 

searches end in no results and this makes the platform less popular to visit.” 
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Conclusions 

The results of this study have made us conclude that EBA is a developing educational platform 

for teachers who want to involve more technology in their classrooms. Although it has been 

seven years since the beginning of the project, it is satisfactory that it is recognized, known and 

used by the EFL teachers at state schools. Being one of the most significant elements of EBA, 

content development is still a problematic issue for teachers because the number of contents 

and usability of them in the classrooms is limited because of the lack of Internet access.  

On the other hand, it is thought that it is very important to keep such a website addressing 

to a great population updated and current with always renewing e-contents and course materials. 

Even though this study is conducted with a limited number of participants, it tries to identify 

the problem of Internet connection in classrooms and underlines the urgent needs of teachers 

in using EBA as a contributing and supplementary course material. Lastly, future studies can 

involve a larger population to have more extensive responses in their data collection processes.  
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Abstract 

This study aimed to investigate the relationship between mother language proficiency and 

ethnic identity of 10 Syrian undergraduate students who have high level of Turkish language 

proficiency. The increasing immigrant population in Turkey makes it essential to pay attention 

to psychological and emotional situations and needs of the immigrant students studying in 

Turkey. As language and identity are intertwined phenomena, it is important to shed light on 

the relationship between immigrant students’ mother languages and ethnic identities. A 

qualitative case study was used to collect data in order to gather detailed information about 

participants’ feelings and opinions about their ethnic identity. The participants of the study were 

10 Syrian immigrant students who study at Kahramanmaraş Sütçü İmam University. 

Participants who speak Turkish and Arabic proficiently were selected for the study. Structured 

and semi-structured interviews were used in order to collect detailed information. Each 

participant was interviewed one by one and all interviews were recorded and transcribed for 

analysis. The results indicate that all of the participants tend to preserve their ethnic identity, 

culture and language while developing a Turkish identity in their new social and cultural 

environment. 

Keywords: identity development, ethnicity, second language learning, immigrant students 
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Introduction 

If you talk to a man in a language he understands, that goes to his head. If you talk to 

him in his mother language, that goes to his heart. – Nelson Mandela 

The Syrian immigrant population in Turkey has increased to a great extent over the last 

year. The statistics of Directorate General of Migration Management, Turkey (2018) reveal that 

there are 3.662.366 Syrian immigrants living in Turkey. The immigrant population in Turkey 

has to learn Turkish in order to maintain their daily lives for education, finding job 

opportunities, etc. Additionally, the immigrants have a right to get Turkish citizenship and the 

number of immigrants who get citizenship is increasing each passing day. Therefore, it can be 

understood that those people are getting closer to Turkish culture and way of living by learning 

Turkish language and living in Turkey’s territory.  

On the other hand, it can be observed that many Syrian people still use their mother tongue 

in their own environment and neighbourhood with their friends, neighbours, relatives, etc. 

Increasing number of immigrant population in Turkey makes it essential to pay attention to 

psychological and emotional situations and needs of the immigrant students studying in Turkey. 

As language and identity are intertwined phenomena, it is important to shed light on relationship 

between immigrant students’ native languages and ethnic identities. Mother tongue is an 

important phenomenon for immigrants living in a different society. It is important to develop 

an understanding towards immigrant population in order to gain further information to 

understand how they feel in terms of linguistic, cultural and social affairs and what attitudes 

they develop towards the community of the new language, new culture and new country they 

live in.  

Therefore, this study aims to find out the relationship between Syrian immigrant students’ 

living in Turkey mother tongue, Turkish language and identity development and to explore 

adjustment of Syrian immigrant students who learnt to speak Turkish to their new environment 

in terms of developing a new identity and maintaining their own identity. The study examined 

the students who speak both Turkish and Arabic and the factors that had an effect on their 

identity development in their new community. The study also investigated whether they 

preserve their ethnic identity or developed a new identity according to the whole community in 

Turkey. Therefore, the research questions of the study were as followed: 

1. Is there any relation between the mother tongue and high level of Turkish language 

proficiency and the identity development of immigrant Syrian undergraduate students’ 

2. What are the characteristics of ethnic identity of Syrian undergraduate students who  
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speak both Arabic and Turkish language proficiently? 

 

Review of Literature 

It is an important issue of debate to preserve cultural and ethnic identity of immigrant groups 

living in a host country as a result of international migration all over the world. Native 

languages and cultural identities can be interpreted as the elements brought by the immigrants 

to the host countries. Therefore, the question whether to maintain cultural identity of their 

children arises as a natural result of parents’ settlement to a new country (Alyazed, 2015). 

Bloomfield (1935) defines mother tongue as the language that a person has learnt from birth or 

within the critical period. It is obvious that a language is not only a means of communication 

but it is a tool for reflecting our values, our beliefs and our identity are embedded within it. 

Several studies reveal that languages are signals of identities and are used for reflecting 

identities of the people who speak them (Byram, 2006; Polonyova, 2017; Avenas, 2003). 

Hence, it can be inferred that languages are important elements of constructing and maintaining 

identities. Therefore, it can also be understood that developing identity is not an individual 

affair for a person but it is rather shaped by the experiences of a person.  

Several studies conducted to examine the relationship between identity construction and 

language reveal that there is a positive relationship between speaking a language and identity 

development. A study which examined identity and language orientations of immigrant 

students from the Former Soviet Union in Israel (Golan-Cook & Olshtain, 2011) reveals that 

students especially the ones who migrated to Israel at an earlier age developed a new cultural 

identity as they were exposed to a new language and new social and cultural environment. 

Another study (Vedder, 2005) investigated the role of ethnic identity and national language 

proficiency in the process of psychological and sociocultural adaptation of immigrant students 

in Netherlands and results indicated that adopting one’s own identity and national language 

strongly had negative effect on adopting to the new social and cultural environment. Therefore, 

it can be inferred that speaking a language of a national identity has a direct effect on developing 

the sense of identity as it results in developing an understanding and making positive 

connections with the culture and characteristics of the given identity.  

Living in a new cultural environment along with the obligation of speaking a new 

language, however, may cause identity conflict in immigrants. A study which examined 

collective identity through the labels of the Palestinians in Israel (Amara, 2016) revealed that 

many immigrants or people who have to live in a different cultural environment insist on 
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maintaining their own ethnicity, culture and language. This result can also be attributed to the 

psychological war between nations. Hence, it can be understood that the conditions under which 

the minority or immigrant groups conditions started to live in a culturally different environment 

is also an important issue to decide whether identity conflict occurs or not. However, another 

study (Gartzke & Gleditsch, 2006) found out that the issue of conflict among different cultures 

is exaggerated and it is not a common case for people coming from different cultural, religious 

and linguistic backgrounds unlike the conventional belief that cultural differences tend to cause 

conflict more likely. Then, it can be anticipated that it depends on the attitudes of the nations 

towards each other and the conditions of the country where immigrants or minority groups live 

to decide linguistic and cultural differences result in identity conflict. Therefore, it is important 

to develop an understanding towards immigrant population by investigating the factors that 

conduces their identity and the relationship between language phenomena and identity 

development. These kind of researches will help them and hosting communities to manage 

problems caused by cultural and linguistic differences among communities living all together 

and will contribute to social peace and understanding in countries. 

 

Methodology 

In order to allow participants to express their feelings, emotions and opinions freely and 

sensitively, the study was constructed as a case study. According to Creswell (2013) “the case 

study method “explores a real-life, contemporary bounded system (a case) or multiple 

bounded systems (cases) over time, through detailed, in-depth data collection involving 

multiple sources of information… and reports a case description and case themes” 

Participants 

Ten undergraduate students studying at Kahramanmaraş Sütçü İmam University, Turkey who 

migrated from Syria were chosen as the participants of the study. All of the participants were 

Syrian immigrant undergraduate students. Convenience sampling method was used for the 

selection of the participants due to their accessibility and proximity. All of them were able to 

speak Arabic and Turkish language proficiently. 

 

Data Collection 

All questions for the interviews were the same for each participant. Additionally, all 

participants were allowed to add their further thoughts in accordance with interview 

questions. Structured and semi-structured interviews were also conducted for data collection.  
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The interview questions were adapted from a similar study conducted in U.S. with Korean 

undergraduate students (Brown, 2009).   

The interviews lasted approximately for one hour for each participant. The interviews 

were recorded using a digital voice recorder and transcribed. All participants were informed 

about the study and their consent was taken.   

 

Data Analysis 

Data gathered through recorded interviews were transcribed and examined by content analysis. 

Analysis of the responses were categorised in different clusters according to the reflection of 

common themes. The findings of the research were categorised with attribution to following 

themes: 

 identity sense of immigrant students 

 attitudes of immigrant students towards their new environment 

 relationship between language knowledge and identity development in immigrant 

students 

 cultural issues between immigrant students’ old and new environment 

 

Findings 

According to the analysis results of the responses of participants, the categorization of the main 

themes was found out to be as follows:  

 sense of Arabic identity 

 Turkish identity development 

 importance of Arabic language 

 similarities between Turkish and Arabic culture 

 preserving Arabic identity, culture and language 

The results indicate that most of the participants showed a strong sense of Syrian identity 

and explained that they feel proud of being a part of Arab society. When asked to define 

themselves in terms of identity, many of them told that they were Syrian without any hesitation 
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at the beginning of the interviews because of the fact that they were born and grew up in Syria. 

However; most of them also agree that, they are also developing a Turkish identity as a result 

of living in Turkish society, getting a Turkish citizenship and having a high level of Turkish 

proficiency. For example, a participant namely Aya stated that “I sometimes feel as Syrian and 

sometimes as Turkish. I decide to my identity as a Syrian or Turkish, I make my preference on 

the basis of the characteristics of the society that I want to adopt.” It can easily be understood 

from responses of the participant that identity phenomenon has a strong relationship between 

language. For instance, a participant namely Ahmad explained that “being able to speak Arabic 

language has strongly shaped my ethnic identity. When I speak Arabic I feel at home. Arabic is 

like the swing in the garden of our house in Syria. It is the smell of the house. When I speak or 

hear Arabic I say home-sweet-home. Sometimes, my Arabic language takes care of me like a 

mother or a God. When I speak myself in Arabic in front of the mirror, I feel better. I cannot 

explain my right feelings in any other language because it is my heart language. My inner voice, 

my emotions, my feelings are in Arabic.”  

Similar to that explanation another participant called Kays stated that “I base my identity 

on language. My mother tongue is Arabic. I am still an Arabic individual as I was born and 

lived there for 18 years. But I assume that if my family immigrated to Turkey before I was born, 

I would not be able to preserve my Arabic identity. To clarify it, my elder brother was born in 

Turkey and he cannot speak Arabic. He can speak only Turkish language and he feels like a 

Turkish individual.” Other participant Omar similarly explained that “I would not feel as a 

Syrian if I were not able to speak Arabic language although my roots were there. As a matter 

of fact, I also feel like a Turkish person as I speak Turkish well. A person cannot belong to a 

country without speaking its language.” It is obvious from the results that nearly all of the 

participants have the desire of preserving their culture and language. The main motivation under 

that fact is seen to be the issue of religion. All of the participants stated that the language of the 

Koran was Arabic so it was important to speak and preserve their mother tongue for their 

religion. With this respect, all of the participants declared that they would teach their Arabic 

language to their children wherever they would live.  

To be more specific, Giyas stated that “I will definitely teach my children Arabic. It is my 

mother tongue and is very important for me. I will teach them to prevent my language from 

being forgotten. I want to preserve my culture and that gift inherited to me.” Another 

participant, Hassan, supported that idea by saying that” Wherever I will live, I will definitely 

teach my child Arabic. Everyone has a culture. Everyone has something what has grown him. 

I have grown with some culture, some values and maybe I want to tell people to the world tell 
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about that. And by teaching the language you are telling everybody who you are, telling about 

your culture. It is my religion language. I have to read Koran in Arabic.” Firaz similarly 

mentioned that “I will teach my children Arabic for sure. I have to preserve my culture and my 

language. Arabic language means lots of things for me. It means the place where I was born 

in, the mosques, my history, the streets, all the places that I cannot forget. It decides my identity. 

It makes me the person who I am. My mother tongue is the language of the Koran. They should 

read and speak Arabic language.” Social and cultural adaptation of immigrant students was 

also affected by several factors. Many of the participants mainly focused on the several themes 

balanced between Turkish and Arabic culture.  

The most mainly mentioned phenomenon was the religion. All of the participants 

explained that they felt at home because of the fact that most of the population of Turkey are 

Muslims and they hear azan during the day. For example, Mohammed stated that “Let me talk 

about the religion. You know almost all Turkish people are Muslims and Arabic countries are 

also. When I pray to the God or go to the mosque in Turkey, I feel at home. This is the best point 

for me in a new country because our cultures are similar and I feel more confident in terms of 

my cultural adaptation. I do not feel like a stranger in Turkey because it is a Muslim country. I 

feel like at home. I do not feel that I will lose my culture. There is some difference but not that 

much” when asked to tell something perfectly balanced between his Syrian and Turkish 

identity.  

Giyas also mentioned that “I mostly feel like at my home country because of the same 

religion.” Another participant Kays expressed his feeling as “Especially Ramadan is the same 

in Turkey. When I hear Ramadan drummer, I feel at home.” They also explained that as the 

language of Koran is Arabic, they find similar cultural elements between their Syrian and 

Turkish identities. Additional to the religion issue, many of the participants explained that social 

life, customs, traditions and several issues in daily life such as weddings, bairams, relationships 

at the societal level, celebrations, etc. are similar in both cultures which facilitated their 

adaptation process to Turkey. Aya stated that “There are lots of common things in both cultures. 

We have many common things with Turkish culture such as bairams, traditions, etc. Every 

single thing in social life is nearly the same.”  

However, it is obvious from all of the responses that all of the immigrant students prefer 

to speak Arabic with their family, relatives, etc. They express that by speaking their mother 

tongue, they feel the sense of being at home and preserving their culture and ethnicity. Hassan 

stated that “I feel more Syrian when I speak Arabic. I also feel Syrian when I speak Turkish. 

Arabic is my childhood.” It was easily understood from the interviews most of the participants 



35 

were in the opinion that language is the thing that makes a culture different than the others and 

viewed the relationship between them like the relationship between a mother and a child. 

Ahmad expressed his ideas by saying that “My languages is the mother and she has two 

children: one is Arabic and the other is Turkish culture. Language and culture are connected 

to each other. They both influence each other.” Kays mentioned that “language is essential for 

a culture. The most important thing that makes me Syrian is Arabic language. If I translate 

proverbs, idioms, jokes of Syrian culture, it does not have any meaning. Arabic poems are very 

valuable and you cannot appreciate their value in any other language.”  

Nearly all of the participants also expressed that they find the cities in Turkey where 

Arabic population is high even before the war were much more similar to Syrian cities. In those 

cities, they experienced Arabic culture to a higher degree than other cities of Turkey. They 

expressed that there were already signboards, advertisements, shop names written in Arabic and 

a high population of those cities had high level of proficiency. Ahmed stated that “Actually 

sometimes it changes. After I first came to Turkey I stayed in a city near to the border in Syria 

and it is similar to Syria in terms of traditions. I feel better when I speak Arabic.” Similar to 

that expression, Giyas stated that “Cities especially in the eastern part of Turkey is very close 

to our culture. You can see no differences between them. Customs, traditions, mosques, 

condolences, our speaking styles, daily lives are so similar and close. The cities especially on 

Mesopotamian territory are very similar to Syria. So, I did not feel like a stranger.”  

A substantial number of the participants explained that their sense of identity, their 

feelings and behaviours are highly affected by the language they speak. They make the decision 

of their identity on the basis of the social context in which they live and speak any of their 

languages. For example, Muhammed stated that “Arabic language means family to me. I would 

not feel as a Syrian if I could not speak Arabic. My behaviours change depending on the 

language I speak. I behave different while I am speaking Turkish or English.” Similarly, Kays 

stated that “When I am with my family, I feel at home and feel more Syrian. We cook Syrian 

meals, watch Arabic TV channels, play Syrian games with my sisters and brothers. On the other 

side, when I am with my Turkish friends, I feel like a Turkish individual. Imitating daily habits 

of my Turkish friends makes me feel like a Turkish person.” Another similar expression was 

given by Ahmed by saying that “I feel totally Syrian when I speak Arabic. We always prefer 

Arabic while speaking at home or with relatives. It is impossible for us to lose our culture and 

we still preserve it. We do not lose our cultural values while developing a new Turkish identity.”  

When asked about identity development in Turkey, many of the participants mainly 

focused on two topics. The first one is the language phenomenon. They expressed that it is 
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essential to have language knowledge and proficiency in order to adopt an ethnicity. Amine 

expressed that “The more you speak a language proficiently, the more you belong to that 

ethnicity. The most important thing which constitutes my Turkish identity is the ability of 

Turkish language. If I was born in Turkey and did not speak Arabic, I would not feel as a Syrian. 

You feel belonged to a society whose language you speak.” Secondly, all of the participants 

expressed that they learnt Turkish language for pragmatic purposes. To be more specific, they 

needed to learn language to maintain their social, cultural, educational and job affairs in their 

new environment. Additionally, they expressed that they needed to learn Turkish language to 

get Turkish citizenship which they regarded a prestige for them all over the world.  

It was interpreted that Turkish citizenship enhanced their life in many ways such as 

travelling, getting visa to other countries, studying, working, doing governmental transactions, 

etc. They were also in the opinion of using advantages of Turkish citizenship for their future 

plans as Syrians. Hassan gave a brief but effective explanation about conditions of Syrian 

immigrants by saying that “To be a Syrian in this situation is to be a soldier but not to kill 

people. To be a soldier against all bias, all obstacles. You know. And Syria in fact means so 

much for me. Well, all what we experienced in Syria was a motivation for me. Maybe I lost 

some years without studying. Maybe I lost some years far from my family, my country but in my 

opinion all these difficulties come across to develop you and to make you a real human. To 

improve and make your humanity. By being successful, I will show all the world how we stayed 

as human beings no matter what we experienced. I will show all the world how Syrian people 

who came out their country because of war became successful and how war improve people. I 

will show the world Syrians are not losers. All along the borders we are human beings.” 

 

Conclusions 

This study investigated the relationship between mother language proficiency and ethnic 

identity of 10 Syrian undergraduate students who have high level of Turkish language 

proficiency. The results indicate that all of the participants tend to preserve their ethnic identity, 

culture and language while developing a Turkish identity in their new social and cultural 

environment.  

This study supports the idea that speaking a language is directly related with developing 

an ethnic identity. Additionally, cultural and social similarities among societies are important 

elements that facilitate cultural adaptation and identity development processes. Therefore, it 

can be inferred that learning Turkish language and similarities between both societies enhanced 
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Turkish identity development of immigrant students. It is also understood that exposure to a 

culture and language has an effect on identity development. It is generally not obtained by 

heritage but by real experience. As the role of social experience being an important 

phenomenon in first and second language acquisition supports (Saville-Troike & Barto 2016, 

p.15-16), language acquisition and learning cannot be explained only with innate ability. It 

should be supported by language specific learning which means learners cannot learn and use 

a language effectively unless that language is used around them in social and cultural context 

no matter what their linguistic heritage is. It can be inferred from those results, in order to 

smooth the linguistic and cultural adaptation process of immigrant students living in Turkey, it 

is essential to help them for learning language in cultural and social context in a supportive 

way. Turkish language teachers for immigrant students should include cultural elements in their 

curriculum given the fact that culture and language are inseparable elements for language 

learners.  

The limitation of this study is that the results cannot be generalized as the participant 

number is low. Further studies should be conducted with a large number of participants. 
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Appendix 

Identity-Related Questions 

1. How would you identify yourself? 

2. What do you base your identity on? 

3. What does it mean to be Syrian? 

4. Who decides your identity? 

5. Will you teach your child Arabic language? 

6. Is being a Syrian a burden in any way? 

7. Is there such a thing as being perfectly balanced between a Syrian and Turkish identity? 

Mother-Tongue Related Questions 

1. Has your being able to speak Arabic language shaped your ethnic identity in any way? 

2. Do you feel more Syrian when you speak Arabic language? 

3. What would you say the relationship between mother language and identity is? 

4. What would you say the relationship between language and culture is? 
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Abstract 

L2 Motivational Self System, put forward by Dörnyei (2005), has become one of the most 

attractive theoretical developments accounting for the role of motivation in second language 

learning. Therefore, the present study was undertaken in order to measure the L2 Motivational 

Self System in relation to their L2 learning experience and effort of EFL learners. To this end, 

a questionnaire was prepared based on Taguchi et al. (2009), Ryan (2008), and Gardner (2004). 

It includes four sub-sections: (a) the ideal L2 self (10 items), (b) the ought-to self (15 items), 

(c) the L2 learning experience, and (d) the intended learning efforts (8 items). In total, there are 

48 Likert-type items in the questionnaire. The participants of the study are 93 advanced level 

EFL learners. The analyses of the collected data indicated that the components of the L2 

motivational self-system were a good predictor of the learners’ intended learning efforts.  

Keywords: L2 Motivational Self System, L2 learning experience, advanced EFL learners 
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Introduction 

There is no doubt that motivation plays a crucial role in the in the process of language learning 

along with its output, the learner’s emerging second language (L2) competence (Moskovsky, 

Racheva, Assulaimani, & Harkins, 2016). There are benefits drawn from the study of 

motivation. In the first place, studying learner motivation makes it possible to determine the 

factors that trigger learners’ efforts toward L2 achievement. Secondly, another benefit of 

working on motivation is that one can derive a valuable understanding of how L2 learners locate 

themselves within their social environment and the world in general (Ryan, 2008). 

 During the 1950s and early 1960s, motivation was conceptualized as consisting of a set 

of reasons or motives which determined the behavior of the learner (Nevid, 2013). Gardner 

(1985) proposed the Socio Educational Model of motivation in which motivation was 

conceptualized in three components: motivational intensity, desire to learn the target language 

(TL), and attitudes toward the TL.  

The L2 Motivational Self System 

The L2 Motivational Self System was put forward by Dörnyei (2005) as a result of a number 

of studies that were conducted with a huge number of participants (13,000 Hungarian school 

students). Depending on results of these studies, Dörnyei questioned the applicability of the 

integrative nature of motivation on the premise that L2 learners do not all the time have direct 

contact with native speakers.  

 Instead of the term “integrativeness”, Dörnyei (2009) proposed the possible selves: ideal 

L2 self and the ought-to L2 self. Ideal self stems from within the individual, implying that it is 

the result of the aspirations of the individual. It can be viewed as the image which the L2 

learners’ desires to be. On the other hand, the ought-to self-denotes a combination of aspects 

essential to realize what is expected from an L2 learner. This comes to mean that the ought-to 

self is derived from outside sources like others’ (family, friends, etc.) expectations from the 

learner. It is, however, hypothesized that the ought-to self can in time become internalized 

(Dörnyei, 2009; Kim, 2009; Ryan, 2008).  

 As such, as is indicated by (Moskovsky et al. 2016), the ideal L2 self provides a much 

larger viewpoint to understand the motivational system of L2 learners compared to Gardner’s 

integrative motivation. This is attributed to the fact that most L2 learners are not in touch with 

the target community, which means that the concept of “integrativeness” fails to capture most 

cases of L2 learners.  

 The second aspect of Dörnyei’s motivational self-system is the ought-to-self, which is 

related with the attributes L2 users believe they should possess in order to meet expectations 

and avoid negative consequences. Based on Gardner’s (1985) concept of instrumentality, 

Dörnyei (2009) further divided this concept into two categories: (1) instrumentality-promotion 

(concerning personal goals to become successful), and (2) instrumentality-prevention 

(concerning duties and obligations).  

 The third and the last aspect of Dörnyei’s motivational theory is L2 learning experience, 

a construct quite different from the ideal L2 self and the ought-to-self. These two concepts are 

concerned with the future outlook of L2 learners while L2 learning experience is related with 

the learning situation at the moment. It covers concepts such as teacher, textbook, teaching 
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methodology, classroom environment, and learner group dynamics. In that case, according to 

Moskovsky et al. (2016), L2 learning experience can represent Gardner’s concept of attitudes 

to the learning situation. It is viewed as crucial in the language learning process.  

 Dörnyei’s three state three-layered motivational system works best under certain 

circumstance. In the first place, learners are expected to have inner action plans that allow them 

to realize their ought-to-self. As is indicated by Oyserman, (2008), such action plans are 

required for the motivational system to operate.  

 To conclude, it can be said that Dörnyei’s motivational self-system theory rests on three 

important pillars: the ideal L2 self, the ought-to-self, and L2 learning experiences.  

 Based on this, the present study aims to measure L2 motivational system of advanced 

level EFL learners in relation to language learning efforts and language learning experience. 

The study aims to see whether there are differences in L2 motivational self-system in terms of 

gender and which constructs of this theory correlate. To do this, the following research 

questions have been formulated:  

1. What are the perceptions of advanced level L2 learners in terms of the sub-dimensions of the 

L2 Motivational Self-system Theory such as ideal-self, ought to self, L2 learning experience, 

and L2 learning efforts? 

2. Do the perceptions of advanced level L2 learners in terms of the sub-dimensions of the L2 

Motivational Self-system Theory such as ideal-self, ought to self, L2 learning experience, and 

L2 learning efforts differ based on gender? 

3. Which sub-dimensions of L2 Motivational Self-system Theory correlate with L2 learning 

experience?  

 

Methodology 

Data Collection Tool 

A questionnaire, consisting of two parts, was used in the present study. The items in the 

questionnaire were drawn from Taguchi et al. (2009), Ryan (2008), and Gardner (2004). It is a 

5-point Likert-type scale, with answers ranging from “strongly agree”, “agree”, “undecided”, 

“disagree”, and “strongly disagree”. Studies that focus on L2 motivational self-system generally 

use similar scales. This makes it possible to compare the results of studies that focus on L2 

motivational self-system. The first part of the questionnaire includes information about 

demographic properties of the participants. The second part of the questionnaire includes 

information on four variables: (a) the ideal L2 self (10 items), drawn from Taguchi et al. (2009), 

(b) the ought-to self (15 items), drawn from Taguchi et al. (2009), (c) the L2 learning effort, 

adapted from Taguchi et al. (2009) and Gardner’s (2004) Attitude/Motivation Test Battery, and 

(d) the intended learning efforts(8 items)  drawn from Ryan (2008), and Taguchi et al. (2009). 

The reliability analysis of the questionnaire is given in Table 1 below. 
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Table 1: Reliability analysis  

Variable  Cronbach’ alpha value 

The Ideal L2 Self (10 items) ,854 

The Ought-to L2 Self (13 items) ,825 

L2 Learning Experience (15 items) ,514 

Intended Learning Efforts (8 items) ,818 

Total  ,842 

 

Participants  

The present study was conducted with 106 English Language and Literature students enrolled 

in two different state universities. The number of female students is 64 (%67,4) and male 

students is 31 (%32,6). The number of 1st grade students is 37 (38,9), 2nd grade students 6 (6,3), 

3rd grade students 48 (%50,5), and 4th grade students is 3 (3,2).  

 

 

Findings 

Findings of the present study were scrutinized in relation to the research questions. 

Research question 1: What are the perceptions of advanced level L2 learners in terms of the 

sub-dimensions of the L2 Motivational Self-system Theory such as ideal-self, ought to self, L2 

learning experience, and L2 learning efforts? 

 As it is illustrated in Table 2 below, the participants “agreed” on the items related to 

the ideal L2 self (M=4,05). The participants believe that if their dreams come true, they will 

use English effectively in the future (M=4,48) and that their future plans include the use of 

English (M=4,41). 
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Table 2: Descriptive statistics regarding the ideal L2 self 

 N Min. Max. Mean SD 

1 I can imagine myself living abroad and having a conversation in 

English. 
94 2,00 5,00 4,0957 ,80414 

2. I can imagine myself as someone who is able to speak English as 

if I were a native speaker. 
93 1,00 5,00 3,3871 1,06355 

3. Whenever I think of my future career, I imagine myself using 

English. 
93 1,00 5,00 4,3441 ,81420 

4. I can imagine myself studying in a university where all my 

courses are taught in English (maybe abroad in the future). 
93 1,00 5,00 3,9247 ,86271 

5. I can imagine myself living abroad and using English effectively 

for communicating with the locals and international people 
93 2,00 5,00 3,8817 ,85782 

6. I can imagine myself writing English emails fluently. 93 1,00 5,00 3,9140 ,99625 

7. The things I want to do in the future require me to use English. 93 1,00 5,00 4,4194 ,78467 

8. I can imagine myself having a lot of English-speaking friends. 93 1,00 5,00 3,9677 ,94927 

9. If my dreams come true, I will use English effectively in the 

future. 
93 2,00 5,00 4,4839 ,74619 

10. I can imagine myself using English fluently like my favorite 

teacher, actor, or singer. 
93 1,00 5,00 4,0968 ,98978 

Total  93   4,05  

 

 In short, the participants believe that their future careers involve effective use of English 

(M=4,34). Furthermore, the participants can imagine themselves living abroad and having a 

conversation in English (M=4,09) and using English fluently like their favorite teacher, actor, 

or singer (M=4,09). However, the participants do not feel secure in terms of being able to speak 

English like a native speaker (M= 3,38) and living abroad and using English effectively for 

communicating with the locals and international people (M=3,88). Students also feel rather 

insecure in studying in a university where the medium instruction is English abroad (M=3,92) 

and having a lot of English-speaking friends (M=3,96).  
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Table 3: Descriptive statistics regarding the ought-to L2 self 

 N Min. Max. Mean SD 

1. Learning English is necessary because people around me expect 

me to do so. 
91 1,00 5,00 3,8242 

1,0707

6 

2. Without learning English it will be difficult to travel to English 

speaking countries. 
93 1,00 5,00 4,4946 ,70130 

3. It will have a negative impact on my life if I don’t learn English. 92 1,00 5,00 4,1848 ,97134 

4. Studying English is important to me because other people will 

respect me more if I have knowledge of English. 
92 1,00 5,00 3,6522 

1,1714

1 

5. I have to study English because I don’t want to get bad marks in it. 93 1,00 5,00 3,7419 
1,1786

4 

6. I am studying English because I don’t like to be considered a weak 

student. 
93 1,00 5,00 3,6559 

1,1932

3 

7. Studying English is important for me because without it I will have 

a low-paying job. 
92 1,00 5,00 3,7826 

1,1273

4 

8. Some important people in my life feel that it is very important for 

me to learn English. 
92 1,00 5,00 4,0000 ,93761 

9. Without learning English it will be very difficult for me to use 

computers effectively. 
93 1,00 5,00 3,4409 

1,1652

8 

10. Being able to speak English will add to my social status. 92 1,00 5,00 4,1957 ,89245 

11. Turkish society expects me to learn English so that I can explain 

my culture to others. 
93 1,00 5,00 3,6237 

1,0826

1 

12. Without learning English it will be very difficult for me to use the 

internet effectively 
93 1,00 5,00 3,5591 

1,0679

4 

13. Without learning English it will be difficult to find an excellent 

job in the future. 
93 1,00 5,00 4,1075 ,96078 

Total 89 
  3,86  

 

 The results presented in Table 3 clearly indicate that the participants are “undecided” 

(M=3,86) as to the “ought-to L2 self” of the participants. The results show that most of the 

participants believe that it will be difficult to travel to English speaking countries (M=4,49), 

being able to speak English will add to their social status (M=4,19), and not knowing English 

will have a negative impact on their lives (M=4,18). Participants also believe that without 

learning English it will be difficult to find an excellent job in the future (4,10) and thus it is 

important for them to learn English (M=4,00). On the other hand, they do not think that English 

is very important in terms of technology use. For example, most of them are “undecided” about 

the role of English in using computers (M=3,44) and the Internet effectively (M=3,55).  

 Table 4 below presents the findings regarding L2 Learning Experience. The total mean 

score is 3,26, which indicates that the participants are almost undecided as to L2 Learning 

Experience. 
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Table 4: Descriptive statistics regarding L2 learning experience 

 

 N Min Max. Mean SD 

1. I like the overall atmosphere of my English classes. 92 1,00 5,00 3,2826 1,17974 

2. My English teachers are better than my other subjects’ teachers. 93 1,00 5,00 3,3978 ,92242 

3. I really enjoy learning English. 93 2,00 5,00 4,3871 ,73769 

4. I think my English class is boring. 93 1,00 5,00 2,9570 1,26761 

5. I would rather spend more time in my English classes and less in 

other classes. 
93 1,00 5,00 3,8602 ,92773 

6. I enjoy the activities of our English class much more than those of 

my other classes. 
92 1,00 5,00 3,4891 1,10438 

7. My English teachers have interesting teaching styles. 93 1,00 5,00 3,2258 1,18072 

8. To be honest, I really have little interest in my English class. 93 1,00 5,00 2,4194 1,30486 

9. I find the English books that we are studying really useful. 91 1,00 5,00 3,4176 1,07565 

10. I’m losing any desire I ever had to know English. 92 1,00 5,00 2,9783 ,99425 

11. I find the other students at my English classes really friendly. 92 1,00 5,00 3,0000 1,21348 

12. I am sometimes worried that the other students in class will laugh 

at me when I speak English. 
93 1,00 5,00 3,0753 1,37712 

13. My English teacher doesn’t teach in an interesting way. 93 1,00 5,00 3,1183 1,10187 

14. The English books that we use are really boring. 93 1,00 5,00 3,1290 1,10558 

15. It worries me that other students in my class seem to speak English 

better than I do. 
93 1,00 5,00 3,1828 1,24190 

Total  90   3,26  

 

 Most of the participants reported (see Table 4) that they enjoy learning English 

(M=4,3871), and would like to spend more time in their English classes and less in other classes 

(M=3,8602). In a similar vein, the participants stated that they enjoy the activities of their 

English class much more than those of other classes (M=3,4891). They also believe that English 

books are studying really useful (M=3,417) and their English teachers are better than other 

subjects’ teachers (M=3,3978).  

 

 As for intended learning efforts, Table 5 below makes it clear that the participants agreed 

with most of the items under this category (M=4,01). In particular, the participants reported that 

knowing English is extremely important for them (M=4,42), that they would like to take extra 

English courses (M=4,28). In addition, they also stated that they would try to watch more 

English-speaking TV stations (M=4,25) and that they would like to spend more time learning 

English even if it was not compulsory (M=4,00).  
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Table 5: Descriptive statistics regarding intended learning efforts 

 N Min. Max. Mean SD 

1. I am working hard at learning English. 91 2,00 5,00 3,6154 ,98623 

2. It is extremely important for me to learn English. 92 1,00 5,00 4,4239 ,78773 

3. If an English course was offered at university or somewhere else 

in the future, I would like to take it. 
92 2,00 5,00 4,2826 ,73119 

4. I think that I am doing my best to learn English. 91 1,00 5,00 3,7253 1,12611 

5. I would like to spend lots of time learning English. 92 2,00 5,00 4,0326 ,93116 

6. I would like to study English even if I were not required. 92 1,00 5,00 4,0000 ,94926 

7. If I could have access to English–speaking TV stations, I would 

try to watch them often. 
91 1,00 5,00 4,2527 ,76874 

8. I am the kind of person who makes great efforts to learn 

English. 
92 1,00 5,00 3,7717 1,02821 

Total  91   4,01  

 

   

 

Research question 2: Do the perceptions of advanced level L2 learners in terms of the sub-

dimensions of the L2 Motivational Self-system Theory such as ideal-self, ought to self, L2 

learning experience, and L2 learning efforts differ based on gender? 

 In order to see whether the perceptions of the participants differ in terms of gender, T-

test was used.  

Table 6: T-test result for gender  

 Gender N Mean Std. Deviation sig. 

L2 self 
female 63 40,8730 5,20078 ,413 

 male 30 39,8000 7,11676 

Ought-to self 
female 60 51,7333 7,86726 ,023 

male 29 47,7586 6,88505 

L2learning experience 
female 61 50,3279 6,17177 ,000 

male 29 45,7241 4,26695 

L2 learning efforts 
female 62 32,7903 4,50551 ,045 

male 29 30,5862 5,45447 

 

 In order to see whether there are statistically significant differences between male and 

female participants in terms of the sub-dimensions of L2 motivational self and language 

learning efforts, independent samples T-test was utilized. The results in Table 6 above indicated 

that there are statistically significant differences in terms of ought to self (p=0.023< α=0.05), 

language learning experience (p=0.00< α=0.05), and language learning effort (p=0.045< 

α=0.05). For ought to self-dimension, female participants have higher level of agreement 
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(M=51,73) compared to male participants (M=47,75). For language learning experience 

dimension, female participants (M=50,32) agree with the items more than male participants 

(M=45,72). In a similar vein, female participants (M=32,79) agree with the items in language 

learning effort dimension more than male participants (M=30,58). 

Research question 3: Which sub-dimensions of L2 Motivational Self-system Theory correlate 

with L2 learning experience? 

Table 7: Correlation analysis 
 
 L2 self Ought to self L2 learning experience L2 learning effort 

L2 self 1 ,218* ,237* ,656** 

Ought to self  1 ,304** ,336** 

L2 learning experience   1 ,311** 

L2 learning effort    1 

*. Correlation is significant at the 0.05 level (2-tailed). 

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

 Finally, in order to see the level of correlation between and among the sub-dimensions 

of L2 motivational self and language learning experience and language learning efforts, 

correlation analysis was conducted. The results in Table 7 above indicate a high level of 

correlation between L2 self and L2 learning effort (r=,656). In addition, a moderate level of 

correlation was observed between ought to self and L2 learning effort (r=,336) and L2 learning 

experience and L2 learning effort (r=,304).  

 

Discussion 

The results indicated that the participants have a high level of L2 self while they rated 

themselves “undecided” in terms of ought-to-self. As for L2 learning experience, it can be said 

that the participants reported that they would like to spend more time in learning English and 

enjoy learning English. When it comes to intended learning efforts, the participants reported 

that they knowing English is extremely important for them and that they would like to take 

extra English courses.  

 Statistically significant differences were found between male and female participants 

For language learning experience dimension, female participants (M=50,32) agree with the 

items more than male participants. In a similar vein, female participants agree with the items in 

language learning effort dimension more than male participants. Finally, a high level of 

correlation between L2 self and L2 learning effort and a moderate level of correlation was 

observed between ought to self and L2 learning effort and L2 learning experience and L2 

learning effort.  
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Conclusion 

The present study investigated L2 motivational system of advanced level EFL learners in 

relation to language learning efforts and language learning experience. The results seem to 

reinforce Dörnyei’s L2 motivational self-system theory. Correlational analysis also indicated 

that there is positive correlation between and among the sub-dimensions of the motivational 

self-system theory.  

 In literature, there are a number of studies that successfully and positively link the three 

constructs of the theory with intended learning efforts. Nevertheless, there seems to be a 

shortage of research that views L2 learning efforts of learners as predictor of proficiency. In 

addition, there is also a paucity of studies that focus on the relation between ideal-self and 

ought-to-self with L2 achievement. Future studies may focus on this aspect.  
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Abstract 

To investigate Turkish university-level instructors' perceptions of what the possible obstacles 

are for the application of critical pedagogy in English language teaching, the current qualitative 

study was with ten EFL instructors who were Turkish native speakers. In this qualitative study, 

data were obtained through semi-structured interviews. Content analysis was used to analyze 

data recorded from the interview questions. The results of the study revealed that a standard 

curriculum, formed by the hierarchical structures may be a threat concerning the awakening of 

learners' critical consciousness. Accordingly, the social context plays an important role in 

communicating in the target language. The results also showed that discursive practices have 

ideological effects on participants and society. Participants avoid encouraging their students to 

voice their ideas, as there is no right to freedom of speech to develop academic knowledge and 

critical curiosity about society, power, and change at university platforms in their country. 

 

Keywords: Critical Pedagogy, Applicability of Critical Pedagogy, Obstacles for Critical 

Pedagogy, English Language Teaching 
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Introduction 

Akbari, a professor of English Language Teaching, elaborates on one of the challenges of 

educational systems, in reference to the applicability of critical pedagogy in language teaching 

in today’s global context (Akbari, 2008). One of the main arguments is that any transformation 

in a social system first begins in the educational setting, which in turn results in a social change 

in the agents' life beyond the school (Akbari, 2008; Freire, 2000; Giroux, 2013). However, users 

of the target language form a community in which their English is a part of their identity and in 

which the culture of the target language is accepted as the standard culture (Akbari, 2008).  

 Accordingly, those who come from different cultural backgrounds can be subjected to 

legal discrimination by authorities who prioritize the rights of the target language group over 

other groups of oppressed agents (Freire, 2000). In doing so, they disregard these learners' real-

life concerns both in the educational and non-educational environments. Considering learners' 

real-life concerns both in the educational and non-educational settings, critical theorists offer 

some remarkable suggestions for the application of critical pedagogy which plays an important 

role in connecting learning to social change in real-life where some groups of people are clearly 

discriminated against by the target language group (Apple, 1999; Freire, 2000; Giroux, 2013). 

In today’s global context, integrating the learners' local culture into the curriculum should 

be taken into consideration in educational environments because this enables the oppressed 

agents to understand both the reasons and consequences of major social problems experienced 

in their society (Akbari, 2008). Otherwise, a standard or culture-oriented curriculum, formed 

by the agents of power may be a threat to the awakening of learners' critical consciousness. 

From the perspective of a critical pedagogy scholar and cultural critic, Giroux (2013) clarifies 

Akbari's argument, saying that there has been a period of regression in which the authoritarian 

state is aggravated by the agents of corporate powers in some countries such as the USA and 

the UK.Giroux (2013)criticizes these elite and current business leaders, political parties and 

corporate powers that corrupt the pedagogy of the educational system by funding research or 

test projects and conditioning the learners to forget about democracy and justice. Hence, they 

deny learners’ equal participation in all layers of the public sphere. As to Giroux (2013), the 

world views of these agents of corporate powers are so oppressive that students are not taught 

about the great historical leaders, such as Martin Luther King, Rosa Parks, John Dewey and 

Paulo Freire, who have made great contributions to raising the social consciousness of people 

in both educational and social settings.  
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In a similar vein, Giroux (2013) refers to market-driven pedagogy and textbooks in which 

historical, relational and cultural contexts are undermined, so learners do not find any common 

values and meanings in the context of this discourse, related to their language.In this respect, 

Akbari (2008) argues about the importance of the use of L1 in L2 classrooms, in conjunction 

with the applicability of critical pedagogy. The concept of EFL focuses on the participation of 

English speakers from different first language backgrounds in international communication, so 

EFL does not deter L2 speakers from learning and using their linguistics varieties in local 

communicative contexts (Akbari, 2008).Indeed, it challenges the concept of standard language 

and standard culture. The social issues related to these groups are ignored in the context of the 

market-driven course books and classroom discourse (Akbari, 2008). Political agents who 

control the discourse of these texts alienate the oppressed agents in both the educational and 

social life (Akbari, 2008). These oppressed agents are classified as low-income and poor 

minority students who have problems relating to gender, age and race, to name a few (Akbari, 

2008).As a result, most course books never reflect the reality of these people by ignoring them. 

What learners perceive in these standardized textbooks is not the reflection of reality, but the 

reflection of the ideology of dominant corporate powers in the educational setting (Giroux, 

2013). 

Therefore, educators should make their learners aware of issues that marginalized groups 

face. Denzin (2009) says that "Cultural pedagogy refers to the ways that cultural production 

functions as a form of education, as it generates knowledge, shapes values and constructs 

identity...Cultural pedagogy refers to the ways particular cultural agents produce...Hegemonic 

ways of seeing" (pp. 381-382). Similarly, Freire (2000) elaborates on the cultural invasion, 

adding that “in this phenomenon, the invaders penetrate the cultural context of another group, 

in disrespect of the latter's potentialities; they impose their own view of the world upon those 

they invade and inhibit the creativity of the invaded by curbing their expression (p. 152). 

 More specifically, this can be defined as an act of violence against the agents of the 

oppressed culture. For the application of critical pedagogy, learners can be critical by 

experiencing praxis (Freire, 2000). This means that they can understand the causes of reality if 

their action has a critical reflection, which enables them to move from imposed knowledge of 

reality to higher knowledge (Freire, 2000). Accordingly, Freire (2000) underlines the 

importance of dialogue between people in daily life because dialogue, which is regarded as the 

core element of all revolutions, does not impose, incite and dominate.  

Drawing from Freire’s notion of critical pedagogy, the applicability of critical pedagogy 

in language teaching affects the protection of the dignity and the rights of oppressed agents in 
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both their education and social lives. Critical Pedagogy gives a voice to oppressed agents, as it 

provides a discourse for agency, values, norms, rights and equal social relations as well as a 

sense of future in today’s global context. Critical theorists clarify the importance of the 

application of critical pedagogy in language teaching in the 21st century. Therefore, 

multidimensional factors, which are essential for the application of critical pedagogy in 

language teaching, should be taken into consideration in recent studies. 

 

Method 

This study aimed to investigate the perceptions of Turkish university-level instructors on the 

possible obstacles for the application of critical pedagogy in English language teaching in EFL 

classrooms at Çağ University. In this respect, this study aimed to answer the following research 

question: 

What are the possible obstacles for the application of critical pedagogy in English language 

teaching in EFL classrooms? 

 

Participants 

There were ten participants, in this research study, three males and seven females, teaching at 

the English Language Teaching Department of Çağ University. To protect their anonymity, 

they were numerically referenced from 1 to 10. All of the participants were Turkish native 

speakers. In this qualitative study, purposive sampling was selected as the researcher needed to 

uncover and understand participants' perceptions about the possible obstacles for the application 

of critical pedagogy in English Language Teaching. 

 

Data Collection and Analysis  

In order to answer the research question, interviews were conducted to investigate Turkish 

university-level instructors' perceptions of what the possible obstacles are for the application of 

critical pedagogy in English language teaching at Çağ University. Interview questions were 

semi-structured interview questions. These interviews began on 20th January and finished on 

27th January 2016. In total, semi-structured interviews took six hours with all participants. A 

sound recorder was used during the interviews. The data collected from the interviews were 

transcribed systematically and content analysis was used to analyze data recorded from the 

interview questions. 
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Findings and Discussion 

This section identifies Turkish university-level instructors' perceptions of what the possible 

obstacles are for the application of critical pedagogy in English language teaching. Regarding 

data results obtained from the participants, five categories emerged: Lack of contextualization 

in market-driven coursebooks, Unequal power relationships, Effects of the social setting in L1, 

Alienation of oppressed agents in educational and social life, and Standardized or culture-

oriented curriculum as a threat. 

 

Lack of Contextualization in Market-driven Coursebooks  

Regarding the interview question 1, nine participants out of ten mentioned that the coursebook 

they used did not focus on the historical, relational or cultural contexts of their country. 

However, one of the participants said that the coursebook focused on history and culture in 

general. H/she added that it was sufficient to offer world knowledge about one specific thing 

regarding the history of Istanbul in order to attract readers’ attention. In the analysis, some of 

the following quotes are detailed as follows: 

The coursebook we use does not focus on the historical, relational or cultural contexts of 

Turkey, related to our language. When the coursebook introduces these subjects, Islam 

and Muslim faith are given a prominent position. Turkey is unfairly seen asa reflection 

of Arab culture. However, the political system underlying the social and cultural life in 

Turkey is not related to Arab societies. (Part. 3) 

 

The coursebook I use does not give any specific information about Turkish culture and 

history in detail. Istanbul and the Blue Mosque are always presented as well-known 

touristic places. (Part. 5) 

Participants 3 and 5 also mentioned that the coursebook only gave presentation of well-

known historical places in Turkey such as Hagia Sofia and the Blue Mosque in Istanbul. The 

reason is that publishers of these market-driven coursebooks have common concerns about 

maintaining standardization in English language teaching. They standardize specific historical 

and cultural matters to readers without going beyond the borders of general conceptions about 

different cultural backgrounds. Participants 3 and 5 elaborated on the main reasons why 

coursebooks focus on their history superficially. They meant that they come from an Islamic 

background, so publishers avoid giving information about their history and culture, which has 

been affected by Islam. 
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Unequal Power Relationships 

The interview question two revealed that, four participants out of ten stated that Turkish 

students find common values and meanings exemplified in the culture of the target language. 

Learners are then challenged to make associations with the values in their own culture. 

They do not touch upon common values. They just focus on the functional values of words 

such as the functional values of how to run a charity in the conversational language, so 

students try to make comparisons between their culture and the culture of the target 

language as much as they can. (Part. 2) 

 

The common values and meanings regarding cultural life styles are not taken into 

consideration. The new agenda in the 21st century has been related to the use of 

technology so the topics in the coursebooks do not focus on the common values and 

meaning, resulting from culture and history. The common values students can find and 

share their ideas about are the shallow topics related to consumer society. (Part. 4) 

 

Such topics as the functions of charities, family gatherings around the same table on 

Thanksgiving and Christmas, or wedding ceremonies are backbones of these examples. 

However, these associations are limited to comparisons of cultural values given in the target 

language. In this regard, Participants2 and 4criticized the presentation of values and traditions 

of dominant cultures illustrated in the coursebooks.  

Furthermore, Participant 10 mentioned that a coursebook published by Cambridge 

University Press in 2014tended to present cultures with their dissimilar cultural habits. For 

instance, a European, who moved to Egypt for work, criticized the personal space or distance 

of Arabs in Egypt in the text. According to Participant 10, the misconception of a European 

about Arabs concerning personal space and distance were presented in a hidden meaning in the 

text. H/she added that coursebooks constitute social situations, events, social and cognitive 

constructs, social identities of agents and the relationship between people and the other groups 

through discourse. Participant 10 meant that discourse enables social agents to have power as 

the language confers social status on them. It can be concluded that these types of practices are 

regarded as discursive practices, which have ideological effects on participants and society, 

rebuild discursive structures between institutions, cultural minorities, and majorities. As a result 

of these practices, relationships between institutions, cultural minorities and majorities are 

negotiated, represented and resisted through these unequal power relationships. 
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Effects of the Social Setting in L1 

Regarding interview question 3, eight participants out of ten said they use L2 to talk about the 

social problems in Turkey when they speak to both native speakers and their students in the 

classroom. For instance, Participant 1said that h/she encourages students to look at the social 

events from a different perspective by moving from individual consciousness to universal 

consciousness. H/she also said that there are no taboos in their classroom. Besides, participants 

5 and 6 made a remarkable comment, saying that it is challenging to teach the target language 

without using the social setting of L1 in which the social and cultural events occur. 

In light of the data results, it can be inferred that the social context plays an important role 

in communicating in the target language. Data results obtained from the participants also reveal 

that gender issues recurring in patriarchal societies are generally preferred as discussion topics 

when instructors talk to their students in the classroom. 

 

Alienation of Oppressed Agents in Educational and Social Life 

Tree participants out of ten stated that they make their learners aware of issues that marginalized 

or oppressed groups face in Turkey. However, seven of them said they avoided making their 

learners aware of issues that oppressed groups face in Turkey. For example, Participant 3 added 

h/she talked about problems of marginalized groups without any direct disclosure in connection 

to politics and ideological views. According to Participant 3, talking about the problems of 

marginalized groups might lead to certain serious problems in the classroom atmosphere, 

because there could be Turkish students from different cultural and political backgrounds. Like 

Participant 3, Participant 5 emphasized that even talking about the problems of marginalized 

groups was to discriminate these groups in the classroom setting, so h/she had stringent rules 

and limitations related to discussion topics. In so doing, Participant 5 implied that h/she always 

avoided talking about social issues, which could ignite a heated debate in Turkey. Furthermore, 

Participant 8 summed up his/her argument by saying that: 

I do not make learners aware of issues that marginalized groups face in Turkey. As those 

issues are not even uttered and spoken in Turkish. I would not dare to encourage them to 

reflect on their ideas about problems oppressed groups face in Turkey. The main 

argument was that those polarized groups are already formed and ready to fight against 

their opponents in Turkey. Unfortunately, as we have been living in a society where 

different and marginalized groups are oppressed and hindered from voicing their ideas 

in social life or non-school life, discussions with those small group gatherings in the 

classrooms can spark the debate. 
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In the interview, Participant 8 made a criticism in relation to the freedom of speech 

problem, which has been an issue in Turkey for many years. In a similar vein, Participant 4 

mentioned that h/she does not make learners aware of issues that marginalized groups face in 

Turkey because the main argument is that these groups are always sensitive. According to 

Participant 4, students could also misunderstand him/her and react to criticism. However, one 

of the participants stressed that h/she made learners aware of issues that marginalized groups 

face in Turkey through classroom discussions so that the students could sympathize and 

empathize with those marginalized groups such as bisexuals, gays and other groups who are 

subject to racial discrimination. H/she added that this is also related to a teacher providing a 

democratic platform to express students' ideas.  

 

Standardized or Culture-oriented Curriculum as a Threat 

Nine participants out of ten stated that a standard or culture-oriented curriculum, formed by the 

agents of power can cause problems in the classroom setting at both micro and macro levels in 

Turkey though standardization is, of course, necessary to maintain a balance in the education 

system. Some of the significant quotes from interviews are shown as follows: 

There are disadvantages and advantages of a culture-oriented curriculum while teaching 

a foreign language in Turkey. There is an interwoven relationship between culture and 

language. Therefore, you cannot think of learning a target language without referencing 

its culture. However, this can also lead to cultural assimilation among the young. As a 

consequence of cultural assimilation, they can see their culture as less than others. For 

example, a Turkish student may want to celebrate Christmas by asking his/her family why 

they cannot celebrate Christmas as illustrated in the textbooks. Some of the students also 

want to experience the American dream and this can result in resisting and defying the 

values in their own society. The textbooks may be a threat to societies in developing 

countries. (Part. 1) 

 

A standard curriculum means teaching English concerning idealized grammar 

represented by a community's language. Thus, it is related to the idealization of standard 

language by native speakers. One-sidedness in curriculum design is very dominant 

because a standard curriculum is composed of standard materials and language. Students 

are required to learn the knowledge provided by the dominant powers. Moreover, the 

effects of a culture-oriented curriculum extend over a long period. This means that it does 
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not show its effects in a short time frame. In the long term, it results in cultural 

imperialism. (Part. 4) 

 

According to the experience of participant one, market-driven coursebooks as written 

texts aim to impose their expectations and conceptions on learners' minds by engraving those 

concepts into learners' subconscious. Furthermore, Participant 4 refers to the relationship 

between social powers and native speakers. From the critical perspective of Participant 4, most 

market-driven textbooks require students to learn idealized English in which Turkish students 

are not able to express their ideas and feelings. Cultural concepts, commonly used in text 

materials in English language teaching, such as Halloween and Christmas can make students 

feel the need to adjust themselves to the new cultural norms and values in order to learn English 

in the best way. Nonetheless, Participants 1 and 4 implied that it is not ethical to teach a target 

language without providing a platform for learners to understand the cross-cultural differences 

and similarities between their first language and target language.  

Additionally, Participant 2 said that a standard curriculum is necessary for some situations 

and conditions but it matters by whom the standard curriculum is formed. In Participant 2’s 

opinion, standardization can cause prototype norms and notions in the university setting. 

However, students should be encouraged to voice their democratic rights. One of the 

participants stressed that a standard curriculum curbs opposing ideas. On the other hand, 

Participant 5 made a remarkable comment, saying that there must be some standards to be 

applied in different contexts, but these standards must be adopted in relation to the cultural 

setting of the native language in the materials and syllabus. Similarly, Participant7 mentioned 

that a culture-oriented curriculum, formed by the agents of power, aims to form a society or 

groups of people with standard thinking without any objection. In doing so, standard mobilizing 

can put the expected ideas, social attitudes, and manners into practice. 

 

Conclusions and Discussions 

The analysis of data obtained from the semi-structured interviews indicated that 

university instructors could not apply critical pedagogy in English language teaching as an 

interactional activity. This interactional activity has different dimensions such as interaction as 

a textual activity, an interpersonal activity, and interaction as an ideational activity. Publishers 

of these market-driven coursebooks also have common concerns about maintaining 

standardization in English language learning. They provide standardized specific historical and 
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cultural matters to readers without going beyond the borders of general conceptions about the 

different cultural backgrounds. Therefore, the interwoven relationship between the concept of 

standard language and culture provides insights into understanding the social aspects of 

language learning in which EFL learners lack participation. 

The results also revealed that there is an interwoven relationship between the identity and 

power in the native speaker's mind. From the perspectives of participants, the content and 

knowledge contained in market-driven textbooks represent the historical and cultural contexts 

of the target language. Thus, Turkish students do not find common values and meanings 

exemplified in the culture of the target language. Conversely, students are challenged to make 

associations with the values in their own culture and target language. It can be concluded that 

these types of practices, which have ideological effects on both participants and society, rebuild 

unequal power relationships between institutions and cultural minorities formed through values 

and norms of the target language presented in the context of the English coursebook. Data 

results showed that discourse provided with the context of the English coursebook enables 

agents of the target language to have power because the language confers social status on social 

agents. In their authoritative study, Wodak and Meyer (2009) offer insights into understanding 

the discourse. From the critical perspective of Wodak and Meyer (2009), language is seen as a 

form of social practice by Critical Discourse Analysis.  

 Another reason why Turkish instructors could not apply critical pedagogy is that they 

have been living in a society where different groups are unable to voice their ideas in social life 

or non-school life. Furthermore, discussions with those small group gatherings in the 

classrooms can spark the debate at the micro level. Participants emphasized that there is no 

right to freedom of speech in institutional mechanisms of society in their country due to 

prohibitions, conceptions and limitations imposed by the dominant centralized ideas and 

ideology in Turkey. Only gender problems recurring in patriarchal societies are the general 

social concerns which instructors can focus on as the subject matter in their classrooms. 

Consequently, critical pedagogists aim to empower education, which makes a link 

between learning and social change in real life. They raise critical curiosity about power and 

inequality issues, habits of inquiry and strong learning skills (Shor, 1992). In the context of this 

study, data results obtained from the participants also substantiated the view that a standard or 

culture-oriented curriculum formed by the agents of power can cause problems in the classroom 

setting in Turkey. These problems are defined as cultural assimilation and standard mobilizing 

which can put the expected ideas, social attitudes, and manners into practice. Although most of 

the participants believed that students should be encouraged to voice their democratic rights, 
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instructors also said that they avoided encouraging their students to voice their ideas and 

applying critical pedagogy in the classroom platform. The main argument is that there is no 

freedom of speech to develop academic knowledge and critical curiosity about society, power, 

inequality, and change at university platforms in their country. They believe that they are 

constrained and controlled by the dominant hierarchical mechanisms in Turkey. 

In summation, application of critical pedagogy is highly relevant to the current discussion 

in the EFL context since it sheds light on possible obstacles for the application of critical 

pedagogy in relation to language learning and teaching, culture and ideology as well as power 

issues. Furthermore, implication of this study should be taken into consideration to seek 

approaches for the application of critical pedagogy, which aims to enable learners to form 

questions about this social system in order that they can understand the complex reasons of 

their oppression. In further research, it is possible to investigate a theoretical approach to the 

application of critical pedagogy in language learning and teaching in EFL/ESL classrooms. 

This study aimed explore the perceptions of Turkish university-level instructors on the possible 

obstacles for the application of critical pedagogy in English language teaching in EFL 

classrooms. In further research, it will be needed to investigate how to apply critical pedagogy 

in a language classroom in an EFL environment. 
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Appendix: Interview Questions 

1- Do you think the coursebook you use focuses on the historical, relational or cultural contexts 

of your country?  

2-Do you think Turkish students find common values and meanings exemplified in the culture 

of the target language? Why/Why not? 

3-Do you use L2 to talk about the social problems in Turkey when you speak to both native 

speakers and your students? If yes, what social problems do you talk about? 

4-Do you make your learners aware of issues that marginalized or oppressed groups face in 

Turkey? Why/Why not? 

5- Do you think a standard or culture-oriented curriculum, formed by the agents of power can 

cause problems in the classroom setting? 
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Abstract 

Pedagogical Formation Programs are a kind of short-track education program which involve 

intensive teacher training courses and are shorter than 4-year ELT programs administered by 

departments of Education Faculties. Given the short time of training, to what extent pedagogical 

formation programs are qualified and effective is a topic of concern. The purpose of the study 

is to (1) discover in-service EFL teachers’ overall opinions about teacher education programs 

they have graduated from, (2) investigate on what issues ELT and pedagogical formation 

graduates’ attitudes differ, and finally (3) examine EFL teachers’ attitudes toward the efficacy 

of pedagogical formation teacher education programs in Turkey. The Survey of Teacher 

Education Programs (STEP), which was developed by Pettway (2005) for the purpose of 

obtaining data about teachers’ level of content with the teacher education programs they have 

graduated from. Thirty-nine four-point Likert-scale items and open-ended questions were 

involved in the instrument. Forty-seven in-service EFL teachers took part in the study 

voluntarily. While 25 participants graduated from ELT departments at Education Faculties, the 

remaining 22 participants are graduates of departments other than ELT and have a pedagogical 

formation certificate for teaching. Research findings showed that there is a significant 

difference between the opinions of two groups of participants. Graduates of ELT departments 

have slightly more positive attitudes towards programs they have graduated from. However, 

most of the graduates of pedagogical formation education programs were holding negative 

attitudes. In sum, ELT programs are seen as more efficient and qualified than pedagogical 

formation programs by in-service teachers. 

 

Keywords: Teacher Education, Short-Track Teacher Education, Teacher Attitudes, EFL 

Teachers 
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Introduction 

The growing demand for learning English in Turkey has resulted in an equally growing need 

for teachers of English as a Foreign Language (EFL). As a consequence of this, foreign 

language teacher education programs at Education Faculties have gradually evolved for training 

qualified EFL teachers. Accordingly, to be appointed to primary, secondary or high schools as 

EFL teachers in Turkey, teacher candidates study at English Language Teaching (ELT) 

departments of Education Faculties (Katırcı, 2014, p. 30).  However, the need for these teachers 

has also resulted in looking for different ways of foreign language teacher training. Eventually, 

pedagogical formation teacher training programs have been established. Graduates of 

Translation and Interpretation, English Language and Literature, and Linguistics Departments 

of Faculties of Arts and Sciences, can be appointed as EFL teachers under the condition that 

they have a Teaching Certificate (Katırcı, 2014, p. 30). Pedagogical Formation Certificate 

programs are a kind of short-track education programs which involve intensive teacher training 

courses and last relatively shorter than 4-year ELT departments. 

With these in mind, to what extent pedagogical formation programs are qualified and 

effective is a challenging question of inquiry. In order to develop the efficacy of teacher 

education, evaluation studies on teacher education have been conducted in Turkey (Akcan, 

2016; Cakıroglu & Cakıroglu, 2003; Celen, 2016; Coskun & Daloglu, 2010; Erozan, 2005; 

Katırcı, 2014; Salli-Capur, 2008; Seferoglu, 2006). In-service EFL teachers’ opinions about 

their education processes (either a 4-5 year long or short-track) are a valuable source of data in 

order to evaluate the effectiveness of teacher education programs. Therefore, the present study 

focuses on the comparison of the efficacy of EFL teacher education programs at faculties and 

pedagogical formation education and aims to investigate the opinions of EFL teachers by 

seeking answers to the following research questions: 

1. What are in-service Turkish EFL teachers’ overall opinions about their teacher 

education programs? 

2. On what issues do attitudes of ELT and pedagogical formation graduates toward their 

teacher education programs differ? 

3. What are in-service EFL teachers’ overall attitudes towards the efficacy of pedagogical 

formation teacher education programs? 

For successful and beneficial teaching and learning processes in schools, teachers’ 

professional skills have a highly effective role (Cakıroglu & Cakıroglu, 2003; Darling-
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Hammond, 2003). Besides, to what extent teachers are effective and professional is directly 

dependent on the quality of teacher education programs they have graduated from. There is a 

strong relationship with the quality of education taken as a pre-service teacher and being an 

effective teacher afterwards. In their study, Ingersoll et al. (2007) stated that training pre-service 

teachers inadequately or insufficiently results in “the problem of low-quality teaching” (pp. 1-

2). What should be learned most by teacher candidates and how to develop their learning to 

make them proficient in their future teaching practice is the key issue in second language 

teacher education (Akcan, 2016,p. 3). In order to achieve successful outcomes in foreign 

language teacher education, it is essential to pay close attention to the opinions of in-service 

EFL teachers about teacher education programs. 

According to Gimbert, Bol, and Wallace (2007, pp. 92-93), to be able to acquire extensive 

knowledge of subject matter and the ability to teach the subject matter to diverse learners, 

teachers should get extensive training. Darling-Hammond, Ghung, and Frelow (2002, p. 287) 

state that 5-year teacher education programs which give place to a disciplinary major, intensive 

preparation for teaching and 1 year-long clinical practice have increased in number. However, 

an opinion expressed by Gimbert et al. (2007, p. 93) claim that even 4 or 5-year teacher 

education programs do not enure effective teachers. According to Kırkgöz (2009), “teacher 

education programs at the university level should be revised and updated” (as cited in Celen, 

2016). Although it takes many years for the real worth of a change in the education sector to be 

seen (Grossman, Onkol, & Sands, 2007,p. 139), change is inevitable and crucial for more 

effective foreign language teacher education programs and consequently, for more qualified 

EFL teachers. 

In order to achieve objectives in foreign language teacher training programs, it is essential 

to examine the opinions of EFL teachers who graduated from teacher education programs as a 

source of data which lead the way to progress. Thus, the researcher examines the overall 

effectiveness of EFL teacher education programs by investigating in-service teachers’ opinions 

and compares the attitudes of in-service EFL teachers toward teacher education programs at 

faculties and also toward pedagogical formation programs.  

 

Methodology 

The purpose of this study was to (1) discover in-service EFL teachers’ overall opinions about 

teacher education programs they have graduated from, (2) investigate on what issues ELT and 
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pedagogical formation graduates’ attitudes differ, and finally (3) examine EFL teachers’ 

attitudes toward the efficacy of pedagogical formation teacher education programs in Turkey. 

Bearing all three goals of the present study in mind, the descriptive research was designed for 

the collection and analysis of the information in order to answer the questions which were posed 

Fraenkel and Wallen (2000). 

 

Instrumentation 

The Survey of Teacher Education Programs (STEP), which was developed by Pettway (2005) 

for the purpose of obtaining data about teachers’ level of content with the teacher education 

programs they have graduated from. The STEP consists of seven parts involving closed-ended 

and open-ended questions. The first part of the survey searches for the demographic information 

of the participants. The closed-ended items in the instrument covered following areas: (a) 

knowledge, skills and dispositions; (b) field experiences and clinical practice; (c) diversity; (d) 

technology; (e) quality of instruction. All 25 items in these parts judge degrees of agreement 

(strongly disagree, disagree, agree and strongly agree). Remaining two parts examining 

diversity (involves 9 items) and technology (involves 5 items) judge values (needs 

improvement, average, good and excellent). And, the last part of the instrument involves open-

ended questions to support the data gathered through multiple-choice items in the previous five 

parts of the survey.  

Giving place to qualitative data collection instruments along with quantitative ones 

provides in-depth investigation of the phenomenon being researched (Royse, Thyer, & Padgett, 

2010). For this reason, both quantitative Likert-type survey items and also qualitative open-

ended questions were involved in the data gathering process of the study. One five-point (from 

excellent to poor) multiple-choice question was involved in the last part of the survey to 

investigate the overall level of satisfaction of the participants with their education programs. 

 

Participants 

Forty-seven in-service EFL teachers took part in the study voluntarily. The researcher aimed to 

find out the differing opinions of teachers who have graduated from ELT departments and 

teachers who have a pedagogical formation certificate. The information on gender, age, current 

teaching level, year of experience and school context of the participants are presented in Table 

1 below: 
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Table 1. Demographic information of participants 

Variables Categories Graduates of ELT 

departments 

 Graduates of 

Pedagogical Formation 

Programs 

Number Percentage  Number Percentage 

Gender Female 17 68%  16 73% 

Male 8 32%  6 27% 

Total 25 100%  22 100% 

       

Age Less than 25 4 16%  - - 

Between 26-30 16 64%  9 41% 

Between 31-35 5 20%  13 59% 

Total 25 100%  22 100% 

       

Current 

Teaching 

Level 

Primary 6 24%  6 27% 

Secondary 10 40%  10 45% 

High School 4 16%  4 18% 

University 5 20%  2 10% 

Total 25 100%  22 100% 

       

Length of 

Time They 

have been 

Teaching 

Between 1-4 6 24%  1 5% 

Between 5-7 15 60%  8 36% 

Between 8-10 4 16%  13 59% 

Total 25 100%  22 100% 

       

School 

Context 

Private 1 4%  1 5% 

State 24 96%  21 95% 

 25 100%  22 100% 

 

Participants were divided into two groups. While 25 participants graduated from ELT 

departments at Education Faculties, the remaining 22 participants are graduates of departments 
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other than ELT and have pedagogical formation certificates for teaching. The majority of all 

participants are female (n: 33).  

Findings  

The primary purpose of the study is to investigate in-service Turkish EFL teachers’ overall 

opinions about their education programs. In accordance with this aim, the participants were 

asked to describe their overall level of satisfaction with the education programs they have 

graduated from. Results of both groups of participants are seen in Table 2 below: 

Table 2. Comparisons of opinions about teacher education programs 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT departments 

Graduates of  

Pedagogical Formation 

Programs 

Excellent 16 - 

Above Average 36 4 

Average 28 28 

Below Average 12 64 

Poor 8 4 

Total 100 100 

 

Findings of the teachers’ opinions about their education programs showed that two groups of 

participants have differing opinions. Half of the participants (52%) who have graduated from 

ELT departments of Education Faculties showed their satisfaction with those programs. As it 

is seen in Table 2 above, most of them (36%) believe that the quality of their education 

programs is above average. Participants who have graduated from departments other than ELT 

and have pedagogical formation education showed a high level of dissatisfaction with their 

programs. A large part of the participants (68%) believes that the overall efficacy of 

pedagogical formation programs from which they have graduated is below average or poor. 

One other aim of the study is to find out what attitudes of ELT and pedagogical formation 

graduates differ from each other. To have a better understanding of this issue, each part of the 

survey questionnaire, from 2 to 6, were analysed separately, and the results of each group of 

participants were compared.  
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Knowledge, Skills and Dispositions 

Teacher education provides a basis for building upgraded classroom practice, so teachers should 

learn some certain knowledge, skills and dispositions to raise the quality of teaching and 

learning process (King &Newmann, 2000). According to the National Council for 

Accreditation of Teacher Education (NCATE2001), teacher candidates must “demonstrate the 

content, pedagogical, and professional knowledge, skills and dispositions necessary to help all 

students learn” (as cited in Pettway, 2005, p. 27). NCATE (2001) defines dispositions as “the 

values, commitments, and professional ethics that influence behaviours toward students, 

families, colleagues, and communities and affect student learning, motivation, and development 

as well as the educators own professional growth”. Also, it is stated that some values such as 

caring, fairness, honesty, responsibility and social justice, which are relevant to beliefs and 

attitudes, guide dispositions (NCATE, 2001). 

Responses of participants to what extent their teacher education programs helped them to 

gain knowledge, skills and dispositions which are necessary for their profession were analysed 

and the comparison of the results are presented in Table 3 below: 

Table 3. Comparison of the results of part two 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT departments 

Graduates of  

Pedagogical Formation 

Programs 

Strongly Disagree 4 16 

Disagree 16 49 

Agree  58 31 

Strongly Agree 22 4 

Total 100 100 

 

More than half of ELT graduates expressed their agreement on the fact that their teacher 

education program at the faculty equipped them with knowledge, skills and dispositions which 

are needed for their profession. The strongest agreement is on items which try to find out 

participants’ opinions if their programs helped them with understanding student level of 

readiness and different learner styles and also providing substantial knowledge of using various 

teaching strategies to adjust lessons. However, nearly half of the graduates of pedagogical 

formation stated their disagreement with issues examined in this part of the survey. This group 
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showed the highest disagreement on the item which evaluates pedagogical formation programs’ 

providing opportunities to take part in professional organizations. They do not think that those 

programs provided them with chances to participate in professional organizations. 

 

Field Experiences and Clinical Practice 

Student teacher internship has usually been involved in either at the end of teacher education 

programs at Education Faculties or in intensive pedagogical formation programs at universities 

(Tarman,2010). Several aspects of the participants’ field experiences and clinical practice were 

examined in the third section of the survey. The results of data investigating participants’ 

agreement with these aspects are shown in Table 4 below: 

Table 4. Comparison of results of part three 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT departments 

Graduates of  

Pedagogical Formation 

Programs 

Strongly Disagree 10 12 

Disagree 16 46 

Agree  47 37 

Strongly Agree 27 5 

Total 100 100 

 

 

As shown in Table 4 above, ELT graduates are satisfied with their student teaching 

internship in general. Results showed that they have positive attitudes toward the efficacy of 

their field experiences and clinical practice. 74% of all ELT graduates think that their teaching 

internship was beneficial. The most positively supported thought is that their field experiences 

and clinical practice helped them develop competencies necessary for a career in teaching.  On 

the other hand, slightly more than half of the participants who have pedagogical formation 

(58%) have negative attitudes toward their teaching internship experience which was a part of 

their teacher education programs. The biggest disagreement was on the item stating that their 

clinical faculty and university supervisor worked jointly with them to evaluate their teaching 

methodologies during the internship. 
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Diversity 

Tarman (2010) states that “ethnic pluralism is a growing global societal reality influencing the 

lives of young people all over the world.” He believes that the problems resulted from “the 

reality of the diverse structure of Turkish society have been postponed” and, denying or 

ignoring these problems have always been an impermanent solution. Participating in-service 

EFL teachers’ judgements on how well their experiences in their teacher education programs 

contributed to their effectiveness in the areas concerning student diversity were investigated in 

the fourth part of the survey. Table 5 below shows the results of the analysis of this section: 

Table 5. Comparison of results of part four 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT Departments 

Graduates of  

Pedagogical Formation 

Programs 

Needs improvement 15 32 

Average 22 36 

   

Good 50 26 

Excellent 13 6 

Total 100 100 

 

On the issues concerning diversity, as it is seen in Table 5 above, ELT graduates’ attitudes are 

mostly positive, and pedagogical formation graduates’ attitudes are, on the contrary, inclined 

to be negative. For ELT graduates, two issues which need improvement are: “working with 

students from diverse backgrounds” and “communicating with parents or guardians from 

diverse backgrounds”. Also, pedagogical formation graduates think their education programs 

needed improvement in helping them understand gender differences in teaching and learning, 

and also in helping them gain multicultural awareness, acceptance and appreciation.  

Technology 

Gilakjani and Leong (2012) investigated teachers’ attitudes towards the effective uses of 

computer technology in the classroom and concluded that “simply introducing computer 

technology resources does not guarantee teachers’ use of these in practice”. Pettway (2005, p. 

39) states that education faculties must “take an active role and provide pre-service teachers 

with the opportunity to use and observe technology in classrooms” and teachers are able to give 
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place to technology in their own classrooms if faculty members become models for integration 

of technology into the classroom. Findings of this part of the survey are shown in Table 6 below: 

Table 6. Comparison of results of part five 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT departments 

Graduates of  

Pedagogical Formation 

Programs 

Needs improvement 20 51 

Average 8 21 

Good 43 21 

Excellent 19 7 

Total 100 100 

 

62% of ELT graduates think that their teacher education program contributed to their skills 

related to the use of technology. However, a very high amount of pedagogical formation 

participants (72%) think that their programs were either at an average level or needed 

improvement in contributing to their effectiveness in the use of technology.  

Quality of Instruction 

Participants evaluated the quality of instruction received during their teacher education. Results 

of the analysis of this section of the survey are presented in Table 7 below: 

 

Table 7. Comparison of results of part six 

 

Categories of Responses 

Responses (%) 

Graduates of  

ELT departments 

Graduates of  

Pedagogical Formation 

Programs 

Strongly Disagree 1 15 

Disagree 22 47 

   

Agree 47 34 

Strongly Agree 30 4 

Total 100 100 
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A substantial number of the ELT graduates (77%) showed positive attitudes toward the 

quality of instruction they got during their teacher education programs, and conversely, 62% of 

pedagogical formation graduates expressed their negative attitudes by showing their 

dissatisfaction with the quality of instruction. Although most of ELT graduates (n: 19) think 

that their professors modelled good oral and written communication skills and showed 

enthusiasm in their presentation of course content, most of the graduates of pedagogical 

formation programs (n:17) expressed disagreement with their professors showing enthusiasm 

to the course content. 

The last part of data analysis was in search of in-service Teacher EFL teachers’ overall 

attitudes towards the efficacy of pedagogical formation teacher education programs. Teachers 

were directed an open-ended question investigating their opinions about the effectiveness of 

pedagogical formation education programs in Turkey. At this point, data were analysed by 

content and responses were separated into two categories; the first category involves responses 

of teachers who think that pedagogical formation teacher education programs are effective, the 

second category involves contradicting responses in which teachers stated that they think 

aforementioned programs are ineffective. 8 participants did not answer the survey question. 39 

of all 47 participants responded to the survey question investigating this issue. Results of data 

analysis showed that an overwhelming proportion of all 47 participants (90%) think 

pedagogical formation programs are ineffective in general. As for comparing the results of two 

groups of participants, 84% of ELT graduates, and 95% of pedagogical formation graduates 

stated their disagreement with the efficacy of these programs. Some of the statements of 

participants about this issue are quoted below: 

“I think they are useless. In a context that education faculties are not able to help their 

students gather enough skills to teach in state schools, not even in four years, it’s 

impossible to say that application is useful or practical. It’s just saving the day.”  

“Even the long one is not sufficient. How can the short one be effective?” 

“They are of course not effective. It is never the solution because they do not provide 

quality education. Skills, practices and qualifications are not something that could be 

learned in a few days or weeks.” 

“Short-track teacher education programs might be useful for (in-service) teachers and 

teacher candidates in terms of improving their existing knowledge about a specific 

teaching style of a method. However, I think teacher education is a more serious business 

which needs patience, dedication, time, detailed instruction and sophisticated practice. 

For this reason, in order to have maximum benefit from such programs, these training 

programs should be longitudinal in structure.” 
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“They are not sufficient; they do not reflect the realities and necessities of the schools. 

Unfortunately, I’ve learnt something from the course which I attended for the KPSS exam 

more than the teacher training program. And the other precious teacher is my 

experiences.” 

Other open-ended questions were also analysed for content to support the findings of 

Likert-scale questionnaire items. The most frequently repeated words of all answers by the 

participants who have a pedagogical formation were classroom management. They clearly 

remarked that they had problems with classroom management in the early years of their 

teaching profession, as it is seen in the following statements: 

“Teaching wants experience. Classroom management was difficult.” 

“Our classrooms were too crowded so I had difficulty in class management.” 

The second issue to share is that most of the participants who are graduated from ELT 

departments widely criticized teacher education programs as being too theoretical as it is seen 

in the statements below: 

“Weakness: Teaching theoretical things, not practical ones.” 

“Teacher education programs are planned for the ideal condition but in reality, we are 

too far to reach ideal condition. There are lots of students in classrooms. Theories for 

ideal conditions do not work for realities.” 

“Education faculties teach their students hardly any skills practical in daily life at a state 

school. It’s just theories. Teachers are learning whatever they know on the go.” 

Other than these, teachers generally pointed out some basic issues such as lack of 

technological knowledge and the need for more effective student teacher internship period. One 

different criticism for pedagogical formation programs is that these programs are too tiring 

because of their intense curriculum and short duration of education time. Of course, there are 

also positive remarks on teacher education programs. One ELT graduate expressed her overall 

satisfaction in the following lines: 

“During the training program, I learned valuable information from my teachers and the 

program itself. Of course, training and theoretical knowledge are not enough to be a 

good teacher. When I gained more experience, I understood the importance of the 

training that I took during BA education. When I blended the things that I learned from 

my superiors with my experiences, I managed to have a certain level of a teaching career 

that gives me satisfaction.” 

The same participant, who is satisfied with the teacher education program in general, 

stressed the gap between theory and practice and suggested that closing the gap should be the 

main concern of teacher education. Teaching is a complex profession which involves many 



75 

dynamics. For instance, one participant pointed to the emotional dimension of the teaching 

profession by saying: 

“They should teach the difficulties of being a teacher in every aspect. In fact, teaching 

isn't the problem. Everybody can teach a subject. But the important thing is to make the 

student love it, excite him/her while teaching.” 

 

Conclusions and Discussions 

The present study showed that in-service EFL teachers overall attitudes toward teacher 

education programs differ according to the type of program they have graduated from. In this 

study, it is reported that graduates of ELT departments of Education Faculties have a divergence 

of attitude because the participants who have positive attitudes towards their programs are 

slightly more (52%) in percentages than others. However, for graduates of pedagogical 

formation programs, it can be concluded that they are not satisfied with the quality of education 

they have been given during their teacher training period. From a broad perspective, we can 

conclude that ELT departments of Education Faculties are more satisfactory than pedagogical 

formation programs and EFL teachers have more positive attitudes towards the education given 

at ELT departments and, ELT departments are significantly more convincing in each issue 

evaluated in the questionnaire.  

The most striking part of the study is that a significant amount of participants think that 

pedagogical formation programs are not effective. It is also worth to mention that this is the 

single fact on which an overwhelming majority of each group of participants agree. This finding 

shows that teachers are skeptical of the efficacy of pedagogical formation programs. Program 

evaluation studies conducted in Turkey all resulted in criticism of the lack of reality and practice 

opportunities in the program (Coskun & Daloglu, 2010; Erozan, 2005; Salli-Copur, 2008; 

Seferoğlu, 2006). Cakıroglu and Cakıroglu (2003), in their evaluation study, stated that the 

irrelevance of the knowledge given at university with the realities of schools in the country 

made them suffer. In accordance with the previous studies (Akcan, 2016), teacher education 

programs are criticised for giving too much theoretical knowledge but fewer chances to practice 

in the present study. 

One of the most frequently criticised issues in open-ended questions is also the use of 

technology. Pedagogical formation programs are criticised for not promoting the use of 

technology at an expected level. Similarly, in Celen’s (2016, p. 66) study, it is stated that there 
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should be more focus on technology in teacher education. Another topic of criticism is student 

teacher internship. Clinical practice and field experiences are expected to be of great value in 

teacher education. However, as Ekmekci (1992, pp. 2-3) stated they “are conducted just to fulfil 

a requirement and not much attention is paid to the application practicum”.  

The results of this and similar studies may be useful in troubleshooting in foreign 

language teacher education. Yurttas (2014, pp. 5-6) expresses that although many good teacher 

education programs exist, a great majority of teacher education programs are not at the expected 

level, and adds that improving teacher education programs is of prime importance to guarantee 

that students receive their rightful education. In addition, the findings may assist educational 

policymakers in evaluating the effectiveness of short-track teacher education programs, one of 

which is pedagogical formation certificate programs. 
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Abstract 

The English language, which owns a number of varieties influenced by local languages, is being 

utilized as a lingua franca all over the world. Standard English is an obscure concept with regard 

to the debate of World Englishes. Distinct explanations of Standard English have been made 

by researchers but not any of them are solid or complete. Standard English is the type of English 

that is used by educated speakers of English. Further, what makes an adequate English 

instructor has motivated researchers to investigate the issue by referring to native and non-

native English instructors. This study inquires about the conceptions of EFL students on World 

Englishes and their preferences on native English instructors versus non-native English 

instructors. The participants of the study include two groups of EFL prep-class students from a 

university in Turkey (N: 300): the first group having a micro teaching of the related concepts 

and watching a video about World Englishes (N: 80); and the second having neither a micro 

teaching nor a video (N: 220). 30 students from the first group were interviewed to attain more 

elaborate data. Using mix method research design, the data of the study were gathered through 

a questionnaire and semi-structured interview questions. A notable finding in the study was that 

the students preferred a native English speaker to teach them English, although they do not 

underestimate Turkish teachers. The data also revealed that, although the students believe that 

Standard English is British English or American English, they suggest that the English language 

belongs to the whole world rather than being the property of a prominent group. As a 

consequence of the study, it was suggested that students’ attitudes towards standardization in 

English and being aware of World Englishes should be considered by EFL teachers in the 

classroom setting.  

 

Keywords: World Englishes, English as a lingua franca, native speakers, non-native speakers 
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Introduction 

Being the gate of a universal society, English plays a significant role in exchanging data, 

cooperation, and individual motivation (Kramsch, 2001). However, the fast and wide 

localization and nativization will step up the subdivisions of English in the ESL areas. The 

question, then, will be how to retain universal standards and shared intelligibility among the 

ranges of Englishes. The EFL speakers who are comparatively independent on the localization 

of English may support the formation, maintenance, and development of the universal standards 

of Englishes. Such Englishes would be identified as clear, obvious, and systematic in their 

linguistic systems and socio-culturally not active in their interactional procedures. They would 

take in any variation of English as long as it is understandable for the trained speakers of any 

variation, native or not (Yano, 2001).  

English is neither employed specifically among the native speakers of English nor 

between natives and non-natives in any case, however for interaction particularly among 

nonnative speakers. That’s to say, the supposition that EFL learners study English to 

communicate with native speakers of English or to learn about the culture of native speakers of 

English is not always valid anymore. In other words, the world students enter through English 

is not restricted just to Inner Circle lands and also those that they are communicating with may 

be nonnatives just like themselves (Matsuda, 2002).  

The concept of world Englishes and English as a lingua franca, in spite of important 

differences, share a lot in common. They both refer to the hypothesis that the English language 

belongs to whomever employs it, and they are both interested in the applied linguistic 

implications, the sociolinguistic and psychological aspects of this hypothesis. For instance, 

communication through language, diversity and transformation, linguistic principles and their 

approval, and definition of social identities are fundamental issues for both World Englishes 

and English as a Lingua Franca research (Seidlhofer, 2009).  

English, being a lingua franca, has a significant effect on a high number of people from 

diverse cultures in several ways (Kachru, 1990). The most common grouping of Englishes, 

specifically in the EFL world, has been the sorting of Englishes as English as a native language 

(ENL), English as a foreign language (EFL) and English as a second language (ESL). Related 

to this issue, another global sorting of Englishes has been formed by Kachru (1985). It depicts 

circles: inner, outer, expanding. The Inner Circle refers to the typical cultural and linguistic 

zones of English (ENL). The Outer Circle addresses to the standardized non-native ranges 

(ESL) in the zones of colonization. The Expanding Circle covers the zones in which 
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performance variations of the language are used, particularly in EFL settings. In lieu of the 

place of English which continuously changes and the highly growing number of English 

speakers, it is required to move beyond the accustomed supposition that each English learner 

wants to communicate through British, American, Canadian, Australian, or New Zealand 

English (Brown, 1995). With all these in mind, the ultimate aim of this study is to discover (1) 

the conceptions of Turkish University Students on World Englishes and Non-native EFL 

Instructors, and (2) whether there is any difference between the participants having a micro 

teaching of the related concepts and watching a video about World Englishes and having neither 

a micro teaching nor a video to watch. Therefore, the following research questions were put 

forward: 

 What are the conceptions of Turkish University Students on World Englishes and Non-

native EFL Instructors? 

 What are the similarities and differences in the conceptions of Turkish University Students 

who had a micro teaching of the related concepts and watching a video about World 

Englishes and who had neither a micro teaching nor a video to watch? 

Method 

Participants  

The data for the study were collected from Turkish EFL students studying at Adana Science 

and Technology University. The sample consisted of 300 prep class students in total consisting 

of 80 participants who had a micro teaching of the related concepts and watching a video about 

World Englishes and 220 participants who had neither a micro teaching nor a video to watch. 

Besides, 30 students from the first group were interviewed to attain more elaborate data. All the 

respondents voluntarily participated in the study.  While choosing the respondents, the 

convenience sampling method was employed as the target population was too large and not 

accessible.  

 

Instruments and Data Procedure 

This study was carried out through both quantitative and qualitative methods of data collection. 

The instruments employed in this study were: (1) a questionnaire designed by Choi (2007), (2) 

a semi-structured interview formed by the researchers. The questionnaire covers four parts and 

each part includes 5 questions. The first part focuses on both British English and American 
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English as Standard English and the ownership of English language. The next part involves the 

topics related to World Englishes and awareness of Turkish English. The third and fourth parts 

refer to respondents’ preference for native English instructors and non-native English 

instructors. The third part deals with how the respondents conceive native EFL instructors while 

the fourth part focuses on non-native EFL instructors. Every item in the questionnaire includes 

five options varying from “strongly disagree” to “strongly agree.” Based on a descriptive 

research design, this study included the data analysis of descriptive statistics. The data of the 

interview were examined and displayed in the study while the data collected from the 

questionnaire were investigated by means of descriptive statistics (SPSS 24.0).  

When analyzing the data acquired from the questionnaire, mean was employed as a 

statistical technique to comprehend the rate of agreement related to the items. The following 

scores were utilized for comparing the means of the conceptions: (1) strongly disagree: 1.00 – 

1.49, (2) disagree: 1.50 – 2.49, (3) somewhat agree: 2.50 – 3.49, (4) agree: 3.50 – 4.49, (5) 

strongly agree: 4.50 – 5.00. The assumption of normality was tested via examining 

Kolmogorov-Smirnova and Shapiro-Wilk suggesting that normality was a reasonable 

assumption. As a result of these assumptions, t-test was used for two groups. Besides, 

Cronbach‟s Alpha was employed in order to test the reliability of the scale (.968). Responds 

from 300 participants in total were used in the analysis. Moreover, the analysis showed that the 

data was not normally distributed (K-S = .10, df = 100, p < .001). Therefore, the variables were 

compared by means of Mann-Whitney U tests. It was seen that there was no statistically 

significant difference according to the micro-teaching variable (Z = -0.961, p > .05). 

 

Table 1. Having micro-teaching and not 

Micro-teaching N Mean Rank Z p 

No 220 147.60 -0.961 .337 

Yes 80 158.48 

 

Furthermore, Mann-Whitney U test revealed that there was no statistically significant 

difference according to the genders of the participants (Z = -1.551, p > .05). 
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Table 2 Gender Variable 

Gender N Mean Rank Z p 

Female 126 141.38 -1.551 .121 

Male 174 157.11 

 

 

Data Analysis and Results 

In this section, the results of the study and the findings are described based on the data obtained 

from the respondents by means of the instruments. They are grouped under the sub- categories 

of the scale (the first section− World Englishes, the second section− Turkish English, the third 

section− native teachers of English, and the fourth section− Turkish teachers of English), 

besides the interview. Table 3 provides an overview of items for the sub-categories in the scale: 

Table 3. Attitudes towards World Englishes and Non-native English Teachers  

Category Items  

 

 

 

1. World 

Englishes 

a1. Standard English is British English or American English. 

a2. English belongs to the UK or the USA. 

a3. It is British or American English speakers who have right to decide how 

English should be. 

a4. I am ashamed of my Turkish (local) accent and try to get rid of it when I speak 

English. 

a5. If English is used differently from British or American English, it must be 

wrong. 

 b6. I have heard of World Englishes. 
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2. 

Turkish 

English  

b7. Turkish English (My local variety of English) should be recognized and stand 

alongside British or American English.  

b8. More lectures should be given on World Englishes and Turkish English. 

b9. I am proud of my Turkish (local) accent when I speak English. 

b10. Turkish English (My local variety of English) is used differently from British 

or American English. It should be learned by foreigners, especially the native 

speakers of English who want to communicate with Turkish (my local) people in 

English. 

 

3. Native 

Teachers 

of English 

c11. I do not want a Turkish (Malaysian, Chinese, etc.) teacher to teach me 

English. 

c12. I want a native English speaker teacher to teach me English since his/her 

English is Standard English. 

c13. Native speaker teachers provide more reliable linguistic knowledge. 

c14. Native speaker teachers correct me better when I make mistakes. 

c15. Eventually, I will speak native like English if I study with a native speaker 

teacher. 

 

 

 

 

4.Turkish 

EFL 

Teachers 

c16. I learn more with Turkish (Malaysian, Chinese, etc.) teachers of English 

since they explain grammar better than native speaker teachers. 

c17. I learn more with Turkish (Malaysian, Chinese, etc.) teachers of English 

since they can sometimes explain in the Turkish (my) language and that helps 

me understand English better. 

c18. Turkish (Malaysian, Chinese, etc.) teachers help me better with difficulties 

in learning English since they have experienced similar difficulties. 

c19. Turkish (Malaysian, Chinese, etc.) teachers of English set a good example 

of successful English learners. That motivates me to study hard. 

c20. I want to have a Turkish (Malaysian, Chinese, etc.) teacher as my English 

teacher since his/her English is more realistic for me to achieve as a learning 

target. 



85 

As observed from Table 3, the 1st section displays attitudes towards World Englishes by 

means of five related items. Further, section 2 refers to Turkish English through another group 

of related items. Additionally, the following section concerns with the attitudes towards native 

teachers of English. Lastly, section 4 is in concern with students’ views on Turkish teachers of 

English. In brief, the questionnaire involves four groups of items on students’ attitudes towards 

world Englishes and non-native English teachers. 

 

Results Pertaining to World Englishes 

Figure 1 below is the polarity profile of agreement rates. It is built on the mean for each item. 

The mean was selected for displaying the central tendencies since it is doubtlessly the measure 

of central tendency seeking to interpret a body of data by specifying the pivotal state within the 

data. In the questionnaire, the participants were asked to grade each item on a scale from 1 to 

5, through which 1 means the lowest degree of approval (never) and 6 means the highest 

(always). There are 5 items related to the section of World Englishes, the aim of which is to 

define the conceptions of participants. Figure 1 clarifies the results pertaining to the related 

attitudes. 

Figure 1. Attitudes towards World Englishes 

  

 

 

 

 

  

 

 

Figure 1demonstrates that the item 1 received the highest score (mean = 3.62), pursued 

by the item 2 (mean = 2.64) and the item 3 (mean = 2.62). Compared to the mentioned items, 
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the item 5 (mean = 2.43) was detected to emerge with a lower value. Further, the item 4 (mean 

= 1.90) received the lowest score within this category. The respondents established the highest 

affirmation for the first item by agreeing on it. Besides, they somewhat agreed on the second 

and third items while disagreeing on the fifth and fourth items successively. The following 

section clarifies the attitudes of students towards Turkish English. 

Results Pertaining to Turkish English 

Figure 2 illustrates the portrait of Turkish English pinpointing the polarity of attitude rates. It 

stands on the mean for each item. Being the most highly employed statistic to measure the 

center of a numerical data set, the mean was again opted for reporting the central inclinations. 

There are 5 items related to the attitudes towards Turkish English. Figure 2 represents the results 

concerning the related perspectives. 

Figure 2. Attitudes towards Turkish English 

 

 

 

 

 

 

 

 

 

 

 

Figure 2 sheds light on the ninth item by suggesting that it has the highest rate of agreement 

(mean = 3.64). Further, the ninth item is followed by the seventh item (mean = 3.30) within this 

category. With a similar rate of occurrence (mean = 3.22) the items eight and six emerged after 

the already mentioned items above. On the other hand, the tenth item was given the lowest rate 

(mean = 3.16). To sum up, the respondents agree on the ninth item while they somewhat agree 

on the seventh, eighth, sixth, and tenth items successively. The pursuing subsection identifies 

the attitudes towards native teachers of English. 
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Results Pertaining to Native Teachers of English 

Figure 3 clearly displays the rate of agreement related to the attitudes towards native teachers 

of English. It gives the mean for each item. Being the sum of all the values in the data set, the 

mean was chosen for clarifying the central inclinations. We see five items related to the 

mentioned category. Figure 3 embodies the results regarding the attitudes of students towards 

native teachers of English. 

Figure 3. Attitudes towards Native Teachers of English 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3 displays that the twelfth item received the highest score (mean = 3.58), followed by 

the item thirteen (mean = 3.30). Such items as 14 (mean = 3.04) and 15 (mean = 3.02) emerged 

with lower values.  However, the item eleven (mean = 2.27) was seen to emerge with the lowest 

value. The respondents mainly approved the twelfth and thirteenth items while somewhat 

agreeing on the fourteenth and fifteenth items. On the other hand, they disagreed on the eleventh 

item. The following category clarifies the attitudes towards Turkish teachers of English. 

Results Pertaining to Turkish Teachers of English 

Figure 4 simply sheds a light on the rate of agreement on the attitudes towards Turkish teachers 

of English. It bears the mean for each item. The mean was chosen to represent the central 

inclinations. Five items related to the mentioned category are observed in the figure. In brief, 

Figure 4 embodies the results related to the attitudes of students towards Turkish teachers of 

English. 
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Figure 4. Attitudes towards Turkish Teachers of English 

 

 

 

 

 

 

 

 

 

 

 

Figure 4 precisely illustrates that the eighteenth (mean = 3.72), nineteenth (mean = 3.71), and 

seventeenth (mean = 3.70) items successively received the highest scores which represent the 

agreement of the overall respondents. However, that the item twenty (mean = 3.49) and the item 

sixteen (mean = 3.10) were observed to occur with lower values represents the somewhat 

agreement of the students within this category of attitudes. The next category clarifies the 

attitudes of students who had a micro teaching of the related concepts and a video about World 

Englishes. 

Results Pertaining to World Englishes (having micro-teaching) 

Figure 5 below is the polarity profile of agreement rates. It is grounded on the mean for each 

item within this section. The mean was chosen for representing the central tendencies as it is 

clearly the benchmark of central tendencies. There are 5 items related to the section of World 

Englishes, the aim of which is to clarify the attitudes of participants. Figure 5 clarifies the results 

pertaining to the related attitudes of the respondents who had a micro teaching of the related 

concepts and watched a video about World Englishes. 
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Figure 5. Attitudes towards World Englishes (without micro-teaching) 

 

 

 

 

 

 

 

 

 

  

Figure 5 illustrates that the 1st item received the highest score (mean = 3.60), followed by the 

3rd item (mean = 2.26) and the 2nd item (mean = 2.16). On the other hand, the 4th item (mean = 

1.88) and the 5th item (mean = 1.870) were detected to emerge with the lowest scores within 

this category. The participants represented the highest affirmation for the first item by agreeing 

on it, while disagreeing on the rest of the items. The following section clarifies the attitudes of 

respondents towards Turkish English. 

Results Pertaining to Turkish English (having micro-teaching) 

Figure 6 displays the attitudes towards Turkish English hinting on the polarity of agreement 

rates. It focuses on the mean for each item as mean is the widely used statistic to measure the 

center of a numerical data set. There are 5 items in Figure 6 related to the attitudes towards 

Turkish English.  
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Figure 6. Attitudes towards Turkish English 

 

 

 

 

  

 

 

 

Figure 6 sheds light on the sixth (mean = 3.96), the ninth (mean = 3.83), and the eighth (mean 

= 3.646) items by suggesting that they represent the highest rate of agreement. Further, the 

mentioned items are followed by the seventh (mean = 3.31) and tenth (mean = 2.97) items 

which are somewhat agreed by the respondents. The pursuing subsection identifies the attitudes 

towards native teachers of English.  

Results Pertaining to Native Teachers of English (having micro-teaching) 

Figure 7 simply portrays the rate of agreement related to the attitudes towards native teachers 

of English. Since it is the sum of all the values in a data set, mean is given for each item in 

Figure 7.  
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Figure 7. Attitudes towards Native Teachers of English 

 

 

 

 

  

 

 

 

Figure 7 designates that the twelfth (mean = 4.11), thirteenth (mean = 3.92), and fourteenth 

(mean = 3.80) items are given the highest scores. Thus, one can easily understand from the 

figure that the mentioned items within this category are agreed by the respondents. However, 

with a mean score of 3.47 for the fifteenth item and 3.20 for the eleventh item, it is simply 

observed that these items are somewhat agreed by the students. The next category clarifies the 

attitudes towards Turkish teachers of English. 

Results Pertaining to Turkish Teachers of English (having micro-teaching) 

Figure 8 clearly expresses the rate of agreement on the attitudes towards Turkish teachers of 

English. It bears the mean for each item in order for representing the central tendencies. Five 

items related to the mentioned category are observed in Figure 8.  
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Figure 8. Attitudes towards Turkish Teachers of English 

 

 

 

 

 

 

  

 

Figure 8 precisely illustrates that the eighteenth (mean = 3.30), seventeenth (mean = 3.30), 

nineteenth (mean = 3.27), sixteenth (mean = 3.10), and twentieth (mean = 3.02) items are all 

somewhat agreed by the respondents within this category. The next category clarifies the 

interview results related to world Englishes. 

Interview Results Pertaining to World Englishes and Non-native EFL Instructors 

As a first step, each emerging theme was tabulated and given codes. At a second stage, quotes 

from the remarks of students were given for each emerging theme. At a third stage, the rate of 

each code was represented in a graph. 

Interview Results Pertaining to World Englishes 

Table 2 clearly serves for the emerging themes attained from the remarks of the respondents. 

Additionally, the table exemplifies the themes by giving the remarks of students.  
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Table 4. Interview Results Pertaining to World Englishes  

Code  Theme Sample Remarks  

WE1 Standard English (British English or 

American English) 

British English and American English refer 

to standard English since they are the 

owners of English language. 

WE 2 Not standard English (British English or 

American English) 

British English and American English are 

not standard English since English is an 

international language. 

WE 3 English belongs to whole world Since it is an international language, 

English belongs to all countries in the 

world.  

WE 4 English belongs to England and 

America 

Since it is their native language, English 

belongs to England and America. 

WE 5 Not embarrassed by Turkish accent  I feel embarrassed by my Turkish accent 

when I speak English. I want to be like a 

native speaker of English.. 

WE 6 Embarrassed by Turkish accent I do not feel embarrassed by my Turkish 

accent when I speak English. Since my 

mother tongue is Turkish, it is so normal to 

speak with a Turkish accent. 

WE 7 Aware of World Englishes before 

micro-teaching and video 

English does not only belong to England or 

America, it is a global language. There are 

three varieties of English as English as a 

native language, English as a second 

language, and English as a foreign 

language. 

WE 8 Not aware of World Englishes before 

micro-teaching and video 

I have never heard of such a concept. 
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To make the common points from the regards of students briefer, themes were coded and 

tabulated as it is easily understood from Table 2. Coding the themes was required to allow 

comparisons across items composed of different frequencies. Figure 9 clearly serves for the 

attitudes of the respondents towards world Englishes. It uses the mean for each item in order to 

clarify the central tendencies. 

 

Figure 9. Attitudes towards World Englishes  

 

 

 

 

 

 

 

Figure 9 above displays the dispersion of rates related to the conceptions on World Englishes. 

It is built on the number of occurrence for each theme. The frequency was employed to display 

the number of emergence as it is very practical when comparing subsets of data. While most of 

the respondents (f: 21) suggest WE1, some of them hint on (f: 9) WE 2. Further, while WE 3 is 

stated by the majority of the students (f: 27), just few students put forward WE 4 (f: 3). Besides, 

24 respondents express WE 5, while a very small minority proposes WE 6 (f: 6). Finally, while 

a big number of respondents (f: 21) refer to WE 7, some indicate WE 8 (f: 9).  

Interview Results Pertaining to Non-native EFL Instructors  

Table 3 represents the emerging themes obtained from the remarks of students. Further, the 

table clarifies the themes by providing the remarks of students.  
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Table 3. Interview Results Pertaining to Non-native EFL Instructors 

Code  Theme Sample Remarks  

INST1 Native Speakers I learn English more from the native 

speakers of English.  

INST 2 Non-native Speakers I learn English more from our Turkish 

teachers since they are easier to 

communicate. 

INST 3 Both We should have both native and non-native 

instructors of English. While natives are 

required to practice speaking English, 

Turkish teachers are more useful in 

learning the grammar.  

 

In order to display the shared points in a simpler way, themes were coded and tabulated as 

shown in Table 3. Coding the themes was helpful for the comparison of items with different 

frequencies. Figure 10 simply mirrors the attitudes of the students towards non-native EFL 

instructors. It employs the mean score for each item in order to represent the central tendencies.  

Figure 10. Attitudes towards Non-native EFL Instructors 
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Figure 10 shows the rates of conceptions on non-native EFL instructors. It simply depends on 

the number of emergence for each theme. The frequency was utilized to represent the number 

of occurrence as it is useful when comparing subsets of data. While the majority of the students 

(f: 21) suggest INST 1, just few of them put forward INST 2 (f: 6). Moreover, INST 3 (f: 3) 

was observed to emerge as only a slight occurrence.  

Discussion 

Brown (1995) states that since the position of English as an international language continuously 

changes and its users multiply at a very fast rate, it is required to cross the borders of 

conventional language pedagogy and the belief that all EFL students would like to speak just 

like a British or an American native speaker. She also added that it is required to move across 

what Kachru (1990) defines as inner circle varieties of English as the only varieties to be found 

in pedagogical contexts. With the mentioned aspects in mind, she defined the main rationale 

why a world Englishes dimension should be integrated into English language curriculums, 

reviewed the place of contemporary research in world Englishes, checked how a world 

Englishes aspect can develop foreign language pedagogy, and supplied a list of sources for 

foreign language teacher trainers who desire to construct such a terminology into their classes. 

In a similar vein, we inquired the conceptions of EFL students about world Englishes and 

provided implications accordingly. 

In his study, Yano (2001) put forward that the question is how to keep common standards 

and intelligibility among the varieties of English. He also added that EFL students who do not 

bear localization of English can form, keep, and improve the international standards of 

Englishes. In other words, EFL students can adjust any variety of English as long as it is 

conceivable for the educated speakers of any variety, native or not. In our study, we examined 

the views of EFL students on the standardization of English which is also the main point of 

Yano’s study. Jenkins (2006), in her study, reviewed the contemporary research on World 

Englishes and English as a Lingua Franca, dealing with its implications for EFL, perceptions 

of both EFL teachers and researchers on the issue. Similarly, we inquired the conceptions of 

EFL students on world Englishes.  

Seidlhofer (2009) suggested that the ‘world Englishes terminology’ and English as a 

lingua franca studies, in spite of significant differences, share much in common. They both bear 

pluricentric characteristics which have different standard versions. In our study, we investigated 

the issue from the window of EFL learners’ conception. Bolton (2005) conducted a study 
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examining contemporary attitudes towards world Englishes from a number of dimensions such 

as from English studies to sociolinguistics and to applied linguistics. He also focused on current 

disputes on world Englishes, indicating the contemporary critiques of the world Englishes 

approach to the issue without taking the realities of educational settings into consideration. In 

our paper, we also focused on the same question by examining how EFL students conceive the 

mentioned issue.  

Conclusions 

The present study aimed at finding out the general patterns in EFL learners’ conceptions on 

World Englishes. More specifically, it examined how EFL learners conceive World Englishes, 

Turkish English, and native and non-native EFL teachers. The most prominent finding was no 

significant difference between the conceptions of those having a micro-teaching and watching 

a video of World Englishes and of those having no such practices to raise awareness. Overall, 

the data for World Englishes suggested that students do not make Turkish accent a problem 

while using English, although they think that Standard English is British English or American 

English. Another noticeable finding was that students were aware of World Englishes before 

the study. Further, a notable finding was that the students prefer a native English speaker to 

teach them English, although they do not underestimate Turkish teachers as well. The data also 

revealed that although the students believe that Standard English is British English or American 

English, they suggest that English language belongs to the whole world rather than being the 

property of a prominent group.  

Implications 

 Once the affective filter hinders comprehensible input, learning disappears or happens 

at a lower degree. The affective filter, thus, explains individual differences in foreign language 

learning. Foreign language teaching should focus on minimizing the impact of the affective 

filter (Krashen, 1985). So, EFL teachers should consider the beliefs of their students on accent 

problems. Moreover, students’ attitudes towards standardization in English and being aware of 

World Englishes should be considered by EFL teachers in the classroom setting. Besides, the 

curriculums should be designed based on the needs of EFL learners accordingly.  

 There should be more research on whether both EFL teachers and students are aware of 

World Englishes and standardization in English. Further, ELT departments should equip 

teacher candidates with the related knowledge by adding the relevant courses into their 
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programs.  When appointing EFL teachers, authorities should focus on the needs of students by 

making logical employment decisions. If the need of students is to learn grammar, they should 

appoint more non-native teachers. However, if speaking is the question, more native EFL 

teachers should be appointed. On the other hand, if both grammar and communication skills are 

required, there should be a balance between the employment rates of native and non-native EFL 

instructors. 

Dinçay KÖKSAL is a professor in the Department of ELT at Çanakkale Onsekiz Mart 

University. He has trained EFL teachers at different institutions and supervised several MA 

and doctoral theses. Dinçay Köksal organizes several international conferences on education 

and language teaching. He published many scientific articles in diverse international journals. 

He also wrote and edited several books on language teaching. 

Ömer Gökhan ULUM is a member of Faculty of Education in Mersin 

University and he is an Asst. Prof. Dr. He particularly teaches Research Methods, Academic 

Reading and Writing. Further, his research interests cover EFL reading and listening, 

discourse analysis, pragmatics, culture, ideology, marginal groups, and epistemology 

 
e-mail: gokhanulum@mersin.edu.tr 

 

References 

Kingsley, B. (2005). “Where WE stands: Approaches, issues, and debate in world Englishes.” 

 World Englishes 24, 1, 69-83. 

Brown, K. (1995). World Englishes: To teach or not to teach?. World Englishes, 14(2), 233- 

245. 

Choi, K. (2007). Study on students’ attitude towards World Englishes and non-native English 

 teachers. English Teaching (영어교육), 62(4), 47-68. 

Jenkins, J. (2006). Current perspectives on teaching world Englishes and English as a lingua 

 franca. TESOL quarterly, 40(1), 157-181. 

Kachru, B. B. (1985). Standards, codification, and sociolinguistic realism: The English  

language in the outer circle. English in the world: Teaching and learning of Language  

and Literature, Randolph Quirk and Henry Md Dowson eds.: 11-30. Cambridge:  

Cambridge University Press. 

Kachru, B. B. (1990). World Englishes and applied linguistics. World Englishes, 9(1), 3-20. 

Kramsch, C. (2001). Language, culture and voice in the teaching of English as a foreign 

language. Language Issues, 13(2), 2-7. 

Krashen, S. D. (1985). The input hypothesis: Issues and implications. London: Addison-

 Wesley Longman Ltd. 



99 

Matsuda, A. (2002). “International understanding” through teaching world Englishes. World  

Englishes, 21(3), 436-440. 

Seidlhofer, B. (2009). Common ground and different realities: World Englishes and English  

as a lingua franca. World Englishes, 28(2), 236-245. 

Yano, Y. (2001). World Englishes in 2000 and beyond. World Englishes, 20(2), 119-132. 

 

  



100 

Exploring ESL Students' Performances in Competence-Based 

Language Teaching (COBALT) Classes: A Case Study of 

Adult Turkish Speakers* 

 

Emrullah Şeker 

Bitlis Eren University, Department of Western Languages and Literature, Turkey 

Orcid: 0000-0002-7834-1214 

 

Abstract 

The purpose of this study is to explore and evaluate ESL students’ performances in COBALT 

classes where a minimalist approach, model and method is applied. Accordingly, COBALT 

was applied to 21 Turkish speaking learners in English classes of 40 hours during a ten-week 

period. The data were collected through a post-test from 21 beginner level students in Bitlis 

Eren University. The data collected were analysed quantitatively. The overall findings of the 

research were interpreted particularly in terms of two implications: linguistic and 

methodological implications. As to the linguistic implications, the participants were found 

having no direct access to UG principles and parameters through the L2 input since they 

transferred L1 not only where principles worked but also where parametric variations and 

grammatical features occurred. As for the methodological implications, it was found out that, 

as a first-time ever experienced method in a classroom setting, the COBALT was found 

promising in terms of cost–benefit analysis although the overall success of the participants 

tutored through COBALT in the post-test instrument was 51%. Moreover, it was also found out 

that almost all of the L1 transfer cases observed are of nativization tendency proposing that 

learners make the input conform to their L1 competence. 

Keywords: Competence-Based, Minimalist Method, English, language, teaching, principles, 

parameters 
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1. Introduction 
Among the new trends in SLA studies, minimalist applications seem to offer the most 

pragmatic, economic and innovative dimensions of language teaching. Any language teaching 

method with a single type of syllabus and a course book designed accordingly for all learners 

of different native language origins in all over the world without referring to parametric 

variations or language particular properties between any two languages has always sounded too 

assertive and idealist to be achieved. The assumption that the concepts such as principles, 

parameters, grammatical learning (GL) and lexical learning (LL) defined under the theory of 

Universal Grammar (UG), Principles and Parameters Theory (PPT) and the Minimalist 

Program (MP) for first language (L1) acquisition process can also be viable for second language 

(L2) learning process is increasingly coming to the fore.  However, instead of making use of 

universal properties suggested to be found in almost all languages and focusing on the 

parametric variations varying from one language to another, current language teaching practices 

which give priority to communicative needs seem to have found the solution in avoiding first 

language grammatical knowledge during a new language learning process. The available 

contemporary foreign language teaching approaches and methods followed not only in Turkish 

Educational Institutions but also in the World can be seen ignoring either universal principles 

or parametric variations and linguistic features between particular languages. In those practices, 

parameter setting relies on L2 input and the materials used to set parameters are almost the 

same for every student from different L1 origin. This is particularly problematic when there are 

several parametric variations between the L1 and the L2 as in the case of Turkish operating 

head-last phrase building and English operating head-first phrase building. In this context, 

Competence-Based Language Teaching (COBALT) as a minimalist method of language 

teaching based on the assumption of parameter setting as suggested by the minimalist model of 

language learning introduces an original method, syllabus, course book, learning strategies and 

teaching techniques, all of which rely on minimalist concerns. In a broad sense, COBALT 

method is based on the assumption that learning any new language (L2) will be simpler and 

easier for any L1 speaking learner if it is introduced in a way by which they can achieve 

accessibility to universal grammar through his/her L1 knowledge. In a narrower sense, Turkish 

Competence-Based English Teaching (TURCOBELT) method is based on the assumption that 

teaching English will be simpler and easier for Turkish speaking learners if it is introduced in 

a way by which they can achieve accessibility to UG through Turkish competence. 

Relying on UG with its PPT sub-theory and MP, as formulated by Chomsky (1965, 

1981, 1989, 1995), COBALT takes language universals and parameter setting into 
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consideration more delicately in language teaching. Accordingly, COBALT classifies the 

components of languages as “language universals which posit principles of grammar shared by 

all natural languages as an innate ability of human beings and language particulars, ignoring 

the former and extracting them from what is known as the grammar of a specific language” 

(Chomsky, 1965, p. 6). In terms of the theoretical discussion on the “theory of the initial state 

of the language faculty, prior to any linguistic experience,” COBALT is for the idea that UG is 

embedded in L1 (Chomsky, 1989, p. 3), as suggested by White (1990) and Schachter (1988) 

asserting that learners can access to UG only through the L1.  

COBALT based on the assumption that learning English grammar will be simpler and 

easier for Turkish speaking learners if it is introduced in a way by which they can achieve 

accessibility to UG is a noteworthy language teaching method not only because it outlines the 

principles of competence based teaching practice through cognitive fulcrum but also because it 

approaches to classroom activities, syllabus and course book design through minimalist 

concerns. Within this perspective, this study aims to carry out this method in long term 

classroom experiences as a longitudinal case study primarily in order to find out its efficacy 

and fertility. The final purpose of this controlled longitudinal study is to explore ESL students’ 

performances in the contexts where universal principles or language particular properties work.  

2. Theoretical Background 

COBALT is the result of a five-year study beginning from Şeker (2015) focusing on identifying 

the parametric variations between Turkish and English Languages through Minimalist Program, 

Şeker (2016) designing a competence based syllabus for L1 Turkish learners of L2 English,  

and the ideas and studies based on the data obtained from a 3001 Research and Development 

project titled ‘Developing a Grammatical Competence-Based Foreign Language Teaching 

Model and a Turkish Competence-Based English Course Book Prototype (2017-2019)’, 

suggesting accessibility to UG during parameter setting process and supported by Scientific and 

Technological Research Council of Turkey (TUBITAK).The theoretical fulcrum of COBALT 

method is based on Principles and Parameters Theory (Chomsky, 1981) under the scope of the 

theory of Universal Grammar. The idea of associating parametric variations and second 

language learning is particularly discussed by White (1990) and Cook and Newson (1996). 

After these ideas are reviewed in terms of L2 acquisition, learning and teaching   perspectives, 

they are revised through minimalist approach suggesting a competence based L2 learning 

model (COBALL) and a teaching method (COBALT as a broader sense and TURCOBELT as 

a narrower one).  
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3. Competence-Based Language Teaching (COBALT) 

COBALT is an overall method of teaching suggesting an original syllabus, a course book 

prototype, learning strategies and teaching techniques all designed according to minimalist 

principles. It is particularly based on two learning strategies: grammatical and LL. The former 

is a regarded as a kind of parameter setting targeting the new parametric values of L2 and the 

latter is regarded as lexicon development particularly targeting the learning of L2 counterparts 

of the L1 lexicon referring to the same realia. The method targets adult or young adult learners 

and the learner is not expected to set parameters from the input data by himself. Instead, he is 

assisted to guess the new value and set it for new language. Here, available L1 knowledge is 

the best realia or the course material to refer in COBALT classes since they are already there, 

in learners’ mind. The teacher only needs to activate or allow students to recall it.. Therefore, 

language is believed to be learned by the learner but not taught by the teacher. The teacher acts 

as a training coach organizing the input and reinforcement exercises leading to true parameter 

setting. The coach or the learner is not idealist but pragmatist in terms of pronunciation or 

fluency, depending on the minimalist concerns such as simplicity and reduction. Native accent 

is tolerated and learners’L1 origin (i.e. genetic heritage) is taken into consideration since they 

are not born as native speakers. Error correction is a natural way of parameter setting after 

learners achieve the new parameter settings. As for classroom activities, communication in 

target language is not always possible in non-native countries except for the language classes. 

Therefore, in COBALT classes, rather than pair work or group work activities, individual (oral 

or written) performance in L2 is given priority. From this view, it follows a liberal and 

pragmatic path. In terms of LL, bilingual or monolingual vocabulary lists are seen useless. The 

best way to improve lexicon is frequent exposure and looking up them for each time. Therefore, 

the language coach (i.e. the teacher) or the learners are expected not to take down the L1 

counterparts of the target new vocabulary. 

 Syllabus. 

In COBALT classes, the grammatical contents are introduced in terms of appropriateness and 

successiveness determined according to a limited number of parametric variations set for the 

target and the native or second language. Therefore, rather than thematic units made up of 

communicative concerns a natural order of structural units is suggested in syllabus design. That 

is, traditional grammar modules are sequenced in terms of phrasal modules in a bottom-up 

merging order, delaying marked structures until all unmarked structures are presented. 
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 Course book. 

As an original method, COBALT, of course, also requires an original course book designed 

through minimalist principles in which the grammatical contents are introduced in terms of 

appropriateness and successiveness determined according to a limited number of parametric 

variations set for L1 Turkish and L2 English languages. For this purpose, a competence-based 

English course book prototype titled “Setting English for Turkish Speaking Learners” was 

designed under the scope of the project titled ‘Developing a Grammatical Competence-Based 

Foreign Language Teaching Model and a Turkish Competence-Based English Course Book 

Prototype (2017-2019).’ This course book prototype, supported by Scientific and Technological 

Research Council of Turkey (TUBITAK), is presented as a model course book designed on 

basis of minimalist concerns and focuses on parameter setting between L1 Turkish and L2 

English for COBALT. 

4. Research Design and Method 

This controlled longitudinal study mainly focused on the productivity and efficiency of the 

grammatical competence levels of 21 L1 Turkish learners of L2 English after the pilot study of 

COBALT in the English classroom under the scope of a project was applied in a 40-hour 

language course during a ten-week period. On basis of two basic dimensions in an empirical 

research (i.e. experimental and screening type), the experimental model is expected to be 

appropriate for the research area where the data is observed to explore the cause-effect 

relationships between the variables (Büyüköztürk, 2007; Karasar, 2005; Yılmaz, 2013). 

Accordingly, the study which is set on “a comparison of different dependent variables” makes 

an experimental model necessary (Karasar, 2005, p.88).The experiment carried out in this 

research is based on the “independent variables affecting the dependent variables, systematic 

changes in controlled conditions and monitoring the results” (Karasar, 2005, p.88).The 

dependent variables were observed and measured, which is one of the most prominent 

properties of this model (Hovardaoğlu, 2006).As for the classifications of the experimental 

design, the model of this study is pre-experimental since it was applied to a single group 

randomly selected by means of neutral assignment and a post-test is required at the end of the 

course scheduled (Seliger & Shohamy, 1989).  

Research Questions 

In order to investigate the ESL students' performances in Competence-Based Language 

Teaching Classes, this study examined particularly two implications including linguistic 
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implications and methodological implications. Accordingly, the following research questions 

were posed: 

5. Can L2 students achieve indirect access to UG principles and parameters through L1? 

6. How successful are the L1 Turkish L2 English learners able to perform new parameter 

settings? 

7. How productive and useful is the COBALT Method on basis of the achievement test 

results? 

Setting and Participants 

COBALT as a minimalist method of language teaching was applied to 21 Turkish speaking 

adult students in language teaching classes of total 40 hours during a ten-week period. During 

this period, as suggested by COBALT, learners were not exposed to any L2 grammatical 

knowledge on structures requiring universal principles which are assumed to work for all 

natural languages but for the parametric variations and language particular grammatical 

features. The population in the pilot study consists of L1 Turkish speaking L2 English learners. 

The target sampling in this study was determined through “voluntary designation” among the 

undergraduate students of Bitlis Eren University from which a sample pilot study group of 25 

students was determined as to their order of application (Birkök, 2018). In this context, 

following the necessary permissions from the institution, the schedule was determined and a 

10-day announcement and application process was initiated in order to determine the number 

of trainees in the project. At the end of the 10-day application period, 45 applicants, primarily 

from the first and second-year students, were ranked among those who have no any noteworthy 

English background and 25 candidates were selected for master list according to their order of 

application and the students who were eligible for the course were announced on the official 

website of the university. However, the number of students who took the achievement test 

reduced to 21 due to the unexpected external factors. 12 of the participants were females while 

9 of them were males (F=57%, M=43%). Consequently, since 25 L2 English learners in this 

sampling were subjected to COBALT English classes in a single class, they constitute a 

sampling of the single group post-test model which forms the design of this study. In this way, 

the number of students is determined to be as close as to the average class size of Turkish 

education system in order to make the data obtained more consistent. A control group was not 

required since the same independent variables were applied on the sampling having similar 

initial levels which were new starters (Seliger & Shohamy, 1989, p. 149). 

  



106 

 Data Collection Procedures 

In this study, a quantitative research design was preferred, which involves counting and 

measuring of events and performing the statistical analysis of a body of numerical data. The 

independent variables in this study were set and labelled on basis of GL, LL, parameters and 

the grammatical features. The dependent variables, on the other hand, were set upon the 

students’ success as well as L1 transfer cases. In order to increase the reliability and validity of 

the data, “the control variables such as the ages and sexes of the participants, other languages 

of the participants, levels of intelligence that are likely to affect the measurement results” were 

under control (Birkök, 2018). In terms of external validity, the pilot study was carried out as an 

English course in a usual classroom environment in which the participants voluntarily joined 

rather than the artificially created experimental groups, which was, in turn, “expected to affect 

the performance of the participants and minimize the Hawthorne effect” (Birkök, 2018, p. 131). 

Instrumentation 

In this study, in order to elicit data related to the students’ acquisition of L2 English, their 

performance levels of the language and the success of the COBALT practices on the students, 

an achievement test was used as a data collection tool. The main purpose of the achievement 

test is to provide the researcher with necessary data about the L1 speaking participants’ level 

of acquisition and performance as well as their competence level of parameter setting in L2 

English. The test covers the range of language proficiency from A1 to B1 level. The test 

includes six types of questions, the first type (A), the third type (C) and the fifth type (E) of 

which aim to measure the performance levels of building determiner, and prepositional phrase 

structures as well as lower noun phrase structures in L2 English. The next part (B) aims to 

measure the parameter setting ability through code-mixing strategy where L1 lexicon but L2 

grammar is used. The fourth part, or Part D, targets to evaluate the participants’ levels of self-

correction for the errors in various phrase structures. Part F, on the other hand, measures the 

reading skills of the participants and their linguistic awareness and level of vocabulary 

knowledge. As for the questions, measurement techniques such as open-ended, completion, 

multiple choice and table filling questions were preferred. The achievement test covers 

universal linguistic properties, or principles, where L1 Turkish and L2 English operate the same 

or similar building structures, Head, Null-Subject PRO, Null-Determiner parameter setting and 

the grammatical features of P describing the case of the prepositional or postpositional 

complements and PASS describing the nominal or verbal feature of the functional passive 

category in both languages.  
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Data Analysis 

The analysis of the data collected via the instrument was interpreted in solid units such as 

numbers in order to be scientifically valid. The purpose of the data analysis is to bring meaning, 

structure, and order to the data. Interpretation requires acute awareness of the data, 

concentration, and openness to subtle undercurrents of social life. Accordingly, the data 

obtained from the instrument were analysed   by using quantitative research method involving 

the systematic collection, organization, and interpretation of numeric material derived from the 

test used as data source in the study. The pilot study was conducted from October to December 

of the 2018 academic year, and the data were analysed quantitatively. The analysis was 

performed in several stages. Initially the achievement test collected from the students were 

evaluated part by part according to the total correct answers over the total participants (i.e. 

21).The data obtained from the achievement test are categorized and recorded, as illustrated in 

Table 1.  
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Table 1: Frequencies of correct answers and L1 transfers per questions 

 

Que 

No 

 

Learning  

Parameter 

Settings 

Grammatical 

Features 

L1 Transfers (f) Correct Answers  

(f) 

1 Lexical - - - 0,76 

2 Grammatical Head - 0,23 0,61 

3 Grammatical Head Acc-Case 0,28 0,61 

4 Grammatical Head Pass - 0,33 

5 Lexical - - - 0,85 

6 Lexical - - - 0,47 

7 Grammatical Head - - 0,23 

8 Grammatical Head - 0,14 0,61 

9 Grammatical Head - 0,14 0,61 

10 Lexical - - 0,33 0,47 

11 Grammatical Null-PRO - 0,33 0,33 

12 Grammatical - Pl-Number 0,61 0,14 

13 Lexical - - 0,19 0,66 

14 Grammatical Head Acc-Case 0,42 0,14 

15 Grammatical Head - 0,19 0,61 

16 Grammatical Head - 0,61 0,33 

17 Grammatical Head - 0,38 0,38 

18 Grammatical Head/Null-Det - 0,28 0,42 

19 Grammatical Head - 0,38 0,33 

20 Lexical - - - 0,33 

21 Lexical - - - 0,66 

22 Grammatical Null-Det - - 0,66 

23 Grammatical - Pl-Number 0,19 0,38 

24 Lexical - - - 0,38 

25 Lexical - - - 0,57 

26 Grammatical - P - 0,61 

27 Grammatical - P - 0,76 

28 Grammatical - P - 0,28 

29 Lexical - - - 0,95 

30 Lexical - - - 0,57 

31 Lexical - - - 0,80 

32 Grammatical  Pl-Number - 0,52 

33 Lexical - - - 0,57 

34 Lexical - - - 0,33 

35 Grammatical  Acc-Case 0,09 0,23 

36 Grammatical  P 0,33 0,04 

37 Lexical - - 0,04 0,04 

38 Lexical - - - 0,71 

39 Lexical  - 0,09 0,66 

40 Grammatical Null-Det - - 0,38 

41 Lexical - - - 0,38 

42 Grammatical - P - 0,38 

43 Lexical - - - 0,38 

44 Grammatical - P - 0,33 

45 Lexical - - - 0,66 

46 Lexical - - - 0,52 

47 Lexical - - - 0,71 

48 Lexical - - - 0,47 

49 Lexical - - - 0,66 

50 Grammatical Head - - 0,42 

51 Grammatical Head PASS - 0,66 

52 Grammatical Head PASS - 0,57 

53 Grammatical Head - - 0,52 

54 Grammatical Head - - 0,38 

55 Lexical - - - 0,38 

56 Lexical - - - 0,28 

57 Lexical - - - 1,00 

58 Lexical - - - 0,52 

59 Lexical - - - 0,85 

60 Lexical - - - 0,49 
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Accordingly, the test includes total 60 questions, half of which require parameter setting 

(i.e. GL), while the other half of which only require operating principles with no parametric 

variations. In Part A and Part B, there are 20 synthesis level of questions (10 in each part), 14 

of which require GL of Head, Null-Det or Null-PRO parameter settings as well as language 

particular grammatical features such as nominal passive category feature or case and number 

assignment, while six of them require no any GL but LL. In Part B, students were also allowed 

to use L1 lexicon to reproduce the phrases on basis of L2 grammar. In Part C, there are 10 

analysis level of questions, half of which require no any GL but LL, while the other half of the 

questions require GL of Null-Det parameter setting or language particular grammatical features 

such as number or case assignment.  In Part D, there are 10 analysis level of questions, six of 

which require no any GL but LL, whilefour of the questions require GL of language particular 

grammatical features such as number or case assignment, requiring no any parameter setting. 

Furthermore, in Part E, there are 15 analysis level of questions, eight of which require no any 

GL but LL, whileseven of the questions require GL of Head and Null-Det parameter settings 

and language particular features such as nominal passive category feature or case assignment. 

Part F focusing on reading comprehension and vocabulary, on the other hand, includes five 

analysis level of questions, requiring only LL. The GL scope covers Head, Null-Subject PRO, 

and Null-Determiner parameter setting and the grammatical features of P, PASS and PL-

number in L2 English. L1 transfers, on the other hand, show how many L1 Turkish learners of 

L2 English refer to their L1 knowledge in each question. Consequently, while GL, LL, 

parameters and the grammatical features constitute the independent variables, the students’ 

success as well as L1 transfer cases constitute the dependent variables in the study as shown in 

Table 1 below: 

The statistical data calculated in frequencies were scored by the researcher and the 

outcomes were analysed by means of SPSS (Statistical Package for Social Sciences) software 

program. Through descriptive statistics analysis, the standard deviation, mean, frequency and 

P value of the items were analysed on basis of the participants’ success rate and L1 transfers 

per each question in the test and their distribution over GL and LL variables. L1 transfers and 

frequencies of success rate per each question were used to make inferences about their 

relationship with the independent variables.The results were illustrated in tables, bars and pie 

charts. Finally, the frequencies and the percentages were interpreted in terms of the afore 

mentioned independent variables. In addition, some parts of the data obtained from the open-

ended questions were also analysed via content analysis technique in order to determine and 
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interpret the presence of L1 transfer cases. Content analysis allows inferences to be made, which 

can then be corroborated by using other methods of data collection. Thus, we quantified and 

analysed these transfers and made inferences about the relationship between such transfers and 

the independent variables. Finally, through “predictive analysis”, the data obtained from the 

achievement test was interpreted to determine whether there is a meaningful difference between 

the initial new starter and the final success status of the learners tutored by COBALT (Birkök, 

2018). 

8. Findings and Discussions 

From the data analysed, it can be observed that 10 questions have the highest success rates (over 

0,7), nine of which require only LL. On the other hand, it is clear that of the seven questions 

having the lowest success rates (below 0,3) are five questions which require GL. Furthermore, 

the most frequent L1 transfer cases (over 0,4) is observed in questions requiring parameter 

setting or grammatical feature knowledge (see Que no 13,15,17). The findings were organized 

and discussed according to the research questions. 

9. Indirect Access to UG Principles and Parameters through the L1 Input 

In order to find out whether the participants can access to UG principles and parameters through 

the L1, language transfer frequencies in questions requiring LL and GL was compared and 

contrasted. 

Table2a: L1 transfer in LL and GL 

Paired Samples Statistics 

LEARNING 
Mean N Std. Deviation Std. Error Mean 

Lexical 
Pair 1 Learning 1,00 4 ,000 ,000 

L1 Transfer ,1625 4 ,12790 ,06395 

Grammatical 
Pair 1 Learning 2,00 15 ,000 ,000 

L1 Transfer ,3067 15 ,15715 ,04058 

 

When analysed, Tables 1a and 1b show that L1 Transfer occurs in GL (M=0,30) more 

than in LL (M=0,16). While only four L1 transfers occur in LL, the number of the transfers is 

15 in grammatical items. That is, there is a significant relationship between L1 transfer and 

those items requiring GL or LL (P<0,05). 
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Table 2b: L1 transfer in LL and GL 

Paired Samples Test 

LEARNING 

Paired Differences 

      t 

 

 

  df Sig. (2-tailed) Mean 

Std. 

Deviation 

Std. Error 

Mean 

95% Confidence 

Interval of the 

Difference 

     Lower       Upper 

LL Pair 

1 

Learning –  

L1 Transfer 
,83750 ,12790 ,06395 ,63398 1,04102 13,096 3 ,001 

GL Pair 

1 

Learning –  

L1 Transfer 

1,6933

3 
,15715 ,04058 1,60631 1,78036 41,733 14 ,000 

 P<0,05 

 

The rate of L1 transfer is relatively higher between the questions numbered 1-20, where 

parameter settings and language particular grammatical features are relatively dominant, as 

illustrated below: 

 

 

Table 3: L1 transfer rate between 1-20 questions and 21-60 questions   

 

Descriptive Statistics 

L1 TRANSFER 

 

         N     Minimum    Maximum        Mean Std. Deviation 

1-20 

QUESTIONS 

L1 Transfer 14 ,14 ,61 ,3221 ,15075 

Valid N (listwise) 14     

21-60 

QUESTIONS 

L1 Transfer 5 ,04 ,33 ,1480 ,11541 

Valid N (listwise) 5     

 P<0,05 

When Table 3 is analysed, moreover, it can be seen that L1 transfer occurs more in questions 

between 1-20 (M=0,32, SD=0,15) than in those between 21-60 (M=0,14, SD 0,11), which 

demonstrates a significant relationship between L1 transfer and parameter setting (P<0,05). 

While L1 transfer occurs fifteen times in questions between 1-20, this figure is reduced to five 

in questions between 21-60.  
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10. Performances in L2 Parameter Settings 

In order to find out how successful the participants can set principles and parameters during L2 

learning, the success rates in questions requiring LL and GL was compared and contrasted, as 

shown in Table 4: 

Table 4: Success rate according to LL and GL 

Descriptive Statistics 

LEARNING            N   Minimum   Maximum       Mean  Std. Deviation 

Lexical Correct Answers 30 ,04 1,00 ,5693 ,22363 

Valid N (listwise) 30     

Grammatical Correct Answers 30 ,04 ,76 ,4267 ,17908 

Valid N (listwise) 30     

 P<0,05 

Accordingly, Table 4 illustrates that there is a significant relationship between success rate 

and lexical or GLs (P<0,05). Accordingly, success rate in questions requiring LL (M=0,56, 

SD=0,22) is higher than those requiring GL (M=0,42, SD=0,17). In the test, all of the questions 

(60) and answers (60) are valid. While maximum success rate is 1,00 in LL, it is 0,76 in GL 

questions. 

As a consequence, these overall findings show that L1 transfer as a form of nativization 

is always active and appears on the surface where there are parametric variations or differences 

in grammatical features between L1 and L2. The overall success rate and relatively lower L1 

transfer frequencies in LL cases in which learners were not provided with any prior L2 

grammatical knowledge also demonstrate that learners access to UG principles through their 

L1. 

11. Productivity and Usefulness of the COBALT Method 

Finally, in order to find out how productive and useful the COBALT method is, the overall 

success rate for all participants was illustrated in Table 5 below: 

Table 5: General success rate  

Descriptive Statistics 

               N     Minimum     Maximum         Mean    Std. Deviation 

Correct Answers 60 ,04 1,00 ,5062 ,21618 

Valid N (listwise) 60     

 P<0,05 
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According to Table 5, the general success rate of the test is found neither successful nor 

unsuccessful (M=50, SD=21).  However, in terms of cost–benefit analysis, considering the time 

spent (i.e. 4 hours a week, total 10 weeks), the level of the test (from A1 to B1 modules) and 

the negative effect of lexical deficiency of the participants on the success rate in the questions 

requiring grammatical knowledge, COBALT is promising since it is a new methodological 

application with a new course book prototype which has never been experienced in a classroom 

context before. Furthermore, in order to interpret the lexical deficiency of the participants, 

questions between 55-60 which test reading comprehension and vocabulary level of the 

participants were also analysed. The results are shown in Table 6 below:  

Table 6: Success rate in reading comprehension and vocabulary test 

Descriptive Statistics 

READING AND VOCABULARY               N    Minimum    Maximum        Mean    Std. Deviation 

1 1-54 QUESTIONS 54 1,00 1,00 1 ,00000 

Correct Answers 54 ,04 1,00 ,5035 ,21097 

Valid N (listwise) 54     

2 55-60 QUESTIONS 6 2,00 2,00 2 ,00000 

Correct Answers 6 ,28 1,00 ,5450 ,31890 

Valid N (listwise) 6     

 

 P<0,05 

When Table 6 is analysed, it is seen that success rate is lower in 55-60 questions (M=0,50, 

SD=0,21) than in 1-54 questions (M=0,54, SD 0,31). However, the minimum success rate is 

0,04 in 1-54 Questions while it is 0,28 in 55-60 questions. 

12. Conclusion 

COBALT as a minimalist method of language teaching was applied to 21 Turkish speaking 

adult students in language teaching classes of total 40 hours during a ten-week period. During 

this period, as suggested by COBALT, learners were not exposed to any L2 grammatical 

knowledge on structures requiring universal principles which are assumed to work for all 

natural languages but for the parametric variations and language particular grammatical 

features. The purpose of this controlled longitudinal study was, therefore, to explore ESL 

students’ performances in the contexts where universal principles or language particular 

properties work. In order to achieve this purpose, a post-test was applied to those learners 

tutored through COBALT. The overall findings of the research were interpreted particularly in 
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terms of two implications: linguistic implications and methodological implications. As to the 

linguistic implications, the participants were found having no direct access to UG principles 

and parameters through the L2 input since they transferred their L1 knowledge to their L2 

production not only where principles worked but also where parametric variations and 

grammatical features occurred. As for the methodological implications, it was found out that, 

as a first-time ever experienced method with an original course book in a classroom setting, the 

COBALT was found promising and economic in terms of cost–benefit analysis although the 

overall success of the participants tutored through COBALT in the post-test instrument was 

51%, which is found neither successful nor unsuccessful. Moreover, it was also found out that 

the rate of lexical deficiency of the learners tutored through COBALT was high, which may be 

related to grammar-oriented classes. This deficiency is also expected to have contributed to the 

success rates in GL items as well. Additionally, some useful implications in terms of 

nativization-denativization models of L2 acquisition were also made. Accordingly, almost all 

of the L1 transfer cases observed in this research are of nativization, rather than denativization, 

tendency which proposes that learners make the input conform to their L1 competence.  
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Abstract 

Language learning provides us with the opportunity to communicate with those using the 

same language. However, understanding and respecting other cultures is more important than 

using language only for communication. Intercultural communication is a crucial aspect in 

EFL learning and teaching settings since language becomes meaningless when it is isolated 

from cultural properties and societal characteristics. Awareness of cultural values and societal 

characteristics can offer positive environments for EFL learners. This study aims to 

investigate the place of culture and intercultural sensitivity in EFL classrooms and teachers’ 

perceptions on the issue. In light of this, the study investigated the perceptions of English 

language (EFL) teachers toward intercultural awareness at different teaching levels in Turkey. 

The related literature addressing the issue of intercultural sensitivity was reviewed and a 

questionnaire and semi structured interviews were used for data collection. In line with the 

findings, we discussed the EFL teachers’ perceptions on intercultural sensitivity in language 

classrooms and how to develop both learners’ and teachers’ intercultural sensitivity in English 

language teaching. Further, we discussed effective intercultural dialogue in EFL classrooms in 

order to achieve some pedagogical and personal development in the course of English language 

teaching. 

Key Words: Inclusion, Intercultural Sensitivity, Intercultural dialogue, EFL teachers 
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Introduction 

In recent years, English has gained a new status as being ‘a lingua franca’ (ELF) and this new 

brand term enabled English to be an international language rather than being just a foreign or 

second language. The international role of English has a communicative function of connecting 

people from different countries and cultures. According to Zhang, no doubt, the objective of 

English language teaching as an international language has much in common with intercultural 

communication. Thus, English language teaching should be oriented towards the promotion of 

intercultural competency education through English. Meanwhile, intercultural communication 

competence should be highlighted as an important and inseparable part of English language 

teaching, because English language teaching is not only about imbibing heterogeneous culture, 

but also to communicate (2015, p.55). In addition, intercultural communication competence for 

language teaching and learning has become more significant because of the fact that a focus on 

intercultural communication within the classroom environment is very critical to foster the 

positive atmosphere for both teachers and learners.  

 Teaching intercultural communication along with the English language is of extreme 

importance not only because cultural themes make it easier for students to adapt with new 

learning environments but also different cultural backgrounds create so many opportunities for 

teachers and learners to communicate with each other in a more relaxed way. Considering the 

advantages of learning a culture by participating in EFL classroom, the students can enhance their 

awareness of both their own culture and cross-culture. Farnia, Maryam and Rozina (2009) found 

that cross-cultural and contrastive pragmatics studies help teachers with enhancing their students' 

awareness of the social and cultural differences of their native language and the language they are 

learning (as cited in Allo, 2018, p.161). 

Investigation on intercultural sensitivity in EFL classrooms is very significant in terms 

of contributing useful instructional material for Cross-Cultural Understanding Courses. For that 

reason, the lecturers will consider reconstructing their curriculum to fill the intercultural 

communication requirement in the syllabus to enlarge the students’ insight of intercultural 

communication. Therefore, both the teachers and the students will be able to have a good 

awareness of the diversities of culture as the way to gain an effective communication wherever 

they are. Hains and Meyer (1991) believe that intercultural competence gives people the ability 

to act appropriately and flexibly when confronted with the behaviours of people from other 

cultures which facilitate communication and thus understanding cultural significance of a 

people’s discourse enables the language learning process (Hains and Meyer, 1991).  
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It is obvious that if a teacher wants to maximize students’ communicative effectiveness 

in a multi-cultural classroom setting, he/she will definitely need to provide the students with 

intercultural awareness as an integral part of their English courses. As Sercu (2005, p.5) points 

out L2 teachers and teacher trainees need “an adequate sociocultural knowledge of the target 

language community, frequent and varied contacts with it and a thorough command of the 

pragmatic rules of use of the foreign language in contexts that may be considered to belong to 

their professional sphere” (Sercu 2005,,p.5). However, teaching or highlighting intercultural 

sensitivity and awareness in the English language classrooms is not an easy task and 

unfortunately most of the teachers do not have enough knowledge about intercultural 

communicative competence (ICC). Another limitation concerning this issue is that many 

foreign language teachers do not have a clear understanding of what and how to teach in terms 

of ICC. According to Sercu (2005) and other researchers, the 

majority of teachers focus on communicative competence but not ICC. Although they are 

willing to integrate ICC into their teaching, their actual teaching practices are very limited due 

to lack of time, lack of preparation, curricular overload and lack of necessary teaching materials. 

Skopinskaja hypothesized in a research project that because foreign language syllabi across 

different countries are mostly exam-centered, teachers merely concentrate on promoting their 

students’ linguistic abilities rather than their intercultural competences (2000, p. 203). At this 

point, English language teachers need to improve themselves to have enough intercultural 

understanding and sensitivity enable the students to communicate successfully in an 

environment where the target language is spoken. 

 

Intercultural Communication 

 Communication is significant for all people not only living in the same country but also 

coming from different cultures. In our era defined by globalization, one has to adopt different 

communication skills to share information. Köşker and Gülmez argues that with the effect of 

globalization, in the era when the capital is rapidly circulating in the economic platform and 

information transfer is accelerating day by day via communication technologies, interpersonal 

and international communication has become a necessity to keep up with the modern world, 

and even with everyday life (2018, p. 158).  

In the course of communication, people not only use the language as external 

expressions for their thoughts but also they interact with the culture combined with values, 
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beliefs, and behaviors. Issa (2016) defines intercultural communication as a situation of 

communication that occurred between two or more than that and those people differ in cultural 

background; so intercultural communication is a symbolic, interpretive, transactional, 

contextual process in which people from different cultures create shared meanings (as cited in 

Allo, 2018, p.160). It is clear that intercultural communication is both verbal and nonverbal 

interaction between people from different cultural backgrounds. Especially, with the effect of 

globalization, the significance of interpersonal and international communication has been 

enhanced. The traditional understanding of the language as a communication tool has been 

abandoned because language is closely related with the culture in which it is spoken. This 

inevitable abandonment has brought a significant change in language learning and teaching 

especially over the past few decades. With regard to this change, the nature of learning and 

teaching a language has been transformed to a great extent. The objective of language learning 

is no longer defined in terms of the acquisition of communicative competence in a foreign 

language, which refers to a person’s ability to act in a foreign language in linguistically, 

sociolinguistically and pragmatically appropriate ways (Council of Europe, 2001). Rather, it is 

defined in terms of intercultural competence, which is “the ability of a person to behave 

adequately in a flexible manner when confronted with actions, attitudes and expectations of 

representatives of foreign cultures” (Meyer, 1991, p. 138).This definition stresses the fact that 

target culture should be as an integral part of language instruction. 

There is an accelerating tendency for intercultural communication in the teaching of 

foreign languages as this dimension for language teaching has become a special concern for 

teachers and researchers.  According to Byram (1997), especially in language classes, the 

teacher has an important role in removing prejudices and building up tolerance towards cultural 

differences. The teacher also needs to enable students to see and recognize the background of 

the language and culture being taught. For this reason, first of all, the teacher is expected to be 

equipped with intercultural communication skills. In order to be able to do this, the teacher 

should first analyze his or her own language and culture, and then develop a perspective to 

explore and understand other languages and cultures (as cited in Köşker & Gülmez, 2018, 

p.159). This cross-cultural communication is largely based on the acquisition of a key set of 

competences as suggested by Byram’s model of intercultural communicative competence. This 

model identifies five different factors involved: Knowledge, Attitudes, Skills of interpreting 

and relating, Skills of discovery and interaction and Political education including critical 

cultural awareness (Byram, 1997). Knowledge includes learning about social groups, products, 
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practices and processes of interaction. Attitudes involve curiosity and openness towards the 

other as well as readiness to revise cultural values and beliefs and to interact and engage with 

otherness. Skills of interpreting and relating mean ability to identify and explain cultural 

perspectives and mediate between and function in new cultural contexts. In parallel to this 

discussion, Zhang and Zhang suggest that English language teachers should change their old 

traditional teaching concepts and methods and adopt new teaching concepts and methods such 

as teaching modes of MOOC, Mini course and flipped class. Especially, teachers should 

organize different seminars or group discussions among teachers and students on various 

cultural characteristics of different English-spoken countries in the world. In this way, students 

would change their own old behavior and attitude stereotypes and enhance their intercultural 

communication awareness, foster greater sensitivity to different foreign cultural traits, really 

understand cultural difference and learn to tolerate different cultures, to cultivate themselves to 

have fundamental intercultural literacy in an intercultural context (Zhang and Zhang, 2015, 

p.58). 

In foreign language teaching, the necessity of language and culture teaching has become 

the consensus of the people, because the cultivation of communicative competence includes 

two aspects: Mastering the language rules and the rules of language use, namely, linguistic 

competence and pragmatic competence (Yu, 2014, p. 747). As language and culture are closely 

linked to each other, we should identify the elements that that are necessary for intercultural 

communication. Windmüller (2011) emphasizes the factors that should be taken into account 

for intercultural communication: 

-Position and social status of the speakers: relationship style, subject of communication, 

linguistic choices (rules of politeness, ordinary expressions etc.)  

- Interactions or word games under the forms of expressions: expressions, connotations 

etc. that indicate which group the speaker belongs to in the social context 

-Elements that accompany oral communication: gestures, mimics, attitudes, posture, 

distance between speakers etc.  

- Kinesic and proxemic factors: the time and place in which communication takes place.  

              - Dysfunctions stemming from paralinguistic factors: behaviors (as cited in Köşker & 

Gülmez, 2018, p.160, 161). 
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In this sense, the notion of intercultural communication competence entails not only 

communicative competence in linguistic and pragmatic terms of the language used in the 

intercultural encounter, more importantly it demands awareness of different sets of cultural 

scripts and the ability to mediate between different cultural identities. According to Zhang and 

Zhang, intercultural communication competence indicates: a) ability to communicate 

interpersonally, (b) ability to adjust to different cultures, (c) ability to adjust to different 

cultures, (c) ability to deal with different societal systems, (d) ability to establish interpersonal 

relationships and (e) ability to understand others. Thus, persons with intercultural 

communication competence must not only know how to interact effectively and appropriately 

with people of different cultures and different environment of different countries but also know 

how to fulfill their own communication goals by respecting and affirming the multi-level 

cultural identities of the interactants (2015, p.56, 57). Here, the most significant point is the 

consideration of any person who endeavors to communicate with people from other cultures. 

In fact, developing self and other-knowledge is an ongoing process during which we become 

able to avoid prejudging and adapt our knowledge as we gain new experiences.  

In the context of foreign language education, intercultural competence should be 

identified in a way to foster the communicative competence in foreign language learning and 

teaching. Both teachers and students need to develop their intercultural competence in order to 

be successful in communication. This inevitably requires new arrangements for foreign 

language courses including both teaching and learning. As Sercu summarized, there are two 

dimensions of intercultural competence identified by recent models: culture-specific 

(knowledge and skills about target culture) and culture-general knowledge and skills (‘more 

generalizable in nature and transferable across cultures’. Culture-general knowledge includes, 

for example, ‘the nature of cultural adjustment and learning’, ‘the impact of culture on 

communication and interaction between individuals or groups’, ‘the role of emotions in cross-

cultural, cross-linguistic interactions’. Culture-general skills refer to, attributes such as ‘the 

capacity to display respect for an interest in the culture’, ‘tolerance and patience in cross-

cultural situations’, ‘control of emotions and emotional resilience’ (2004, p.135). Intercultural 

competence reItemuires learners to develop a view of two cultures (their own and that of target 

language) and a position where they mediate between these two. This between language and 

culture stresses the importance of cultivating of students’ intercultural communication ability. 

To some extent, the process of English language teaching and learning is a process of 

intercultural communication between the students’ first linguacultures and the students’ second 

linguacultures. Throughout the process, English language teachers and students are engaged in 
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negotiation of definitions establishment or reestablishment of cultural identities in between their 

own linguaculture and that of others. English language teaching offers uniItemue and important 

chances for the students’ intercultural experience and makes the students’ necessary experience 

of their personal growth into an intercultural person (Zhang&Zhang, 2015, p.57). Gaining 

intercultural competence facilitates both teaching and learning processes. It is a fact that both 

language learners and teachers bring certain norms and expectations into the classroom and 

teachers can only end the barriers spoiling the teaching and learning atmosphere with the 

consideration of sociocultural awareness and pedagogical decisions. 

Especially, English language has been an international language and so it has become 

one of the most widely used language for intercultural communication. To promote intercultural 

communicative competence, the English classrooms should be designed to provide students 

with the necessary language skills and intercultural understanding so that they can communicate 

successfully in the real world. According to Bada, cultural literacy, or awareness, must be given 

room in any language teaching syllabus not only for its broad contribution to bridging gaps 

between cultural differences and building an atmosphere of tolerance and confidence among 

societies, but also for its significance in communicating simple needs and expressing meaning 

in ideas between individuals. What befalls language-teaching strategists thus is making their 

most effort in assuring the provision of cultural elements that would mirror the society best in 

a language-teaching curriculum (2000, p.101). In sum, making use of intercultural 

communication competence will inevitably be one of the most effective means of cultivation 

for the students’ learning and communicating process. Especially, as stated earlier in the paper, 

English language has become an international language and been most widely used for 

intercultural communication throughout the world. Moreover, the teachers who teach English 

language should be qualified enough to transfer the fundamental knowledge and skills to their 

students in order to prepare them for effective intercultural communication and successful 

career in an intercultural communicative world.  

In light of these facts, teaching and learning intercultural communication is a crucial 

factor for an effective cross-cultural communication. English language teachers should know 

well how to teach English with intercultural communication in an appropriate and effective 

way. It has been attempted to reveal the place of culture and intercultural communication 

especially in Turkish EFL classrooms and the teachers’ perceptions on the topic by referring to 

intercultural communication. However, there is very few studies on this issue, hence this study 

was conducted to present a comprehensible exploration of teachers’ intercultural sensitivity. In 

line with this purpose, the following research questions were formulated;  
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1. How do English language teachers perceive the role of intercultural sensitivity in  

EFL classrooms? 

2. What do English language teachers consider about inclusion of all students in  

teaching a foreign language? 

3. What are the insights of English language teachers for ‘intercultural sensitivity’ and  

‘inclusion’ of the students with regard to their gender? 

4. How do the teachers assess the development, value and benefit of intercultural 

sensitivity? 

 

Methodology 

This study focused on descriptive research to provide an accurate and valid perceptions of 

intercultural sensitivity among teachers.  Mack et.al (2005: 3) opined that descriptive research 

is used to explore the responses to what exits by conducting such data collection methods as 

survey, interview, focus group and participant observation, and etc.  

Participants 

The participants of the present study were 96 Turkish teachers (25 males, 71 females) of English 

from different areas of Turkey. The teachers were selected randomly from public and private 

schools. They voluntarily participated in the study during the 2018-2019 academic year and 

except for three Nigerian participants, they were all Turkish teachers. The age range of the 

participants was quite variable and aged between 18 and 55 years of age, which means that both 

experienced and inexperienced teachers participated in the study. 

Instruments 

A survey consisting of three parts was used to collect data.  The first part includes six 

demographic questions about the teachers’ background, gender, nationality, where they live and 

work. The purpose of asking these questions is to get general information on the current 

situation of teachers. 

 In the second part, there are three questions about teachers’ thoughts about inclusion 

of the students to provide their own explanations and to put the emphasis on the meaning 
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of the beliefs of the teachers on the issue in the educational process. Teachers are asked how 

much importance they attach, while teaching English, to teaching intercultural competence and 

dealing with inclusion. 

 In the third section, there are twenty-five questions about teachers’ intercultural 

communicative competence, including a series of statements concerning intercultural 

communication (adapted from the Intercultural Sensitivity Scale of Chen & Starosta, 2000). 

ITEM1 asks the teachers if they enjoy interacting with people from different cultures. ITEM2 

asks think people from other cultures are narrow-minded. ITEM3 asks if they find it very hard 

to talk in front of people from different cultures. ITEM4 is about whether they always know 

what to say when interacting with people from different cultures or not. ITEM5 asks if they do 

not like to be with people from different cultures. ITEM6 asks if they respect the values of 

people from different cultures. ITEM7 asks if they I get upset easily when interacting with 

people from different cultures. ITEM8 asks if they tend to wait before forming an impression 

of culturally distinct counterparts. ITEM9 asks if they are open-minded to people from different 

cultures. ITEM10 asks if they are very observant when interacting with people from different 

cultures. ITEM11 asks if they often feel useless when interacting with people from different 

cultures. ITEM12 asks if they respect the ways people from different cultures behave. ITEM13 

asks if they try to obtain as much information as they can when interacting with people from 

different cultures. ITEM14 asks if they would not accept the opinions of people from different 

cultures. ITEM15 asks if they think any culture is better than other cultures. ITEM16 asks if 

they avoid situations where they will have to deal. ITEM17 asks if they have experience in 

studying/working in intercultural context. ITEM18 asks if they understand the cross –cultural 

differences in space management. ITEM19 asks if they understand the cross –cultural 

differences in time perception.  ITEM20 asks if they understand the cross –cultural differences 

in expressing emotions. . For the ITEM21, it is asked if they are aware of the differences in 

non-verbal communication across cultures.  ITEM22 asks if they aware of the differences in 

verbal communication across cultures (e.g. direct and indirect communication styles).  ITEM23 

asks if they are aware of the role of appearance and clothing in different cultures.  ITEM24 asks 

if they can facilitate communication in delicate situations and disagreements.  ITEM25 asks if 

they can mediate in multilingual digital communication. 
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Data collection procedures 

Firstly, the electronic invitation and the survey’s link were sent to foreign Language teachers to 

inform them about the research. Teachers were informed in the electronic invitation that 

participation in this study was on a voluntary basis. Confidentiality was assured at all times and 

respondents were informed of the purpose of the study as a prerequisite for the researcher to 

carry out the research. The researchers detailed procedures to preserve the anonymity and 

protect the confidentiality of the participants. Participant identity remained anonymous 

throughout the research process, as scores were linked only to the identification codes assigned 

to the teachers. The questionnaire used five points of the Likert scale, they are: strongly disagree 

(1 point), disagree (2 points), undecided (3 points), agree (4 points) or strongly agree (5 points). 

After distributing the instrument of the questionnaire to the teachers, the writer collected and 

analyzed through percentage and frequency. Then, the teachers’ responses based on the level 

of agreement have been ranked.  

Findings and Discussion 

The present study aims to reveal the place of intercultural sensitivity in EFL classrooms and 

EFL teachers’ perceptions about the issue. The result of the study is 

expected to contribute useful instructional materials for Cross-Cultural understanding of 

English language teaching and significant pedagogical implications for both teachers and 

administrators. In addition, by revealing the place of intercultural sensitivity in language 

classrooms, the lecturers will begin to consider to reconstruct their curriculum and the materials 

to be used to fill the intercultural communication in the syllabus in order to enlarge the students’ 

insight of intercultural communication. 

 

Intercultural Inclusion 

Table-1 shows that the average mean score of the participant’s responses to the Item 1, 2,3, 

3.80, 2.74 and respectively.  As seen that the participants mostly agree on the first Item 

disagree for the second and they have the lowest score as disagree for the last question. 
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Table 1: The frequencies of responses on inclusion 

Items N X SD Frequency 

1. Students without 

disabilities can benefit 

when a student with a 

disability and 

extensive support 

needs is included in 

the class. 

 

 

95 

 

 

3.80 

 

 

,974 

Strongly 

disagree 

 

Disagree 
Uncertain agree 

Strongly 

agree 

2 9 17 45 22 

2. In my experience, 

students’ differences 

and their individual 

diversity are often 

ignored by teachers. 

95 2.74 1.23 15 34 14 24 8 

3. Inclusive education, 

i.e. education for all 

students including 

those with 

disadvantaged 

backgrounds, such as 

special needs, 

economic, cultural, 

geographical issues 

sounds good in 

theory, but does not 

work in practice. 

95 2.23 .994 23 39 24 6 3 

 

 It can be interpreted that the participants disagree the ignorance of the students’ 

differences and their individual diversity. According to Byram, (1992) especially in language 

classes, the teacher has an important role in removing prejudices and building up tolerance 

towards cultural differences. The teacher also needs to enable students to see and recognize the 
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background of the language and culture being taught. For this reason, first of all, the teacher is 

expected to be equipped in the field of intercultural communication. In order to be able to do 

this, first, the teacher should analyze his or her own language and culture, and then develop a 

perspective to explore and understand other languages and cultures (cited in Köşker & Gülmez, 

2018, p.159). Similarly, a substantial number of the participants disagree that inclusive 

education sounds good in theory, but does not work in practice. Nearly half of the participants 

agree that students without disabilities can benefit when a student with a disability and extensive 

support needs is included in the class. 

In addition, the teachers seemed to be believing that the inclusion is of similar 

importance to the language teaching adding that all students should have eItemual chance to 

learn in the same environment. Barton (2003) opines that making our education system more 

inclusive is not an end in itself, and nor, for most people, is learning, or teaching, a foreign 

language. Both are a means of promoting better understanding between different sections of the 

local and global population, and ultimately to build an inclusive society. No doubt, inclusion is 

a common daily occurrence and teachers should know how to interact effectively and 

appropriately with people of different cultures and different environments.  

 

Gender Differences on Inclusion  

This section, the teachers stated their insights about the first three Items and their responses 

were analyzed to find out if there is any difference between females. 

  

Table 2 – The comparison of the male and female teachers’ responses on inclusion 

Variable Gender  N X S SD t p 

Item 1 
Female  70 3.85 

93 
.99 

.95 .341 
Male  25 3.64 .90 

Item 2 
Female  70 2.80 

93 
1.19 

.69 .491 
Male  25 2.60 1.35 

Item 3 
Female  70 2.17 

93 
.91 

-.98 .320 
Male  25 2.40 1.190 

Total 
Female  70 10.88 

93 
2.10 

.499 .619 
Male  25 10.64 2.13 
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The last row of the Table 2 shows that the inclusion total scores of participants did not show a 

significant difference, which is likely resulted from the close responses to the Items.   The 

teachers commonly teachers believe that inclusive education can contribute much to 

understanding the student diversity and value individual differences. Most teachers are of the 

opinion that inclusive education is not just for some children. Booth tries to demonstrate that 

EFL practice “starts from an assumption of difference in groups of learners and involves a 

pedagogy for diversity”, and therefore is inherently inclusive in its approaches and 

methodologies (Booth, 2000, pp. 88). 

The responses to the Items shown in the Table 2 depicts that no statistically significant 

difference existed between male and female teachers. It is commonly accepted that female 

teachers have more positive attitude than males regarding to the ignorance of the students’ 

differences and the benefit when a student with a disability is included in the classroom. 

However, male participants have a more positive attitude than females about the issue of 

inclusive education working in theory, not in practice. 

 The results also indicate that teachers value students’ individual differences diversity.  

Both of the group emphasizes the drive towards a more inclusive education system as stated by 

Booth et al., (2000) it is vital that all obstacles to learning and participation the students 

experience within the cultures, policies and practices of a school be minimized.  In the same 

way, most teachers try to include all the students with disadvantaged backgrounds, such as 

special needs including economic, cultural and geographical ones. Teachers assume that 

acquisition of students’ differences contributes to the efforts of combating different conflicts in 

the classroom. In this respects, educators need to think about how to be creative to make our 

schools a place where all children can participate. Here, creativity may mean teachers learning 

to teach in different ways or designing their lessons so that all children can be involved in the 

learning process. In sum, teachers are aware that diversity and the uniItemue contributions each 

student brings to the classroom should be valued under any circumstances. 

Intercultural Sensitivity 

The analysis of the data on intercultural sensitivity revealed that the teachers held positive 

beliefs on intercultural sensitivity since the mean scores of the majority of the Items were over 

4,0. The lower score of the statement “I find it very hard to talk in front of people from different 

cultures” (2,48) showed that they enjoy interacting with people from different cultures. In 

addition, they were not experience enough in “in studying/working in intercultural context 

(3,24).  We compared the female and male responses to the intercultural sensitivity to find out 
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if there would be any significant difference between them and the results were presented in 

table 3 

Table 3. The comparison of the male and female teachers’ responses on inclusion 

Variable Gender  
N X S SD t p 

Total Score Female  70 80.28 

93 

7.14 

1.041 .300 

 Male  25 82.00 6.83 

 Table 2 shows that intercultural sensitivity scores of participants did not reveal any 

statistically significant difference between female and male teachers. However, overall mean 

scores obtained showed that intercultural Sensitivity of male participants were slightly more 

positive for intercultural sensitive than female participants. In addition, both genders respect 

the values of people from different cultures, perceive themselves open-minded to people from 

other cultures and respect the ways people from different cultures behave. 

The findings also revealed that language teachers seem to be aware of the role of the 

culture in foreign language education and they often try to integrate culture into their teaching 

in order to develop intercultural competence in their learners. Thus, people with intercultural 

communication competence must not only know how to interact effectively and appropriately 

with people of different cultures and different environment of different countries but also know 

how to fulfill their own communication goals by respecting and affirming the multi-level 

cultural identities of the interactants. (Zhang& Zhang, 2015, p.56, 57). 

Indeed, the objective of language learning is no longer defined in terms of the 

acquisition of communicative competence in a foreign language, which refers to a person’s 

ability to act in a foreign language in linguistically, sociolinguistically and pragmatically 

appropriate ways (Council of Europe, 2001) 

The intercultural dimension in the teaching of foreign languages is of great importance 

as the teacher is expected to mediate between the native language and target language culture 

to make the teaching and learning process effective. 

 

Conclusion 

Obviously, intercultural sensitivity plays a vital role for the cultivation of language and 

communication ability. In this study, the focus is not on the definition of culture and its 

characteristics; rather it is on the definition of communication as well as the relationship 

between culture and communication (cultural factors that interfere communication). 



130 

English Language Teachers believe that inclusive education for all students should be 

supported without being ignored. Students’ differences and their individual diversity should 

also be respected for healthy and democratic interaction among students according to both 

genders. In the same way, there is no doubt that English Language Teachers perceive 

intercultural sensitivity necessary as it strengthens the students' own inherent emotional 

worldview. Thus, without regarding the gender, they all agree on the importance of developing 

intercultural understanding, awareness and sensitivity to communicate effectively and cross-

culturally in such diverse settings. 

Teaching linguistically, culturally and ethnically diverse students surely presents both 

challenges and exciting learning opportunities for all teachers and teacher educators. In fact, 

developing intercultural sensitivity needs solid willingness to be whole hearted, open-minded 

and try to do things in another way. The English language teachers should adopt some effective 

measures to cultivate the students’ basic knowledge and skills of intercultural communication. 

Thus, promoting intercultural communication sensitivity should be paid satisfactory 

consideration as a possible measure to overcome ethnocentrism and reduce conflicts among 

intergroup interactions by increasing the effectiveness of learning and teaching process. 

 

Hasan BEDİR is an Assoc. Prof. Dr.  He is a graduate of ELT Department Faculty of 

Education, Cukurova University.  He completed his MA and Ph.D at the same university. He is 

teaching Educational Research Methods, Teaching English to Young Learners and Material 

Evaluation and Development at undergraduate level, Critical Thinking in ELT at MA and 

Current Trends in Teacher Education at Ph.D. 

 

e-mail: hbedir@cu.edu.tr 

 

Hacer KAÇAR is a graduate of ELT Department Faculty of Education, Middle East Technical 

University. She is doing her MA at ELT Department Faculty of Education, Cukurova 

University. She is working as an English Language Teacher at Ministry of Education.  

 

e-mail address: hacerkacar6@gmail.com 

 

 

 

 

 

 

 

 



131 

References 

Allo, M. D. G. (2018). Intercultural communication in EFL Classrooms: Journal of Language 

Teaching and Literature. Ethical Lingua, pp. 159 – 170.and cultures. Clevedon: 

Multilingual Matters. 

Atay, D., Kurt, G., Çamlıbel, Z., Ersin, P., Kaslıoğlu, Ö. (2009). The Role of Intercultural 

Competence in Foreign Language Teaching: Inönü University journal of the Faculty of 

Education. PP. 123 – 135. 

Bada, E. (2000). Culture in ELT. University of Çukurova. Retrieved from 

https://www.researchgate.net/publication on September 10,  2019 

Barton, L. (2003). Inclusive Education and Teacher Education: A basis for hope or a 

discourse of delusion? London, Institute of Education., 

Booth, T. (2000). Inclusion and Exclusion Policy in England: who controls the agenda? 

Inclusive education: policy, contexts and comparative perspectives F. Armstrong, D. 

Armstrong and L. Barton. London D. Fulton Publishers. 

Byram, M. (1997). Teaching and assessing intercultural communicative competence. 

 

Chomsky, N. (1965). Aspects of the Theory of Syntax. Cambridge Mass.: MIT Press 

Clevedon: Multilingual Matters 

Council of Europe (2001). Common European Framework of Reference for langue 

foreign language learners. In D. Buttjes & M. Byram (Eds.), Mediating languages 

 

Köşker, G., & Gülmez, G. (2018). The role of the teacher in building intercultural 

communication skills in foreign language teaching: Teachers’ views with examples 

from France and Turkey. Eğitimde Nitel Araştırmalar Dergisi- Journal of 

ITEMualitative Research in Education, pp. 157-171. learning, teaching, assessment. 

Cambridge: Cambridge University Press. 

Meyer, M. (1991). Developing Transcultural Competence: Case Studies of Advanced Foreign 

Language Learners. In B. a. Byram, Mediating Languages and Cultures (pp. 136-158). 

Clevedon: Multilingual Matters. 

Richards, J.C. & Rodgers, T.S. (1986). Approaches and Methods in Language Teaching. 

Cambridge: Cambridge University Press. 

Sercu, L. (2004). Researching the acItemuisition of intercultural communicative competence in 

 a foreign language: Setting the agenda for a research area. In O. St. John and K. van

https://www.researchgate.net/publication%20on%20September%2010


132 

  Esch (eds.) New insights into foreign language learning and teaching. Frankfurt and

 Main: Peter Lang, 131-155.  

Sercu, L, Bandura, E., Castro, P., Davcheva, L., Laskaridou, C., Lundgren, U., Mendez García, 

M.&Ryan, P. (2005). Foreign language teachers and intercultural competence: an 

internationalinvestigation. Clevedon: Multilingual Matters. 

Yu, L. (2014). The Problem of Intercultural Communication in English Teaching in 

University:  International Conference on Education, Language, Art and Intercultural 

Communication, pp. 746 -748. 

Skopinskaja, L. (2000). Intercultural communicative competence: A new challenge for FL teachers. 

Retrieved from http://dac.au.dk/en/ 

Zhang, X., ZHANG, J. (2015). English Language Teaching and Intercultural Communication 

Competence: International Journal for Innovation Education and Research, PP.55 – 59. 

 

 

 

  



133 

Integration of Sociocultural Dimension in Teacher Written 

Feedback: Perceptions of an EFL Learner 

 

 

 

Hasan Sağlamel 
 

Karadeniz Technical University, Turkey 

 

 

 

 

Abstract  

 

Teacher feedback in ESL/EFL writing serves as a useful tool to trigger learners’ interlanguage 

development. Therefore, the search for a “good” feedback practice has been one of the primary 

concerns for many practitioners even though some have gone as far as to call for the 

abandonment of corrective feedback. Despite the controversial voices on the role of written 

feedback, today many teachers devote a considerable amount of time and energy to written 

feedback. Upon the researchers’ call for more effective approaches, the need to integrate the 

contextual and sociocultural dimensions has been more frequently pronounced. In an attempt 

to develop sociocultural lens, this study sheds light on the role of feedback within learners’ 

zone of proximal development (ZPD). To this end, an analysis of the impact of feedback 

practices on an individual is presented, with a focus on the learner’s perceptions, writing 

anxiety, and self–efficacy. A qualitative study was used to gather the data which were obtained 

through a semi–structured interview, process–logs, and a cover letter. Using an inductive 

content analysis, the impact of 6 feedback sessions held with an English major student studying 

at a preparatory program at a state university in north–eastern Turkey was investigated. The 

findings point to the effectiveness of mediated feedback in terms of lowering anxiety and 

increasing self–efficacy.  

 

Key words: Feedback within learners' ZPD, ESL writing, mediated teacher feedback, 

paragraph writing self–efficacy, foreign language writing anxiety 
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Introduction 
 

Together with the introduction of the process approach to writing, appreciation of responses 

from readers has gained momentum. In line with such an increased interest in the stakeholders 

of writing, any reader, be it teachers or peers, has become the potential co–constructors of 

writing pieces. Among these stakeholders, teachers deserve a special mention as they are the 

agents who play a key role in many EFL or ESL writing classrooms (Hyland & Hyland, 2006). 

However, not all of the teachers’ efforts result in satisfactory gains, or desired outcomes cannot 

be reaped from all writing practices. Therefore, there is a pressing need to find ways to 

communicate through feedback.  

Corrective feedback is described as “responses to learner utterances containing an error” 

(Ellis, 2006,p. 28) in EFL writing contexts. However, to approach writing going beyond 

“utterances with errors” is a necessity. Thus, it is believed that teacher feedback could fill the 

void by going beyond the sheer requirements with reference to accuracy. To achieve a dialogue 

between the writer and the immediate context, revisiting teacher feedback from a sociocultural 

perspective might be a worthwhile attempt, and it requires an overview of the approaches to 

writing by discussing the strengths and weaknesses of the mainstream approaches briefly.  

When the approaches to writing are examined, it is seen that there is emphasis on product 

versus process dichotomy. The product approach to writing did not meet some expectations. It 

is described by Pincas (1962, pp. 185–186) as he [The learner] is not allowed to 'create' in the 

target language at all…[T]he use of language is the manipulation of fixed patterns; these 

patterns are learned by imitation; and that not until they have been learned can originality occur 

in the manipulation of the patterns or in the choice of variables within the patterns. 

As the product approach was disillusioning in many writing situations, the focus shifted 

to consideration of writing as a process. According to Silva and Matsuda (2001,p. 67), the 

process approach is “an approach that emphasizes teaching writing not as product but as 

process; helping students discover their own voice; allowing students to choose their own topic; 

providing teacher and peer feedback; encouraging revision and using student writing as the 

primary text of the course.” However, even though viewing writing as a process was appealing, 

it was not free from criticism. Inequities in power relations (Cope & Kalantzis, 1993), the undue 

emphasis on cognitive centeredness (Bhowmik, 2012), and an asocial view of writing 

(Atkinson, 2013) triggered researchers to look for a more collaborative view of writing. Such a 

pursuit brought about a consideration of “sociocultural factors” which are described as “any 

socially and culturally situated and historically conditioned element that mediates human mind” 
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(Bhowmik, 2012,p. 2). Writing in this manner was viewed as a “collaborative, historically–

conditioned, as well as socially– and culturally–situated” endeavor (Atkinson & Connor, 

2008,p. 522). 

Following the sociocultural turn, the interactive and the dialogic aspects of writing were 

the focus of attention. However, putting it into feedback practices was not duly achieved. This 

took the researchers to question the effectiveness of feedback practices, and there were even 

calls for the abandonment of feedback limited to teacher corrections (Truscott, 1996; 1999; 

2004; 2007). Consideration of second language acquisition was influential in feedback 

provision which was cognitive centered. What is more is that feedback practices were somehow 

shaped by the second language acquisition theories. Vygotsky (1978) postulated that social 

context was an important component to consider in language development. Accordingly, 

learning took place as a result of a more capable peer. Putting teacher as a more capable peer, 

this study aims to examine the impact of feedback delivered within the learners’ zone of 

proximal development.  

Many studies have been conducted in second language writing, but sociocultural 

dimension of writing is under researched (see Hyland & Hyland, 2006; Lee, 2014). Even though 

teachers and learners are part of the context, in conventional writing practices, these two parties 

are not given adequate coverage as part of the context. So far, cognitive framework was the 

influential perspective of writing, and, as Aljaafreh and Lantolf (1994,p. 466) accentuated, “we 

are still a long way from full understanding of how feedback interacts with the L2 learning 

process.” The current feedback implementations are mostly non–social (Goldstein, 2001; 

2006). Therefore, there is need to consider the contextual factors. The contextuality in question 

could be established by bringing the parties together and assuring reciprocity. In order to assure 

such reciprocity, feedback should be attuned to the learners’ zone of proximal development. 

Random feedback, however, is not particularly geared towards the learners in a particular 

learning context. Therefore, finding ways to establish a mediated learning environment is of 

great necessity.  

Up to the present day, few studies have been made with reference to sociocultural 

perspectives (Chen et al., 2016), and the studies conducted usually focus on the effectiveness 

of a particular tool or strategy for a group of learners. This study attempts to see the progress 

of one learner in its entirety and understand what really goes on when the feedback sessions are 

mediated. Rather than catching the snapshots of the performance, it was possible to keep track 

of the learner’s progress from a broader perspective. Moreover, instead of taking the learner 

performance as a departure point, I focused on the mediation means, and two affective 
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variables, foreign language writing anxiety and paragraph writing self–efficacy, as an outward 

manifestation of learner improvement.  

 

Methodology 

This study sought answers to the following research questions: 

1. What is the impact of mediated feedback practices/process–based feedback on L2  

      learners? 

a) How do learners view their self–efficacy in foreign language writing? 

b) Does mediated feedback affect EFL learners’ foreign language anxiety?  

2. What kinds of meditational means do EFL learners use for their L2 writing      

assignments? What are the purposes or reasons for using them?  

 

The study was conducted as qualitative study in which data from a semi–structured 

interview, process–logs, and a cover letter were used. Using inductive content analysis, the 

impact of 6 feedback sessions held with an English major student studying at a preparatory 

programme at a state university in north–eastern Turkey was investigated. A purposive 

sampling procedure was used, and one female participant aged 19 was chosen. She was chosen 

because she attended all the courses and fulfilled all the course requirements as well as 

contributing to all data collection procedures. In this way, the impact of mediated feedback 

provision was investigated with particular focus on her reports on foreign language writing 

anxiety, mediational means, and L2 writing self–efficacy. To ensure that the feedback was 

attuned to the learner’s proximal development, the regulatory scale developed by Aljaafreh and 

Lantolf (1994, p. 471) was used. In this scale, a help continuum of 12 levels are given. At the 

one end, the help provided to learners is implicit so that the learner can develop self–regulation. 

At the other end, the help provided is explicit; therefore, it is other regulated. The participant 

was first asked to go through her writing and repair mistakes, if any, and/or comment on the 

content of the paragraph. After the learner’s reading, the teacher and the learner read the text 

again and the teacher follows a feedback procedure in which s/he goes along a continuum of 

implicit to explicit help. Implicit help includes the categorization of the error to location of the 

error while explicit help involves direct correction and explanation on the particular error type. 

To make feedback sessions qualify into mediated experiences, Feuerstein et al.’s (1988) 

three criteria– intentionality/reciprocity, transcendence, and meaning– were kept in mind when 

providing feedback. However, more than the grammatical aspects (content, vocabulary, and 
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mechanical considerations) were covered through the feedback sessions as she was an English 

majoring student who was expected to demonstrate a good degree of writing performance both 

for her major and after graduation. The sessions ranged between 10 and 15 minutes, and a total 

of six sessions were held. In these sessions, a face–to–face feedback procedure in which written 

as well as spoken feedback was delivered was implemented. Feedback was assigned to the 

learner’s paragraphs as the first semester in the preparatory program in the department was 

devoted to paragraph writing. These paragraphs were produced in different genres, namely 

description (person/place), narration, classification, process and compare and contrast. To show 

the problematic linguistic features, correction codes were used.  

Moreover, comments were made about the identification of the strengths and weaknesses 

of each particular assignment. After each assignment, a process–log adapted from Lei (2008) 

was given to the learner to understand her perceptions towards the task and/or any mediational 

means. Data with regards to topic choice, reported target audience, the learner’s reasons to 

write, L2 writing roles, sources of information for particular assignments, writing help, 

sensitivity to the teacher’s concerns and satisfaction with the latest draft were collected. At the 

end of the semester, the student was asked to write a cover letter for her portfolio, in which she 

collected her first and second drafts as well as other course–related assignments. The cover 

letter was adapted from Bullock and Weinberg (2009). In the cover letter, she mentioned her 

progress with particular reference to her perceived strengths and weaknesses, perceived traces 

of development, perceived needs of improvement, and the techniques/sources she found 

helpful. Moreover, a semi–structured interview adapted from Sağlamel (2018) was carried out 

to see her reports of foreign language writing anxiety and paragraph writing self–efficacy. The 

interview took 14 minutes. The data obtained from these were transcribed verbatim to create 

codes and categories. Then the recurring themes were found. To protect the participant’ identity, 

rather than her name R1 is used here. R here refers to “respondent”, and is used to disguise the 

identity of the individual who contributed to the study. Besides such confidentiality, a consent 

form was obtained prior to data collection and the participant was told that the data to be 

obtained were to be used for research purposes only. 

 

Findings and Discussion 
 

The data gathered from the process logs, cover letter and semi–structured interview were 

analysed separately to crystalize the progression of the learner at different stages.   
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Findings from the process logs 

The respondent was asked to elaborate on her feelings as well as the mediational means she 

employed. It was found that the learner employed the following strategies, namely rule–

mediated, community–mediated, artifact–mediated, and role–mediated strategies (see Table 1). 

 

Table 1. Mediation strategies employed by the respondent 

Mediation Strategy  Subcategories  Examples  

Artefact–mediated tool–mediated strategies; 

sign–mediated strategies 

The Internet; magazines; 

dictionary; varied sentence 

types 

Community–mediated campus community–

mediated strategies and 

society–mediated strategies 

Teacher feedback; audience; 

readers; a friend’s 

suggestions 

Rule–mediated rhetoric–mediated, 

evaluation criteria–mediated 

Descriptive text; the use of 

show not tell technique; 

comparison of the current and 

previous performance; 

recognition of mistakes 

Role–mediated Author–mediated, language 

learner mediated 

Reader expectations; 

 varied sentence types 

 

Based on the data gathered from the process logs, the topics which were of experiential nature 

were found to be more engaging: “The topic of the task was "A memorable visit". I'm supposed 

to describe this visitation in a narrative way. I liked the topic because I had done a memorable 

visit recently.” That is, the learner was able to identify with the things that she experienced 

before. This sentiment is evident in her following words for the assignment which required her 

to write a paragraph on the ways to look fashionable on a limited budget: “I think I have some 

knowledge about it. Because I'm a lady, it's a topic that I'm following. I've gathered this 

information about the things I've seen on my daily life, from fashion magazines, and websites. 

By using them in my daily life, I've turned that knowledge into experience.” It follows from the 

respondent’s call for the choice of relevant topics that the teachers shoulder a great 

responsibility to find prompts that learners could identify with. Such a choice is usually difficult 

since the cultural and topical contents demanded by the prompt are not possessed by the 

learners. As Carlson and Bridgeman (1986) remarked, “[t]he contents implied by the topic must 

be as fair as possible, not favouring a specific set of personal or cultural experiences” (p. 139). 

Provision of general prompts that could appeal to more learners might make them considerably 
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more advantaged (He &Shi, 2012). Moreover, it is evident from the excerpts above that the 

learner made use of artifacts such as the Internet and magazines.   

 

When writing the assignments, the learner felt responsible towards the audience and 

considered her writing from the reader’s perspective: “I especially feel responsible towards the 

audience, and I put myself in the shoes of the readers when writing the assignment.” In another 

assignment, she reported her reader–considerate aspirations by writing, “The reader was not 

familiar with the region I was describing, I guess. So, I thought some information about the 

town I was describing would be emphasized.” 

 

She benefitted from different sources, which indicates her cooperation with the 

environment in the writing process:  

  “I used a dictionary from time to time. I looked up the English meanings of the words that I 

  was not familiar with” (Process log 1) 

“Yes, I'm satisfied. Thanks to the teacher’s feedback, I was able to repair the problematic 

parts.” (Process log 3) 

  “I took advantage of a dictionary, the instructor, and a friend of mine.” (Process log 4) 

 

  At the end of the process, the outcome was satisfying for her. Such satisfaction could 

be traced in her comments: 

  “I wrote a more descriptive, and understandable text.” (Process log 2) 

“I got familiar with my mistakes after I received feedback from you because I was not 

familiar with such sentence types. (Process log 4) 

  “After using the ‘show, not tell’ technique, my writing got better.” (Process log 5) 

“When my current performance and previous performance are compared, I see a big 

difference.” (Process log 6) 

   

The data obtained through the process logs could provide some evidence of the interaction 

of the participant with her environment. Accordingly, learning is community–mediated (native 

speaker, prior experience), artifact–mediated, audience–mediated, classroom–mediated, and 

rule–mediated (the rules for plagiarism etc.). This finding conforms with the results of Lee 

(2011), Lei (2008) and Sağlamel (2018). Of particular note here is the learner’s frequent 

emphasis on teacher feedback. Most of the time achievement of repairs and changes were 
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associated with feedback sessions. Therefore, among other mediational means, teacher 

feedback is considerably valued by the student. 

  All these voices of satisfaction could be the traces of her interaction with the 

environment. It appears that the interaction in question is beyond a cognitive level; and the 

learner mediated her writing with many sources. Moreover, one can find evidence regarding 

the respondent’s increased self–efficacy and lowered anxiety. This information coupled with 

the data from the cover letter seems to unearth the information regarding the learner’s 

remarkable progress.  

 

Findings from the cover letter 

The cover letter was employed to see the learner’s own reports regarding her progress. When 

the answers to the questions are examined, the portrait of a learner whose self–efficacy is 

heightened could be described. The following table (see Table 2) shows the codes and themes 

that demonstrate the learners’ increased self–efficacy.  

 

  Table 2. The participant’s reports of L2 writing self–efficacy 

 

Theme  

 

Increased 

self-efficacy        

in L2 writing 

Codes developed from the cover letter 

Achieving paragraph integrity easier 

Knowing how to write accordingly 

Eagerness to use more complex sentences 

Being able to write more effectively 

Being able to make use of various sources  

 

 

When examining the strengths of the learners after a semester, R1 pointed to the 

coherence and cohesion as an outcome: “Assuring the paragraph integrity is easier for me now. 

I think that I know what I should put where, and write accordingly.” She also added sentence 

complexity as part of her strength and part of her weakness. What drives the learner to write 

further was her eagerness to go further after achieving a proper degree of sentence complexity. 

However, this strength is motivated by a continuous desire which is pointed out as follows: “I 

want to use more complex, and compound sentences. I also want to write better. By that, I mean 

using new words, and writing better sentences.” Considering the outcomes, she considers 

herself a better writer than before. Such an increased self–efficacy belief is in tandem with 

Ruegg’s (2018) findings. The researcher drew a comparison between teacher and peer feedback 
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on learners’ self–efficacy levels and found that the students who received teacher feedback had 

considerable higher level of self–efficacy.   

 

Findings from the semi–structured interview 

 

The data obtained from the semi–structured interviews suggests that the learner went through a 

process in which she came across less anxiety–breeding situations. She described the beginning 

of the semester with words related to her high level of anxiety (see Table 3). “Anxiety” (n=6), 

fear (n=4) and uncertainty (n=3) were the repeatedly used words to describe her writing 

situations. 

 

      Table 3. The participant’s reports of L2 writing anxiety 

Theme:  

 

 

L2 writing 

anxiety 

Codes developed from the semi–structured 

interview  

Anxiety (n=6) 

Fear=4 

Uncertainty (n=3) 

 

 

  Feedback sessions were closely associated with the alleviating degree of anxiety in the 

coming weeks. Such a change is demonstrated with the following words: “At the beginning of 

the semester, I wasn’t able to express my ideas freely. Therefore, I was ashamed by my writing 

performance. However, thanks to the feedback sessions, I felt less nervous each passing day. 

Feeling such comfort helped me create my own voice” (R1).As remarked by the respondent, 

feeling of uncertainty is a handicap on the way to better writing. Thus, a high level of anxiety 

is likely to be detrimental for L2 writing performance. “As I told you, at the beginning of the 

semester, I was only able to write simple sentences and those sentences included many grammar 

mistakes. After a few weeks, when I felt that I was able to write different sentence types, I felt 

more empowered” (R1). 

 

 Caution should be exercised when interpreting the data gleaned from the cover letter 

and the semi–structured interview. On the one hand, there is the satisfaction of the learner with 

her increased awareness and performance of varied sentence types. On the other hand, the 

learner feels that she can do even better than her current performance. Such an optimism and 

eagerness for writing better could be interpreted as part of her lowered anxiety and increased 
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self–efficacy. With reference to anxiety, the data seems to corroborate the previous research 

which suggests that highly anxious learners opted for teacher feedback more than the learners 

in the low–level anxiety group (Martin and Alvarez Valdivia 2017). Such a finding explicates 

the learners’ seek for approval especially in their early attempts of L2 writing. Teacher feedback 

geared towards dialogue at this stage could facilitate their writing development, thereby 

lowering their L2 writing anxiety.  

 

  One finding stressed in the interview was the role of the face–to–face nature of feedback. 

The advantage of the dialogue in the feedback sessions was a highlighted comment by the 

respondent: “I think in my improving writing ability; the feedback sessions have a significant 

role. When I can talk about why I chose something rather than another or ask you why my 

choice is a poor one, I learn better. At least, I feel that my ideas are taken into account.” Rather 

than an authoritative list of dos and don’ts, feedback negotiated with the learner works better 

than feedback which is not negotiated. It follows that mediated feedback contributes to the 

affective makeup of the learner as well.  

 

Conclusions 

 

Several conclusions could be derived from the findings. First, the participant reported to have 

benefitted from various sources when she was writing the paragraphs. Moreover, the learner 

pointed to the effectiveness of the anxiety–alleviating aspect of the feedback sessions. 

Compared to the beginning of the semester, the learner felt more comfortable, which, in turn, 

contributed to her writing attempts. Another conclusion is related to her self–efficacy. The 

learner at the end of the sessions felt more empowered and developed a can–do attitude. She 

was more convinced to write using different sentences types which could add much to the flow 

and rhythm of her writing.   

These excerpts indicate the progression of the learner from an anxious individual to a less 

anxious peer. Moreover, it is also possible to speak of the contribution of the sessions to the 

learner’s self–efficacy. At the beginning, the person considered herself to be an agent who was 

not able to write effectively. However, the process proved to be rewarding and self–efficacy–

assuring for the learner. The role of the teacher feedback should be highlighted as the feedback 

practices were the mediated dialogue between the teacher and the learner. Since the feedback 

sessions were attuned to the learner’s ZPD, the learner underlined the role of the teacher 
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feedback frequently. Therefore, it is thought that such mediated practices could pave the way 

for a more socialized learning environment.   

The advantage of communicating through the feedback sessions was highlighted as a 

great advantage. Learners can maximize the benefits from feedback sessions when the written 

and spoken feedback are married. A single modality might be limiting the potential benefits to 

reap from feedback sessions. Moreover, the learners are supported with the verbal and non–

verbal aids in face–to–face feedback sessions. Thus, if feedback is reduced to sheer textual 

exchanges, or to put it differently, if there is no reciprocity, the stakes are not high. 

This study has some limitations. It was carried out with one learner. To begin with, 

working with a big sample size is a necessity to test the effectiveness of the mediated feedback 

practices. Moreover, the participant was an English majoring learner who was committed to 

learn. Working with students from different backgrounds and the ones with different learning 

motivations will provide a better understanding of the efficiency of such practices. Furthermore, 

long term studies to be conducted might draw a clearer picture of the impact of the practices on 

different variables.  
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Abstract 

The proliferation of publications all around the world, the surge of technological advancements 

triggering the access and sharing of materials and increasing demands to help internationalize 

education have paved the way for a greater dissemination of information. This has inevitably 

brought an increased awareness to revisit the escalating instances of academic dishonesty. 

Given that English language learners are pressured to become involved in an international 

academic community, understanding their perceptions of plagiarism is warranted. This study 

attempts to explore learners’ perceptions of plagiarism especially after their experiment with 

Turnitin®, content matching assessment software. As a requirement for the midterm 

examination, a total of 97 English majoring students were asked to write a literature review of 

2000 words in an undergraduate course titled Drama in Language Education. Of this number, 

a total of 9 papers (3 with a high level of similarity index, 3 with a moderate level of similarity 

index, and 3 with a low level of similarity index) were chosen, and the students who submitted 

those papers were asked to participate in semi–structured interviews which ranged from 11 

minutes to 19 minutes. The results indicate that learners had varying definitions of and reasons 

for plagiarism. It is suggested that integration of monitoring software such as Turnitin® might 

be a useful initiative to help increase learner awareness.  

Keywords: Turnitin®, EFLstudents, perceptions, plagiarism 
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Introduction 

The “cheating epidemic” which seems to mushroom each passing day is a big trouble for 

many. In line with such a sweeping problem, coming up with instances of academic dishonesty 

which results in copying a work totally or part of a work without due acknowledgement is not 

rare.  To exemplify, in Kellogg’s (2002) study, an overwhelming majority of the participants 

(90%) reported that their classmates cheated. Similar instances are likely to occur as easy access 

to information will help disseminate ideas, sometimes without questioning the ownership or the 

root of a particular intellectual property. Thus, plagiarism deserves a special mention in today’s 

exceedingly competitive and digitalized world.  

 Plagiarism as a term comes from the Latin word “plagiare,” which means “kidnapping.” 

According to Abdi, Idris, Alguliyev, and Aliguliyev (2015, p. 8936), it is described as “the 

reuse of someone else’s previous ideas, work or even words without sufficient attribution to the 

source”. The continuously growing digital environment people are living in seem to shape their 

writing behavior, and the remarkable growth of digital content made a considerable amount of 

information accessible to all learners. Even though the proliferation in question has paved the 

way for dissemination of information, such a growth was not in line with the progression of the 

writing quality for some writers, which resulted in unwanted consequences. Over the last few 

decades, educators from different disciplines have given serious consideration to understand, 

detect and deter academic misconduct. In line with such recognition, text–matching softwares 

such as Turnitin® have been widely used (Stapleton, 2012). 

The multiplicity of interpretations of plagiarism all around the world has made it necessary 

to approach the issue from different perspectives including different settings, different 

methodologies, different technologies, and different participants. Figure 1 shows a snapshot of 

the interpretations which changes from one particular context to another (see Figure 1). Along 

with those interpretations, there has emerged a myriad of ways to tackle with plagiarism. This 

study elaborates on the perceptions of Turkish language learners in English as a foreign 

language setting towards the integration of Turnitin®, a text–matching tool.  
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Figure 1: Different interpretations of plagiarism 

Source: The figure was adapted from the definitions of Ivanic (2004). 

Previous studies (Bloch, 2007; Sowden, 2005) on plagiarism tend to highlight the varying 

interpretations of plagiarism across different contexts. One major difference could be found in 

individualistic and collective cultures. Following Maxwell, Curtis, and Vardanega’s (2008) 

categorization, in Africa, a great number of students have not developed an awareness of 

plagiarism, and for many it is not a big offense. In Asian cultures, for instance in India, self–

plagiarism is not treated as an unethical issue while in Chinese contexts there might be cases in 

which plagiarism could be justified, especially in high–workload contexts. In Europe and 

America, plagiarism is discouraged, and intellectual property is protected by laws. To 

discourage academically dishonest acts, there are honor codes.  

In addition to the varying interpretations, lack of understanding of plagiarism, efficiency 

gains (time saving, better grades, etc.) and personal attitudes of students drive students to 

commit plagiarism (Straw, 2002). Yıldırım and Razı (2018) provide an elaborate list of reasons 

that trigger students to plagiarize. Accordingly, some institutional constraints such as workload, 

contextual factors such as time limitations, irrelevant/useless assignments, lack of an academic 

niche, inadequate/lack of training, lack of adequate feedback and lack of access to main sources 

hamper learners to choose undesirable paths. Moreover, individual factors such as poor 

language proficiency and poor command of writing as well as people’s personality could be the 

main motives for people’s plagiarism behavior. 

Academic  dishonesty 

Academic  misconduct 

Shaping of a text's meaning by another text 
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Even though plagiarism has seriously plagued the second language writing practices of 

writers from diverse settings, it is “poorly acknowledged and discussed in the academic setting, 

and insufficient evidence exists in Latin America and developing countries to inform the 

development of preventive strategies” (Carnero et al. 2017, p. 1183). Therefore, there is a 

pressing need to capture the effectiveness of the preventive strategies. It is evident that 

Turnitin® has been implemented as a web–based plagiarism detection software that attempts 

to match a writer’s work against an existing database. However, to what extent it proves to be 

beneficial needs to be understood with reference to user perspectives. Before jumping into its 

effectiveness, some information about its history, prevalence and implementation is presented 

below. 

Turnitin® is a software that compares a written work against an existing database of sources 

(journals, books, the Internet, etc.).It was developed by PhD students at California University 

in 1998 (Cortes–Vera, Garcia, & Machin–Mastromatteo, 2018), and it has become popular all 

around the world. Speaking with figures, more than 30 million students from 140 countries use 

this software, and it is available in 18 languages. In Turkey, Turnitin® use has gained wider 

recognition after the demand of some universities to have a similarity check especially prior to 

thesis submission or submission of assignments. Even though it does not directly detect 

plagiarism, the authors are reminded about the identical or closely similar parts of their work 

against an existing corpus of submitted written work. That is why “similarity check” rather than 

plagiarism is used to exhibit a cautious language implying that the decision emanating from 

similarity reports still needs to be verified to interpret the instances of similarity. However, with 

such matching against a pool of stored data, students can deepen their understanding of the 

referencing practices. 

Orlando, Hanham and Ulman(2018) conducted think–aloud protocols and focus group 

interviews to explore tertiary level students’ experiment with Turnitin®. It was found that a 

great many students were eager to achieve a low similarity index. It was attributed to students’ 

valuing of the similarity index, and the students felt more empowered and self–efficacious at 

the end of their Turnitin® experience. Cortes–Vera, Garcia, and Machin–Mastromatteo’s 

(2018) research demonstrated some opportunities about Turnitin® use. Accordingly, the users 

welcomed the idea of precise feedback, enabling students to spend a more reflective writing 

effort. Moreover, students were able to keep track of their writing development after seeing the 

scores obtained from Turnitin®. Such an opportunity let students become more involved in 
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their own writing development and come up with successful strategies to detect badly–written 

paraphrases.  

Turnitin® is not always welcomed in the documented literature. The students in Nova and 

Utami’s (2018) study suggested that the teachers should not rely solely on the index scores. 

Therefore, a cross–check is necessary on the part of the teachers. In another study, it is argued 

that care should be taken when interpreting quantitative data gathered from Turnitin® (Ali, 

2013). Providing judgments reduced solely to numbers might be misleading or would not help 

promote the referencing behaviour. Moreover, Turnitin® use could pose a threat for the cordial 

relationship between the teacher and students (McKeever, 2006). In such uses, the students 

might feel that they are potentially guilty or that the teachers do not trust students. 

 

Methodology 

This study employs a qualitative case study design and aims to explore the perceptions of 

students towards plagiarism and plagiarism detecting tools. Merriam’s (1998) work was used 

as a reference point. The study was carried out at an English Language and Literature 

Department of a state university in north–eastern Turkey. The department offers English 

medium education to English majoring students. All the participants took Drama in Language 

Education course in 2018 and submitted a paper in which they were asked to write an essay 

between 1500–2000 words about a topic they chose from a list of topics assigned to them. After 

their submission in Turnitin®, semi–structured interviews were held with 9 students (6F, 3M) 

whose ages ranged from 21 to 30. The students were chosen considering the similarity indexes 

they got. Accordingly, 3 students who had a high similarity index (+30), 3 students who had an 

average similarity index (10–30), and 3 students who had a low similarity index (0–9) were 

selected. A purposeful sampling was opted to gather data. Creswell (2007) stated, “the concept 

of purposeful sampling is used in qualitative research. This means that the inquirer selects 

individuals and sites for the study because they can purposefully inform an understanding of 

the research problems” (p. 125). I -as a researcher- thought such a method would enable me to 

choose informants based on their qualities. A convenience sampling strategy was employed 

because such a strategy helps “represent sites or individuals from which researchers can access 

and easily collect data” (Creswell, 2007, p. 126). The easy access to individuals at the 

department was the main motive for such a selection.  
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These interviews included 15 items which attempted to elicit students’ understanding of 

plagiarism and the role of Turnitin® in fighting against plagiarism and they ranged from 11 

minutes to 19 minutes. To achieve validity, the items developed by the researcher were shared 

with another researcher who published research using content analysis, and a pilot study was 

carried out with a student to see if the items developed made enough sense to the participants. 

As for reliability, another researcher was asked to go through the transcribed data and to develop 

codes. It was seen that the codes developed by the two researchers had a proper degree of 

similarity (85%).   

To protect the participants’ identity, their names were substituted as S1, S2 and so forth. S 

here indicates “student as a respondent” and is used to disguise the identity of the individuals 

who contributed to the study. Concealing the names of the people and the research site was 

done to ensure the rights of the human participants. Besides such confidentiality, the 

participants were informed that the participation was voluntary and the recordings were to be 

used for research purposes only.   

After the interviews, an inductive content analysis was carried out. First, the data gathered 

were transcribed verbatim. The codes were developed, and similar codes were grouped to create 

categories. Then to achieve focused coding, the recurring themes were identified by reducing 

and collapsing similar categories. The following questions were explored throughout the study: 

1. What are the perceptions of students towards the integration of Turnitin® in Drama in 

Language Education course? 

a) How do students view the incorporation of Turnitin® in their writing 

assignments? 

b) Do students who have different similarity indexes view Turnitin® differently? 

 

Findings and Discussion 

The table below (see Table 1) provides information about the participants’ gender, age, 

similarity index values obtained after the submission of the assignments and the ways they 

perceive their writing competence. One finding that could be argued from the table is related to 

the perceived low self–efficacy of the learners who had low similarity index. The respondents 

in this group reported that they felt “anxious” (S2) “nervous” (S9) or, as one respondent 

remarked, “do not feel comfortable” (S3). The participants who have a moderate degree of 

similarity index value seemed more comfortable when they are writing. This is evident from 
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their answers which include: “Actually I feel comfortable” (S4), “In general, I feel comfortable” 

(S5) and “In general, I am not comfortable when writing” (S6). Except for the last one, the first 

two excerpts seem to demonstrate their ease when writing. The ones who had the highest 

similarity index had varying answers including: [their writing performance] “It depends on the 

topic” (S1), “In general I feel good” (S7), “not comfortable” (S8). The participants’ relatively 

“more comfortable” representation of their writing competence might be related to their 

increased awareness of academic writing conventions which require them to benefit from 

sources properly.  

Table 1: The participants’ gender, age, similarity index values and perceived writing …. 

proficiency 

Participant Gender  Age  Similarity Index Perceived writing proficiency 

S1 F 22 38 Average 

S2 M 21 6 Not good 

S3 F 22 6 Average 

S4 F 21 27 Not bad  

S5 M 20 27 Good 

S6 F 22 17 Successful  

S7 F 21 60 It depends 

S8 F 22 58 Good 

S9 M 22 5 Not competent 

 

 

Students’ comfort or discomfort in writing has much to do with their citing behaviour. In 

those who feel comfortable, an outward manifestation of proper citation habits can be seen as 

follows: “I can quote comfortably. However, I was wrong about some issues that I believed in. 

This made me question my knowledge about citations, and I feel better–equipped now. (S8)” 

One respondent who felt less comfortable stated the following: “Sometimes I do not feel 

comfortable about how to cite. We cannot quote everything; just the significant parts only. 

However, sometimes I cannot decide which part deserves citation. (S6)” while another stated, 
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“I am hesitant about it [quoting]. I cannot quote as proficiently as in the articles I read. 

Therefore, I feel I lack something when I am writing. That makes me nervous, and I do not feel 

comfortable when writing. (S9)”. All these explanations take us to view citation behavior as a 

salient need for learners to develop. Turnitin® could play a facilitative role in crystallizing the 

citation requirements.   

Respondents’ Definition of Plagiarism 

When asked to define plagiarism, all learners unanimously came up with the definition that 

plagiarism is cheating others’ work. Despite the agreement on a single definition, the 

respondents had varying interpretations of plagiarism. Some (S1; S4; S6) were stricter arguing 

that any type of plagiarism was subject to severe punishments. Some sounded more permissive 

(S2; S3; S8) implying that there should be a training and warning stage before imposing 

punishments. That is, what counts plagiarism might vary along a continuum of stiff regulations 

to a more flexible treatment. What muddies the water here is that some desire not to be imposed 

any punishments. In order to protect their face or public image, some respondents stated that it 

might be related to individuals’ efforts to cover their faces. In order to protect their public 

image, some students resort to playing fool or pretend to be less plagiarism–aware than they 

really are. As highlighted by one respondent: “It does not change in definition, but in 

practice…it might have some changes” (S4). Another implied that students’ seemingly unaware 

position was merely a trick: “I think everyone knows about it; some just play the fool” (S5). S1 

pointed to discrepancies in interpretation saying, “I do not think all people understand the same 

thing about plagiarism”. 

To make Turnitin® more effective, further practices in different courses seem to be 

warranted. Even though the respondents are usually aware or reported to be aware of plagiarism, 

since it is sufficiently handled in the school, the opportunities offered to them in courses other 

than their current course were limited. Thus, a concerted effort to promote the effectiveness 

could be achieved, and Turnitin® could have a more widespread use. Such widespread use will 

give students more hands–on experience. It appears from the respondents’ suggestions that 

Turnitin® use helped them develop explicit and to the point examples of citation behavior.  

Plagiarism, according to the respondents, is related to lack of knowledge about proper 

citation (S9), lack of self–esteem (S4; S8), poor time–management (S4; S8) and lack of 

adequate awareness about plagiarism (S6; S7). These results seem not to be aligned with their 

assumption that “everyone knows what plagiarism is”. When the reasons are analyzed, it is seen 
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that learners focused on individual factors rather than blaming external or institutional factors. 

The reason might be attributed to the commitment of the institution to fight against plagiarism 

acts. 

To eradicate plagiarism, the use of plagiarism checkers such as Turnitin® (S8; S9), 

following a step by step procedure (give learners a chance to modify) (S4; S9), developing 

effective time–management skills (S3; S6; S8), explicit tutorials and strategies about the 

citation rules (APA, MLA, etc.) format (S7), making a good outline (S6), choosing a proper 

topic (S5), allocation of further time (S4), and requirements such as plagiarism forms (S4) were 

the highlighted solutions. 

The role of Turnitin® in their writing improvement was discussed by the learners, and it 

was seen that Turnitin® acted as a facilitating tool for their writing development. Particularly, 

the contribution of Turnitin® was examined by addressing them the question that reads: “Is 

Turnitin® an effective tool to fight against plagiarism?” one respondent told that it has “greatly 

contributed” (S5). Another told that she began to “take things more seriously” (S8), while 

another reported that she was “more careful about my[her] writing” (S7). Contribution to 

paraphrasing behaviors was a merit of Turnitin® according to a respondent who said: “I can 

paraphrase easily” (S4). Such contribution is usually constructed as a result of the explicit 

highlights that show the similarities, and this is expressed by a respondent as follows: “When 

writing based on my intuitions, it is not possible to make a smart guess about my weaknesses. 

Turnitin is a great help for me in such situations.” (S3).  

Making an efficient use of Turnitin® could be achieved by backing it up with information 

literacy. Turnitin® is not a device to catch offenders (Li, 2015). Putting it as a tool that is 

exclusively devised to catch offers could pose a threat which might harm the relationship 

between students and teachers (Bruton & Childers, 2016). From the respondents’ excerpts, it 

could be understood that more practice (S1; S9; S7) with Turnitin® is a necessity to promote 

the effectiveness of Turnitin® use. Backing it up with videos/course lecturers (S6), feedback 

practices that attempt to clarify what those similarity indexes mean (S1; S7) and its use in other 

courses (S1; S3; S4; S5; S6; S8; S9) could play a pivotal role in Turnitin® recognition. As one 

respondent noted, the motivation to check for similarity was more than targeting Turnitin® as 

a sole destination: “I did not make a special effort to change my writing just because we were 

expected to upload it in Turnitin. I just focused on my success. I did not change my path just 
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because of this. (S6) Two respondents (S4; S9) pointed out that early introduction to Turnitin® 

could give them better practice and become well–prepared:    

I think that students might have an idea about plagiarism if they had started using 

Turnitin earlier. The instructors were usually saying that they would check our writing. 

For example, X Hoca (one of the instructors) said he would check our writing against 

plagiarism. He said there was no way out. … there are so many ideas, but I think it 

could have been better if the practice of Turnitin had started before. (S9) 

Turnitin use was not always rewarding for the learners. Two learners (S2; S5) complained 

about the effectiveness of it arguing, “It is a simple system I guess, and it could easily be 

cheated. Therefore, our teachers need to be careful about the system deficits” (S2). Another 

student (S5) told that a high similarity index does not necessarily mean a plagiarized work. 

These comments about the effectiveness of the Turnitin® are compatible with the literature that 

suggests teachers that they make evaluations which are not limited to similarity index scores. 

For instance, Khoza (2015, p. 8) reported that teachers “should monitor or check all the 

students’ submission before they give marks. Checking should include, but not be limited to, 

technical errors and evidence of learners’ claims because Turnitin does not check these.” 

 

Conclusion 

Turnitin®–based evaluations seem to help a great many EFL learners to see whether they are 

on the right track. Since a great many learners feel vulnerable when they happen to write in 

English, Turnitin® could offer them to the point feedback and help them monitor their own 

progress in paraphrasing and citing. It follows from the findings that students’ interpretations 

of plagiarism are varied even though their definition is unanimous. Teaching institutions and 

teachers shoulder a great responsibility to clarify what plagiarism is by providing vivid 

examples and enabling learners to become decision–making agents. In this way, they might 

have a better appreciation of the rules and regulations in which they have a say rather than being 

a passive recipient of the “top–down imposed” regulations.  

 In general students value the similarity index, and checking the similarity indexes 

assures them greater confidence, which is reflected through the increase in quality and 

commitment to writing. Paraphrasing and referencing skills are nurtured thanks to Turnitin®. 

Therefore, it could serve as an aid in helping decrease plagiarism cases (Balbay & Kilis, 2019; 
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Graham–Matheson & Starr, 2013; Halgamuge, 2017). The receptivity to benefit from Turnitin® 

is reflected through the eagerness of the respondents’ call for a greater use of Turnitin® in all 

courses. Although Turnitin® use was approached supportively considering its contributions, 

students still desire their teachers to develop a critical appreciation of their work. It follows 

from this that teachers need to approach the index scores wisely. However, establishing proper 

citation behavior, crediting others’ ideas appropriately and respecting intellectual property is 

not an overnight task. It might take time and effort. As Pennington (2010) suggested: 

 A realistic, proactive response to the endemic problems of plagiarism, misreferencing, 

 and misappropriation of others’ work is to facilitate the long–term development of the 

 complex skills required for writing from sources and the ethical practices involved in 

 making use of other people’s words and ideas, starting in elementary school and 

 continuing through graduate education. (p. 153) 

This study is reduced to the Turnitin® use of 9 participants in Drama in Language 

Education course. Studies to be conducted with more participants and participants from 

different settings and contexts could be enriching. The participants had limited exposure to 

Turnitin® experience (one–shot); therefore, longitudinal studies to be conducted on Turnitin® 

use could prove to capture greater details.  
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Abstract 

Beliefs have an essential role in all learning contexts. One’s beliefs frame the biggest part of 

personal actions (Ahsan &Anjum, 2012).  Teachers’ beliefs affect their way of teaching. 

Teachers’ beliefs also have an effect on the classroom atmosphere and teacher roles. They are 

substantial for considering and advancing educational practices. The present study sheds light 

to these beliefs and stands for an attempt to comprehend and form beliefs about knowledge in 

a proficient area with acceptance of present theory-based and practical views. The current study 

was designed as a mixed methods research including both quantitative and qualitative data. The 

quantitative data were collected from 90 in-service teachers. To support the quantitative data, 

the qualitative data were collected from 20 voluntary in-service teachers who work at different 

educational institutions in Turkey. In this study, Perceptions of Knowledge and Skills in 

Teaching (PKST) Scale (Choy, Wong, Lim, & Chong, 2013) and Buehl and Fives’s (2004) 

Open-ended Pedagogical Belief Questionnaire (OPBQ) were used to collect data. The data 

gathered from the PKST questionnaires were exposed to descriptive analysis. The OPBQ was 

analyzed through content analysis. Based on the findings, it was ascertained that the teachers 

consider themselves very knowledgeable with regard to the pedagogical knowledge and skills 

in teaching. Put it differently, the teachers exhibited positive attitudes towards their pedagogical 

knowledge and skills in teaching.  

 

Keywords: Teachers’ beliefs, pedagogical knowledge, teacher knowledge, teaching ability 
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Introduction 

Teachers’ Beliefs  

Since the 1970s, the issue of teachers’ beliefs has aroused curiosity among researchers. The 

prominent research model, in the 1960s, dealt with the behavior of teachers and students in 

classroom and their success (Clark & Peterson, 1986, p. 61). Namely, teaching studies 

concentrated on noticeable behaviors of teachers and their effects on students’ learning. When 

viewed from this aspect, learning was considered as a production of the behaviors acted by 

teachers in classroom (Borg, 2006; Freeman, 2002). In the 1970s, studies on teachers’ mentality 

came into prominence. This prominence resulted from the notion of cognitive psychology that 

gave weight to thinking about behavior. Walberg (1977) claimed that a comprehension of 

teachers’ mental lives was necessary to comprehend teaching practice. These views created 

awareness and acceptance in teachers’ active role in the learning process. Hence, teachers were 

not anymore considered as just being information providers, but as the active agents in the 

teaching process.  

Considering the literature related, it has been recognized that the connection between 

teachers’ beliefs and their practices is an important issue. It is largely accepted that teachers 

have theoretical beliefs about the teaching and the learning process, which frames the essence 

of their teaching process (Davis & Wilson, 1999). Nespor (1987) stated that teachers differ in 

teaching since their beliefs are stronger than their knowledge, which affects their way of 

teaching.  In other words, beliefs lie beyond one’s knowledge and they contain efficient and 

valuable indicators which are stronger than knowledge. 

Haney et al. (1996) concluded that teachers’ beliefs are essential behavioral components 

that exist in classrooms. These beliefs occupy an important place in the teaching practice. 

According to Greene and Zimmerman (2000), teachers’ implementation of instructional choice 

can generally affect their beliefs. Teachers’ beliefs shape teachers’ teaching choice, which 

affects the quality of the learning process (Entwistle et al., 2002). Similarly, teachers’ use of 

specific instructional strategies is immediately affected by their beliefs (Norton et al., 2005). 

1. Teachers’ Knowledge 

Teachers’ knowledge is described as one’s individual set of information, expertise, practices, 

beliefs, and flashbacks relevant to teaching practice (Alexander et al., 1991). Nisbett and Ross 

(1980) defended that beliefs are a portion of knowledge; however, Rokeach (1968) defended 

the opposite. Depending on a comprehensive case study of an English teacher working at a high 

school, Elbaz (1983) determined five perspectives of teachers’ practical knowledge that are 
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self-knowledge, teaching milieu, subject matter, curriculum development and instruction. 

Shulman (1987) classifies seven aspects of teachers’ knowledge as content knowledge, general 

pedagogical knowledge, curriculum knowledge, pedagogical content knowledge, learners’ 

knowledge and learners’ characteristics, knowledge of educational context and knowledge of 

educational ends, purposes, values and their philosophical and historical roots.  

There are many studies in the research literature, which highlights the importance of 

teachers’ beliefs and many teacher belief frameworks have been analyzed (e.g., Pajares, 1992; 

Clark, 1988; Cole, 1989; Nespor, 1987; Clark and Peterson, 1986). Nevertheless, there are not 

adequate studies on teachers’ beliefs about pedagogical knowledge and skills in teaching, 

especially in Turkish context. In this manner, our knowledge of teachers’ pedagogical 

knowledge and their effect on teaching practices is limited. That is why, teacher education 

programs and professional development practices require being responsive to teachers’ beliefs 

about teaching knowledge and ability. The present study aims to address the following 

questions: 

1. What are the in-service teachers’ beliefs about the pedagogical knowledge and 

skills? 

2. What are the in-service teachers’ beliefs about the essential knowledge for effective 

teaching? 

3. What are the in-service teachers’ beliefs about the nature of the teaching ability? 

 

2. Methodology 

3. The Philosophical Perspectives of This Study 

4. The term ‘research paradigm’ is described as the researcher’s perspective depending on 

a set of assumptions, judgments and values (Johnson and Christensen, 2010). The approach 

adopted in this study is pragmatic paradigm. This specific paradigm followed the bases of no 

single reality ontology that suggests that all human beings have their own understanding of 

reality. Epistemological perspective of this study centers on the growth of knowledge as the 

present study seeks to understand teachers’ beliefs about pedagogical knowledge. Lastly, this 

study followed a value-laden axiology since this research was conducted for the benefits of 

teachers. 

5. Participants 

The quantitative data were collected from 90in-service teachers. To support the quantitative 

data, the qualitative data were collected from 20 voluntary in-service teachers who work at 
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different educational institutions in Turkey. The participants teach English at varied levels from 

beginner to advanced levels. They were all voluntary to participate in the study and assented 

for data collection. The questionnaires were unnamed.   

6. Instruments 

The current study was designed as a mixed methods research including both quantitative and 

qualitative data. Mixed methods research is used to gain broad and deep understanding and 

interpretation (Johnson et al., 2007). Details about the instruments are presented in the 

following sub-sections: 

 

 Perceptions of Knowledge and Skills in Teaching (PKST) Scale. 

In this study, Choy et al.’s (2013) Perceptions of Knowledge and Skills in Teaching (PKST) 

Scale was utilized to evaluate the participants’ beliefs about their pedagogical knowledge and 

skills in teaching. The PKST survey includes 37 items. The six basic factors of the questionnaire 

are Student Learning, Lesson Planning, Instructional Support, Accommodating Diversity, 

Classroom Management, Care and Concern. Each statement was based on a 5-point Likert 

scale: 5 for highly knowledgeable, 4 for very knowledgeable, 3 for moderately knowledgeable, 

2 for slightly knowledgeable and 1 for no knowledgeable at all. The Cronbach’s alpha 

coefficient for the instrument is 0.95, showing that it has good reliability. The descriptions of 

the factors and some sample items are provided in Table 1.  
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Table 1: Description of factors and sample items 

Factor Description Sample Item  

Student Learning  

(7 items) 
Using different strategies to capture students’ 

interest and stimulate their thinking 
SL1: Developing students’ interest in 

learning.  

SL2: Arousing students’ interest in my 

subject area. 

 

Lesson Planning  

(7 items) 
Writing lesson plans and preparing appropriate 

resources 
LP1: Choosing appropriate teaching strategies 

for teaching particular topics. 

LP2: Choosing teaching strategies that match 

students’ different ability levels.  

 

Instructional support  

(7 İtems) 
Selecting appropriate resources and assessment 

modes to support instruction 
IS1: Producing my own teaching materials.  

IS2: Acquiring appropriate teaching materials 

for my lessons.  

 

Accommodating 

diversity  

(7 items) 

 

 

Classroom 

management 

(4 items) 

 

 

Care and concern 

 (6 items) 

Catering to students’ different needs 

 

 

 

 

Managing student behaviours and discipline 

 

 

 

Providing care and helping students with 

problems 

AD1: Using evaluative feedback to assist 

students in their progress. 

AD2: Teaching according to students’ pace. 

 

CM1: Applying appropriate classroom 

management techniques.  

CM2: Managing students with behavioural 

and learning problems. 

 

CC1: Managing co-curricular activities. 

CC2: Managing time effectively. 

 

 

Open-ended Pedagogical Belief Questionnaire (OPBQ). 

In addition to the PKST Scale, Buehl and Fives’s (2004) Open-ended Pedagogical Belief 

Questionnaire (OPBQ) that includes 12 items was used to facilitate the participants to articulate 

their opinions comprehensively and to obtain information that is more accurate and a deeper 

exploration of the teachers’ beliefs. No modifications were made on the items in the OPBQ; 

therefore, there was no need to measure the reliability. 

  

Data Analysis 

Both questionnaires were sent to the teachers working at different educational institutions in 

Turkey via e-mail. The whole data were gathered within a week. First, all the questionnaires 

were looked over. The ones that included many unanswered items were picked over. In the end, 

PKST questionnaires were used in the statistical analysis. For the data gathered from the 

questionnaire, the statistical analyses were administered by utilizing Statistical Package for 

Social Sciences (SPSS version 20.0) software program. The questionnaire’s items with the 

answer choices ranging from for highly knowledgeable to for no knowledgeable were changed 

into digits five to one. One was designed to the most negative one and five was designed to the 
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most positive one. The data were exposed to descriptive analysis. The descriptive statistics 

(means, and standard deviations) offered a comprehensive analysis of the present data utilized 

to come up with answers to examine questions. 

Secondly, the OPBQ was analyzed through qualitative content analysis. All of the 

responses obtained from the Open-ended Pedagogical Belief Questionnaire were transcribed 

into an Excel spreadsheet. It was read word by word and the contents were extracted. 

Participants were assigned different codes such as ID 1, ID 2, and ID 3 etc. Out of 12 items in 

the OPBQ, four items were analyzed in the light of the current research purpose and questions. 

Beliefs about the essential knowledge for effective teaching includes item 4: ‘‘What knowledge 

is necessary to be an effective teacher?” and item 8: ‘‘What knowledge do teachers hold that is 

unique to the profession?”). Beliefs about the nature of the teaching ability includes item 2: ‘‘Is 

teaching a talent people are born with? Please explain.” and item 9: ‘‘Can someone learn how 

to be an effective teacher?”). After the data were analyzed in detail and the contents were 

extracted, they were categorized based on the research questions and then related themes were 

constituted. Correspondingly, relevant excerpts were presented.  

 

Findings 

Findings obtained from the Perceptions of Knowledge and Skills in Teaching (PKST) 

Scale 

The first research question investigated the in-service teachers’ beliefs about the pedagogical 

knowledge and skills. The data were gathered from 38 items, on a five-point Likert scale in the 

questionnaire. The results were acquired from statistical analysis of the questionnaire, which 

was examined through descriptive statistics by using SPSS. The means and standard deviations 

of factors are displayed. Findings from six basic factors in the PKST survey, namely Student 

Learning, Lesson Planning, Instructional Support, Accommodating Diversity, Classroom 

Management, Care and Concern are presented in tables below. 

Student Learning. 

The data pertaining to Student Learning was collected by seven items on a five-point Likert 

type scale in the questionnaire which was adopted from Buehl and Fives (2004).  
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Table 2: Descriptive statistics for student learning 

Item No  MEAN S.D. 

1 Developing students’ interest in learning. 4.32 .76 

12 Arousing students’ interest in my subject area 4.17 .74 

13 Infusing critical thinking appropriately in the lessons. 3.76 .99 

24 Infusing creative thinking appropriately in the lessons 4.07 .82 

25 Facilitating and stimulating thinking among students. 4.06 .87 

34 Using student-centred teaching and learning activities. 4.21 .75 

35 Motivating students to work hard. 4.22 .76 

Total  4.11 .81 

 

 

Table 2 presents descriptive statistical analysis for Student Learning. With the responses 

to the statements, it is clear that the teachers see themselves well informed about student 

learning (m=4.11, sd=.81). Table 2 shows that the highest mean pertains to item 1 (m=4.32), 

which shows that the teachers think they are very knowledgeable about holding learners’ 

interest in learning. Item 13 has the lowest mean out of all items (m=3.76). The teachers believe 

that they are to some extent informed about embedding critical thinking suitably in the lessons. 

Regarding items 12, 34 and 35, the results indicate that the teachers regard themselves as being 

very educated about inspiring interest in the course subject, adopting learner-centred teaching 

and encouraging students to study more (m=4.17, 4.21, 4.22 respectively). Finally, as for items 

24 and 25, the teachers consider themselves as being deeply aware of increasing creativity and 

helping students develop their thinking skills (4.07, 4.06 respectively).  

 

Lesson Planning. 

Lesson planning is another factor of pedagogical knowledge and skills in teaching. For this 

purpose, seven items were adopted from Buehl and Fives (2004).  
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Table 3: Descriptive statistics for lesson planning 

Item No  MEAN S.D. 

2 Choosing appropriate teaching strategies for teaching particular topics. 4.23 .73 

11 Choosing teaching strategies that match students’ different ability levels. 3.91 .86 

14 Asking students the right questions to facilitate their learning. 4.27 .79 

23 Translating the syllabus into lessons for instruction 3.91 .88 

26 
Planning lessons that take into consideration the different abilities of students. 3.93 .90 

33 Determining appropriate teaching methods. 4.33 .67 

36 Planning student centred lessons. 4.25 .72 

Total  4.11 .79 

 

 

Table 3 presents descriptive statistical analysis for Lesson Planning. The analysis of 

these seven items reveal the teachers’ beliefs about lesson planning. As it can be seen in Table 

3, the total mean (m=4.11, sd=.79) proves that the teachers are very knowledgeable about all 

items. Nevertheless, if looked in the analysis of items separately, it can be seen that there are 

slight differences in rating of some items. For example, item 33 having the highest mean 

(m=4.33) lays emphasis on deciding suitable teaching methods. Items 11, 23 have the lowest 

means out of all items (m=3.91). Item 23 is related to the syllabus for instruction while item 11 

is about teaching strategies. As for item 26 (m=3.93), the teachers feel that they are to some 

extent informed about planning lessons based on students’ different abilities. Responses to 

items 2, 36 and 14 (m=4.23,4.25, 4.27 respectively) reflect that the teachers consider themselves 

well-educated about teaching strategies for teaching particular topics, applying learner-centred 

lessons and asking the right questions to facilitate learning. 

 

Instructional Support. 

The data regarding Instructional Support was collected by seven items on a five-point Likert 

type rating scale in the questionnaire.  
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Table 4: Descriptive statistics for instructional support 

Item No  mean s.d. 

3 Producing my own teaching materials. 4.02 .91 

10 Acquiring appropriate teaching materials for my lessons 4.33 .73 

15 
Incorporating information and communication technology (ICT) effectively in the 

classroom. 

3.97 .89 

22 
Designing assessment tools (e.g., written tests, oral tests, science practical, etc.) 4.13 .82 

27 
Interpreting students’ performance from test scores. 4.05 .86 

32 Using appropriate forms of assessment. 4.11 .79 

37 Acquiring relevant subject matter content for instruction. 4.14 .74 

Total  4.10 .82 

 

 

Table 4 presents descriptive statistical analysis for Instructional Support. The results of 

the Table 4 imply that the teachers’ overall beliefs towards their knowledge of instructional 

support are very positive (m=4.10, sd=.82). As can be seen in Table 4, item 15 has the lowest 

mean that is 3.97. The teachers believe that they are slightly competent about integrating ICT 

efficiently in the class. Similarly, responses to items 3 and 27 reflect that the teachers are rather 

educated about generating their own teaching equipment and understanding students’ 

achievement from test scores (m=4.02, 4.05 respectively). It is worth considering that for items 

32, 22 and 37, the teachers seem to be very informed about utilizing suitable assessment forms, 

designing assessment instruments and gaining related information for their own teaching 

(m=4.11, 4.13, 4.14 respectively). Lastly, item 10 has the highest mean that is 4.35. The teachers 

affirm that they are very knowledgeable about reaching suitable teaching equipment for their 

lessons. 

 

Accommodating Diversity. 

The data concerning Accommodating Diversity includes seven items and were collected to see 

teachers’ beliefs about it. 
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Table 5: Descriptive statistics for accommodating diversity 

Item No  MEAN S.D. 

4 Using evaluative feedback to assist students in their progress. 4.06 .76 

9 Teaching according to students’ pace. 4.17 .78 

16 
Diagnosing students’ learning difficulties. 3.88 .81 

21 
Responding sensitively to different student needs 4.14 .75 

28 
Managing student learning-groups effectively 4.03 .86 

31 Managing individual students’ learning effectively 3.94 .89 

38 Monitoring students’ learning and performance during lessons. 4.33 .65 

Total  4.07 .78 

 

 

Table 5 presents descriptive statistical analysis for Accommodating Diversity. With the 

responses to the statements it is clear that the teachers have the belief that they are well educated 

about accommodating diversity (m=4.07, sd=.78). As it is obvious in Table 5, the highest mean, 

belong to item 38, which show that the teachers think they are fairly informed about how to 

follow learners’ learning and progress (m=4.33). Items 16 and 31 have the lowest means out of 

all items (m=3.88, 3.94 respectively). The teachers are of the opinion that they are reasonably 

informed of identifying learners’ learning problems and how to achieve individual learners’ 

learning efficiently. In respect to items 28 and 4, the teachers are well versed in handling 

student-learning groups efficiently and utilizing evaluative feedback to help learners (m=4.03, 

4.06 respectively). Responses to items 21 and 9 reflect that teachers have the intention of 

satisfying learners’ needs and teaching considering students’ level (m=4.14, 4.17 respectively).  

Classroom Management. 

Classroom Management is another significant factor of Pedagogical Knowledge and Skills. For 

this purpose, four items were adopted from Buehl and Fives (2004).  
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Table 6: Descriptive statistics for classroom management 

Item No  MEAN S.D. 

5 Applying appropriate classroom management techniques. 4.17 .84 

8 Managing students with behavioral and learning problems. 3.71 .88 

17 
Using appropriate strategies to monitor student behavior. 3.97 .79 

20 
Managing student discipline. 3.97 .76 

Total  3.82 .81 

 

Table 6 presents descriptive statistical analysis for Classroom Management. The 

analysis of these four items aims to reveal the teachers’ beliefs towards their knowledge of 

classroom management. As it is apparent in Table 6, the total mean (m=3.82, sd=.81) proves 

that the teachers consider themselves slightly informed about classroom management. 

However, if looked in the analysis of items independently, it is visible that there are slight 

differences in rating of some items. For instance, item 5 having the highest mean (m=4.17) 

illustrates that the teachers are very informed about suitable classroom management methods. 

Item 8 has the lowest mean out of all four items (m=3.71). Item 8 is relevant to handling 

students’ bad behaviors and academic situations. Responses to item 17 underline that the 

teachers consider themselves as slightly educated about utilizing suitable methods to track 

student attitude (m=3.97). Likewise, responses to item 20 reflect that the teachers have the 

belief that they are slightly knowledgeable about maintaining student control (m=3.97). 

Care and Concern. 

The data relating to Care and Concern were collected by six items on a five-point Likert type 

rating scale in the questionnaire. 

 

Table 7: Descriptive statistics for care and concern 

Item No  MEAN S.D. 

6 Managing co-curricular activities 3.91 .81 

7 Managing time effectively. 4.11 .79 

18 Having coping skills. 3.90 .80 

19 Managing stress. 3.83 .79 

29 Showing concern for the holistic development of students. 3.96 .85 

30 Showing care and concern for students. 4.53 .58 

Total  4.04 .77 
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Table 7 presents descriptive statistical analysis for Care and Concern. The results of the 

Table 7 imply that the teachers are of the opinion that they are well versed about care and 

concern (m=4.04, sd=.77). It is obvious that item 19 has the lowest mean that is 3.83. The 

teachers are a little informed about handling stress. Similarly, responses to items18 and 6 reflect 

that the teachers have the belief that they are slightly educated about overcoming problems and 

handling curricular things well (m=3.90, 3.91 respectively). It is worth considering that for item 

29, the teachers feel that they take care of their students’ overall development well enough 

(m=3.96). Responses to item 7 reflect that the teachers are very good at time management 

(m=4.11). After all, item 30 having the highest mean (m=4.53) shows that the teachers believe 

that they are attentive to their students. 

Findings obtained from the Open-ended Pedagogical Belief Questionnaire (OPBQ) 

The findings of the present study acquired from the OPBQ were considered with respect to the 

second and the third research questions. The OPBQ was analyzed through qualitative content 

analysis. Additionally, 2 themes and 5 sub-themes were extracted from the responses of 20 in-

service teachers. 

7. Essential Knowledge for Effective Teaching. 

8. The second research question investigated the in-service teachers’ beliefs about the 

essential knowledge for effective teaching. Two sub-themes related to the major theme were 

extracted from the data analyzed.  

9. Components of teacher knowledge. 

In the light of the data about ‘components of teacher knowledge’, related excerpts are presented 

below: 

A teacher should develop an effective educational environment for her/his students. He 

should design the learning environment and specify the objectives for the teaching practice. It 

is necessary to identify the students’ needs and spare more time on students’ interaction and 

learning (ID 6).   

Firstly, a teacher needs to have the subject matter knowledge to be able to instruct on a 

particular domain. However, this alone is not enough. What is needed is knowledge about 

culture of English speaking people… (ID 12). 

A teacher needs to know how students understand the subject and which approaches 

are appropriate for learners (ID 14). 

We, as teachers should know about different fields such as psychology, neurolinguistics 

and sociology (ID 3). 
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The participants mentioned pedagogical knowledge, content knowledge, pedagogical 

content knowledge, and support knowledge in terms of teacher knowledge. This shows that the 

participants are aware of the basic knowledge requisite for effective teaching. To make it clear, 

in relation to pedagogic knowledge, the participants asserted teaching environment, students’ 

needs, student-teacher interaction, classroom management, teaching methods and theories, 

general education, individual differences and motivation. With regard to content knowledge, 

the participants claimed cultural aspects of the English language, and knowledge of the subject 

matter. From the point of pedagogical content knowledge, the participants stated the specialized 

knowledge of how to present content knowledge in diverse ways that students can understand 

and how to teach English as a second language (ESL) and English as a foreign language (EFL). 

With respect to support knowledge, the participants emphasized the knowledge of various 

disciplines such as sociology, psychology, neurolinguistics, critical thinking and reflective 

practice. 

 

10. Knowledge unique to teaching profession. 

11. In view of ‘knowledge unique to teaching profession’, relevant excerpts are 

introduced below: 

12. There is not one unique special knowledge; rather they should hold various kinds 

of knowledge (ID1).  

The knowledge of how to help learners to achieve their goals and dreams (ID 12).  

13. What is unique to the teaching profession is to provide students to improve 

themselves, to keep up current trends and to foster their creativity (ID 2). 

The knowledge that is needed to reshape your lesson according to different contexts and 

be effective in any conditions (ID 10).  

The knowledge of pedagogy and the applicable strategies of teaching (ID 15). 

Some of the participants asserted that the knowledge that is unique to the teaching 

profession is pedagogic knowledge. Pedagogic knowledge means the specially designed 

knowledge a teacher needs to gain for effectively creating a teaching and learning atmosphere 

in classroom. The other participants stated that the knowledge that is unique to the teaching 

profession is knowledge about how to adapt the teaching context and how to lead students to 

personal growth. For teachers, it is essential to know how to adapt their teaching according to 

the needs of students. In this way, they can help their students improve. On the other hand, a 

few of the participants stated that there is no unique knowledge to the teaching profession. 
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14. The Nature of the Teaching Ability. 

The third research question investigated the in-service teachers’ beliefs about the nature of the 

teaching ability. Three sub-themes related to the major theme were extracted from the data 

analyzed.  

15. Teaching as an inborn ability. 

16. In consideration of teaching as an inborn activity’, respective excerpts are introduced 

below: 

To some extent, I believe that people with an aptitude for teaching can orient themselves 

in a teaching environment more easily than the others (ID 5). 

Yes, in my opinion, teaching is a talent that cannot be found in every single person… 

(ID 6). 

Your innate talent can help you a lot. You can improve it in time (ID 3). 

With the responses to the question of whether teaching is a talent or not, apparently there 

are few participants who are of the opinion that teaching is to some extent a talent. Some 

teachers have the idea that teaching is part of the human genome. It is part of our human nature. 

Some teachers overcome the problems or difficulties happening in a classroom as possessing 

an innate gift. They seem to have an ability to predict the states of others and use it in their 

teaching. Because of these reasons stated by the participants, teaching is viewed as a natural 

and inborn ability to be endowed to some individuals.  

Teaching as a learnable ability. 

In the light of the data about ‘teaching as a learnable activity’, relevant excerpts are illustrated 

below:  

Yes, teaching can be learned, but it is also improved by experience and practice (ID 

15). 

Of course. By practice, collaboration, research and education, becoming an effective 

teacher can be achieved (ID 4). 

Yes, someone with a quality vision can receive a good comment of teaching and become 

an effective teacher through training (ID 12). 

Yes. Becoming an effective teacher takes practice over time. Establishing rapport with 

the students and learning how to design and implement lessons in classrooms take time (ID 16). 

Based on the answers of the participants, it has been found that most of the participants 

believe that teaching is a learnable ability. Participants are of the opinion that teaching is learned 

through experience and practice. This means that one cannot expect to graduate from a 

university education as a master teacher. Teaching is a life-long learning activity because 
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learning occurs in every step of life. Learning never stops and lasts until the end of life. 

Participants think that teaching practice is fundamental as it provides the teachers with an 

opportunity to apply their skills and pedagogic knowledge in practice. It enables them to 

evaluate their teaching completely. With continuous practice, teachers gain experience. 

Moreover, the participants claim that teachers also need research as both teaching and research 

enable them improve their overall teaching skills. Research enables them to bring new insights 

into their teaching.  

Teaching as both an inborn and a learnable ability. 

Having regard to ‘teaching as both inborn and a learnable ability’, related excerpts are presented 

below: 

With the appropriate training, we can learn how to be an effective teacher, but at the 

same time, a teacher should have a specific talent (ID 6). 

The more one gains experience in teaching, the more effective he/she becomes in 

teaching. However, by experience someone who wants to be an effective teacher can achieve 

this. On the other hand, an effective teacher should have an aptitude for teaching (ID 5). 

I think teachers should have a potential to teach, but they still need to educate 

themselves through teaching practice and observations (ID 14).  

Some parts of teaching are talent, but mostly teaching can be learned. For example, 

teaching techniques in the class and classroom management are not a talent, it is something 

you need to learn and practice in order to become the best teacher you can ever be (ID 9). 

The responses of the participants illustrate that some of them hold the view that teaching 

is both a talent people are born with and a learnable activity. Participants think that teaching is 

a talent or a set of skills learned through appropriate training, experience and practice. Teacher 

education programs are designed to teach teachers the essential knowledge, attitudes and 

appropriate skills. Besides, participants are of the opinion that teaching is a talent that needs to 

be discovered by the teachers and needs to be learned how to use them. 

 

Discussion and Conclusion 

The data were exposed to descriptive analysis for the first research question. Based on the 

findings, it was ascertained that the teachers consider themselves very knowledgeable with 

regard to the pedagogical knowledge and skills in teaching. Put it differently, the teachers 

exhibited positive attitudes towards their pedagogical knowledge and skills in teaching. The 

highest mean was found out pertaining to the knowledge of student learning and lesson planning 
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while the lowest mean was discovered to belong to the classroom management. It can be 

interpreted that the teachers regard themselves more proficient about student learning and 

lesson planning than classroom management. Even though classroom management was 

revealed to be the weak point of the participants, considering the mean value of the classroom 

management factor, it can be said that the teachers feel themselves moderately knowledgeable 

about it. The mean values of the other factors that are care and concern, accommodating 

diversity and instructional support show that the teachers have the belief that they are very 

informed in those factors. The reason why the participants in the current study consider their 

pedagogical knowledge and skills in teaching adequate could be because in the pre-service 

education, prospective teachers are well equipped with four types of knowledge which are 

content knowledge, pedagogic knowledge, pedagogic content knowledge and support 

knowledge. The findings of this study and Mutlu and Özkan’s (2017) study suggest that the 

aforementioned knowledge types are necessary for effectiveness in language teaching. 

Moreover, the present study concurs with Güler’s (2015) study in which prospective teachers 

considered themselves as qualified enough in point of their pedagogical knowledge. Upon 

investigating the pedagogical knowledge factors, she found out that the participants regarded 

themselves as being competent. Furthermore, Choy et al. (2013) share similar results by 

claiming that prospective teachers had positive feelings about their pedagogical knowledge and 

skills in teaching. They discovered that the participants perceive themselves as being qualified 

in lesson planning, classroom management and instructional strategies. In line with these 

studies mentioned, the present study revealed that the teachers had positive feelings about their 

pedagogical knowledge and skills in teaching. 

 The second and the third research questions investigated the in-service teachers’ beliefs 

about essential knowledge for effective teaching and the nature of the teaching ability 

qualitatively. Depending on the findings, it was concluded that the participants are aware of the 

basic knowledge requisite for effective teaching since they mentioned pedagogical knowledge, 

content knowledge, pedagogical content knowledge, and support knowledge in terms of teacher 

knowledge. Some of the participants asserted that the knowledge that is unique to the teaching 

profession are pedagogic knowledge, knowledge about how to adapt the teaching context and 

how to lead students to personal growth. Based on the answers of the participants, it was found 

that most of the participants believe that teaching is a learnable ability. In consideration of such 

findings, the present study is in line with the results of Buehl and Fives (2008) since they also 

ascertained that the participants had a high opinion of different aspects of teaching knowledge. 
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 The present study targeted to address the beliefs of in-service teachers concerning 

pedagogical knowledge. In parallel with this objective, in-service teachers’ beliefs about 

pedagogical knowledge and skills were investigated. The findings of the study revealed that the 

teachers consider themselves very knowledgeable with regard to the pedagogical knowledge 

and skills in teaching. To put it another way, the participants considered their pedagogical 

knowledge and skills as sufficient. The current study makes a significant contribution to the 

literature since there are few studies addressing to the beliefs of in-service teachers concerning 

their pedagogical knowledge. Furthermore, the present study provides implications in point of 

classroom management. It was revealed that the teachers are required to improve their 

knowledge and skills in classroom management, more particularly with respect to handling 

learners with behavioral problems and bad academic standing. In the faculties of education, 

classroom management courses may be modified. Teacher education programs can be 

improved in accordance with this issue. For further studies, longitudinal studies and 

comparative studies between in-service and pre-service teachers can be administered in Turkish 

context. This could facilitate the observation of participants’ perceptions and improvement in 

pedagogical knowledge. 
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Abstract 

This study aims to explore resiliencies and difficulties of Turkish reading comprehension skills 

of refugees residing in Isparta and also find out the relationship of reading skills with refugees’ 

academic performances at school. This study adopts the Explanatory Sequential Mixed Method 

research design. In this study, 78 refugee students studying in several secondary schools in 

Isparta were selected using random sampling method. In the analysis of quantitative data SPSS 

package program was used. Independent Samples T-Test and One-way ANOVA analyses were 

conducted. In the analysis of the qualitative data collected from the interview questions for this 

study, the three steps identified in Grounded Theory research were used. The results clearly 

demonstrate that there is no overall significant difference in general according to the 

participants’ test results in terms of their arrival date to Turkey, nationality, gender, grades or 

education and job of either parent. The participants underlined that the importance of materials, 

teachers’ attitudes and integrating writing and reading skills.  

Keywords: Turkish as second language, refugees, reading comprehension, challenges.   
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Introduction 

 

Immigrants are people who come to one country from another country to find better life 

standards. Most of the immigrants who live in Turkey escaped from their country due to the 

factors such as economic, political and legal inequalities between neighboring countries (Tekin, 

2007; Yazgan, Eroğlu & Sirkeci, 2015). According to data released by the United Nations High 

Commissioner for Refugees (UNHCR), in September 2018, 5.64 million Syrian refugees were 

registered in the neighboring countries, of whom over 3.6 million were in Turkey and 14.707 

of these refugees reside in Isparta (Süleyman Demirel Üniversitesi Haberleri, 2019). In 

addition, Turkey is currently hosting some 360,000 refugees and asylum-seekers from countries 

other than Syria, mainly from Afghanistan, Iraq and Iran. The range of nations is shown in 

below;  

 

Figure 1. The range of nations (Source: https://www.unhcr.org/tr/unhcr-turkiye-

istatistikleri) 

According to the data released by UNICEF (2019), Turkey continues 

to host the largest recorded refugee population in the world. 

Approximately four million refugees and asylum-seekers are registered 

in Turkey, of whom some 1.7 million are children. Children are the most vulnerable group at 

risk among refugees. (Özer, Komsuoğlu & Ateşok, 2016; Yavuz & Mızrak, 2016). Immigrant 

children have encountered various disruptions and barriers to receiving an adequate education. 

Even when they enroll in school, it is highly likely that refugee children will experience more 

difficulties in getting high grades than non-refugee children (Sirin & Rogers-Sirin, 2017). The 

cost of education might be inhibiting for them in terms of their education.  Sirin and Rogers-

Sirin (2017) state that the refugee children are also at risk for a range of mental and 

psychological issues as a consequence of their traumatic experiences. Since it is crucial for 

children to acquire the education which provides psycho-social support by forming new social 

relations and which creates a safe environment against traumas and difficulties that the children 

are exposed to (Özdemir, 2017). Therefore, the language problem experienced by asylum-

https://www.unhcr.org/tr/unhcr-turkiye-istatistikleri
https://www.unhcr.org/tr/unhcr-turkiye-istatistikleri
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seeker is one of the biggest obstacles especially for children to the productivity of the 

educational facilities (Middle East Strategic Research Center, 2015). 

 

According to Nordquist (2019), home language is a language or a number of languages 

that are preferably spoken by a family for everyday communication purposes at their houses. 

Whereas public language is a language variety used by common people in a society in order to 

exchange ideas and information. Thus learning the public language has extensive cognitive, 

cultural, academic, social and economic advantages, which makes it the biggest problem that 

the asylum-seekers have. 

As Korkmaz (2007) defined language as a sophisticated and developed system used as 

a communication instrument between people, and it enables one to transfer feelings, thoughts, 

desires to others via common rules formed in terms of sound, figure and meaning according to 

each community's own values. It is a complex tool involving four sub-skills, which are as 

follows; listening, speaking, reading and writing.  Each skill may affect the quality of another. 

Reading is one of the most important processes of discovering meaning. In this sense, especially 

for the assessment part, reading comprehension and academic performance are strongly related 

to each other. Reading skills are essential for the refugee children to become successful in their 

academic life. If students do not have knowledge about the content, they cannot be expected to 

perform successfully in academic life (Kaya, 2015). Reading skills have many components that 

need consideration. As Kaya (2015) states, reading in a second language is strongly linked with 

thinking in that language. Most of the refugee students think in their native language while 

reading Turkish texts and they try to translate firstly to Arabic then to Turkish. Therefore, they 

usually have difficulty in making logical connections between the ideas or information in the 

text; thus, it is crucial for students to have sufficient level of reading comprehension skill to 

understand the texts.  

There are some challenges for students to learning reading in L2 because of some 

similarities and differences between L1 and L2. The ability to read in L1 and L2 is shared by 

many of the component skills and as regards the underlying cognitive and linguistic elements, 

the reading model is very familiar. Despite the similarities between reading in an L1 and reading 

in an L2, a number of complicated variables make the reading process of L1 different from that 

of L2 (Grabe & Jiang, 2018). Some of these differences are listed below: 

 

• Linguistic and progression differences  

• Individual and experiential differences  

• Sociocultural and institutional differences 

 

Differences between reading in L1 and L2 cause some challenges in the students’ L2 

learning process of reading skill. They can be differences of sentence and word formation 
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between L1 and L2, or lack of cultural elements in the course books- leading to discourse 

problems.  

The researchers have found satisfactory amount of studies in literature conducted about 

refugees’ educational life. For example, the research conducted by Bosher and Rowekamp 

(1992) investigates the connection between English-speaking skills as measured by 

standardized language skills exams, L1 and L2 education backgrounds, and duration of 

residency in the United States and academic success. Results showed an adverse correlation 

between years of finished education in the United States, duration of residency in the United 

States, and academic achievement.  

With the increasing number of refugees in Turkey, a number of researches have been 

conducted about refugees in academic literature. The number of immigrants has increased 

rapidly after the war in Syria in 2011; therefore, the studies are limited about refugees in 

literature. In a study conducted by Mavaşoğlu and Tüm (2010) indicated that students 

accustomed to the "subject-predicate-object" (SVO) sequence of their mother tongue were 

unable to adapt to the "subject-object-predicate" (SOV) order in Turkish and the syntax 

problems they had encountered resulted in related morphological, semantic and phonetic 

issues.Another problem resulting from the structural differences between languages has to do 

with semantics and the use of affixes (Adalar, 2010; Candaş, 2009; Mavaşoğlu and Tüm, 2010; 

Özkan, 1994). According to Mavaşoğlu and Tüm (2010), it is more difficult for foreign students 

to use the case and possessive suffixes, and they are particularly reluctant about which 

morpheme to use with which term. All these segmentation may affect comprehension of 

reading.  

Büyükikiz (2014) explains that when evaluating the graduate theses prepared in the field 

of teaching Turkish to foreigners, in Turkey,  in terms of the language skills studied; it is 

understood that writing skills have been studied (50%, 34 of them). Writing skills are followed 

by reading (11, 7.48%), speaking (5, 3.42%) and listening (3, 2.04), with very low rates, 

respectively. Although the number of dissertations on Turkish teaching to foreigners has 

increased significantly in recent years, it cannot be said that the studies carried out in this field 

are adequate for our country. Problems with many field-related sub-topics also need more study.  

Language is a huge barrier for refugees to adapt to new countries. That is why; most of 

the studies are about challenges of refugee’s learning new language. According to the study 

conducted by Tösten, Toprak, and Kayhan (2017), the students are under the effect of post-

traumatic stress disorders, they have problems understanding and communicating the content 

in class, there are issues stemming from overcrowded classes, teachers have not been involved 

in decision-making processes regarding these students, there does not seem to be an reliable 

effort to increase teachers’ capacities to better deal with these students, nor are they effectively 

informed about refugee students. Also, most of the researches are about Syrian refugees because 

they have the highest number and because of their challenges in education life. Since a lot of 

exams in the education system in Turkey are in printed format, to perform successfully in 

academic life, reading comprehension and academic performance are strongly related to each 

other.   
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The Aim of the Study  

The main aim of this study is to determine the factors that affect refugees’ reading 

comprehension skills in Turkish and also to find out refugees’ views about their reading 

comprehension level and reading learning process. Thus, the following research questions were 

posed:  

1. Is there a difference in Turkish reading comprehension skills of refugees according to  

 their nationality, 

 their arrival date to Turkey, and  

 their grades? 

 

2. What are the views of Somalian, Afghan and Syrian refugees on 

 their level of Turkish Reading Comprehension skills, and 

 their learning process of reading?  

 

Methodology 

 

This study adopts Explanatory Sequential Mixed Method research design. According to 

Creswell and Plano Clark (2011), the researcher first collects quantitative data and then 

qualitative data in order to help explain or elaborate on quantitative results.  The motive for 

using this research design method is that the quantitative data and results render a holistic 

picture of the research problem; through qualitative data collection, more analysis is required 

to refine and explain the holistic picture. Therefore, in order to understand the Turkish reading 

comprehension skills of refugees residing in Isparta, Turkey, quantitative data was collected 

and to explain and extend the results of quantitative data and understand what reasons are 

behind their achievement and failure on Turkish reading skill, qualitative data was collected 

through interviews.  

Participants 

 

In this study, 78 refugee students studying in several secondary schools in Isparta were selected 

using random sampling method.  
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Table 1:  Demographic information of participants  

  

  

Gender 
Total 

Female Male 

Grade 

5 11 4 15 

6 3 10 13 

7 19 8 27 

8 15 8 23 

Total 48 30 78 

 

                                         

As it is shown in Table 1, participants consisted of 48 females and 30 males. Their age 

ranges from 9 to 16. Most of the students drop out of the school. Therefore, the researchers 

could only choose participants among the students who attend the classes.  

This study was conducted with secondary grade students since it is crucial for children 

to acquire the education which provides psycho-social support by forming new social relations 

and which creates a safe environment against traumas and difficulties that the children are 

exposed to (Özdemir, 2017, p.289). Sirin and Rogers-Sirin (2017) state that the refugee children 

are also at risk for a range of mental and psychological issues in consequences of their traumatic 

experiences. Students at the age of 9-16 are the most vulnerable individuals; therefore, the 

researchers selected children as the participants of the research. Necessary permission to apply 

the proficiency test to students was taken from Ministry of National Education.  

 

Data Collection Instruments 

  

In order to understand the Turkish reading comprehension skills of refugees residing in Isparta, 

Turkey, quantitative data was collected. For the quantitative part of this research, the 

achievement test which was taken from Turkish Education Application and Research Center 

(TÖMER) was administered to students. A personal information form was also included, which 

reflected the demographics utilized as the basis for the students’ age, arrival date, nationality, 

parents’ job, grade, and age. Then to explain and extend the results of quantitative data and 

understand what reasons are behind their achievement and failure on Turkish reading skill, 

qualitative data was collected through semi-structured interviews. The open-ended question-

based test was designed to acquire students’ views about their level of reading comprehension 

skills and their process of reading. Eight (8) open-ended questions were carefully developed 

and presented to experts for review before they were administered to the students. The field 

experts were asked to check the comprehensibility and relevance of the questions. The interview 

form, on the other hand, was developed based on the principles of comprehensibility, focused 
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questions, the development of alternative questions and probes, different types of questions, 

and logical organization of the questions (Yıldırım &Şimşek, 2016). 

 

Turkish reading comprehension skill test. 

 

This test was used to determine students’ proficiency level of Turkish reading comprehension. 

It was uploaded by TÖMER on their website and necessary permission was taken from 

authorities prior to using it for the study. In this test, there were 40 questions and the researchers 

asked students to complete the test in 60 minutes. In the test, there were different kinds of 

questions to check students’ comprehension of reading skills such as cloze test, reading passage. 

All questions aim to check the students’ understanding of the content. The test also has some 

cultural elements of language such as idioms. It was checked by two researchers before it was 

applied. Instructions and the questions were clear. Checking the reliability of this test was done 

by TÖMER. 

Interview questions. 

The aim of these questions was to reveal the students’ views and experiences on their Turkish 

reading comprehension skills. These questions were checked by two experts from the field 

(see Appendix for the interview questions). They were directed to randomly chosen 3 students 

among 78 participants at the end of the quantitative data collection process. The interview 

questions were directed to the students in Turkish.  

 

Data Collection Procedure 

 

In order to collect both quantitative and qualitative data from the refugee students studying in 

several secondary schools in Isparta, Turkey, necessary permissions were taken from Provincial 

Directorate for National Education at the first step. Then, the schools in which the refugee 

students are studying were identified and the Turkish Reading Comprehension Skill Test along 

with a questionnaire for demographic information was distributed to these students.  

After the analysis of quantitative data, the refugee students, who were identified as high 

scorers and low scorers, were interviewed through semi-structured interviews in three sessions. 

The semi-structured questions were directed to the students by two researchers and both 

sessions were audio-recorded. The students were ensured that they can leave the interview at 

any time they wanted and their responses will not be shared with third parties in order to 

minimize the effects of frustration and obtain clear responses.  

Data Analysis 

 

SPSS package program was used in the analysis of quantitative data. Descriptive statistics were 

retrieved as the first step and in order to analyze reading comprehension skill achievement test 

results according to variables such as age, gender and arrival data to Turkey, parent education 
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level and parent profession, Independent Samples T-Test and One-way ANOVA analyses were 

conducted.  

Qualitative data were analyzed by two researchers in order to enhance the reliability of 

the results and the categories, sub-categories and codes were checked by another expert from 

the field. In the analysis of the data collected from the interview questions for this study, the 

three steps that were used are identified in Grounded Theory research. The researchers first 

started with open coding. As Creswell (2007, p.120) states in open coding “the researcher forms 

categories of information about the phenomenon being studied by segmenting information.” As 

a result of this first segmentation, 59 codes emerged from the data collected by open ended 

questions directed to the students after each reading process. Later, the researchers proceeded 

to the next step, axial coding, in order to assemble the new form of data emerged at the end of 

open coding.  As stated in Creswell (2007, p.64), the aim of the investigator in axial coding is 

to “identify a central phenomenon, explore causal conditions, specify strategies, identify the 

'context and intervening conditions, and delineate the consequences for this phenomenon.” As 

the result of axial coding, the number of codes decreased to 30.  The process of data analysis 

continued with the last step selective coding through which these codes, sub-themes and themes 

were re-analyzed and the similar ones were merged and connected. The aim of selective coding 

is to specify the hypotheses and state predicted relationships in order to give the finalized shape 

to the date (Creswell, 2007). At end of this process, 30 codes were formed under 9 sub-

categories and these sub-categories were formed under 2 main categories best explaining the 

theory emerged from the research conducted. 

 

Findings and Discussion 

Findings from Quantitative Data  

 

Firstly, data were collected through the achievement test, which was taken from TÖMER, to 

determine students’ proficiency level. Personal information form was also attached, which 

reflected the demographics utilized as the basis for the students’ age, arrival date, nationality, 

parents job, grade, and age. Then data were analyzed through SPSS package program to 

investigate the relationship between their arrival data, grade, age, parents’ job, or nationality 

and their compression of reading skills.  

The results of ANOVA analysis for Turkish Reading Comprehension Test according to 

participants’ nationality are shown on Tables 1a and 1b. These tables reveal that there is not a 

significant difference in participants’ test results according to their nationality, F (8, 69) = 1.156, 

p>.05. 

The researchers expected that the different languages of nationalities would affect the 

results the participants got since some languages have more common aspects with Turkish than 

others. Yet, it is seen that these aspects have little to no effect on the test results of students. 
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Table 1a: Descriptive statistics for participants’ nationality 

Nationality N X SD 

Syrian 12 39.37 10.007 

Somalian 19 39.60 17.72 

Iraqi 14 37.67 9.82 

Afghan 17 33.23 9.87 

Sudanese 3 34.16 9.46 

Iranian 10 35.50 9.48 

Uzbekistani 1 25.00 . 

Tadzhikistani 1 37.50 . 

Azeri 1 65.00 . 

Total 78 37.21 12.47 

 

 

Table 1b: ANOVA results for Turkish reading comprehension test according to participants’ 

nationality 

 Sum of Squares df Mean Square F P 

Between groups 1415.378 8 176.922 1.156 .338 

Within groups 10559.381 69 153.035   

Total 11974.760 77    

 

The results of ANOVA analysis for Turkish Reading Comprehension Test according  

participants’ arrival year to Turkey are shown on Tables 2a and 2b. These tables reveal that 

there is not a significant difference in participants’ test results according to their arrival date to 

Turkey, F (3, 74) = 1.218, p>.05. 

It was expected that the participants who arrived in Turkey earlier would have better 

results since they had more time to study the language in its environment and practice it longer 

than those who arrived later but it was observed that residing in Turkey for a longer time didn’t 

increase the results of the students. 
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Table 2a: Descriptive statistics for participants’ arrival year 

Arrival Year N X SD 

2009-2011 10 38.75 11.68 

2012-2014 26 39.03 14.98 

2015-2017 34 37.13 11.30 

2018+ 8 29.68 7.12 

Total 78 37.21 12.47 

 

Table 2b:  ANOVA results for Turkish reading comprehension test according to participants’ 

arrival year 

 Sum of Squares df Mean Square F P 

Between 

groups 
563.550 3 187.850 1.218 .309 

Within groups 11411.210 74 154.206   

Total 11974.760 77    

 

In the Language Acquisition Process, the students need to be exposed to the target 

language as much as possible. In this regard, researchers hypothetically expected to observe 

that the students who have longer residence periods in Turkey would have better scores. In 

contrast to the expectations, the scores of these students were not significantly higher compared 

to those who have shorter residence periods. This result indicated that they may have other 

problems affecting their scores, for instance; class attendance, expenses of education, life 

standards of families. 

The results of the ANOVA analysis for Turkish Reading Comprehension Test according 

participants’ grades are shown on Tables 3a and 3b. These tables reveal that there is not a 

significant difference in participants’ test results according to their grades, F (3, 74) = 2.028, 

p>.05. 
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Table 3a. Descriptive Statistics for Participants’ Grade 

 

Grade N X SD 

5 15 37.83 13.74 

6 13 30.76 7.73 

7 27 39.53 12.34 

8 23 39.67 13.04 

Total 78 37.12 12.47 

 

Table3b. ANOVA results for Turkish Reading Comprehension Test according to Participants’ 

Grade 

 
 

 Sum of Squares df Mean Square F P 

Between groups 909.851 3 303.284 2.028 .117 

Within groups 11064.908 74 149.526   

Total 11974.760 77    

 

 

Findings from Qualitative Data  

 

After the analysis of quantitative data to clarify and expand the findings of data and 

understand the reasons behind students' success and failure in Turkish reading skills, the 

refugee students, who were identified as high scorers and low scorers, were interviewed 

through semi-structured interviews in three sessions. 

 

  



188 

Table3a: Thoughts on Turkish reading comprehension skills 

  

Category 1 Thoughts on Turkish Reading Comprehension Skills 

Sub-

categories 
 

Turkish Language 

Similarities with the 

Mother Tongue 
 

Countries 

Language and Content of 

Course Books 

Codes Students stated that… 

• It was easy (2) 

• It was hard (3) 

• They learned it fast (1) 

• They don’t understand  
some items (1) 

• Vocabulary 

similarities (2) 

• Thinks they are not  
similar (2) 

Compared to 

hometown... 

• Faster to learn in  
Turkey (1) 

• Easier to learn in  
Turkey (4) 

  

Students think that the 

books… 

• Have good content (1) 

• Are good (2) 

• Are incomprehensible (1) 

• Are similar to those in 

home country (1) 

 

As table 3a shows one of the two categories, that the researchers determined 

depending on the students answers to the interview questions, along with sub-categories and 

codes. The codes indicate the answers that were given by the students and the numbers 

alongside the codes show how many times the answer was repeated by the participants. 

It has been observed from the interviews that it helps students to get motivated to learn 

a new language when they are able to see similarities to their initial cultures in text books. If 

these materials could be provided to the students, it will help motivate them and allow them to 

improve their comprehension in their reading skills. 

  Most of the participants stated that Turkish language was very difficult for them to 

learn at first but they were able to deal with this problem later on. On the other hand, some 

students claimed that Turkish was easy for them. However, it is clearly seen that their test 

results are below the expected rate. This contradiction can be called self-efficacy which will 

later be discussed.  

As it can be seen below the second and the fourth sub-categories, some of the students 

were able to find similarities to their own culture and languages, which helped them, ease the 

process of getting used to their L2. 
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Table 3b: Thoughts on learning process 

 

 

The table above shows how the students dealt with their learning obstacles and progress 

in time with the frequencies of answers shown in parentheses. According to the answers of the 

students, it can be observed that most of them were unable to both understand and reply at their 

early stages of learning and the most common way which was preferred by the students to 

overcome this problem was to improve their language by reading in L2.  

As table 3b shows, it was crucial for students to get help from their teachers. As the first 

source of information, teachers play an important role in improving refugee students’ language 

skills. Therefore, teachers’ positive approaches and attitudes and their internalization of 

inclusive education, besides the materials, may affect students’ comprehension and play a 

crucial role in increasing their motivation. Tösten, Toprak, and Kayhan (2017) found that 

teachers should be culturally sensitive and avoid behavior that could differentiate students from 

refugees. The answers of the students indicate that they tried to improve their language mostly 

by reading and writing. For that reason, these two skills cannot be separated; therefore 

integrating these skills may have a huge impact on the quality and the process of learning. This 

integration could also make it easier for refugee students to improve in these skills as one of the 

participants stated that at the beginning of the learning process, he could not understand 

anything from texts by just reading them but then he was able to improve when it was combined 

with writing. 

Conclusion 

 

The aim of the study was to determine the factors that affect refugees’ reading comprehension 

skills and also find out refugees views about their reading comprehension level and reading 

learning process refugees residing in Isparta and also to find out the relationship of reading 
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skills with refugees’ academic performances at school. The results clearly demonstrate that 

there is no overall significant difference in general according to the participants’ test results in 

terms of their arrival date to Turkey, nationality, gender, grades or education and job of either 

parent. 

It has been also observed that the scores of the students in the Turkish Proficiency Test 

were below the expected success rate in contrast to the answers the researchers received from 

the students in the interviews and the reason behind this contrast was determined by the 

researchers as self-efficacy. 

It can be defined as people's thoughts on their abilities to produce sufficient levels of 

performance. Bandura (1977) introduced self-efficacy as a key component in social  

cognitive theory, he discussed human motivation primarily in terms of outcome expectations. 

The researchers observed from the interviews that the scores of the students were low  

compared to their thoughts on their proficiency levels. This indicates that their motivation on  

the comprehension in reading skill is high as opposed to the students’ awareness of their actual 

performances.  

Limitations of the Study 

This study includes the following limitations: 

1) The first limitation of the current study is that it only covers the secondary school 

students in Isparta, Turkey. Regarding the age of the participants, the results of the 

present study may not be necessarily generalized for young or elderly learners. 

2) The study was carried out with a small number of participants since most of the refugee 

students were attending this school without any goals, or they were sent by their parents 

despite the students’ unwillingness.  Most of them drop out of the school or the 

possibility of dropping was really high. In order to increase the reliability and 

generalizability of the study, a larger group of participants can be used in further studies.  

 

Suggestions for Further Research 
 

It has been observed from the interviews that it helps students to get motivated to learn a new 

language when they are able to see similarities to their initial cultures in text books. Thus, policy 

makers should put more emphasis on designing of materials combining with cultures of the 

refugee students. If these materials could be provided to the students, it will help motivate them 

and allow them to improve their comprehension in their reading skills. 

As table 3b shows, the teacher should be a factor considered to affect students' academic 

success. As the first source of information, the teacher plays crucial role for the students 

therefore,  "Various opportunities can be given to teachers to learn about working with refugee 

students and to build the skills necessary to help students succeed at schools and in the 

community" (Tösten, Toprak, & Kayan, 2017, p.1158). 
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 It is suggested that further researches should focus on all four skills. In the literature, it 

was observed that speaking and writing are also difficult areas for refugee students because of 

the phonological and alphabetical differences. Speaking skills are essential for their academic 

purposes since they also need to learn the pragmatic features of language. 

 Lastly, in order to remove or reduce the conflict that the refugees have between the 

home language and public language, different methods of teaching might be used. An example 

from Dakin (2012) is to use bilingual story writing to develop children’s literacy through their 

home languages with the collaboration of their family.  
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APPENDIX   

INTERVIEW QUESTIONS 

 What kinds of experiences have you had while learning Turkish? 

 Do you enjoy reading texts in Turkish? 

 What are your thoughts on your course books and materials which are used in class? 

 Since the exam questions are written in Turkish, have you ever faced any difficulties? 

And how did these exams affect you? What did you feel after taking an exam?  

 Turkish and Arabic alphabets are different from each other, what were your thoughts 

on the Turkish alphabet when you first saw it? How did you get used to it? 

 Have you ever noticed any cultural similarities with your own culture in the course 

books?  

 How successful are you in your classes?  

 

INTERVIEW QUESTIONS (IN TURKISH) 

 Türkçe öğrenirken ne çeşit deneyimler yaşadınız? 

 Türkçe bir metni okumaktan zevk alıyor musunuz? 

 Derste kullandığınız kitaplar ve materyaller hakkında ne düşünüyorsun? 

https://www.unhcr.org/tr/unhcr-turkiye-istatistikleri
https://www.unhcr.org/tr/unhcr-turkiye-istatistikleri
https://www.unicefturk.org/public/uploads/files/UNICEF%20Turkey%20Humanitarian%20Situation%20Report_Mid-Year%202019.pdf
https://www.unicefturk.org/public/uploads/files/UNICEF%20Turkey%20Humanitarian%20Situation%20Report_Mid-Year%202019.pdf
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 Sınavlarında hiç zorluk yaşadın mı? Çünkü sınav dili Türkçe ve bu sınavlar seni nasıl 

etkiledi? Sınavdan çıktığında neler hissettin? 

 Türk ve Arap alfabesi birbirinden farklı. Türk harflerini ilk defa gördüğünüzde ne 

düşündünüz? Türk alfabesine nasıl alıştınız? 

 Ders kitaplarında kendi kültürünle bir benzerlik ya da kendi kültürüne ait bir şey 

dikkatini çekti mi?  

 Derslerinizdeki başarı durumunuz nasıl?  
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Abstract 

EFL curriculum for secondary education in Turkey was redesigned in 2017 based on the 

Common European Framework of Reference for Languages (CEFR), and put into practice the 

following academic year. The current research was motivated to analyses the newly introduced 

curriculum with the aim of revealing to what extent the identified learning outcomes were 

designed to attain digital and horizontal skills framed by the Council of Europe (CoE) (2006). 

Accordingly, the research data were compiled from a total of 325 learning outcomes identified 

for 9th to 12th grades in the revised curriculum, and classified through content analysis into the 

following skill categories and sub-categories, proposed by CoE (2006): (i) digital skills 

(literacy, and basic skills in math and science), and (ii) horizontal skills (learning-to-learn, 

social and civic responsibility, initiative and entrepreneurship, and cultural awareness and 

creativity). The preliminary findings indicated that the horizontal skills were addressed by a 

higher number of learning outcomes than the digital skills. Namely, it was revealed that 

approximately 30% of the outcomes were designed to help learners improve their horizontal 

skills while less than 20% of them were intended to improve their digital skills. Concerning the 

sub-categories, ‘cultural awareness and creativity’ was found to be the most frequently 

addressed category (20.31%), followed by ‘basic skills in math and science’ (12.62%), ‘social 

and civic responsibility’ (8%), ‘literacy’ (6.46%), and ‘initiative and entrepreneurship’ (1.2%). 

Another noteworthy finding of the study was that no learning outcomes were designed to 

improve ‘learning-to-learn’ skills of the secondary EFL students. The study is hoped to 

contribute to the existing literature via its findings and practical implications based on them. 

Keywords: EFL, curriculum revision, digital skill, horizontal skill, secondary education 
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Introduction 

Curriculum simply refers to means and materials with which students will interact for the 

purpose of achieving identified educational outcomes (Ebert et al., 2013). As noted in Kim and 

Jeon (2005), it is comprised of three interrelated components: (i) principles and procedures, (ii) 

implementation, and (iii) valuation and management of educational programme. Van der Akker 

(2007) informs that some kind of alignment is eventually needed to maintain coherence even 

though ‘the emphasis of curriculum design on specific components may vary over time’ (p. 40). 

In a similar fashion, Eluu (2015) underlines that every planned curriculum is subject to change 

and review to reflect current societal needs and challenges. In an early report published by 

UNESCO (1958), curriculum revision and development is simultaneously identified as a matter 

of public relations since fundamental and lasting improvements in education can take place 

when teachers, parents, lay and professional groups, as well as education officials, work 

together to revise and improve the school curriculum, and a matter research in that a school 

curriculum will be effective in so far as it is based on adequate knowledge of how children grow 

and learn and of the needs of modern society. It is also acknowledged in the report that 

curriculum research is necessary as it is simply a form of critical reflection upon educational 

experience. Curriculum revision around the world has received significant attention in 

educational disciplines with various foci, from underlying philosophy (Botha, 2002; Kırkgöz, 

2007; Wallace, 2009; Zhang & Zhang, 2017), teachers’/ learners’ perceptions about curriculum 

revision (Howard & Millar, 2009; Zehir-Topkaya & Küçük, 2010) to curriculum components 

(Getu & Teka, 2018; Papajani, 2015; Shawer, 2010). 

 Turkey underwent a major educational reform in 2013, which required a transition to 

4+4+4 educational system. The new system necessitated several changes in primary and 

secondary foreign language education in the country such as decreasing starting age to foreign 

language instruction and increasing weekly class hours of compulsory foreign language 

courses. It is noteworthy that English is predominantly taught as a foreign language in Turkey 

as in most other countries, and it has been always challenging for Turkish-speaking learners to 

use this language for communicative purposes even though it is offered as a compulsory subject 

from primary to higher education in the country. Several curriculum revisions have been 

introduced in order to overcome this challenge particularly since 2005 (Aksoy et al., 2018; 

Altan, 2017; Kırkgöz, 2009; Sarıçoban & Sarıçoban, 2012). The latest EFL curriculum revision 

in Turkey was released in 2017 based on the 2013 educational reform with the very same goal 

in mind. The new curricula for primary education require introducing EFL from 2nd grade 

onwards with the core focus on the development of communicative skills (MoNE, 2017). 

Accordingly, the students are expected to attain A2 proficiency in English upon completion of 

their primary education; in other words, they are expected ‘to understand sentences and 

frequently used expressions related to areas of most immediate relevance, to communicate in 

simple and routine tasks requiring a simple and direct exchange of information on familiar and 

routine matters, and to describe in simple terms aspects of their background, immediate 

environment and matters in areas of immediate need’ (CoE, 2011). The revised EFL curricula 

for secondary education are, on the other hand, designed to raise students with B2+ proficiency 
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in English upon graduation, which simply allows them ‘to express themselves fluently and 

spontaneously without much obvious searching for expressions’ (CoE, 2011).  

 As noted in the curriculum documents (MoNE, 2017), key competences proposed by 

CoE (2006) were taken into consideration during the curriculum revision process. The 

competences in concern are "intended to be motivating and to prepare learners for lifelong 

learning" (Pepper, 2011, p. 344), and comprised of three major skill categories: (i) Traditional 

Skills (Communication in mother tongue and Communication in foreign languages), (ii) Digital 

Skills (Literacy and Basic skills in math and science), and (iii) Horizontal Skills (Learning to 

learn, Social and civic responsibility, Initiative and entrepreneurship and Cultural awareness 

and creativity). They are a dynamic combination of the knowledge, skills and attitudes a learner 

needs to develop throughout life, starting from early age onwards (Council of EU, 2018, p. 12). 

 The related literature review has indicated that EFL curriculum revisions in Turkey have 

constituted the main focus of much research. Namely, Er (2006) reported that English curricula 

for 4th and 5th grades fail to realize the aims and specific objectives of cognitive, affective and 

psychomotor domains. Merter et al. (2012) found that teachers generally have negative opinions 

about the different dimensions of new high school English curriculum. Kozikoğlu (2014) 

analyzed 7th grade English programme in respect of target objectives and concluded that the 

programme objectives concerning listening and writing were not fully attained. In a similar 

vein, İyitoğlu and Alcı (2015) reported that teachers criticized 2nd grade EFL curriculum on the 

account of lack of adequate need analysis, motivation for the students to speak, materials to 

help them learn English effectively, and communicative activities to help them learn to 

communicate in the living language. In a follow up study, Zorba and Arıkan (2016) noted that 

9th grade English curriculum for Anatolian High Schools fulfills 7 out of 9 CEFR principles and 

criticized it on the unequal distribution of the outcomes across five language skills. In a 

comparative study, Badtı (2017) reported that 9th grade English curriculum is more satisfactory 

than 11th grade curriculum based on the Context, Input, Process and Product (CIPP) model 

(Stufflebeam, 1994). Kürüm-Yapıcıoğlu, Kara and Sever (2016) attribute such problems to the 

fact that findings of the evaluation studies conducted on the education programs in Turkey were 

not sufficiently taken into consideration by MoNE. Likewise, Erarslan (2018) advocates that 

some components are still defective in terms of programme design due to the top-down program 

design policies of MoNE.  

 All in all, to the best of the researcher’s knowledge, the revised secondary EFL 

curriculum in Turkey has not been previously investigated regarding two categories of key 

competences (CoE, 2006): (i) Digital skills, and (ii) Horizontal skills. Hence, in order to bridge 

the research gap, the current study was motivated to analyze the newly introduced secondary 

EFL curriculum with the aim of revealing to what extent the identified learning outcomes were 

designed to attain digital and horizontal skills framed by the CoE (2006).  

 Digital skills simply cover mathematical competence and basic competences in science 

and technology, and digital competence in the following areas: (i) information and data literacy, 

including management of content; (ii) communication and collaboration, and participation in 

society; (iii) digital content creation, including ethical principles; (iv) safety; and (v) problem 

solving. Horizontal skills, on the other hand, involve competence in the subsequent areas: (i) 
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Learning to learn(personal, social and learning competence), (ii) Social and civic responsibility 

(values, attitudes, skills, knowledge and critical understanding, (iii) Initiative and 

entrepreneurship (Abilities of turning ideas into actions, creating values, negotiating others with 

empathy, taking care of the world), and (iv) cultural awareness and creativity (having a voice 

and a way (tools/processes) to view and shape the world, developing a sense of one’s own place 

or role in society, positive open-minded toward cultural diversities., curiosity,  and etc.).  

Methodology 

The data were compiled from 325 learning outcomes in the revised EFL curriculum (for 9th to 

12th grades) using the document analysis method, ‘a technique that relies heavily upon a variety 

of written materials for data, insights, and judgments about programs or events’ (Garman, 1982, 

p. 1). Document analysis is useful when striving to understand the processes of change and 

continuity over time, as well as the origins of the present that explain current structures and 

relationships in the context of recent and longer term trends (Cohen, Manion, & Morrison, 

2011; cited in Openo et al., 2017, p. 5). Hence, it was exclusively employed in the current 

research as it involved the analysis of a written material that was hoped to provide us better 

understanding of the recently introduced EFL curriculum in Turkey. Subsequently, the learning 

outcomes in concern were classified through content analysis into the following skill categories 

and six sub-categories, proposed by the CoE and implemented in the European countries: (i)  

Digital skills (literacy, and basic skills in math and science), and (ii) Horizontal skills (learning-

to-learn, social and civic responsibility, initiative and entrepreneurship, and cultural awareness 

and creativity). Content analysis is a research technique for making replicable and valid 

inferences from texts (or other meaningful matter) to the contexts of their use (Krippendorp, 

2004, p. 18). It allows verification through reanalysis and replication as the data are in a 

permanent form (texts) (Cohen, Manion & Morrison, 2007) and involves "coding, categorizing 

(creating meaningful categories into which the units of analysis – words, phrases, sentences etc. 

–can be placed), comparing (categories and making links between them), and concluding– 

drawing theoretical conclusions from the text" (p. 476). All in all, content analysis was utilized 

in this study to examine the afore-mentioned curriculum document by categorizing the learning 

outcomes into the skill groups they address. The categories of digital skills and horizontal skills 

could be interpreted as ‘codes’ while the sub-categories of literacy, basic skills in math and 

science, learning-to-learn, social and civic responsibility, initiative and entrepreneurship, and 

cultural awareness and creativity could be considered ‘themes’. It is noteworthy that each 

learning outcome was allowed to fall into multiple categories during the analysis procedure. 

The following learning outcome was taken from 10th grade EFL curriculum to exemplify the 

case in concern. 

Students will be able to write a short paragraph of comparing traditions around the 

world.  

 This particular learning outcome simultaneously falls into the category of creativity as 

it requires writing a paragraph, that of basic skills in math and science as it requires comparison, 

and that of cultural awareness and creativity as it involves knowing about traditions around the 

world. The expert opinion was elicited from two faculty members with specialization in 
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curriculum and instruction. The inter-rater reliability was found quite high (.93) moving from 

Miles and Huberman (1994) who assert that inter-rater agreement in qualitative data analysis 

should approximate or exceed 90%. The findings obtained from data analysis are discussed and 

outlined in the following section.  

 

Findings and Discussion 

The research findings showed that 70 and 114 out of 325 learning outcomes were designed to 

develop students’ digital and horizontal skills, respectively. In other words, slightly over 22% 

of the outcome statements identified in the secondary EFL curriculum address digital 

competence and basic skills in math and science while approximately 35% of them cover such 

skills as learning-to-learn, social and civic responsibility, initiative and entrepreneurship and 

cultural awareness and creativity. Figure 1 illustrates the distribution of the competences in 

concern across grades.  

 

Figure 1. Key competences in the revised EFL curriculum (across grades) 

 As seen in Figure 1, horizontal skills were attained by a higher number of learning 

outcomes in all grades when compared to digital skills. The following are taken from different 

grades to exemplify the outcome statements falling into the identified categories of skills. 

Students will be able to find specific information in a simple text about jobs/ 

nationalities/ countries. (Grade 9/ Horizontal skills) 

Students will be able to talk about their daily activities and the frequencies of those 

activities. (Grade 9/ Digital skills) 

Students will be able to write an opinion paragraph about their plans. (Grade 10/ 

Horizontal skills) 

Students will be able to reorder the scrambled steps of a cyber game in a text. (Grade 

12/ Digital skills) 
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 It was interesting to see that both categories were supported by relatively a lower number 

of outcomes in 11th grade on the contrary to the steady increase observed in those identified for 

10th and 12th grades. Figure 2 displays the distribution of the learning outcomes across the 

revised EFL curriculum regarding the afore-mentioned sub-competences. 

 

Figure 2. Sub-competences attained by the learning outcomes in the revised EFL curriculum 

 As can be seen in Figure 2, ‘cultural awareness and creativity’ revealed the mostly 

attained sub-competence by the outcome statements throughout the revised EFL curriculum 

(21.85%), followed by ‘basic skills in math and science’ (19.08%). This particular finding 

endorses with Deveci et al. (2018). The categories in question were followed by ‘initiative and 

entrepreneurship’ (6.15%) and ‘literacy’ (2.46%). The following statements are intended to 

illustrate these learning outcomes identified for different grades. 

Students will be able to write a paragraph imagining themselves as a hero/heroine. 

(Grade 10/ Horizontal/ Creativity) 

Students will be able to categorize the descriptive vocabulary related to objects and 

people in a recorded text. (Grade 10/ Digital/ Basic skills in math) 

Students will be able to write an essay about a well-known figure from Turkish history. 

(Grade 11/ Horizontal/ Cultural awareness and creativity) 

Students will be able to interpret information from graphic features (graphs, charts, 

tables, etc.). (Grade 12/ Horizontal/ Basic skills in math) 

 One of the most striking findings of the research was that no learning outcomes were 

designed to improve ‘learning-to-learn’ skills of the secondary EFL students. This finding 

largely coincides with Cornford (2002), who previously informed that learning to learn skills 

receive "less than due consideration of their foundational importance for policy development" 

(p. 358). A more specific distribution of the learning outcomes regarding sub-competences 

across grades is demonstrated in Figure 3. 
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Figure 3. Sub-competences in the revised EFL curriculum (across grades) 

 As shown in Figure 3, the sub-competence categories except ‘basic skills in math and 

science’ and ‘cultural awareness and creativity’ were largely neglected in all grades. The 

categories of ‘social and civic responsibility’ and ‘initiative and entrepreneurship’ were slightly 

promoted by the learning outcomes from 9th to 11th grades. The outcomes in question are 

illustrated in the following statements extracted from the revised curriculum. 

Students will be able to write an essay about the importance and effects of values and 

norms in society. (Grade 11/ Horizontal/ Social and civic responsibility & Creativity) 

Students will be able to distinguish the positive and negative expressions about human 

rights in a recorded text/video. (Grade 12/ Horizontal/ Social and civic responsibility) 

Students will be able to make suggestions about improving human rights. (Grade 

12/Horizontal/ Social and civic responsibility & Initiative and entrepreneurship) 

 Lastly, ‘literacy’, which "involves the confident and critical use of ICT for employment, 

learning, self-development and participation in society" (CoE, 2006, cited in Kirsti, Punie & 

Redecker, 2008, p. 1), proved the least attained category in all grades. The following are the 

outcome statements designed to improve digital literacy of the students. 

Students will be able to write a blog recommending places to visit in Turkey. (Grade 11/ 

Digital skills/ Digital literacy & Horizontal skills/ Cultural awareness and creativity) 

Students will be able to identify the lexis and jargon about a web-page on technology. 

(Grade 12/ Digital skills/ Digital literacy) 

 The following section offers the summary of research findings, a couple of practical 

implications developed based on these findings, limitations of the study and a few suggestions 

for further directions. 
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Conclusion 

This particular study scrutinized the updated EFL curriculum for secondary education in Turkey 

(MoNE, 2017) with a close look at the learning outcomes to figure out to what extent they were 

designed to improve digital and horizontal skills framed by CoE (2006). The afore-presented 

research findings revealed that horizontal skills were supported by a higher number of learning 

outcomes than digital skills in the revised secondary EFL curriculum (in all grades). We could 

also mention fluctuations across grades for both skill groups as they entertained a steady 

increase from 9th to 12th grades except 11th grade. Life-long learning skills such as ‘initiative 

and entrepreneurship’, ‘social and civic responsibility’ and ‘literacy’ were largely neglected 

throughout the curriculum. Furthermore, the statements falling into the category of ‘social-civic 

responsibility’ were restricted to the following five themes in the whole curriculum: (i) 

Emergency and Health Problems (9th Grade), (ii) Helpful Tips (10th Grade), (iii) Values and 

Norms (11th Grade), (iv) Human Rights (12th Grade), and (v) Alternative Energy (12th Grade). 

More significantly, ‘learning-to-learn’ was attained by no learning outcomes across the revised 

curriculum.  

 Hence, in the light of these findings and those informed by the relevant literature, a 

couple of practical implications were generated. First of all, EFL curriculum designers might 

be recommended to construct an adequate number of learning outcomes that are intended to 

cover such competences as ‘initiative and entrepreneurship’, ‘learning-to-learn’, and ‘digital 

literacy’. In a broader sense, they are strongly suggested to build well-structured and clearly 

defined learning outcomes in accordance with the key competences proposed by CoE (2006) 

and by taking the views of the most significant stake-holders, namely teachers and students into 

consideration while constructing the EFL curriculum. As for ‘social and civic responsibility’, 

integration of such topics as stray animals, homeless people, traffic rules, recycling, and 

protection of historical heritage into the curriculum might be recommended in order to raise 

students’ awareness of the community and the world they are living in. The teachers, ‘the most 

important school-related determinant of student achievement’ (Berry, Hoke & Hirsch, 2004, p. 

684), might be advised to implement the assigned curricula by developing and employing 

effective teaching strategies likely to compensate its weaknesses. As more visible key 

competences are needed at the level of learning outcomes (ERG, 2017), the learning outcomes 

in the revised curriculum should be reconsidered by taking the general objectives of the 

programme into consideration. In addition, as noted in Erarslan (2018), top-down program 

design policies of MoNE might be reconsidered to obtain better results from implementation of 

the programmes. Lastly, findings of the evaluation studies conducted on the education 

programmes in Turkey as well as those reported in this research should be taken into 

consideration by MoNE during the curriculum development process (Yapıcıoğlu, Kara & 

Sever, 2016).  

 This study was limited to the investigation of digital and horizontal skills across the 

revised secondary EFL curriculum in Turkey with a specific focus on learning outcomes. 

Hence, further research might explore these skills in the curricula for other courses at various 

levels. In addition, traditional skills such as communication in mother tongue and 

communication in foreign languages might be investigated in different course curricula in 



204 

future studies. Lastly, possible reasons for inadequate promotion of certain sub-skill categories 

might be explored in future research. 
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Abstract 

Teachers are the key element of the learning and teaching process in the language teaching 

field. Every action of a teacher influences child behaviour, either directly or indirectly. 

Therefore, teachers’ performance is one of the most determining factors that affects students 

and their will to learn. Briefly, teachers’ demotivation affects their performance and 

accordingly, the learning process. Even though the issue of teacher demotivation is very 

significant, a limited number of studies have been conducted on teacher's demotivation in 

Turkey. The aim of this study is to investigate the factors demotivating EFL teachers in Turkey 

and the effects of these factors on teachers. The design of the study is descriptive and it aims to 

illustrate the current situation in the related field. Further, mix method has been used to conduct 

this study. Convenience sampling method has been preferred for the research and 100 

participants have been selected for the study. Teacher Demotivational Questionnaire by Sugino 

(2010) and a semi-structured interview have been chosen to collect data. The results showed 

that Working Conditions is the most demotivating factor among the Turkish EFL teachers. 

 

Keywords: Demotivation, teacher demotivation, Turkish EFL teachers, demotivating factors 
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Introduction 

 

Demotivation can be described as a decrease or drop in level of motivation. It is not an absence 

of motivation because motivation must exist before there can be a decrease. It has been 

discussed in different studies that demotivation is a factor that can influence the learners’ 

attitudes towards language learning (e.g. Crookes and Schmidt, 1991; Dörnyei, 2001; Kikuchi, 

2009; Oxford, 1996;). The notion of demotivation is defined as “specific external forces that 

reduce or diminish the motivational basis of a behavioural intention or an ongoing action” 

(Dörnyei, 2001, p.139) Teacher demotivation is often associated with five main factors: 

stressful nature of work, inhibition of teacher autonomy, insufficient self-efficacy, content 

repetitiveness, and inadequate career structure (Dörnyei, 2000, p. 165).   

           Doyle and Kim (1999) examined the EFL/ESL teacher demotivation issue. They 

concluded that lack of the following factors caused dissatisfaction among EFL/ESL teachers: 

respect from administration, promotion opportunities, long-term employment and job security, 

rewards for creativity, functioning of the education system, funding for projects, autonomy in 

the teaching and evaluation system, autonomy due to mandated curricula and tests, proper 

teaching environments, teacher training and institution of team teaching and foreign assistant 

teachers.  

 In addition, Hettiarachchi (2013) investigated the aspects of motivation and demotivation 

among English language teachers in Sri Lankan public schools and found that the most frequent 

demotivators related to teaching included limited facilities for teaching and learning in schools, 

inefficiency of school administration and zonal education offices, difficulties in obtaining 

teacher transfers, the discrepancy between the English curriculum and students’ English 

proficiency, and the poor relationship between colleagues.  

           Connie (2000) found that the demotivating factors included a lack of enthusiasm in 

teaching, low salary, a heavy workload, especially a lack of teaching materials and an 

inflexible curriculum in Mexico. Furthermore, Johnson (2001) suggested that the 

demotivating factors were mostly related to unavailability of secondary teaching materials, 

work overload, inflexible curriculum, and limited resources for teaching in Mexico. Addison 

and Brundett (2008) also examined de-motivational factors of teachers from the point of view 

of ethnographic characteristics. In terms of religion, Muslim teachers or those without any 

religious faith were more likely to get de-motivated than their colleagues with other religious 
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beliefs. Single teachers or those with no child were more vulnerable to demotivating drives. 

In brief, the main de-motivators discovered from among six schools were workload and long 

working hours in England. Similarly, a study by Sarmazeh (2015) conducted in Iran also 

shows that the most demotivating category is ‘Working Conditions’.  

         Kızıltepe (2008) in a study tried to identify the sources of motivation and demotivation 

among English teachers at a public university. The motivating factors were recognized as 

learners, profession and social attitude, while the demotivating factors were financial status, 

physical characters, research and working conditions. His research investigated the sources of 

motivation and demotivation among teachers at a public university in Istanbul. He concluded 

that students are the main source of motivation and demotivation.  On the other hand, Sugino 

(2010) organized a study on the topic of factors which demotivate Japanese English teachers. 

He planned a questionnaire with 37 items into four sub-sections of demotivating factors: 

student's attitudes, student's abilities, school facilities and working conditions, and human 

relationships. Participants were 97 Japanese English teachers working in universities. The first 

language of different participants was different as well. The findings revealed that the most 

frequent demotivating factor is the negative attitude of the students toward learning English and 

the least frequent factor is concerned with teaching materials and divergence in student's 

competencies. 

 All in all, there are several studies with different results in the field of Teacher demotivation 

in the related literature. However, it seems very few studies were conducted about Teacher 

Demotivation in Turkish context; (e.g., Aydin, 2012; Barın, Han, & Sarı, 2018; Han & 

Mahzoun, 2017; Kızıltepe, 2008) and none of these studies focus on teachers who work with 

different level of students (e.g., primary school, secondary school, high school teachers). 

Kızıltepe (2008) identified the sources of motivation and demotivation among English teachers 

at only a public university but there is no study about primary school, secondary school and 

high school EFL teachers in Turkish context. Therefore, this study aims to contribute to the 

existing literature through examining EFL teachers with a different perspective. 

Purpose of Study  

The review of the previous literature suggests that few studies have been conducted to 

determine the demotivating factors among Turkish EFL teachers Therefore, this study aims ate 

identify the demotivating factors among Turkish EFL teachers. Moreover, this study 

investigates the level of demotivating factors belonging to different categories. 
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Research Questions: 

1) What are the factors mostly demotivating Turkish EFL teachers?  

2) To what extent do the factors in each category demotivate EFL teachers? 

Methodology 

Research Design 

Explanatory sequential mix method was used in this study for getting a better understanding of 

the findings. To begin with, Quantitative method was used for apprehending better to the 

numerical data which was attained from Teacher Demotivation Questionnaire (TDQ) by Sugino 

(2010). Afterwards, Quantitative method was used for analyzing and comprehending better to 

the verbal data which was obtained from semi-structured interview.  

Sampling Method 

Convenience sampling method was used to choose participants in this study. Online version of 

the Teacher Demotivation Questionnaire was created and shared with the teachers via online 

survey platform and 91 EFL teachers filled the questionnaire. Among 91 EFL teachers 

participating in this study, 60 (65,9%) participants were female and 31 (34,1) participants were 

male. Considering participants’ age, 50 (54,9%) participants were 20s, 26 (28,6%) participants 

were 30s, 12 (13,2%) participants were 40s and 3 (3,3%) participants were 50s. Taking the type 

of institutions into consideration, 56 (61,5%) participants worked in state school and 35 (38,5%) 

participants worked in private schools. The level of students the participants taught in their 

institution could be demonstrated as 41 (45,1%) participants taught secondary school, 21 

(26,4%) participants taught high school, 14 (15,4%) participants taught primary school, 12 

(13,2%) participants taught adult students. After ninety-one participants responded the 

questionnaire, ten random participants among them were interviewed to support quantitative 

data. 

Instruments 

Two data collection tools were preferred to collect data. Teacher Demotivational 

Questionnaire by Sugino (2010) and a semi- structured interview were conducted to obtain 

accurate and elaborate data. The questionnaire involves thirty-eight items and four category 
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related to teacher demotivation. On the other hand, the questions were identified for the 

interview and it was recorded and transcribed to analyze later. 

Procedure 

91 EFL teachers were chosen among Turkish high EFL teachers by utilizing Convenience 

Sampling method. They were handed out Teacher Demotivation Questionnaire and it contains 

thirty-eight items reflecting the demotivating factors and a five- point Likert Scale ranged 

from strongly demotivated to least demotivated was used. 

           They were to circle the items which they thought the most appropriate for their 

situation and which represents their demotivational level. The participants attended the study 

voluntarily and there was no time limitation that might put pressure on them so they were 

comfortable when contributing the study. 

           After responding to the questionnaire, 10 participants were asked whether they wanted 

to attend an interview. After they wanted to take part in this process of the study, a semi- 

structured interview was conducted with them. The interview questions were related to the 

research questions and they aimed to get more detailed information from participants. 

Data Analysis 

SPSS 23 Quantitative Data Analysis Program was used to analyze numerical data and Content 

Analysis Method was used to analyze verbal data to get deeper understanding from participants. 

 

Findings 

The purpose of this current study was to reveal the demotivating factors of Turkish EFL 

teachers. Teacher Demotivation Questionnaire and semi-structured interview were conducted 

to acquire data. The questionnaire consists of four categories: Students’ Attitude, Classroom 

Facilities and Teaching Materials and Curriculum, Working Conditions, Human Relationship. 

In this section, we not only compared the demotivational categories with one another by 

evaluating their mean and standard deviation, but also indicated the most and least demotivating 

factors in each category. Participants’ comments were also added to support qualitative data 

and to make the results more comprehensible and efficient for the readers. First of all, the 
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categories were sorted according to their demotivating effects. Then, the most and the least 

demotivating factors in each category were indicated with participants’ comments. 

 

Table 1: Mean and standard deviation of categories 

Demotivational Categories  Mean  Standard Deviation  

Students’ Attitude  2,93  1,34  

Classroom Facilities and 

Teaching Materials and 

Curriculum  

3,00  1,31  

Working Conditions  3,16  1,34  

Human Relationship  2,91  1,29  

 

 

           As it can be seen from the table, Working Conditions category is the most demotivating 

one among all with 3,16 mean and 1,34 standard deviation. Furthermore, the second 

demotivating category is Classroom Facilities and Teaching Materials and Curriculum with 3, 

00 mean and 1, 31 standard deviation. The third demotivating category is Students’ Attitude 

with 2, 93 mean and 1, 34 standard deviation. Eventually, Human Relation category is the least 

demotivating among all with 2, 91 mean and 1, 29 standard deviation.  

           The factors which may cause demotivation in each category were examined and 

evaluated. According to the participants answers in questionnaire, ‘Students talk to each other 

in class’ factor is the most demotivating factor with 3, 51 mean and ‘Students sleep during the 

lesson’ factor is the least demotivating one with 2,46 mean among all other factors in both 

Students’ Attitude category and the whole questionnaire.  

Participant 1 stated:  
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Students’ academic knowledge is quite inadequate and they behave disrespectfully, they do not 

even know how to talk with a teacher. Because this is a private school, our students do not think 

that they need to respect and behave respectfully to their teacher.  

 Among several factors in Classroom Facilities and Teaching Materials and Curriculum 

category, ‘Emphasis on Exams’ factor is the most demotivating factor with 3,59 mean and 

‘Teaching material is NOT fixed’ factor is the least demotivating factor with 2,72 mean. 

Participant 3 indicated: 

‘There is no smart boards in the classrooms and even though there is a portable projection, 

before every lesson I have to set it up, but how can I set the projection before every lesson 

because I have lessons in different classrooms.’  

‘Except for this, I do not have course books. I have to follow the curriculum but there is no 

course book and I cannot prepare lesson plans.’  

 As is was stated before, Working Conditions is the most demotivating category in the 

questionnaire and low pay factor is the most demotivating factor with 3,85 mean both in this 

category and in the questionnaire. Transportation problems is the least demotivating factor with 

2,56 mean. Participant 5 said: 

‘I have 40 hour lessons per week including Saturdays and I also have watch duty on some days 

in the school and I sometimes have 8 hours’ lesson and watch duty at the same time and it 

devastates me. ‘  

‘Besides, I do not think my salary is adequate when I think about the lesson hours I take.’  

 Eventually, Human Relationship category was indicated as the least demotivating category 

above. When the category was examined in detail, little appreciation from the administration is 

the most demotivating factor with 3,26 mean and negative comments by colleagues is the least 

demotivating factor with 2,71 mean in the category. Participant 2 specified: 

‘Whenever I ask permission from the administration, they make trouble even if I am sick.’ 
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Discussion 

This study aimed to find out what factors demotivate Turkish EFL teachers. The results revealed 

that factors categorized under Working Conditions was the most demotivating one among the 

others. When the related literature was reviewed, the results of this study were consistent with 

several previous studies. Connie (2000) found that the demotivating factors included a lack of 

enthusiasm in teaching, low salary, a lack of teaching materials, a heavy workload and an 

inflexible curriculum in Mexico. Working conditions category in our study contains the factors’ 

low salary’ and ‘a heavy workload’ in Connie’s study so it can be concluded that this study is 

consistent with our study. Tziava (2003) pointed out that the most demotivating factor was 

Payment Scale in Greece. Moreover, (Bennell, 2004) in many low-income countries, high 

proportions of teachers working in public school systems are poorly motivated due to a 

combination of low morale and job satisfaction, poor incentives, and inadequate controls and 

other behavioral sanctions. Wangchuk (2007) introduced a study by Dorji, a lecturer of the 

College of Education in Buhtan. In that study, it was reported that a majority of 51 school 

teachers in the study had low morale and motivation due to additional responsibilities such as 

two hours of drawing up lesson plans every day.  Addison and Brundrett (2008) indicated that 

‘children behaving badly or showing a lack of interest’ and having to ‘work long hours with a 

heavy workload’ factors demotivate teachers in England. The factor ‘work long hours with a 

heavy workload’ is very similar to the factors in Working Conditions in our study so this study 

is consistent with our study. In Iranian and Japanese context, Baniasad- Azad and Ketabi (2013) 

did a comparative study to examine the demotivators among Iranian and Japanese English 

teachers. The results showed that demotivators emerged differently in each context. Iranian 

English teachers were demotivated in regards with curriculum, bonus, appreciation, unstable 

employment system, students' lack of interest, and minimum research funds. Meanwhile, in the 

Japanese context, students' negative attitudes, long contact hours, overabundant paperwork, and 

lack of variety of teaching methods became demotivators in teaching. When two countries’ 

contexts are investigated; ‘bonus’, ‘appreciation’, ‘unstable employment system’ and 

‘minimum research funds’ factors in Iranian context and ‘long contact hours’, ‘overabundant 

paperwork’ factors in Japanese context are in Working Conditions category in our research and 

thereby these two different context and their results support this current study. Sarmazeh (2015) 

conducted a study in Iran shows that the most demotivating category is ‘Working Conditions’. 

Furthermore, Syamananda (2017) showed that heavy workload and low salary demotivate EFL 
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teachers in Thailand. Working Conditions category consists of these two factors in our study 

and hence this study also is also consistent with ours. 

 

           There are also several studies which support the other categories in the related literature. 

Johnson, C. R. (2001) illustrated that curriculum was the most demotivating factor in Mexico. 

Kızıltepe (2008) specified that students are the main demotivating factor among Turkish 

university teachers. Sugino (2010) showed that ‘Student Attitude’ category is the most 

demotivating one in Japan. Another study conducted in Hungary, Menyhart (2008) says that 

stress can be the most demotivating factor that can sometimes prevent teachers from adequate 

teaching. Similarly, Baleghizadeh and Gordani (2012) examined career motivation of 160 

secondary school EFL teachers from the viewpoint of the quality of work life in the Iranian 

context. Among the culprits of loss of motivation, repetitive teaching materials and low 

opportunities for professional growth were of higher priority to the teachers. Moreover, 

Hettiarachchi (2013) has found that the major demotivating factors among Sri Lankan EFL 

teachers were insufficient learning facilities, inefficiency of “school administration and zonal 

education offices “(p.8), difficulties in obtaining teacher transfers, the gap between the English 

curriculum and students' English proficiency, and the poor relationship among colleagues. 

Another result which was also seen in Kumazawa (2013) indicated that there was a wide gap 

between what teachers had expected and their real experiences in their job, which was a great 

source of demotivation for some teachers. 

 A comparative study can be illustrated as Kim, Kim and Zhang (2014) tried to determine 

differences in demotivation between Chinese and Korean English teachers and the findings 

represented that the overcrowded classes was significantly detrimental for teachers for both 

countries. Chinese teachers were perceived to be more demotivated due to the expectations and 

the interference from the student's parents. The lack of student's willingness in English classes 

and administrative tasks were identified as the demotivating factors for Korean teachers. Han 

and Mahzoun (2017) conducted a qualitative study and the results pointed out that lack of 

effective communication with school administration and colleagues and lack of interest, 

attention and respect from students were the main causes of demotivation at work for both 

teachers in Turkey. Barın, Han and Sarı (2018) showed that lack of self-motivation is the most 

frequently stated issue that causes demotivation. Further, extrinsic factors (e.g. curriculum and 

course book, facilities for teachers, and school administration) can negatively affect the 

demotivation of the EFL teacher in Turkey.  
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           On the other hand, there are two studies that contradict both our research results and 

previous studies’ results. Kızıltepe (2008) specified that students are the main motivating and 

demotivating factor among Turkish university teachers. On the contrary to these studies above, 

students can be the source of motivation and demotivation in Kızıltepe’s study. Moreover, 

Tziava (2003) pointed out that the most demotivating factor was Payment Scale in Greece. The 

result of the most demotivating factor among EFL teachers in Tziava’s study and our study are 

consistent with one another.  On the other hand, Tziava (2003) pointed out that working 

environment, relationships with the boss, relationships with the colleagues and relationships 

with the students are the factors that motivate Greek EFL teachers. However, except for this 

specific study, all studies in the related literature point out that Students are one of the most 

demotivating factors among EFL teacher in different contexts. Therefore, it can be concluded 

that factors may cause both motivation and demotivation. It depends on individual differences 

and different research context. 

 

Conclusion 

This current study aims to find out the most demotivating factors among Turkish EFL teachers 

and it focuses on four categories; Students’ Attitude, Classroom Facilities and Teaching 

Materials and Curriculum, Working Conditions, Human Relationship. The results indicate that 

the Working Conditions category is the most demotivating one among Turkish EFL teachers. 

When the related literature was reviewed, it could be clearly seen that several studies are 

consistent with the result of our study. Besides, there are some studies which indicate that other 

categories are the most demotivating one in different contexts. On the other hand, there are few 

studies in contradiction because some factors are the source of motivation in these studies even 

though the rest of the studies pointed out that these factors are the source of demotivation. When 

all things are considered, factors may cause both motivation and demotivation depending on 

individual differences and different research context. 

            All in all, Working Conditions, Curriculum and Students’ Attitude seem to be the most 

demotivating categories for the teachers in the related literature. It is clear from teachers’ 

statements that Working Conditions should be prioritized while taking any step to increase 

teacher motivation. Also, communication among all of the stakeholders in education system 

(teachers, students, parents and administers) should be enhanced to eliminate student related 

problems. Besides, most studies in literature were conducted as descriptive studies.In order to 
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deeply understand the nature of teacher demotivating factors, further research should focus on 

site and long term practices.  

 

Serhat KOCAMAN is an English teacher. He is currently doing a Master’s degree in language 

learning and teaching at Çukurova University. His areas of research center on mother tongue 

use in language learning. 

E-mail address: serhatkocaman1834@gmail.com 

  

 

Hasan Bedir is a graduate of ELT Department Faculty of Education, Çukurova University.  He 

completed his MA and Ph.D at the same university. He is teaching Educational Research 

Methods, Teaching English to Young Learners and Material Evaluation and Development at 

undergraduate level, Critical Thinking in ELT at MA and Current Trends in Teacher Education 

at Ph.D. 

E-mail address: hsnbedir@gmail.com 

 

 

 

References 

 Addison, R., & Brundrett, M. (2008). Motivation and demotivation of teachers in primary                       

schools: The challenge of change. Education, 3-13, 36(1), 79-94.  doi:    

10.1080/03004270701733254      

 Aydin, S. (2012). Factors causing demotivation in EFL teaching process: A case study. The 

Qualitative Report, 17(51), 1-13. Retrieved from http://nsuworks.nova.edu/tqr/vol17/iss51/1 

 Azad, S.B. & Ketabi, S. (2013). A comparative study of Iranian and Japanese English 

teachers’ demotivation factors. Pan-Pacific Association Applied Linguistics, 17(1), 39-55 

 Baleghizadeh, S., & Gordani, Y. (2012). Motivation and quality of work life among 

secondary school EFL teachers. Australian Journal of Teacher Education, 37(7), 30-42. 

http://dx.doi.org/10.14221/ajte.2012v37n7.8 

1.  

  Barın, M., Han, T., & Sarı, Ş. (2018). Factors affecting teacher motivation and 

demotivational-reasoning in a second service area school in Turkey: A single-case research. 

Journal of Language and Linguistic Studies, 14(4), 226-242. 

mailto:serhatkocaman1834@gmail.com
mailto:hsnbedir@gmail.com
http://dx.doi.org/10.14221/ajte.2012v37n7.8


219 

 Bennell, P. (2004). Teacher motivation and incentives in sub-Saharan Africa and Asia. 

Unpublished paper for Knowledge and Skills for Development, Brighton. 

 Connie, R. J. (2000). Factors influencing motivation and de-motivation of Mexican EFL 

teachers. Paper presented at the annual meeting of Teachers of English to Speakers of Other 

Languages, Vancouver, BC, Canada. 

 Doyle, T., & Kim, Y. (1999). Teacher motivation and satisfaction in the United States and 

Korea. Mextesol journal, 23(2), 35-48 .  

 Dörnyei, Z. (2001). Teaching and researching motivation. England: Pearson Education. 

 Han, T., & Mahzoun, Z. (2017). What demotivates foreign EFL teachers? A case study in 

Turkish context. The Qualitative Report, 22(4), 1001-1014. Retrieved from 

https://nsuworks.nova.edu/tqr/vol22/iss4/5 

 Hettiarachchi, S. (2013). English language teacher motivation in Sri Lankan public schools. 

Journal of Language Teaching and Research, 4(1), 111. 

 Johnson, C. R. (2001). Factors influencing the motivation and de-motivation in Mexican   

EFL teachers. MEXTESOL Journal. ERIC Document Reproduction Service No. 459605. 

 Kızıltepe, Z. (2008). Motivation and demotivation of university teachers. Teachers and 

Teaching: Theory and practice, 14(5-6), 515-530.  

 Kim, T.Y. & Zhang, Q.M. (2013). Research on second language teacher motivation: From 

a Vygotskian activity theory perspective. The SNU Journal of Education Research, 22, 129. 

 Menyhárt, A. (2008). Teachers or lecturers? The motivational profile of university teachers 

of English. WoPaLP, 2, 119-137. 

 Sarmazeh, A. (2015).  Demotivational factors among secondary school EFL teachers in 

Iran. Journal of Advances in Linguistics, Vol. 6, No. 2 

 Sugino, T. (2010). Teacher/students motivational/demotivational factors in a framework of 

SLA motivational research. Journal of National Defense Academy (Humanities and Social 

Sciences) vol. 100, 1-16.  

  Syamananda, P. (2017). Factors affecting EFL teachers’ motivation in Thai university:  A 

case study of EFL teachers at tertiary level. LEARN Journal:Language Education and 

Acquisition Research Network Journal, Volume 10, Issue 2, 2017 



220 

 Tziava, K. (2003). Factors that motivate and demotivate Greek EFL teachers. Unpublished 

doctoral dissertation. The University of Edinburgh: Edinburgh.  

  Wangchuk, S. (2007). Teachers need motivation. In Kuensel Newspaper online. 

http://www.kunselonline.com/modules.php  



221 

Mastering Linguistics and Literature-related Academic 

Content through English as a Medium of Instruction: Time to 

Listen to Students 

 

Şakire Erbay Çetinkaya 
 

Karadeniz Technical University, Faculty of Letters, Western Languages and Literature, 

Trabzon, Turkey 

ORCID: 0000-0003-2594-1205 

 

Aykan Kahraman  
 

Turkish Education Association (TED) Trabzon College, Trabzon, Turkey 

 

ORCID: 0000-0002-0992-810X  

Abstract 

In essence, English as a medium of instruction is a rapidly growing phenomenon enabling 

various academic subjects to be taught in EFL environments. There has been a plethora of 

publications on the use of English for educational purposes at the tertiary level in a wide variety 

of academic subjects including science, engineering, mathematics, medicine, and international 

relations, to list but a few. Yet, seldom is attention devoted to the employment of this 

pedagogical alternative in teaching English language and literature. Responding to the scholarly 

calls to further the issue in general and aiming at contributing to the existing line of scholarship 

by addressing this lacuna, the current study investigates what difficulties learners face while 

trying to internalize linguistic and literature-related academic content in an intensive English 

language programme and what strategies they employ to deal with these possible challenges. 

The study took place at a large-size public university in the northeast part of Turkey, and the 

data were collected from the 1st, 2nd, 3rd, and 4th graders (n= 295) at the Department of English 

Language and Literature with a self-devised open-ended questionnaire and 2 focus-group 

interview protocols (n=12). The open-ended questionnaires were quantitatively analyzed to find 

out the challenge and strategy themes and their codes. The transcribed data from the focus group 

interviews were qualitatively analyzed to explore the issue in greater depth and triangulate the 

results and several participant responses were quoted to enrich the results. Numerous language-

related, affective, teacher-related, course-related, environment-related, and peer-related 

challenges and several coping strategies were identified and reported. Lastly, classroom 

implications arising from the findings were shared to enlighten those interested parties, 

including administrative services, course lecturers, and students.   

Keywords: English as a medium of instruction, tertiary education, learning challenges, higher 

education, literature 
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Introduction 

English as a global language has key functions in a wide variety of domains, including science, 

banking, advertising, entertainment, tourism, education, transportation, law, interpretation and 

translation, technology, the Internet, to list but a few (Graddol, 1997). Education has been 

affected by this English spread, for it has been used as the medium of instruction at tertiary 

level of education since the 1960s (Crystal, 2003). The use of English as the medium of 

instruction is entitled as English as a Medium of Instruction (EMI, hereafter).  

 

EMI is defined as the utilization of English to convey academic content in education 

contexts where English is not used as the first language (Dearden, 2014). However, the term 

has been often confused with Content and Language Integrated Learning (CLIL, hereafter). 

These two differ in basically three aspects. First, CLIL is dual-focused form of instruction in 

that both language and content are paid equal attention. However, EMI does not directly aim at 

teaching language, and language teaching has been taken for granted. Second, despite the theory 

on its application in any level, CLIL has been commonly preferred at primary and secondary 

education. Yet, EMI has enjoyed its popularity at tertiary level. Lastly, both have geographical 

distinctions. While CLIL has been popular mostly in Europe, EMI has been globally preferred 

in non-native environments in higher education institutions around the world (Soruç & 

Griffiths, 2018). 

The related literature has documented why EMI has been quite popular at tertiary level 

around the world. These could be summarized as follows: desire for internationalization and 

establishing a global profile, aim at attracting international students and that revenue, the status 

of English as an international language particularly in the domain of research publications, and 

the aim of The Higher Education Councils to prepare home students to be competitive in an 

integrated world (Dearden, 2014; Dearden and Macaro, 2016; Macaro, Curle, Pun, & An, 2018; 

Soruç and Griffiths, 2018).  

 As Crystal (2003) rightly puts, the role of English as the medium of knowledge 

production and dissemination in particularly science and technology has increased the 

popularity of its use as a medium of instruction. In scientific journals about biology, physics, 

mathematics, chemistry, computer science, and linguistics mostly English is used to write 

research reports. Therefore, the mastery of English helps people keep up with the current 

scientific and technological research. 

 Although EMI is highly valued in the related camp, there are possible challenges about 

its use at tertiary level. For instance, Bozdoğan and Karlıdağ (2013) have observed that 

classrooms with students from different proficiency levels and many students create a serious 

problem. Besides, there are not enough and satisfactory language aids, i.e., equipments and 

materials. Also instructors may focus on solely grammar and vocabulary and their low 

motivation could discourage students. In the same vein, Sert (2008) summarized the challenges 

documented in the literature as follows: difficulty to understand questions and inability to 

answer them, anxiety due to difficulty to organize their thoughts and produce in English, 

unmotivated instructors adopting Turkish as an instructional medium due to the possible 

challenges their students would have, and inability to perform well in meaningful and 

communicative tasks. 
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Due to the importance of English for globalization and economic factors, English has 

been preferred as a medium of instruction in Turkey. When the historical development of EMI 

in Turkey is analyzed, it is seen that in the 1987-1988, there were 193 English-medium 

secondary schools. Later, this number increased, and in 2006-2007 717 private secondary 

schools and 415 Anatolian high schools started to offer classes through EMI. However, after 

2003 due to poor performance in science and mathematics, EMI lost its popularity and Turkish-

medium of instruction (TMI, hereafter) started to be preferred. However, today several 

universities have been offering EMI based courses as English is popular for higher career and 

study abroad (Gökmenoğlu & Gelmez-Burakgazi, 2013). 

There have been a number of studies on EMI in the related literature. To illustrate, in a 

recent qualitative study, Soruç and Griffiths (2018) investigated the difficulties and coping 

strategies of 39 EMI students from International Relations and Psychology departments at a 

private university in Istanbul. The analysis of their data gathered via video recordings, open-

ended questionnaires, and stimulated-recall interviews  showed four difficulty themes: (1) 

difficulties with speaking and listening: accent, students’ low-level English, the difficulty to 

understand the English used in the classroom, (2) difficulties related to teacher/class: bad 

English, teachers reading only from slides, feeling bored, not understanding lecture content, (3) 

difficulties related to vocabulary: vocabulary and terms difficult to understand, and (4) 

affective/cognitive difficulties: feeling shy, feeling bored, distracted easily, and having poor 

memory. The researchers identified various coping strategies, including concentrating on the 

topic, asking related questions, visualization the situation, thinking critically, mixing the info 

with real-life experiences, asking for other examples, sitting in the front, participating more, 

taking notes, trying to understand from the context, using dictionary, and looking for main 

ideas. 

There are several studies on EMI in a wide variety of academic subjects, yet seldom 

attention has been devoted to its utilization as the medium of instruction in teaching English 

language and literature. Responding to the recent scholarly calls to address the lacuna, i.e., little 

research into the challenges and invisible studies on strategies in EMI literature (Soruç and 

Griffiths, 2018), the current study aimed at investigating what difficulties learners face while 

trying to internalize linguistic and literature-related academic content in an intensive English 

language programme and what strategies they employ to deal with these possible challenges. It 

is believed that such individual attempts have the potential to bring improvement in the related 

camp in that the quality of EMI could be boosted by providing suggestions for both teachers 

and departmental administrations to help their students.  

 

Methodology 

To this end, a qualitative case study research design was opted for. It is believed that this design 

can serve well to investigate students’ challenges, coping strategies, and their preferences for 

medium of instruction in a single case, i.e., only one department, as qualitative case studies 

have the potential to develop deeper understanding and description of single instances with 

careful analysis in unique contexts rather than numerical generalizations (Cohen, Manion, & 

Morrison, 2007).  

 The setting is the Department of English Language and Literature at a large-size public 

university in the northeast part of Turkey where the practitioner researcher has been working, 
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and the student researcher has been studying. The data were gathered from the 1st, 2nd, 3r, and 

4th graders (n= 295) chosen via convenience sampling, for the students of the practitioner 

researcher were available and accessible (Dörnyei & Taguchi, 2010). Besides, as the aim was 

to have a deeper understanding of a single case rather than generalize findings to wider 

populations (Cohen et al., 2007), the researchers opted for this common sampling strategy. 

While 195 are regulars majoring in the department, 97 are evening class students (F=203; 

M=90; Unstated=2). They were from all grades: 1st graders (n=117), 2nd graders (n=82), 3rd 

graders (n=59), 4th graders (n=34), and 5th graders (n=2). Most were around 20 and 21: 18 

(n=19), 19 (n=65),  20 (n=53),  21(n=66),  22 (n=33),  23(n=4), 25 (n=1),  26 (n=3),  28 (n=3), 

29 (n=2),  31 (n=1), 33 (n=1), and 35 (n=1). Most are locals, i.e., from the city (n=82). However, 

there were several who come from close cities such as Artvin (n=17), Ordu (n=12), Samsun 

(n=8), Rize (n=12), Giresun (n=9), and Gümüşhane (n=5). Some others come from the west of 

Turkey: Istanbul (n=18), Ankara (n=12), Bursa (n=8), Tokat (n=7), İzmir (n=7), Adana (n=5), 

Zonguldak (n=5), Hatay (n=4) and diverse cities. 

 Inspired by Soruç and Griffiths (2018), the researchers collected their qualitative data 

via a self-devised open-ended questionnaire as “the space provided for an open-ended response 

is a window opportunity for the respondent to shed light on an issue or course” (Cohen et al., 

2007, p. 331). To triangulate their survey findings, they had 2 focus-group interview protocols 

(n=12) “to get at what people really think about an issue or issues in a social context where the 

participants can hear the views of others and insider their own views accordingly” (Fraenkel, 

Wallen, & Hyun, 2006, p. 461). There were four questionnaire items: (1) possible problems due 

to EMI, (2) coping strategies, (3) whether EMI is a good pedagogical application, and (4) their 

preferences for language of instruction. Parallel items with the questionnaire were utilized as 

focus-group prompts. 

 The qualitative data were analyzed via thematic content analysis. The interviews were 

transcribed, and the full texts were created. First, the researchers familiarized themselves with 

the content by reading the text several times. Later, they coded the text, and then they 

categorized the codes and created sub-themes. While writing the research report, they 

exemplified just a few of the codes and categories with excerpts taken from the participants’ 

answers due to space limitation. 

 Both during data gathering and research report writing, the researchers attached utmost 

importance to ethical considerations. As the practitioner-researcher has been working at the 

institution for 9 years, the participants were familiar with her, and her friendly teacher attitude 

and emphasis on voluntarism were assumed to bring detailed answers. Besides, as the student 

researcher is an active student taking part in departmental activities and has close contact with 

the students, he had no difficulty to reach and persuade the participants to voice their views. 

Also, the researchers were careful not to cause any physical, psychological, or legal harm. The 

data were gathered in safe environments in that while the survey was held in the classroom, the 

interviews were conducted in the practitioner researcher’s office, both of which are safe places. 

Furthermore, deception was avoided, for the participants were informed about the aim and 

outcomes, and full anonymity was ensured via not asking the participants’ names and using 

codes in the research report. Lastly, research fraud and plagiarism were avoided in that all the 

data were reported as they were without harming them, and other people’s ideas were credited.  
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Findings and Discussion 

The findings gathered via thematic content analysis are presented data gathering instrument by 

instrument below. 

Open-ended Questionnaire Findings 

The first survey question aimed at investigating the challenges with EMI. 95 participants 

reported they did not have any problem with EMI. The others listed several problems. All the 

identified codes were categorized under five themes: difficulties related to teacher, difficulties 

related to language proficiency, affective/cognitive difficulties, difficulties related to course, 

and other problems. 

Several teacher-related challenges were identified. These could be listed form the 

highest to the lowest as follows: teachers’ accent (n=65), teachers speaking fast (n=37), 

teachers’ pronunciation skills (n=28), teachers speaking too slowly (n=11), teachers switching 

to Turkish (n=7), teachers not using Turkish (n=6), teachers not speaking fluently (n=6), 

teachers’ insufficient English (n=6), teachers’ instruction ability (n=5), insufficient teacher 

explanation (n=5), teachers’ high level of English (n=5), teachers using a monotonous tone 

(n=4), teachers’ speaking slowly (n=3), teachers swallowing words (n=3), teachers’ poor 

speaking proficiency (n=2), teachers’ professionally negative attitudes (n=1), and teachers 

reading only from slides (n=1). The wish for teachers’ good English is in line with what 

Bozdoğan and Karlıdağ (2013) has found. They probably think that if their teachers speak with 

a bad accent, they are highly likely not qualified to teach them the academic subject in English. 

They also found that their participants had difficulty due to their unfamiliarity with the 

pronunciation of their teachers or their too many pauses during courses, 

 Another problem category is difficulties related to language proficiency: insufficient 

vocabulary knowledge (n=44), not understanding the course-related terms (n=16), difficulty in 

comprehending sentences (n=14), low general English level (n=12), inability to express oneself 

(n=5), lack of listening practice (n=4), difficulty with words that have the same/similar 

pronunciation (n=1), lack of practice (n=1), and insufficient grammar knowledge (n=1).The 

findings are in line with the ones of the earlier ones: having serious difficulties due to unfamiliar 

and unintelligible words and expressions (Hellekjaer, 2010), challenges resulting from 

terminology/vocabulary (Bozdoğan & Karlıdağ, 2013), and lecturers’ use of unfamiliar 

technical vocabulary (Evans & Morrison, 2011). 

 The findings also showed the participants suffered from some affective and cognitive 

difficulties: lack of attention (n=10), lack of self-confidence (n=7), low student motivation 

(n=5), and feeling bored (n=1). In addition, some difficulties related to course were identified: 

difficult course content (n=27), inability to comprehend the topic (n=13), long course hour 

(n=2), task-based instruction (n=1), course based on memorization (n=1), and insufficient 

courses (n=1). Difficult course content was also found by Kırkgöz (2014), whose participants 

had the problem of understanding disciplinary knowledge and specific course details. And as 

she rightly argues, this problem brings about superficial learning as students tend to memorize 

the academic content to pass exams, and thus they quickly forget it.  

 There were some other problems: poor classroom conditions (n=12), noise coming 

outside the classroom (n=1), more need for student personal involvement (n=1), bad peer accent 

(n=1), lack of knowledge (n=1), education suspension (n=1), and communication problems 
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between peers (n=1). Different than the earlier studies which found negative attitudes towards 

EMI due to fear for language attrition and culture loss (see, for example, Po-yung & Hang-yue, 

2004), in the current study such concerns were not voiced by the participants.  

 The participants were also asked to list their coping strategies to solve their EMI-related 

problems. The identified strategies were categorized into two as those utilized in the classroom 

and outside the classroom. Those used in the classroom are as follows: listening to the teacher 

very carefully (n=25), asking peers (n=16), recording teacher (n=11), using dictionary (n=10), 

asking teachers to repeat (n=9), taking notes (n=7), trying to infer the unknown words from the 

context (n=5), understanding the key words and associating the sentences (n=5), trying hard to 

understand (n=3) , asking unknown words to the teacher (n=3), asking teachers to speak slowly 

(n=2), not caring the problems they encounter (n=2), translating what  teachers have said into 

Turkish (n=2), paying attention how teachers use vocabulary (n=1), comparing and contrasting 

teachers’ accents (n=1), taking the photo of the blackboard (n=1), analyzing what teachers have 

said (n=1), sitting on their own and away from close friends for not loosing attention (n=2), 

using cell phone in flight mode (n=1), being passive in the classroom (n=1), cooperating with 

peers to take notes (n=1), searching for the topic (n=1), trying to see the holistic picture (n=1), 

trying to focus on by washing face (n=1), paying attention to teachers’ instructions (n=1), 

asking teachers to make Turkish explanations (n=1), keeping motivation high (n=1), and having 

positive attitudes towards class (n=1). On the other hand, the participants reported several 

strategies they employed outside the classroom: watching 

films/series/documentaries/videos/vlog/panels with subtitles (n=25), asking unclear points to 

peers (n=13), searching for the topic after the class (n=10), preparing for the course (n=8), 

searching for the unknown words (n=6), sitting in the front (n=6), reading book (n=6), talking 

to the teacher about the unclear points (n=5), watching topic-related videos (n=4), reading the 

course content in the book (n=4), improving vocabulary knowledge (n=4), doing listening 

activities (n=4), identifying and compensating one’s weaknesses (n=3), reviewing classroom 

notes (n=5), getting familiar with accents (n=3), practicing English with foreigners (n=2), 

reading English newspapers (n=2), listening to foreign songs and following their lyrics (n=2), 

practicing on their own (n=1), searching for the correct pronunciation (n=1), reading English 

content in social media (n=1), asking for the help of other teachers (n=1), doing speaking 

practice (n=1), listening to audio books (n=1), using telephone in English (n=1), playing 

computer games (n=1), using  Turkish sources  (n=1), keeping a vocabulary notebook (n=1), 

and having Erasmus experience (n=1). Similar to the study of Soruç and Griffiths (2018), the 

participants were found aware of the potential strategies that could help them solve their 

problems. Besides, note taking and the use of authentic materials such as music, movies, and 

books were found two important strategies (Bozdoğan & Karlıdağ, 2013). 

 They were also asked whether EMI is a good pedagogical application. Most supported 

EMI (n=246). They listed several reasons for their backing:  improving their language (n=67), 

doing language practice: speaking, listening, pronunciation (n=93), understanding the content 

in its original language better (n=18), making practice for their future career (n=11), 

adopting/interiorizing English (n=10), improving vocabulary (n=8), having a command of 

terms that have no Turkish equivalence (n=7), internalizing the topic much better (n=4), 

parallelism between teaching and assessment (n=3), getting familiar with  other accents (n=2), 

thinking in English (n=2), lowering speaking anxiety (n=1), increasing creativity (n=1), and 

increasing motivation (n=1). The findings are in line with the literature in that such applications 

were believed to offer instrumental advantages such as improving English, leading to job 
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opportunities (Bozdoğan & Karlıdağ, 2013), improving English ability (Chapple, 2015), 

improving career prospects, enhancing language skills that help students get better jobs and 

study abroad (Sert, 2008), and offering better employment prospects (Kırkgöz, 2014). 

 In the questionnaire, the ones arguing against EMI were 15 who listed reasons such as 

difficult course content (n=9), difficulty to orient to the department and classes (n=1), no 

contribution (n=1), and difficulty to memorize things in English (n=1). Yet, there were some in 

between (n=32), who argued that Turkish could be utilized to sum up the content (n=4), avoid 

boredom (n=2) and monotony (n=1), help them understand difficult content easily (n=5), and 

to help them focus on the course easily (n=1). Besides, while 7 said that literature-related 

content should be given in English (n=7), and linguistic courses should be offered in Turkish 

(n=2). Only 3 participants argued for equal use of both mediums. 

 The participants were also asked their preference for medium of instruction.  While 87 

participants supported the use of only EMI, 209 voted for a bilingual model, i.e., EMI and TMI 

together. Only 3 supported the use of TMI. This preference for the use of English and Turkish 

was also found by Belhiah and Elhami (2015) and Kılıçkaya (2006). Similarly, the scholars in 

the related camp note that teachers could utilize Turkish when they have difficulty in offering 

the academic content effectively through English (Kırkgöz, 2014).  

Focus-group Interview Findings 

The researchers conducted two focus-group interviews immediately after the application to 

triangulate the questionnaire findings. Several challenges were listed: need for TMI for difficult 

and unfamiliar topics, problems with EMI in 1st grade but no problem with older students, 

teachers’ speech style (fast, monotonous, frequent use of gestures), low speaking proficiency 

of teachers, teachers not responding to students’ contributions/answers, teachers not linking 

topics/no transitions, unfamiliarity with teachers, teachers using a lot of technical words, 

teachers using a complex language/not daily language, teachers speaking hesitantly, teachers 

not speaking calmly, teachers not showing their self-confidence, teachers’ harsh attitudes 

towards students, easy distraction and boredom, peers speaking fluently discouraging the ones 

with poor English, peer pressure/classroom climate, teachers’ poor classroom management, and 

teachers using slides with much writing.  

 The interviewees reported various coping strategies: preparing for the course 

beforehand, taking notes about unclear points and asking them to the teacher after the class, 

motivating oneself about speaking, participating more, staying silent, recording teachers, 

comparing their notes with those of their peers, reading content from the coursebook and trying 

to understand with dictionaries, focusing on a detail of the teacher to avoid loss of focus, 

motivating oneself, asking teachers to share their slides with them, searching for the topic after 

the class, and asking teachers to sum up the class in Turkish at the end. One of the most 

interesting strategies was found cooperation in note taking. The following interviewee justifies 

their action and describes how they employ this strategy as follows: 

Madam, it is impossible for us to watch the slide show, listen to the teacher, 

and take down notes simultaneously. For example, there is much writing on 

teacher slides. We are 4th graders now, but we cannot do this although we 

know how to take classroom notes. We divide the slides. For example, 

participant 6 writes the first two sentences, and I write the last two sentences. 

Teachers do not share the slides beforehand. It is really difficult to listen, 
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write, and listen to the teacher together. If I record the teachers, I cannot 

understand as they are all murmuring (…) [Focus-group Interview 1, 

Interviewee 1, female] 

 

 In the focus-group interviews, the supporters of EMI were found higher. They listed 

several similar reasons such as the nature of the department, the need for courses compatible 

with the language of assessment, need for exposure to English, student encouragement to try 

harder. Yet, several were observed to welcome utilization of Turkish, i.e., a bilingual model 

(Belhiah & Elhami, 2015; Kılıçkaya, 2006; Kırkgöz, 2014) to clarify academic content and 

details difficult to convey through English.  

Conclusion 

This study aimed at investigating EMI-related difficulties and coping strategies. Numerous 

difficulties categorized under five themes were identified: difficulties related to teacher, 

difficulties related to language proficiency, affective/cognitive difficulties, difficulties related 

to course, and other problems. Yet, the participants were found to be aware of their problems 

and thus employ a wide variety of in-class and out-of-class strategies. 

 Based on these findings, some pedagogical implications could be offered. First, while 

conveying academic content in English, it is vital for teachers to adopt a partner role rather than 

a judge in that learners need to feel more comfortable with their Turkish use of English and in 

this way their self-confidence to produce orally could increase. Here teachers’ “who cares” 

strategy and their humorous tone play a crucial role in decreasing students’ anxiety. Besides, 

when needed, teachers should spend some of the lesson time to introduce the basic course-

related terminology and allow clarification requests (Bozdoğan & Karlıdağ, 2013). In this way, 

as Kırkgöz (2014) rightly notes, they can find a solution for the “time consuming nature of 

EMI”. Besides, students could be given strategy training in that they can employ various 

strategies to solve their problems autonomously. The current study reported several cognitive 

strategies, but some affective strategies could help students. Also, students could be equipped 

with communication strategies and accommodation skills so that their self-confidence in their 

own English use could increase. While doing so, teachers could utilize local Turkish figures 

speaking English well to meet their needs, and in this way, they become aware of the need for 

international intelligibility rather than imitating native speakers and thus feeling pressure. Last 

but not least, compatibility between the language of teaching and assessment is vital. When 

English literature and linguistics-related academic content is not taught in English but assessed 

in English, then students will have serious difficulty in understanding and answering exam 

questions properly, thereby having adversely affected academic performance (Kırkgöz, 2014). 

 The current study gained insight into the utilization of EMI in a small case. Further 

studies could be conducted in larger settings with more participants. The findings could be 

compared and contrasted to offer better pedagogical implications. Furthermore, it could be 

interesting to investigate the issue from teachers’ perspective and compare and contrast the 

findings from student perspective. 
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Abstract 

Despite a thriving body of both theoretical and empirical backing of short stories in language 

classes on account of several language contributions, personal growth, and gratification, the 

picture is incomplete due to implementation challenges. Hence, this integration sounding fine 

in theory needs more pedagogical attention to extend the understanding of the issue. This study, 

thus, is motivated by the need to conduct more systematic research on educational practices 

from diverse contexts in the pursuit of some answers to implementation challenges. It 

investigated student perceptions of the functionality of short story-based reading instruction. 

222 first graders at the Department of English Language and Literature in a northeast state 

university enrolled at the Texts on Language and Literature Course were targeted. Employing 

a qualitative approach, the researcher collected the data with an open-ended questionnaire and 

two focus-group interviews and conducted a thematic data analysis. The findings showed that 

the participants enjoyed the course as it enriched their vocabulary, enlarged their world view, 

motivated them to dig deep into reading, enhanced their critical thinking, increased their 

motivation to read in English, to list but a few. Yet, the implementation was criticised due to 

the content qualities. The practitioner audience are provided with useful insights gained from 

the findings in the end. 

Keywords: Short story, literature, reading, language, student perceptions, tertiary level 
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Introduction 

The existing literature documents that literature has been valued since the 19th century due to 

its potential benefits for language learning (Armstrong, 2015). Particularly in the 19th century, 

literary works were utilised as notable sources of material in Grammar Translation Method 

(GTM, henceforth) as the method values translation, grammar, and vocabulary. However, later 

literature was treated like a redundant subject during 1940s and 1960s as GTM was seen as a 

limited non-communicative pedagogy and thus lost its popularity in language curriculum. Yet, 

in the 1980s, the advent of Communicative Language Teaching (CLT, henceforth) regained 

literature its popularity in that literary texts are believed to serve well as real, cultural and 

pleasurable materials that help interaction. Besides, more research on the value of reading and 

publication of many texts on how to integrate literature into language curriculum help its 

assured status (Armstrong, 2015; Prinsloo, 2018).  

 Different genres of literature including poetry, drama, novels, and short stories could be 

integrated into language curriculum. Stories are seen as “a supreme resource for observing not 

only language but life itself”, and “this world of short fiction both mirrors and illuminates 

human lives (Sage, 1987, as cited in Hişmanoğlu, 2005, 61). These flexible teaching tools could 

help teachers increase fun in learning in that learners do not feel bored when engaged with these 

various human lives (Crumbley & Smith, 2000). Parallel with the possible benefits of literature 

integration into language curriculum in a broader sense, Pathan (2013) summarised the benefits 

embedded in the use of shorts stories documented in the related camp as linguistic, socio-

cultural, cognitive, and personal and emotional benefits. Short stories mirroring real life provide 

authentic context for language learning helping overall language skills enhancement. Besides, 

these inputs boost students’ communicative competence as well as encouraging them to think 

critically and creatively and interpret. Also, these texts reflecting real life encourage them to 

like reading and read more. Regarding socio-cultural benefits, it could be said that students 

learn to regard differences as richness and they tend to respect different cultures. What is more, 

they have the potential to teach social values, and thereby leading to personal growth and 

intellectual development. They also help cognitively in that students learn how to get the 

general meaning, empathise with the characters and thus have developed emotional 

intelligence, and their higher level thinking skills develop. Lastly, this integration is believed 

to have personal and emotional benefits, for they encourage students to imitate their good 

behaviours. They think about the struggles of these characters and reflect on their lives.  

 In a recent study, Prinsloo (2018) investigated the functions of short stories when they 

were assigned students as extensive reading activity.  Four function themes were identified: (1) 

Language: the acquisition of lexis, syntax, semantics, and the four traditional skills; (2) 

Thinking: expansion of one's ability to think critically, creatively, and hermeneutically; culture 

and personal growth; (3) Gratification: entertainment and interest; and (4) Pedagogy: creating 

interest in reading.  

 Short story-integrated classroom applications need to be considered with all their 

functions, benefits, and inherent challenges; otherwise, the picture is far from complete. 

Therefore, individual attempts, i.e., case studies, have the potential to bring improvement in 

that the findings could be added to the literature to date and teachers could be offered 

pedagogical suggestions for high-quality short story integration. Hence, this study investigated 

student perceptions of the functionality of short story-based reading instruction at tertiary level.  
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Methodology 

Responding to the recent scholarly calls to address the lacuna, i.e., little research into the 

integration of short-stories in English instruction, this study aimed at investigating student 

perceptions of the functionality of short story-based reading instruction. The following research 

question guided the study: What functions do English-majoring students attribute to reading 

short stories in language classes? The research is believed to meet the originality criteria 

suggested as the researcher is the first one to explore the issue in this case, and she used self-

created data gathering instruments. 

 To this end, a qualitative case study was opted for as it serves well to develop deeper 

understanding and description of single instances with careful analysis in unique contexts rather 

than numerical generalizations (Cohen, Manion, & Morrison, 2007). The data were gathered at 

the Department of English Language and Literature at a large-size public university in the 

northeast part of Turkey from 131 first graders (F=80; M=50; Unstated=1) chosen via 

convenience sampling. The researcher has been working and studying in the institution, and 

proximity, availability and accessibility were the important parameters for this choice (Dörnyei 

& Taguchi, 2010). Besides, not generalizing findings about wider populations (Cohen et al., 

2007) motivated the researcher to choose the participants via convenience sampling. Qualitative 

data were gathered via a self-devised open-ended questionnaire inspired by the study of 

Prinsloo (2018). While 80 of the participants are regulars majoring in the department, 51 are 

evening class students. Most are under 20: 18 (n=25), 19 (n=60), 20 (n=24), 21 (n=8). Most of 

them are locals, i.e., from the city (n=31), yet some come from close cities such as Rize (n=5), 

Ordu (n=3), Samsun (n=5), and Artvin (n=6). Some others come from the west of Turkey: 

Istanbul (n=17); Ankara (n=7); Bursa (n=3), Tekirdağ (n=4), and there are some from the 

central of Turkey such as Yozgat (n=3), and Kayseri (n=2). 

 The participants were enrolled at Texts on Language and Literature involving a careful 

examination of a wide variety of texts on both language and literature. Emphases are on the 

basic structures of these texts, ways to read and analyse them, considering all their details. In 

another word, it encourages students to dig into reading. However, the course also meets the 

needs of students regarding expressing themselves in both writing and speaking. While 

analysing the text, the medium of instruction is English, and thus, students are supposed to 

make their voice heard in English. The course also requires students to produce written products 

as an extension activity related to the analysed texts. The course covers the following topics: 

the basics of narration, elements of a short story, expository writing: scholarly journal articles, 

poetry, drama/play, and newspaper. The researcher gathered the data in the first seven weeks, 

when the classroom learned how to analyse and read short stories and did a lot of practice. 
During these seven weeks, the participants did the following activities: reading and analysing 

short stories, considering the plot, setting, characters, point of view, and theme, 

speaking/discussing issues in the text/comprehension and reflection questions, learning 10 new 

words in each text, focusing on phonetic transcriptions of these words, and doing writing 

activities: post-reading tasks. The following six short stories from world literature were read 

and analysed:  

1. The Death of a Government Clerk by Anton Chekhov  

2. Fat and Thin by A. P. Chekhov  

3. Miss Brill by Katherine Mansfield  
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4. The Californian’s Tale by Mark Twain 

5. The Demon Lover by Elizabeth Bowen  

6. A Chameleon by Anton Chekhov  

 

 A qualitative survey was utilised, for “the space provided for an open-ended response is 

a window opportunity for the respondent to shed light on an issue or course” (Cohen et al., 

2007, p. 331). The qualitative survey was supported with two focus-group interview protocols 

as this joint is assumed to help researchers “to get at what people really think about an issue or 

issues in a social context where the participants can hear the views of others and consider their 

own views accordingly” (Fraenkel, Wallen, & Hyun, 2006, p.461). The researcher utilised a 

self-devised open-ended questionnaire to gather the survey data. It covers four items on (1) 

possible benefits/contributions/positive sides, (2) possible challenges/ Parallel items with the 

questionnaire were utilized in the focus-group interviews. 

 To analyse the survey and focus-group findings, a thematic content analysis was utilised 

in that codes and categories of challenges and coping strategies were identified and counted. 

Later, these were categorised. During both data gathering and analysis, ethical considerations 

were taken into account. The friendly teacher attitude of the researcher and her emphasis on 

voluntarism in data gathering increased the response rate in the survey. Besides, the participants 

were ensured no physical, psychological, or legal harm. Also, deception was not allowed as 

they were informed about the aim of the study deception, and full anonymity was ensured by 

not asking name or personal information in the survey and allocating number for the participants 

in data analysis. Lastly, research fraud and plagiarism were avoided in that the data were 

presented as it is, and all sources were credited.  

 

Findings and Discussion 

The findings of the current study gathered via thematic content analysis are presented data 

gathering instrument by instrument below. 

Open-ended Questionnaire Findings 

Four function/benefit themes were identified at the end of the thematic content analysis: (1) 

Enhancement of language skills, (2) Personal growth, (3) Gratification, and (4) Other 

functions/benefits.  

 Enhancement of language skills was one basic function. The codes and frequencies are 

as follows: learning vocabulary (n=77), comprehending and analysing texts better (n=50), 

improving pronunciation (n=19), improving writing (n=20), preparing them for future 

literature-related courses (n=14), learning literary terms (n=12), resulting in permanent learning 

(n=12), improving speaking/expressing themselves (n=10), learning how to summarise (n=5), 

reading faster (n=4), and learning various writing styles (n=3). As is seen in these codes under 

the language tenet, most of the participants were found satisfied with the short-story-oriented 

classroom application, for it enhanced various language skills as listed above. The following 

excerpt taken from survey can best exemplify some of these functions above: 

(...) Some text cover unknown words, and I learned these.  I learned not only their meaning 

but also their pronunciation (phonetic). While analysing the short stories, I also learned how 
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I should read and analyse a foreign text. I understood some of the texts without knowing 

every single word. In the past, I used to stop reading due to the unknown words. But now I 

learned that I don’t need to understand every single detail and I learned where I should look 

at. Some texts were entertaining and I enjoyed a lot.  Thanks to some of the post-reading 

activities, my imagination and writing skill have enhanced. Although I still feel ashamed of 

the grammatical mistakes I make, I feel I make fewer mistakes now. (...) Of course I believe 

that my reading speed has increased thanks to these texts. [Participant 23, female] 

 

 Similar to the current study, the participants of Prinsloo (2018) reported that they 

learned new vocabulary, their grammar improved, their lexis enlarged, and they got familiar 

with English syntax and semantics. This benefit has been voiced as one of the strongest 

rationales behind the integration of literature in general sense and short stories into language 

instruction by several figures from the related camp (see, for instance, Armstrong, 2015; Bibby 

& McIlroy, 2013; Pathan, 2013, to list but a few).   

 The second function/benefit is personal growth in that the participants reported that this 

story-based classroom instruction helped them gain various skills such as thinking creatively, 

empathising with characters, creating solutions, to list but a few. The codes and their 

frequencies are as follows: expanding point of view (n=16), improving the skills of guessing 

and inferencing (n=12), improving imagination/creativity (n=11), improving the skill of 

empathising (n=10), thinking deeply (n=9), learning other cultures (n=9), improving critical 

thinking (n=8), learning how to analyse others’ characters that can help them in their social 

relations outside the classroom (n=6), earning them the habit of reading (n=5), decreasing their 

reading anxiety in English (n=3), demolishing prejudices about reading in English (n=3), 

increasing self-confidence (n=1), an encouraging reflective thinking (n=1).  

 This current study is in line with earlier studies which found that short stories gave 

students a chance to use their creativity  and promoted their critical thinking skills (Hişmanoğlu, 

2005), increased their higher-order thinking skills, helped them become more critical and 

analytical thinkers, and equipped them with the ability to move from a surface to deeper 

understanding, helped them understand various aspects of the story through connecting with 

the characters and plot on a personal level and reflecting on cultural elements (Armstrong, 

2015)  

 Another function of short stories is gratification in that short stories increased fun and 

motivation and turned classroom into a zone where students attributed much pleasure to the 

activities: having fun (n=46), attracting their attention (n=17), encouraging them to search more 

about writers and stories, and encouraging them to read more (n=1). Similar to the current 

findings, short stories were found motivating to encourage students to read due as they are 

authentic material (Hişmanoğlu, 2005), and students attributed much enjoyment and pleasure 

to reading (Prinsloo, 2018).  

 Lastly, the other category covers some other functions/benefits such as increasing 

classroom participation (n=7), helping other classes in the department (n=4), extending 

classroom discussions outside classroom borders (n=1), and giving ideas about future teaching 

career (n=1). 

 No classroom application is without limitation, and short-story-based one is no 

exception. Several challenges were identified: long stories (n=30), difficult stories to 

understand (n=21), need to focus on details about the stories more (n=10), stories with many 

unknown words (n=13), some boring stories (n=6), feeling discouraged due to low grades in 
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creative writing activities (n=5), coming unprepared  to the class as the stories are not declared 

beforehand (n=5), too many activities together in one-hour class (n=3), phonetic activities 

found irrelevant (n=3), inability to reflect on short stories (n=3), having speaking anxiety and 

thus not chipping into discussions after reading (n=2), difficulty to understand the creative 

writing activities (n=2), difficulty to finish the creative writing activities in one-class hour 

(n=2), some stories moving slowly (n=2), feeling asleep during silent reading in the classroom 

(n=1),  and feeling discouraged for reading the same genre (n=1). Hişmanoğlu (2005) similarly 

found that students suffered much when they were unable to cope with slang, regional dialects 

and old English found within some texts.  

 In the survey, the participants were also asked to offer their suggestions for a better 

future use: giving chance to students to prepare for stories before coming to the classroom 

(n=16), choosing more interesting stories (n=13), preferring shorter stories (n=12), using stories 

with a simpler language (n=11), starting with easy stories and moving on with more complex 

ones (n=7), choosing more enjoyable stories (n=5), dramatising short stories (n=5), doing 

activities requiring background information (n=4), providing more information about the author 

before reading (n=4), not analysing short stories consecutively in both sessions (n=4), choosing 

stories giving messages to the new generation to be a better person (n=3), teaching how to 

summarise short stories (n=3), allocating more time for reading and writing (n=3), giving no 

grades for writing activities (n=3), providing more background information before reading 

(n=2), adding some visuals to the stories (n=2), watching related animations (n=2), increasing 

participation with more competitive activities such as games and discussions (n=2), and 

providing the meaning of the unknown words before reading (n=2). It seems that the choice of 

short stories to integrate into language curriculum is of utmost importance as it is this language 

input that has the potential to either encourage or discourage students.  

 Lastly, the participants were also asked to rate this seven-week-classroom application 

on a scale ranging from 1 to 10 (1 for the lowest and 10 for the highest overall satisfaction). 

The average point was found 7.74, which should be understood as high satisfaction with short 

story-based reading instruction. This high overall satisfaction resulted from enjoyment, 

language skill improvement (vocabulary and reading comprehension), and learning new things 

On the other hand, the participants reported that they took points off due to some boring , 

challenging, and long stories. This finding shows that the nature of the chosen stories is of 

paramount importance for the success of this integration. Short and less complex stories with 

few characters and fewer unknown words could help more (Khan & Alasmari, 2018).  

Focus-group Interview Findings  

Several benefits in parallel with the ones gathered from the survey were identified in the 

analysis of the focus-group interviews: learning how to dig deep into reading, increasing 

reading speed, getting familiarised with different writing styles of various authors, improving 

their own writing, getting lessons from the stories and reflecting them upon their lives, learning 

how to empathise with others, learning to question events, transferring whatever learned to 

other departmental courses such as translation and academic writing, improving grammar, 

improving English syntax, enhancing the skills of commenting and critical thinking, improving 

speaking, encouraging them to contribute to classroom discussions more, creating a competitive 

classroom atmosphere where peers feel motivated to chip into discussions, having fun due to 
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easy content that runs smoothly and addresses to a large audience, seeing different viewpoints 

and learning from each other, to list but a few.  

 One of the frequently reported functions of this short story-oriented reading instruction 

is lexis improvement. After each short story, they focused on ten words, saw how they are used, 

got familiar with their contexts, focused on their phonetic transcriptions, and practised them in 

sentences different than the ones taken from the text. The participants stated that this application 

resulted in permanent vocabulary learning. The following joint interaction best exemplifies this 

language tenet: 

Researcher: Any other benefits of integrating short stories into reading classes? 

Participant 1:I think vocabulary is one of them most important things for reading. You can’t 

understand what you read if you don’t know the words. But in short stories, well. In the 

activities after we read the stories we learned many words [The others agree] 

Part. 5: There were a lot of unknown words. 

Part. 1: We answered language questions to enter university, but there were a lot of unknown 

words for us. For instance, only in this term we learned approximately 160 new words. 

Part. 5: As these short stories, for example, were written in old times mostly, when we see 

these words somewhere else, we can understand better why they are used there.  

Researcher: It becomes a context for you ha? 

Part. 5: For example, the words in the texts are not used in the way they are used today. For 

example, I didn’t know that gay means happy. If I see this in a book, I wouldn’t understand 

it because we can’t find it in some dictionaries.  

Part. 1: I saw this in Twitter. Well, there was a tweet asking us to choose our mood. There 

was gay there. At first, I wondered why there is gay there, but later I saw this word in the 

short story and said that yeah gay means happy and I misunderstood it. 

Part. 4: Actually it is like corpus. 

Researcher: Corpus ha? What do you mean by associating it with Rana [a pseudonym]? 

Part. 4: In corpus you can see how a word is used by looking at the sentence. Similarly here 

we see them both in the text and in post-reading vocabulary activities. In addition, we learn 

their phonetic transcriptions. We kill three birds with one stone. 

Part. 5: These words are not generally forgotten. [Focus Group Interview 1 with 6 female 

students, 31st December, 2018: 13:00] 

 

 As is seen in the interaction above, almost all participants agree that this application 

enriched their vocabulary knowledge in that short stories served as contexts to understand and 

internalise the new words easily. This application was associated with corpus, a collection of 

real examples of written or spoken machine-readable texts, in that these texts show how words 

are used in English in context when dictionaries do not offer enough information about the 

target words.  

 However, they also reported that the challenging and long texts particularly at the very 

beginning of the semester discouraged them and they did not want to go on reading more. They 

asked for more interesting and shorter texts that are directly related to their modern life. They 

also reported that the course lecturer should have focused on literary elements more and 

provided background information about the short story to be read in advance. What is more, 

some confessed that when the ones with higher language performance spoke and made critical 

comments, they felt discouraged as they felt they themselves could not express these as well as 

them. This peer competition particularly  while digging deep into texts critically discouraged 

some, yet there were some who said that this helped them learn from each other and see different 

world views.  

 The participants also offered several suggestions for better future classroom application: 

starting with shorter, more interesting, and easier texts to make them believe that reading short 
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story is enjoyable, using a wide variety of stories, asking them to read texts at home and come 

prepared to the classroom, and dramatising texts. Although a few argued against this due to 

performance anxiety, most suggested that volunteers could dramatise some parts for better 

understanding and engagement.  

Conclusion 

The aim was to find out the functions of a short story-oriented reading instruction, and several 

benefits under the categories of language enhancement, personal growth, gratification, and 

other were identified. Yet, some challenges such as complex and long texts, lack of drama 

activities, boring stories not directly related to students’ life, problems with post-writing 

activities were identified.  

 Based on these findings, some pedagogical implications could be offered. First, it was 

found that story choice is vital in that some long and complex stories discouraged the 

participants. Thus, teachers need to first determine their students’ language proficiency level. 

Here, graded readers could work well for those with low English level. Short and less complex 

stories with few characters (Khan & Alasmari, 2018) could be chosen so that they could be 

handled within course hours. Besides, the nature of these short stories is important in that if 

meaningful and amusing stories are chosen, their effect on students’ linguistic and 

extralinguistic abilities will be longer (Hişmanoğlu, 2005). Here, stories with subjects relevant 

to students’ life (Pardede, 2011) could serve really well.  

 Second, the participants voiced their wish for the utilisation of audio-visual sources. As 

Bibby and McIlroy (2013) suggest, the courses could be added colour via viewing film versions 

and theatre productions of the texts, listening to audio recordings to support understanding, and 

comparing versions as a classroom activity. In this way, students could be encouraged to read 

and participate in classroom discussions. Besides, various learner types could be addressed.  

 Third, some scenes of the stories could be dramatised in the classroom. It is quite logical 

not to reduce these written texts to written exercises. Utilising the written texts as a piece of art, 

i.e., dramatising some very important moments, could serve well to attract attention. Here, 

students could be asked to rewrite these scenes as dialogues and then dramatise them. 

 Lastly, the researcher observed lack of pedagogically-designed appropriate materials. 

Therefore, teachers themselves could design their own material. While doing so, they could 

expose them to diversity in that stories from diverse world cultures could be chosen, which 

could expand their horizon, help their intercultural understanding, increase their tolerance and 

respect for diverse cultures. Besides, teachers could add some visuals to the texts to support 

understanding and avoid boredom, and add a vocabulary supplement/dictionary to their 

materials. 

  As a last word, much more research should be conducted to compare and contrast the 

findings which could serve well for pedagogical implications. Here quantitative research 

designs could bring about different results, which could add colour to classroom applications. 

Furthermore, future studies from teachers’ perspective could be helpful to learn more about the 

issue. Also, they could utilise the suggestions for better future use and compare and contrast the 

results with the existing one. 
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