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Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dali
Ingiliz Dili Egitimi Bilim Dal1
Yiksek Lisans Tezi

ERASMUS PROGRAMININ INGILiZCE OGRETMENLIGi OGRENCILERI
UZERINDEKI iLETiSiM iSTEKLILiGi, ALGILANAN KULTURLERARASI
ILETiSIM YETENEGI VE ILETiSIM KAYGISI UZERINE ETKIiSi

Iremnur CESUR

Erasmus programi bize farkli iilkelere seyahat etme, yeni kiiltiirlerle tanisma ve yerlilerle
ortak bir dilde sohbet etme firsati vermektedir. Programin sagladigi bu imkanlar dil becerimizi
gelistirerek kendimize olan 0zgiivenimizi arttirmaktadir. Ozellikle Ingilizce dgretmenligi boliimii
ogrencileri bu programdan, kultirlerarasi bir ortamda yasama ve ana dili Ingilizce olan insanlarla
konusarak dil becerilerini gelistirme firsatlari saglamasi sebebiyle mutlaka yararlanmalidir. Bu
mezunlari {izerindeki etkisini, iletisim kurma istekleri, iletisimin kaygilari, algilanan kiiltiirler arasi
iletisim yetenegi ve bu degiskenlerin birbirleriyle olan iligkilerini 6grenmektir. Veriler, Tiirkiye'deki
Bartin Universitesi ve Necmettin Erbakan Universitesi'nde Ingilizce 6gretmenligi boliimlerinde egitim
goren 124 katilimcr tarafindan toplanmistir. Bunlardan 54'0 Erasmus programina katilan grencilerden
olusmaktadir. Nicel bir arastirma yontemi olarak, veri toplamak i¢in anketler kullanilmigtir. Anketler
katilimcilara Google Formlart araciligiyla gonderilmistir. Calismanin analizi ve yorumlanmasi igin
orta ve yapisal esitlik modelleri olan SEM, SPSS 26.0 ve Jamovi 2.3.28 kullanmistir. Sonuglar,
Erasmus katilimim etkileyen en onemli degiskenlerin yas, genel puan ortalamasi ve Ingilizce 6grenme
deneyim yili oldugunu gostermistir. ingilizce 6grenme deneyim yili ile iletisim istekliligi ve iletisim
kaygisi arasinda anlamli bir farklilik ortaya cikmistir. Ayrica, Ingilizce Ogretmenligi okuyan
ogrencilerin iletisim istekliligi ve iletisim kaygisi1 arasinda negatif bir iligki ortaya ¢ikmigtir. Algilanan
kiiltiirleraras1 iletisim yetenegi ve iletisim kaygis1 arasinda pozitif bit ilisgki bulunurken, iletisim
istekliligi ile negatif bir iliskisi bulunmustur ve ¢alismanin orijinalligi buradan gelmektedir. Dahasi,
algilanan kiiltiirlerarasi iletisim Yyetenegi iletisim istekliliginin iletisim kaygisina olan etkisi tizerinde
tam aracilik rolii oynamaktadir fakat bulgular bu roliin beklenmedik bir sekilde ortaya ciktigini
saptamistir. Bu sonucun, algilanan kiiltiirlerarasi iletisim yetenegi 6lgeginde bulunan sorularin gegtigi
baglamdan kaynaklandig1 diisiiniilmektedir. Gelecek ¢alismalara algilanan Kkiiltiirleraras: iletisim
yetenegi 0lgeginin sonuglarini agik¢a ortaya koymak igin nitel bir ¢alisma yapmalar1 onerilmektedir.

Anahtar Kelimeler: Erasmus program, iletigim istekliligi, iletisim kaygisi, algilanan kiiltiirlerarasi iletigim
yetenegi, Ingilizce Ogretmenligi



ABSTRACT

Necmettin Erbakan University, Graduate School of Educational Sciences
Department of Foreign Language Education
English Language Education Program
Master Thesis

THE IMPACT OF ERASMUS MOBILITY ON ELT STUDENTS’ WILLINGNESS
TO COMMUNICATE, PERCEIVED INTERCULTURAL COMMUNICATIVE
COMPETENCE, AND COMMUNICATION APPREHENSION

[remnur CESUR

Erasmus program gives us a chance to travel to other nations, engage with diverse cultures, and
converse in a common language with locals, all of which boost our confidence and sharpen our language
abilities. Especially English Language Teaching (ELT) students should benefit from this program in
terms of living in an intercultural environment and practicing their language skills with locals. To this
end, this study aimed to find out the impact of the Erasmus program on ELT learners and recent
graduates concerning their Willingness to Communicate (WTC), Communication Apprehension (CA),
Perceived Intercultural Communicative Competence (PICC), and their relations with each other. The
data was provided by 124 participants who were studying in the ELT departments at Bartin University
and Necmettin Erbakan University in Turkiye. 54 of them participated in the Erasmus student mobility
program. As a quantitative research method, questionnaires were employed to collect data. The surveys
were sent to the participants via Google Forms. The intermediate and structural equality models (SEM),
SPSS 26.0, and Jamovi 2.3.28 software were used in the study's analysis and interpretation. The findings
concluded that the most significant variables influencing Erasmus's participation are age, general point
average, and years of English learning experience. A significant difference was found between the years
of English learning experience and WTC and CA. Furthermore, WTC and CA of ELT students revealed
a negative correlation. The present study is original since it is revealed that PICC has a positive
relationship with CA and a negative relationship with WTC. What is more, PICC has a mediating role
in the WTC's influence on CA, yet this role was found in an unexpected way. This outcome might be
related to the context of the questions on the PICC scale. It is recommended that future studies may be
conducted in a qualitative study to reveal clearly the results of PICC scale.

Keywords: Erasmus program, willingness to communicate, communication
apprehension, perceived intercultural communicative competence, ELT
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CHAPTER |
1. INTRODUCTION

Globalization has led to the majority of people speaking only one internationally
recognized language—English—when interacting with people abroad (Rao, 2019). Since
English is a universal language in today's globalized world, it facilitates cross-cultural

communication and international travel by fostering an English-speaking environment.

Teaching English receives considerable attention due to the importance of the English
language. Foreign language instruction in Turkiye has not been as effective as anticipated
(Erdem & Atar, 2018). It is well-known that even though English is taught in schools starting
in the first year and continuing through universities, most of those using English as a second
language (ESL) cannot communicate in the language in everyday situations. Inadequate
exposure and practice in the target language is one of the main causes of failure in foreign
language learning (Prakash, 2017). Foreign language learning is a cooperative and interactive
process, where students as in Turkiye without a diverse population are unable to interact with
native speakers and enhance their language abilities in this manner (Sabitha, 2013). Studying
in another country or joining a training program in a foreign country enables youth to gain
professional, social, and interactional skills therefore participating in a study-abroad program
might solve the problem (Girlek, 2021).

Studying abroad not only helps academic attainment but also presents distinctive prospects
for acquiring a second language. Students can enhance their language acquisition by immersing
themselves in an authentic linguistic environment. Additionally, they gain firsthand expertise
in the pragmatic application of language through their immersion in diverse cultures. Students
experience significant academic and psychological growth by selecting a university or language
school that offers fluency in a second language. These experiences cultivate their individuality
with a global outlook and enhance their competitiveness in the future corporate landscape.
Studying abroad has numerous benefits that facilitate the acquisition of a second language.
Additionally, engaging in English language practice in a realistic setting is the optimal and most

efficient method.

One means of studying abroad may be the Erasmus program, a leading program of the

European Union, which provides millions of European students with the chance to study abroad



in a country with a different culture and language. The program defines international student
mobility as the chance for students "to undertake learning and professional experience in
another country" (European Commission 2021, p:14). This country is typically referred to as
the "host™ country for mobility. In contrast, the country where the student typically completes
their course of study is called their "home country.” Starting in higher education institutions,
the Erasmus program has promoted the idea of European integration—Iliving and working
together—and has eradicated prejudices among the European community. Student participation
and involvement are essential steps towards integration into the European higher education
system since in its more than thirty years of existence, Erasmus has grown to be the world's
largest program for international student mobility, and Europeans view it as one of the EU's
greatest accomplishments (Kantar 2018).

The primary goal of the Erasmus Plus Program is to prepare talented and educated people
to fill positions in the increasingly globalized labor market. The program will foster a sense of
community and shared European values to achieve this. To solidify the idea of a European
person, Erasmus initially characterized this objective as enhancing communication between
citizens of various member states. One potential strategy for advancing European integration
has been considered to be cross-border human mobility. In this regard, the European Union
views Erasmus student mobility as a top priority strategy to improve cooperation between
member states and institutions and to create a qualified workforce with a European identity over
the long run (Sigalas, 2010). Therefore, Erasmus leads students to communicate in an
international environment, which is closely linked to intercultural communicative competence
(ICC).

Intercultural communication is defined as interactions between individuals from various
countries (Gudykunst, 2002). As for interacting with people from different cultures while living
abroad, the Erasmus program offers some of the best settings for this. Students are encouraged
to use the target language when they are in an international setting. Intercultural communicative
competence is explained as “the ability to communicate effectively and appropriately in
intercultural situations based on one’s intercultural knowledge, skills, and attitudes” (Deadorf,
2016, p. 13). The primary focus of the current study is perceived intercultural communicative
competence (PICC), which is defined as an individual's self-perception of their capacity to
engage in appropriate and productive interactions in an international context with individuals

from different cultures. The purpose of the PICC assessment is to evaluate the participants'’



metalinguistic awareness. PICC term plays a significant role in the Erasmus context since it is
based on communication in an international environment. The current study aims to contribute

the intercultural communication.

A learner's desire or willingness to communicate is just as important to the development of
their communicative skills as the skills and abilities needed to enable them to establish
communication. Language learning is primarily concerned with communication. When the
topic comes to communication, the term willingness to communicate (WTC) shows itself.
Willingness to communicate is a willingness to engage in discourse with a specific person or
people at a specific time using a second language (Mclintyre et al, 1998). Willingness to
communicate is crucial and essential for enhancing an individual's communication proficiency.
When students are willing to speak in L2, they feel more secure and have less anxiety about

communicating.

Both L2 anxiety and communication apprehension refer to feelings of fear experienced
during communication (Horwitz, Horwitz, & Cope, 1986). Communication apprehension (CA)
is the degree of fear or anxiety a person feels when they are going to communicate with another
person or people, whether in person or virtually (McCroskey, 1977). Anxiety has a great
influence on L2 communication, as evidenced by the finding that language anxiety among
English majors had a greater influence on their L2 behavior than their willingness to speak in
English. According to Nagy (2009), there should be more focus on reducing students' anxiety
and improving their sense of self and multicultural awareness. Since the relationship between
multicultural environment, willingness to communicate, and communication apprehension, it

is crucial to investigate all terms together in this study.

Since they have a significant impact on one another, the terms ICC, WTC, and CA are
related to each other. Due to their significant influence on communication, these terms are
especially important for students studying English Language Teaching (ELT). Language
proficiency is important for all students and departments, but it is especially important for the
ELT department. As aspiring English teachers, ELT students must speak the language fluently
and effectively. Upon graduation, they intend to become English teachers. To effectively
instruct in the target language, they must be able to speak and understand it in conversation. As
a result, they have to speak confidently and fearless in L2. It indicates that they should have
minimal communication anxiety and be willing to speak with one another in English. The

significance of having a high willingness to communicate and minimal apprehension of
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communication can now be seen. Students should participate in international programs to
practice their English and reduce their communication anxiety. It takes us to the Erasmus+
Student Mobility Program, which has developed into the largest international student mobility
program in the world over its more than thirty years of existence. Europeans consider this
program to be among the most advantageous results of the European Union (Kantar 2018).

Given the significance of the Erasmus program, a thorough analysis of its effects is
warranted. Numerous studies about Erasmus and its effects can be found in the literature, but
there are not as many that focus on Turkiye. Furthermore, only a small number of studies have
looked into the important terms of ELT; WTC, CA, and PICC and their effects on ELT students.
Furthermore, no study looks into how Erasmus affects ELT students’ communication
apprehension, willingness to communicate, and perceived intercultural communicative
competence. When searching YOKTEZ, no studies focusing on the effects of Erasmus and the
experience of ELT students are found in the Turkish context. This significant gap in the
literature encourages me to carry out this study on the effects of Erasmus on ELT students’
WTC, CA, and PICC.

1.1. Statement of the Problem

Numerous people from various backgrounds and nationalities can benefit greatly from
Erasmus+ projects. Such endeavors can be thought of as great methods to increase a language
learner's motivation and foreign language proficiency. In addition, participants do not have to
pay for the projects, and they do not require as much time as language classes. (Cantez, 2020).
The Erasmus+ program will spend more than 26 billion euros during its current programming
period (2021-2027). According to the European Commission (2021a), 70% of this budget is
set aside to support opportunities for international mobility in education across all educational
levels and life stages, including higher education, adult education, job training and education,
and schools. The majority of mobility supported by the Erasmus+ program is that of higher
education students; during the 2013-2020 programming period, this group participated in about
half of the mobility (European Commission 2021b). International student mobility programs
like Erasmus(+) have already involved millions of students in higher education. Over 500,000
higher education staff and student mobilities throughout Europe and the rest of the world were
funded by Erasmus+ projects that were contracted in 2019 alone (European Commission,

2020a). Due to its importance, governments allocate substantial funds for Erasmus, which



benefits many higher education students. As a result, a thorough investigation into the Erasmus

program is necessary in the Turkish context.

The reasons for Erasmus’ significant role are mainly related to participants’ motivation and
its impacts on students. Four primary factors have been identified in the literature as motivating
students to participate in mobility: experiences and personal growth; other skill development;
job placement enhancement; and educational advancement. Among them, traveling and
experiencing a new country seemed to be particularly significant motivators, as performed
learning a new language. With the contribution of these motivations, students decide to take
part in the program, and its effects prove the significance of the program. The effects of
Erasmus(+) have mainly been studied in four areas, which are closely related to the previously
mentioned motivations: academic learning, the development of other skills, the outcomes for
the labor market, and personality and identity. The information that is currently available
suggests that there are Erasmus(+) effects in each of these fields (Souto-Otero et al. 2023).

Therefore, the impacts of Erasmus should be investigated in detail.

Among these fields affected by the Erasmus+ program, the impact of mobility on using
English as a foreign language has attracted the attention of numerous researchers in Tirkiye.
Gurlek (2016) and Mulcar (2019) researched how attitudes toward learning English were
affected by the Erasmus Student Exchange Program. The study's findings revealed that
participation in the exchange program improved or supported participants develop positive
attitudes about learning English. Similarly, Atif (2020) conducted a study on the impact of
living in a foreign country on the acquisition of spoken English skills as a second language in
Croatia. The primary goal of this research was to examine the impact of the Erasmus program
on students' oral proficiency. It was concluded that the majority of students succeeded in
improving their oral proficiency. Moreover, according to Kayaoglu (2016), who examined
student perceptions and experiences related to the Erasmus Exchange Program, a large number

of participants acknowledged improving their foreign language proficiency.

More precisely, there have been studies conducted on students who are studying English
majors. For instance, Saglamel & Dogan (2016) conducted a study to determine the influence
of studying abroad on the self-efficacy of English as a Foreign Language (EFL) learners. Ilhan
& Kiilekgi (2020) conducted a study to examine the perspectives of Turkish prospective EFL
teachers on the academic, linguistic, social, cultural, personal, professional, and career

development benefits of the Erasmus exchange program. The study also explored the challenges
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they faced before, during, and after participating in the program. Even though there are some
studies conducted about the impact of Erasmus on students studying in English majors, there
are a limited number of studies on English language teaching students specifically in Turkish
context. This study is primarily focused on ELT students since they are the ones who are
teaching the students a new language and communication style. They should constantly
improve themselves before they can expand their students’ horizons (ilhan, 2021). They are also
actively involved in the field as the carriers of L2 culture.

Teaching students a second or foreign language (L2) should aim to prepare them to
communicate with people from different cultural backgrounds, according to academics,
educators, and instructors (Kramsch 2013; Jin 2014; Oz & Saricoban 2014). Consequently, it
is important to consider the intercultural component of language acquisition. The teaching of
language should no longer be constrained by appropriateness or accuracy. The role of
intercultural environments in language teaching demonstrates the significance of the Erasmus+
program. In this case, the intercultural communicative competence (ICC) term arises which is
closely associated with the Erasmus+ program since it teaches students how to communicate
globally. ICC is defined as the understanding, skills, and mindsets a person needs to interact
and communicate across cultural boundaries (Byram, 1997). ICC is recognized as a crucial

determinant of the professional identities of EFL teachers (Sercu et al., 2005).

To speak in an intercultural environment, ELT learners should be willing to communicate
and should not have a fear of communication. Intercultural communicative competence brings
us two affective variables such as willingness to communicate and communication
apprehension. The willingness to use a second language in conversation with a particular person
or people at a particular time is referred to as the willingness to communicate in L2 (Mcintyre
et al, 1998). It is a necessary variable to interact with others in an international setting. People
are more willing to communicate when they do not have communication apprehension.
Communication apprehension directly affects the students” willingness to communicate.
Individuals who experience anxiety when speaking with others often escape from interactions

with others (Richmond & McCroskey, 1998). It is crucial to feel relaxed in speaking English.

Given their interdependence, WTC, CA, and ICC are extremely important terms in the field
of English language teaching. It is important to examine them all collectively in the context of
Tirkiye as a result. The study conducted by Unlii (2023) sought to examine the English
language instructor levels of ICC, WTC, and CA. This is the first and only study that focuses

6



on these three aspects of ELT instructors in the Turkish setting. The following factors set the
present study apart from the others: First, rather than measuring intercultural communicative
competence, the study measures students' perceived intercultural communicative competence.
According to McCroskey (1982), it is a measurement of a person's self-perceived level of
communication proficiency. Its goal is to learn how the students view themselves as second-
language learners in an international environment. Second, no research has been conducted in
the literature to examine how Erasmus affects ELT students' communication apprehension,
willingness to communicate, and perception of their intercultural communicative competence
all at once. By examining the WTC, CA, and PICC, this study will close the knowledge gap in
the Turkish context regarding the impact of the Erasmus program on ELT students and recent

graduates.

1.2. Purpose of the Study

The objective of the present study is to find out how the Erasmus program affects ELT
students concerning their willingness to communicate (WTC), communication apprehension
(CA), perceived intercultural communicative competence (PICC), and their relations with

each other. The following questions will guide the study:

1. Is there any significant difference between the scales (WTC, CA, PICC) and demographic

variables?

2. Is there any significant difference between scales (WTC, CA, PICC) and Erasmus

participation status?
3. Is there any relationship between scales (WTC, CA, PICC)?

4. What is the impact of Erasmus program on ELT students concerning their WTC, CA, and
PICC?

4.a. How does Erasmus program affect ELT learners” Willingness to Communicate
(WTC)?

4.b. How does Erasmus program affect ELT learners’ Communication Apprehension

(CA)?

4.c. How does Erasmus program affect ELT learners’ Perceived Intercultural

Communicative Competence (PICC)?



5. Does PICC have a mediator role on WTC and CA of participants who participated in

Erasmus program?

6. Does PICC have a mediator role on WTC and CA of participants who intended to
participate Erasmus program?

2. Significance of the Study

As a priority, this study aims to search Erasmus mobility's impact on ELT students and
analyze their willingness to communicate, communication apprehension, and perceived
intercultural communicative competence with participants who participated in Erasmus and
who intended to participate in Erasmus. Namely, the study aims to discover how affects the
Erasmus program ELT learners” WTC, CA, and PICC. Moreover, the current study analyzes
ELT learners’ WTC, CA, and PICC and their relations since these terms are directly connected
to communication in L2. If ELT learners have low communication apprehension, they will be
willing to communicate in an intercultural environment. After spending time in the Erasmus
program as an intercultural environment, it is expected that ELT students will find a high
willingness to communicate and a low level of communication apprehension. Therefore, the
study's findings could help us reveal the significance of the Erasmus program for ELT learners
due to decreasing their communication apprehension and increasing their willingness to
communicate via their perceived intercultural communicative competence. The study also
shows us the role of PICC on ELT students because the results of ICC already show that PICC
is related to students’ perceptions of themselves. Furthermore, the findings could be taken into
consideration in assessing the current situation of the Erasmus program in the Department of

English Language Teaching.

In the Turkish context, the studies about Erasmus's mobility are generally with other
disciplines, and limited studies have been conducted on students studying English language
teaching. However, there are no studies conducted on the impact of Erasmus on English
Language Teaching students concerning their WTC, CA, and PICC. The participants in the
present study, who are candidates of English language teachers, make it unique in terms of
analyzing their WTC, CA, and PICC. The primary motivation of the study is to examine the
effects of Erasmus on prospective English language teachers who will be actively involved in
the field since they play a significant role as carriers of L2 culture and communication. Their

roles are more crucial in charge of teaching not just a new language but also new forms of



interaction, communication, cultural norms, and viewpoints. Fostering intercultural
communicative competence is a way to improve teacher performance, language acquisition,
and instruction (Estaji & Rahimi, 2018). Turkish aspiring English language teachers might be
able to push themselves beyond their comfort zones and acquire cross-cultural experience
within the Erasmus exchange program based on the findings of the study. This study may
improve ELT students' readiness for the process by shedding light on the Erasmus program'’s
effects on their WTC, CA, and PICC through a deeper understanding of their experiences.
Furthermore, the study might encourage increased enrollment in the Erasmus program. This
study is unique in the Turkish context regarding how ELT students' WTC, CA, and PICC terms

are handled collectively after taking part in Erasmus program.

1.3. Assumptions of the Study

In this study, it was assumed that;

e Participants who participated in the survey answered the questions sincerely and
accurately.

e Questionnaires used in the study were sufficient to reach reliable data.

e The number of students who participated in the current study was enough to collect

reliable statistical data.

1.4. Limitations of the Study

As in almost every study, this present study may have some limitations. First of all, the
scope of the study can be limited with both the number of the students who will contribute to the
study and the place. 124 participants who studied at the Department of English Language Teaching
at Bartin University and Necmettin Erbakan University between 2018 and 2023 and were recent
graduates were included in the study. 54 of them participated in the Erasmus program, and 70 of
them did not participate in the program, yet they tended to participate. Although the number of
students studying in the ELT department was much higher, a limited number were included in the
study. The reason for this is to ensure equality between students who participated in the Erasmus
program and students who intended to participate in Erasmus program. The number of universities

and students might be increased in future studies.

Moreover, this study is only limited to the students of English Language Teaching departments

of two state universities; thus, students from other departments might be included in further studies.



Lastly, this study is limited to collecting data through questionnaires from students who
participated and intended to participate in the Erasmus program. Further research may use
qualitative research method to reveal students’ opinions and thoughts in detail. These limitations

should be taken into consideration for further research studies.

1.5. Definitions

Communication Apprehension: Feelings of nervousness, irritation, uncertainty, fear, or
concern are generally linked to anxiety (Brown, 1994). It is thought to be among the affective
variables influencing learning a second language. In particular, communication anxiety is the
degree of fear or anxiety a person feels when they are going to communicate with another
person or people, either in real life or in anticipation (McCroskey, 1977, 1984). The purpose of
the use of the CA scale is to evaluate people’s overall communication anxiety when conversing
with others. The McCroskey's Communication Apprehension Scale (1982) is the modified and
simplified version that the researcher used in the present study. Dombi (2013) was the one who
first used the modified version. Additionally, the new scale was adjusted for use in Google

Forms for English language learners in Turkiye.

Intercultural Communicative Competence: Understanding the language and customs of the
target community and being able to communicate them to members of one's community is

explained as intercultural communicative competence (Corbett, 2003).

Perceived Intercultural Communicative Competence: This idea is specifically applied in
this study to highlight the need for perceptions of participants in an international context while
speaking L2. In this study, the PICC scale asks participants to imagine a scenario and rate their
perceived level of competence in it. The Self-Perceived Communicative Competence scale and
ICC from McCroskey & McCroskey (1988) and Byram (1997) served as the basis for
developing the scale's items, thus the name was completely optional. The PICC scale is used in
the study in order to determine how ELT students perceive themselves in an intercultural

setting. The scale of PICC is adapted to Google Forms to be used effectively in this study.

Willingness to Communicate: Maclntyre et al. (1998) defined willingness to communicate in
L2 as “a readiness to enter into discourse at a particular time with a specific person or persons,
using an L2” (p. 547). McCroskey's WTC scale (1992) is used in the current study by the
researcher; it has only been modified for Google Forms to make it accessible to all participants

quickly and easily.
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CHAPTER Il
2. LITERATURE REVIEW

The key concepts reviewed in this chapter concern the following: firstly the definition of
Erasmus+, and its benefits all around the world were provided. Then, Willingness to
Communicate (WTC) and its details were presented. After, Communication Apprehension
(CA) and its types, causes, and effects were also given in detail. Then, Intercultural
Communicative Competence (ICC) and perceived intercultural communicative competence
(PICC) were explained. Lastly, related studies concerning Erasmus and all terms were given at
the end of the chapter.

2.1. Erasmus+

Every year, hundreds of thousands of students participate in exchange programs and study
abroad in a variety of nations and international organizations. ERASMUS (European Region
Action Scheme for the Mobility of University Students), supported by the European
Commission, is one of the most significant and effective programs currently in existence due
to its easily accessible opportunities, high efficacy, and substantial economic and social impacts

(European Commission, 2017).

The program was named after the famous thinker Erasmus, who lived in Rotterdam in the
16th century, because Erasmus traveled to work and study in the most prominent educational
institutions, including Cambridge, Paris, and Leuven, and did not stay attached to accessing
knowledge and learning about different cultures. Erasmus advocated the concept of free will
and the ability of individuals to learn and adapt through broad interaction and experience
(Akytrek, 2019).

In 1987, the Erasmus program was established and involved 3,244 students from 11
European countries: Belgium, Denmark, Germany, Greece, France, Ireland, Italy, Netherlands,
Portugal, Spain, and the United Kingdom. Since then, the program has expanded to include 22
additional European countries: Austria, Bulgaria, Croatia, Czechia, Cyprus, Estonia, Finland,
the Former Yugoslav Republic of Macedonia, Hungary, Iceland, Latvia, Liechtenstein,
Lithuania, Luxembourg, Malta, Norway, Poland, Romania, Slovenia, Slovakia, Sweden, and

Turkey (European Commission,- Press release, 2017).
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Since its establishment, the Erasmus program has gone through several modifications.
From the original 11 participating countries and 3,244 higher education students who traveled
abroad for study in 1987, the number of participants has increased dramatically. This growth is
the result of multiple EU expansions as well as the program's gradual opening to participants
from the rest of the world, including both non-EU nations inside and outside of Europe. The
program's budget has been increased and the range of supported activities has expanded to
include staff mobility, traineeships abroad for higher education students, cooperation projects
with a primary focus on innovation, sharing of best practices, and network formation, as well
as support for policy development. Lastly, Erasmus has been incorporated into "umbrella
programs” that are getting broader and broader, encompassing activities in education, training,
youth, and sports outside of higher education. In 1994, the Socrates program was launched, and
in 2000, Socrates 1l followed. The Lifelong Learning Program was first introduced in 2007.
After a recent redesign in 2013, "Erasmus+" has been functioning since 2013 and is expected
to stay in place at least through 2027. Since the founding of the original Erasmus program, these
umbrella programs have experienced name and scope changes about every 6-7 years (Souto-
Otero, Favero, Basna, Humburg & Oberheidt, 2023).

The program had a total budget of €4 billion, which is in line with the annual goals. It has
benefited over 73,000 organizations, supported about 26,000 projects, and given more than 1.2
million students, learners, professors, teachers, trainers, youth workers, and young people
access to learning mobility opportunities (Erasmus+ Statistics, 2022). Over 26 billion euros will
be allocated to the Erasmus+ program for the current programming period (2021-2027).
According to the European Commission (2021a), 70% of this budget is set aside to support
opportunities for international mobility in education across all educational levels and life cycles,
including higher education, adult education, vocational education and training, and schools.
Most of the mobility funded by the Erasmus+ program is undertaken by students enrolled in
higher education; during the 2013-2020 programming period, this group was responsible for
about half of all mobility. Participation in Erasmus(+) international student mobility has
reached millions of students in higher education to date. Over 500,000 staff and student mobility
projects in higher education throughout Europe and the rest of the world were funded by

Erasmus+ contracts that were signed in 2019 alone (European Commission, 2021b).

Erasmus+ provides support for students at all levels of higher education (short cycle,

bachelor's, master's, and doctoral). The majority of the time, the study abroad program is
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conducted at a university, where the student will normally study for three to twelve months
after deciding on a course of study. "Study mobility" accounted for about 70% of all student
mobility for higher education participants in the 2018 Erasmus+ call. A grant from the EU
(which is occasionally supplemented by other national or regional funding schemes) is given to
students to help with the additional costs associated with international mobility. The credits and
grades they earn at the host university are accepted by their home institution toward their
degree. Additionally, there are no additional fees to pay at the host university (European

Commission 2020a).

Erasmus’s primary components that assist citizens in their personal and professional
development are education, training, youth, and sport. In the end, high-quality, inclusive
education and training, along with informal and non-formal learning, give participants of all
ages the credentials and abilities required for their successful transition into the workforce,
intercultural understanding, and meaningful engagement in a democratic society (European

Commission, - Press release, 2021).

Although there are many justifications for student mobility in higher education, two
primary goals stand out. Students' personalities and social skills are primarily improved by
studying abroad, which helps them behave appropriately in unfamiliar situations. Second, in
addition to enhancing their foreign language ability, studying abroad might help students pick
up new skills. It encourages the possibility of future employment and a career in an
international field (Kehm, 2005). Moreover, it provides exceptional prospects for individuals
and organizations to engage in projects, establish new connections, interact with people from
different countries, enhance their proficiency in foreign languages, explore diverse European
destinations, immerse themselves in various cultures, uncover fresh possibilities, and expand
their perspectives (Cantez, 2020). In this line, Kurnaz’s study (2020) demonstrated how much
the Erasmus program may impact language learning, career development, and cross-cultural
communication. The Program is a highly effective means of gaining knowledge and
appreciation of diverse cultures. All of the involved students expressed how satisfied they
were with their study abroad experience and how they would suggest it to others. Students
have greatly benefited from the Erasmus program in many areas, most notably in terms of
their development as individuals and as professionals. Students claimed that, despite coming
from a nation where English was not widely spoken, their proficiency in the language had

greatly improved.
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Several variables have been found in the literature examining the reasons behind students'
desire to study abroad for a portion of their degree, as part of Erasmus+. Four main categories
can be used to group student motivations, which are mentioned in the vast majority of studies:
academic learning, other skill development, employability enhancement, and personal
development/life experiences. At first, one key incentive for studying abroad is academic
learning (Souto-Otero et al, 2023). According to Murphy-Lejeune (2002), students frequently
desire to study academically abroad and have access to knowledge and learning opportunities
that are not available at their home institution. Additional competencies like flexibility, self-
motivation, proactive behavior, and understanding of culture act as significant sources of
motivation for students. Enhancing job placement is another compelling reason to study abroad.
According to Souto-Otero et al. (2019), students frequently believe that international mobility
experiences, along with the knowledge and skill acquisition and personal development they
enable, improve career prospects and employability. Lastly, the main drivers of study abroad
are personal growth and life experiences; among the top reasons given by Erasmus+ students
for traveling abroad are frequently living abroad and making new friends (Brandenburg et al.
2014; Souto-Otero et al. 2019; Ulicna et al. 2017).

2.2. Willingness to Communicate

People vary greatly in how much they talk, even though talk is essential to interpersonal
communication and the growth of interpersonal relationships. Some people rarely talk at all and
only speak when someone speaks to them. Others have the propensity to speak virtually
nonstop. To some receivers, people tend to talk more than others in certain situations. This
variation in talking behavior stems from a personality trait known as “willingness to
communicate” (McCroskey & Bear, 1985). A model describing the relationships between
several individual difference variables as predictors of WTC in the L1 was put forth by
Maclintyre (1994). The findings supported a model that suggested that a combination of
perceived communication competence and communication apprehension was the primary
factor influencing WTC. Consequently, it was determined that introversion, self-worth, and, to
a lesser degree, loneliness were the root causes of these variables. An individual's WTC can be
impacted by a variety of factors, including the topic of the discussion, the number of people,
the formality of the setting, the degree of familiarity between communicators, and the degree
of evaluation of the speaker. However, the most significant variable in communication that can

be altered is speech-language. Changing the language of communication has the potential to
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impact most of the variables that have contributed to the WTC, so it will result in a significant
change in the communication environment (Maclntyre, Clément, Dérnyei, and Noels, 1998). In
the same way, it is now widely accepted that communicating in the target language is essential
to learning a second language. In reality, one of the other possible variables that may affect an
individual's capacity to pick up a second language is communication (Yayla, 2018).

In literature, willingness to communicate in a second language is defined by various
authors in a variety of ways. According to the definition by Mcintyre et al. (1998), willingness
to communicate is “a readiness to enter into discourse at a particular time with a specific person
or persons, using an L2” (p.547). WTC is also defined as a fundamental continuity that reflects
a person's tendency to communicate or not, given the option, is their willingness to do so
(Maclntyre, Baker, Clement, and Donovan, 2003). Moreover, Dornyei (2005) asserts that the
desire to communicate is a compound variable of individual differences that leads to an
integrated structure of linguistic and psychological factors, combining several student variables

that have been successfully established on the use and acquisition of a second language.

A model was developed by Macintyre et al. (1998), who also claimed that the influences
included in the model had an impact on the willingness to communicate in L2. The influences

were displayed in a pyramid (Figure 1).

Layer 1
Lnyer I Communicate
3|4
Desire to e 5 Situated
I Communicate tate
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Layer Y1 Intergroup Climate Personality Context

Figure 2.1. Heuristic model of variables influencing WTC (Maclntyre, Dornyei, Clement, & Noels, 1998, p.
547)
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This pyramid consists of 6 layers with 12 components. Layers are sorted in the pyramid as
follows; it starts with communication behavior and behavioral intention, continues with situated
antecedents, social and individual context, affective-cognitive context, and ends with
motivational propensities. Maclntyre et al. (1998) categorized them as “the first three layers (I,
I1, & I11), which represent situation-specific influences on WTC at a given moment in time; and
the latter three layers (1V, V, & VI), which represent stable, enduring influences on the process”
(p. 547). At first, layer | explained that in an L2, authentic communication can be understood
as the outcome of an intricate structure of interconnected parameters. Layer II, willingness to
communicate, is defined as having a chance to communicate does not always mean that one
must do so to be willing to communicate. Desire to communicate with a specific person and
state communicative self-confidence are the components of situated antecedents in Layer IlI.
The aforementioned factors only have a temporal effect on the learner because they depend on
the particular conditions under which the individual performs at a given time. Furthermore,
layer IV is motivational propensities including self-confidence, intergroup motivation, and
interpersonal motivation. Layer V is called affective-cognitive context and consists of
communicative competence, social situation, and intergroup attitudes. At last, personality and
intergroup climate are the insides of social and individual context in Layer V1. Considering that
they are less likely to alter over time or in response to various situations, these factors have a
more consistent impact on students' WTC (Maclntrye et al. 1998). Students” WTC is highly

affected by communication apprehension.

2.3. Communication Apprehension

The first definition of communication apprehension dates back to the 1970s. According to
McCroskey (1977), communication apprehension (CA) is “an individual’s level of fear or
anxiety associated with either real or anticipated communication with another person or
persons” (p.78). Further, one's degree of communication apprehension is likely the most
accurate indicator of a person's capacity for communication. Lower levels of willingness to
communicate are associated with higher CA levels (McCroskey, 1987). In the same way,
individuals who experience CA typically communicate less or not at all. People who are afraid
of communicating with others tend to isolate themselves from social interactions (Richmond &
McCroskey, 1998). On the other hand, it is crucial to remember that even though some people
have CA, this does not always mean that they will not try oral communication. Rather,

compared to peers with lower levels of CA, the individual will interact far less frequently
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(McCroskey, 1977). It shows that communication apprehension and willingness to
communicate are directly related to each other. The less a person has communication

apprehension, the more he or she is willing to communicate.

2.3.1. Types of Communication Apprehension

According to McCroskey & Beatty (1986), communication apprehension is divided
into four groups as follows; trait-like, generalized context, person group, and situational. The
first one is called trait-like communication apprehension defined as “a relatively enduring,
personality-type orientation toward oral communication across a wide variety of contexts”
(p.281). The personality of the speaker is associated with trait-like CA. What a person brings
to a speaking situation is their internal anxiety (McCroskey, 1984). Another description of
trait-like CA is as “an actual trait, e.g. eye color, height and weight, which are not able to
change. Although we can change our eye colors by using contact lenses, the real eye color
cannot be changed” (Richmond and McCroskey, 1998, p.43 as cited in Booncherd, 2016).

Secondly, generalized context CA is defined as “a relatively enduring, personality type
orientation toward communication in a given type of communication context” (McCroskey &
Beatty, 1986, p. 282). The type of generalized context of CA is a sort of different version of
trait-like CA. According to this perspective, people may experience extreme anxiety when

speaking in a certain context, but not at all when speaking in a different one (McCroskey, 1984).

Another type is person group CA is stated as “a relatively enduring orientation toward
communication with a given person or group of people. It is not viewed as a personality based,
but rather as a response to situational constraints generated by other person or group”
(McCroskey & Beatty, 1986, p.282). It is assumed that this kind of CA is more a result of the
situational limitations imposed by the other person or group than it is of the individual's

personality (McCroskey, 1984).

Lastly, situational CA is defined as “a transitory orientation toward communication
with a given person or group of people “(McCroskey & Beatty, 1986, p.283). It symbolizes a
person's responses to speaking with a specific person or set of people at a particular time. Out
of all the CA types, this one is the most state-like (McCroskey, 1984).
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2.3.2. Effects of Communication Apprehension

The view of communication apprehension's effects is divided into two categories:
internal and external. The internal effect of communication apprehension is analyzed first. A
cognitive approach is used to analyze communication apprehension instead of a behavioral one.
CA is felt internally by each individual, even though it might have some behavioral effects. An
internally felt sense of discomfort is the only effect of CA that is expected to be common to all
CA cases and individuals. Internal discomfort decreases with decreasing communication
apprehension. It is predicted that any psychological variable will not be consistently linked to
CA in all individuals or across all types of CA because people's cognitions and psychological
arousal are defectively related. Individual reports of their experiences are the only possibly
reliable indicator of CA because CA is experienced internally. Consequently, the only
potentially reliable measure of CA is people's self-reports, which can be collected through
careful interviews or paper-and-pencil tests conducted in situations where the subjects have
nothing to lose and can not possibly lie. The methods of measuring CA that are inherently
inadequate are psychological activation measures and behavior observation, which can only
offer indirect evidence of CA as the best option. For this reason, self-report measures ought to
validate psychological and behavioral tools meant to quantify CA rather than the other way
around. Such measures ought to be regarded as invalid to the extent that they have nothing to
do with self-report data. Such psychological tests and behavioral observation techniques appear
to be low to moderately invalid based on the data that is currently available (McCroskey, 1984;
McCroskey & Beatty, 1986).

In the second place, the external effect of communication apprehension is considered.
McCroskey (1984) stated that as a function of different levels of CA, no behavior is expected
to be universal. Still, depending on the level of CA, certain behaviors that can be observed
externally have a greater or lower likelihood of occurring. It is possible to assume that the
behavioral patterns in response to high CA will be broadly applicable, with one pattern being
characterized as atypical but occasionally occurring. The three behavioral patterns are
withdrawal from communication, disruption of communication, and avoidance of
communication. Upon encountering a situation that they know will cause them discomfort,
people can choose to face it head-on or find a way to make the most out of it and spare
themselves the discomfort. The decision between "fight" and "flight" is how some people
describe it. Studies in the field of CA suggest that most of the time, the option “flight” is

preferred. Some choose careers with low communication responsibilities so they won't have to
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deal with high CA. Avoiding conversations is not always an option. Furthermore, without any
prior notice, an individual may find themselves in a circumstance that results in a high degree
of CA. Withdrawal from communication is the expected behavioral pattern in these
circumstances. One may choose to withdraw completely, in which case there would be no
talking, or partially, in which case there would be only necessary talking. This response might
be represented by a very brief speech in a public speaking context. The third pattern, known as
behavioral presentation or abnormal nonverbal behaviors, is a behavioral pattern linked to high
CA that is related to communication disruption. The individual might exhibit abnormal
nonverbal behaviors or verbal presentation inconsistencies. Likewise, probable is suboptimal
decisions regarding communication tactics, which occasionally manifest as the retrospective "I
wish | had (had not) said..." phenomenon. It is noteworthy, nevertheless, that both high CA and
poor communication skills can result in such behavior. Therefore, concluding seeing these

kinds of behaviors isn't always appropriate (McCroskey, 1984).

McCroskey (1984) noted that because communication breakdowns can be linked to a
wide range of other factors, it is extremely difficult to identify high communication anxiety
through observation alone. For this reason, when determining the degree of CA, self-report
measures are stressed as being the most important. Therefore, it is noted that an internally felt
sense of discomfort is the only effect of CA that is anticipated to be common to all CA cases

and individuals.

2.3.3. Causes of Communication Apprehension

Common personality traits like shyness, reticence, and quietness often lead to
communication apprehension. According to Friedman (1980), verbalization hinders one's
ability and desire to engage in conversation, which leads to shyness or reticence. Individual

differences exist in the degree of shyness and the range of situations that it affects.

Seven factors have been identified as potentially contributing to a quiet student: (1) low
intellectual skills; (2) speech skill deficiencies; (3) voluntary social introversion; (4) social
alienation; (5) communication apprehension; (6) low social self-esteem; and (7) differences in

ethnic/cultural communication norms (as cited in Abu Taha & Abu Rehez, 2018).

The Negative Cognitive Approsal Model is another widely recognized theory that
explains the root cause of communication apprehension (Glaser, 1981). According to the model,

the quiet child's early language development was criticized. As a result, the child gained the
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ability to foresee unpleasant reactions and steer clear of them by remaining silent. The child
will perform poorly and avoid oral communication situations even if educators, parents, or other

kids just stop reacting negatively to their talk (Bond, 1984).

Depending on the types of CA, different causes exist. There are only two main theories
in the social sciences that account for why people behave differently in terms of traits:
environment and heredity. In short, it is something we can learn or are born with. Certain
personality traits or inclinations are present in newborns. As a result, a child's early experiences
will influence their personality traits and dispositions, which will persist into adulthood.
Nonetheless, despite sharing the same environmental conditions, children's reactions will differ
due to their innate tendencies and predispositions. Thus, the relationship between environment
and heredity is thought to be the source of adult tendencies and predispositions like CA
(McCroskey, 1984; McCroskey & Richmond 1987).

Buss (1980) identified novelty, formality, subordinate status, conspicuousness,
unfamiliarity, dissimilarity, and degree of attention from others as the causes of situational CA
(as cited in McCroskey, 1984). The opposite of these elements is commonly assumed to result
in a decrease in CA in the situation. The person finds themselves in a situation where they are
unsure of how to behave in an unfamiliar setting, leading to a more uncertain experience.
Approaching such a situation would most likely result in a sharp rise in CA. Formal contexts,
which are frequently associated with highly prescribed appropriate behavior, usually allow for
very little room for variation. In formal settings, there are stricter guidelines for acceptable
behavior, which leads to an increase in CA—people in subordinate positions and those
interacting with one another experience similar circumstances. The person with a higher rank
decides what is considered proper behavior in these situations. This is particularly important in
situations where there is evaluation, which happens often when superiors and subordinates
interact. More than anything else, being noticeable in one's environment can likely increase CA.
Speaking in front of an audience is among the best ways to stand out. This also applies to raising
your voice in class or during a meeting. In the same way, feeling unfamiliar or a new person in
a social setting can cause someone to feel awkward. If someone feels more noticeable, they
typically experience more CA. While not everyone reacts to unfamiliarity in the same way, a
lot of people find that conversing with familiar faces makes them feel much more at ease than
speaking with strangers. As familiarity increases, the level of CA generally decreases. There is

a similar effect that comes from similarity. Communicating with people who are similar to them
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is typically easier for most people than communicating with people who are very different from
them. There are a few notable exceptions to this rule, though. Communication with peers can
be particularly uncomfortable for some people because they worry more about the opinions of
their peers than about those of people who are very different from them. When they are getting
moderate attention from others, most people feel most comfortable. When people completely
ignore us or just stare at us while we speak, our CA level is likely to rise suddenly and
dramatically. Furthermore, it can make us feel very uneasy if people constantly probe our
innermost thoughts and feelings (McCroskey, 1984).

Another factor affecting communication anxiety is cultural differences. Eastern culture
is known for its "collectivistic" values, which place a high importance on group members
accomplishing objectives. On the other hand, western culture differs in concept and action.
People are encouraged in "individualistic™ cultures to prioritize their rights over those of the
group. Communication apprehension is significantly impacted by individualism or collectivism
(Croucher, 2013).

One can argue that the best indicator of a person’'s willingness to communicate is perhaps
their degree of communication apprehension. A person with a high level of communication
anxiety is less likely to be eager to communicate. The research implied that individuals who
experience severe anxiety or fear when speaking tend to withdraw and avoid interactions with
others. A person’'s willingness to communicate is directly impacted by CA. It is thought that
CA was the most prevalent previous construct of willingness to communicate (McCroskey &
Richmond, 1987). Moreover, Vevea, Pearson, Child, and Semlak (2010) supported this idea by
saying that students with lower levels of communication apprehension are also more willing to
communicate. Similarly, the study by Rahmatollahi and Khalili (2015) implied that students'
levels of CA were lower when they were more open to communication. Although people's
WTC encourages them to approach a communicative encounter, their communication

apprehension encourages them to stay away from it.

2.4. Intercultural Communicative Competence

The ability to successfully and fully adjust an individual to an intercultural context in terms
of social, communicative, individual, and strategic aspects is known as intercultural
communicative competence (ICC). Individuals should be able to perform at the same time and
cooperative processes as part of the concept of intercultural communicative competence. The

term intercultural communicative competence came from communicative competence.
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Communicative competence is defined as instead of focusing on linguistic form, social
scientists should study how people use language to interact in culturally specific speech events
(Jones, 2012). Since an intercultural speaker is necessary in this century, the term
"communicative competence™ was replaced with "intercultural communicative competence."
The change became apparent in the latter half of the 20th century. To foster better
communication and cooperation between people from different national cultures living in the
European Union or a global economy, the term "intercultural™ first emerged in the fields of
intercultural education and intercultural communication in the 1980s (Kramsch, 2013).

It is important to note that scholars refer to intercultural communicative competence under
different names. Fantini (2006) lists the following terms as examples of intercultural
communication:  “intercultural  interaction,”  "multiculturalism,”  “pluraculturalism,"
“international ~ communication,”  "transnational =~ communication,”  “cross-cultural

communication,” and "international competence."

ICC is described as "the ability to communicate and interact across cultural boundaries™ by
Byram (1997, p.7). According to Taylor (1992), intercultural communication competency is a
dynamic skill that people can use to improve their ability to be flexible and shift their
perspective to communicate with people from different cultural backgrounds. In the same line,
Gudykunst (2002) implied that intercultural communication is interactions between people
from different nations. Similarly, intercultural communication competence is described by
Chen and Starosta (1999) as a tool for effective interaction that helps us get over cultural
differences. The significance of three dimensions in defining intercultural communication was
stressed. These are intercultural sensitivity, which deals with emotional processes, intercultural
adroitness, which deals with attitudes and manners, and intercultural awareness, which involves
mental processes. Furthermore, intercultural communication competence, a topic that has
gained importance in today's society, is defined as being objective and flexible in

communication with people from diverse cultural backgrounds (Alred and Byram, 2002).

One of the most well-known and influential theorists in the field, Byram (1997), has put
forth a model that stands out because it is the most comprehensive and offers instructions for
assessing students' ICC in various contexts. To achieve successful intercultural interaction,
Byram (1997) suggested an ICC model (illustrated in Figure 2) that consists of five savoirs

(capacities) that enhance intercultural competence.

22



Skills
interpret and relate

(savoir comprendre)

Knowledge of self and Education political Attitudes relativising
other; of interaction: education critical cultural self valuing other
individual and societal awareness (savoir étre)
(savoir étre) (savoir s‘engager)

Skills discover

and/or interact

(savoir apprendre/faire)

Figure 2.2. Five Components of Intercultural Communicative Competence (Byram, 1997, p. 34)

Based on the table by Byram (1997), five components of intercultural communicative
competence are analyzed in detail as follows: attitudes, knowledge, skills for interpreting and

relating, skills for discovery and interaction, and critical cultural awareness/political education.

Attitudes (savoir étre): The attitudes toward thosen who consider to be different from
us because of cultural factors are the ones listed above. These attitudes lead to issues in cross-
cultural communication and are typically characterized as prejudice or stereotypes (Byram,
1997).

Knowledge (savoirs): Byram (1997) categorizes knowledge into two primary groups
using intercultural terminology. Understanding social groups and their customs within one's
nation is one of them. Understanding social interaction processes at the individual and societal
levels is the other. Through socialization processes, which start at home with family and
frequently continue at school formally, the first one is unavoidably present to some extent. It is
common to assume that this kind of knowledge is unconsciously held. Understanding social
and cultural processes entails understanding concepts and processes as they interact. This is the

second knowledge area.
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Skills for interpreting and relating (savoir comprendre): These abilities relate to prior
knowledge and may only be used when working with documents. One needs to be
knowledgeable about both his own and the other nation's documents to interpret one from the
other or discern connections between documents. These skills do not require interaction with
an interlocutor. The use of timescales for interpretation is flexible for each individual because

social interaction is not a part of the process (Byram, 1997).

Skills for discovery and interaction (savoir apprendre/faire): When a person lacks a
sufficient knowledge base, the skill of discovery becomes involved. According to Byram
(1997), this kind of skill is "it is the skill of building up specific knowledge as well as an
understanding of the beliefs, meanings, and behaviors which are inherent in particular
phenomena, whether documents or interactions” (p. 38). Despite the limitations in terms of time

and shared attitudes and perceptions, social interaction is an important way to learn.

Critical cultural awareness/political education: Byram (1997) argues that this ability
is what allows one to critically evaluate the perspectives and practices of both one's own and
other cultures. However, to do this, one must critically examine how these practices have been

formed and the intricate web of social forces that surround them.

Despite its flaws, Byram's model is the most comprehensive and well-articulated model
of intercultural competency in the field (Newton et al. 2010). This is the reason this model has

been expanded upon in the research.

The term Perceived Intercultural Communicative Competence emerged to provide a more
accurate and dependable picture of the participant's level of intercultural communicative
competence in Unlii’s study (2023), a wide range of data from multiple sources is required. It
refers to an individual’s perceived ability to picture themselves in a specific scenario in an
intercultural setting. The aim is to find out how participants perceive themselves in an
intercultural environment and reveal their metalinguistic awareness. McCroskey & McCroskey
(1988) and Byram's (1997) Self-Perceived Communicative Competence scale served as the
model for the items on the scale, which led to its renaming as Perceived Intercultural

Communicative Competence.

2.5. Related Studies
Gurlek (2021) carried out research that aimed at illustrating how Erasmus students in

Tuarkiye have changed their perspectives on education since participating in the Exchange

24



program. The number of participants was 65 studying at Kahramanmaras Siit¢ii Imam
University. Their ages were between 22 and 26. Throughout their semester, they took part in
Erasmus programs in different countries. To collect data, qualitative and quantitative techniques
were used. Both pre and post-questionnaires and semi-structured interviews were applied to the
participants. Data collected from questionnaires were analyzed by using the SPSS program.
The study's findings suggest that spending time in a multicultural setting either enhanced the
participants' preexisting positive attitudes toward learning English as a second language or
assisted them in developing new ones. Moreover, learners' perceptions of the significance of
learning EFL are enhanced by direct exposure to the language in authentic contexts. The study
suggested that teachers should incorporate cultural elements that can increase learners'
awareness of other cultures. It could be also possible to plan cultural visits as a component of
the language learning process, where students engage with English-speaking people from

various backgrounds.

In his study, Cantez (2020) decided to find out how participants in the Erasmus+ Youth
Exchange (YE) programs of the European Union (EU) feel about their motivation to learn a
foreign language and their progress in speaking proficiently. Participants in the study included
members of two non-governmental organizations: Sakarya Cycling and Nature Sports Club
Association and Edirne Nature Sports Club Association. These groups were active participants
in European Union Erasmus+ projects between the years 2014 and 2020. A qualitative research
design was employed, along with the "standardized open-ended interview" model to collect the
data. To analyze the interviews, the content analysis method was applied. The study's
conclusions show that, in the opinion of the participants, EU Erasmus+ Youth Exchange
Projects improve participants' foreign language proficiency in a number of ways and have
increased their motivation to learn a foreign language and their ability to speak English

effectively.

To determine whether the Erasmus program enhances students' intercultural
communicative competence, Altug, Sezgin, and Onal (2019) conducted a study. The purpose
of this study is to compare two student groups studying English language teaching: those who
took part in the Erasmus+ program during their undergraduate studies and those who did not,
concerning intercultural attitude, knowledge, action, and skill. Ergiin (2016) questionnaire has
been employed to evaluate the participants' perspectives regarding ICC. The data was analyzed

using SPSS version 22, and the means of the two groups were examined independently using
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the t-test. The study's findings indicate that there is a statistically significant difference between
the two participant groups. Therefore, it is possible to conclude from these results that students'
perceptions of ICC are positively impacted by the Erasmus+ Program. Consequently, one could
correctly contend that there ought to be a greater number and caliber of these kinds of exchange

programs.

Kang’s study (2013) looked at how study abroad (SA) experiences affected the willingness
to communicate (WTC), speaking skills, and interaction in classes taught by native English
speakers (NEST) in the home country of English as a foreign language (EFL) learners. The
participants were 60 students who studied in Seoul, Korea. At the beginning of the research, 80
students were evaluated by “Practical English I” at the university. Then, the class was taught
by US native English speakers, and using Korean in the classroom was forbidden. Only sixty
of the students spent eight weeks of their summer vacations participating in SA programs in the
US, the UK, or Canada. These sixty learners signed up for "Practical English 11" after they got
back home. The NEST taught both "Practical English I" and "Practical English 11." The data-
gathering instrument was a Korean questionnaire. The questionnaire asked about the
participants' self-assessed English-speaking ability, participation in SA, and trips to L1 English-
speaking nations, among other background-related questions. Based on the findings, the author
emphasized that the learners' WTC, speaking skills, and involvement in classroom activities
were greatly enhanced by an eight-week SA in L1 English-speaking countries. The relationship
between learner autonomy, learner beliefs, and contextual factors was primarily responsible for
the development. The connection between them seems to provide a more thorough and
fundamental explanation of the pedagogical advantages of L2 SA experiences. Regarding
proficiency-dependent changes in the impact of SA experiences on WTC and speaking

capacities, the SA experience had varying effects on EFL learners across the three-level groups.

To examine how Iranian EFL Students’ oral fluency, language competency, and
willingness to communicate relate to one another, Biria & Jouybay (2016) conducted research
at a Shokouke-Enghelab English language institute in Tehran. Their volunteer participants were
48 females and 18 males who were between 18 and 27 years old. The Willingness to
Communicate questionnaire by Maclntrye et al (2001) was given to the participants to
complete. After that, they were given some conversation starters, like family and hometown.
To increase the rater's reliability, the participants' oral proficiency was assessed by two raters.

Then, Spearman’s rank-order correlation was used to determine the correlation between the
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three sets of scores. Findings indicated that there was a highly significant relationship between
learners’ oral proficiency, language competency, and willingness to communicate.
Consequently, learners who were more willing to communicate were also able to express
themselves clearly. TEFL researchers, instructors, and students may all benefit from the

research’s findings.

Cetin (2019) carried out research which was aimed at finding the correlation between the
willingness to communicate levels of Turkish academics and the correlation between their
proficiency as measured by YDS (Foreign Language Examination) and their WTC. Moreover,
this study aimed to investigate the factors influencing academicians’ WTC in English and to
find out what they think about it. The number of participants was 450 academicians who were
employed by Education Faculties in Tirkiye. To collect the data, both qualitative and
quantitative methods which were WTC scale and semi-structured interview were used. All of
the participants answered the online questionnaire, and 8 of them participated in the interviews.
Findings showed that academicians preferred speaking with friends and participating in small
group discussions, and they were only somewhat willing to communicate in English.
Additionally, there was a moderate correlation (r=.37) between their communication
willingness levels and their YDS scores. Regarding willingness level and preference types, the
interview results were consistent with the quantitative findings. Language anxiety and foreign
language ability (personal factors), the nature of the interlocutor, the formality of the setting,
peer support, being evaluated, and the topic of the conversation (situational factors) all had an

impact on their willingness.

Cetinkaya (2005) aimed to determine whether or not university students studying English
as a second language in a Turkish context were willing to communicate when given the chance,
and whether or not the relationships between social-psychological, linguistic, and
communication variables in this context could be explained by the WTC model. The number
of participants in the study was 356 undergraduate students studying at Dokuz Eylul University
in Izmir. Both qualitative and quantitative data-gathering tools are integrated into the study. All
participants answered the questionnaire as quantitative data and only 15 participants were
randomly involved in interviews as qualitative data. The findings showed that the students had
low communication anxiety, felt a bit competent to communicate in English, were slightly
extraverted, had a positive attitude toward the international community, and were somewhat

willing to communicate in the language. They were also motivated to learn the language. It was
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discovered that these students' attitudes toward the international community and their perceived
linguistic self-confidence were closely correlated with their willingness to communicate. It was
discovered that there was an indirect relationship between students' linguistic self-confidence
and their motivation to learn English as well as their personality traits, such as introversion or
extrovertism. Ultimately, there was a correlation between their personality and attitude toward

the international community.

Through a study, Adella (2021) examined the Communication Apprehension level of forty-
seven third-semester students enrolled in the English Language Education Study Program in
Indonesia. Research findings indicated that students' oral performance suffered by 51% due to
Communication Apprehension. Most research participants received average scores. Students
with low communication anxiety and low anxiety outnumbered those with high communication
anxiety. Additionally, it was discovered that students were frightened to speak in groups,
particularly when they had to respond to questions, as a result of being required to take part in
open discussions. The two most frightening things were having to make mistakes and being in
an assessment situation. In situations involving interpersonal communication, the students felt

more at ease.

Lei (2021) conducted research with 201 Primary English Education major students, or pre-
service English teachers in the first semester of their fourth year. There were 22 men and 179
women among the participants. This research attempts to find out how much the pre-service
English teachers at a Chinese public university knew about their ICC levels and whether there
were any correlations between those levels and their gender or place of origin.
Using the "Intercultural Communication Competence Self Rating Scale (ICCSRS)" developed
by Zhong et al. (2013), data were gathered from 186 pre-service English teachers.
With an average score of 3.20, the results demonstrated that the ICC of pre-service English
teachers is only moderate. Language proficiency had the lowest score (2.72) among the eight
ICC dimensions, with attitude having the highest score (3.87). It was also found in the study
that pre-service English teachers who are female have higher ICCs than those who are male,
but there is no difference between pre-service English teachers in urban and rural areas. The
study concluded that the university should adopt a more flexible approach to class division and
instruction, give pre-service English teachers greater opportunities to communicate across
cultural boundaries and place greater emphasis on ICC development in the classroom due to

the low ICC of these teachers.
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Croucher, Rahmani, Sakkinen & Hample (2016) aimed to investigate Singapore's place on
the spectrum of communication apprehension, self-perceived communication competence, and
willingness to communicate, according to the theory that different cultural perspectives place
varying values on various facets of communication. The number of participants in the study
was 314, 209 of them were originally Chinese but born in Singapore and 105 of them were
Malay immigrants. Their ages were between 18 and 60. Participants of the study were found
by using a convenience sample. Quantitative data-gathering tools are integrated into the study.
All participants answered 3 different types of scales during the study; communication
apprehension scale, willingness to communicate scale, and self-perceived communication
competence scale. The results indicated that Malay immigrants have the highest level of CA,
while ethnic Chinese born in Singapore have the lowest level. This outcome is explained by the
"immigrant effect” of Malay immigrants as a result of their social standing. They do not feel
secure and relaxed in conversation, in contrast to Singapore's ethnic Chinese population.
Furthermore, compared to their neighbors in the region, ethnic Chinese and Malay immigrants
have lower levels of WTC and SPCC.

To examine how Iranian EFL Students’ willingness to communicate, communication
apprehension, and self-perceived communicative competence, Bahadori (2018) conducted a
research at Islamic Azad University in Iran. Their volunteer participants were 30 females and
30 males who were between 19 and 25 years old. The setting is the English Institutes in Bandar
Abbas, Iran. The participants were divided into two groups, one experimental and one control
group. The experimental group received cooperative teaching-based training, while the control
group received traditional training. Before and after the intervention, the WTC questionnaire,
self-perceived competence questionnaire, and CA questionnaire were given to the participants
to complete. Findings indicated that there was a negative correlation between communication
anxiety and WTC as well as a positive correlation between self-perceived efficacy and WTC in
Iranian EFL learners after the intervention. The findings also showed that cooperative teaching

can affect students' WTC, self-perceived efficacy, and communication anxiety.

Unli (2023) aimed to find the levels of English language teachers’ Intercultural
Communicative Competence (ICC), Communication Apprehension (CA), and Willingness to
Communicate (WTC), their relations, and the effects of demographic factors on them as well.
108 (84 women, 24 men) English language instructors employed by eight different Turkish

universities' Schools of Foreign Languages provided data for the study, which used a
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quantitative method design. 4 types of questionnaires were used to collect the data. The findings
indicated that the results of data analysis showed that the levels of ICC, CA, and WTC of
English language instructors were average. Furthermore, there was an important relationship
between these constructs. Age, gender, the total number of years spent teaching, educational
background, and the length of stay abroad did not seem to have a substantial statistical effect
onthe ICC, CA, and WTC levels of English language instructors according to the demographic
factors. On the other hand, an interesting finding about the amount of time spent abroad is that
the mean values of ICC rise with increased time spent abroad, while the mean values of CA

decrease.
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CHAPTER Il

3. METHOD

This chapter covered detailed information about the methodology of the current study. The
research design and procedure were given at the beginning. The setting and participants of the
study were presented as follows. Lastly, data collection instruments and data analysis were
provided. The data were analyzed and interpreted using SPSS 26.0, Intermediate and Structural
Equality Model (SEM), and Jamovi 2.3.28.

3.1. Research Design and Procedure

The main objective of the present study was to find out the impacts of the Erasmus Program
on ELT students analyzing the relationship between WTC, CA, and PICC. It also compared
ELT students who participated in Erasmus and who intended to participate in Erasmus program
with demographic features and other variables (WTC, CA, and PICC).

This study was conducted with a survey technique which is one of the quantitative research
methods. In quantitative research, the researcher selects the subject of the study, formulates
focused questions, gathers numerical data from participants, applies statistical analysis to the
data, and conducts the investigation impartially and objectively (Creswell, 2005). A
questionnaire is a systematic and written data collection technique that is conducted by asking
questions to the source persons constituting a universe and/or sample in line with hypotheses
or questions on certain subjects. Fraenkel and Wallen (2006) defined that one of the most
popular forms of data used in quantitative research is the questionnaire. Individuals fill out a
questionnaire by writing their answers or, more frequently, by marking response sheets. One
benefit of using questionnaires is that they can be sent by mail or sent to a large number of
individuals at once. To reach as many participants as possible through an online platform, the
questionnaire design was chosen for the current study. It was challenging to find participants in
person because they came from two separate state universities in Turkiye. Additionally, the
study ought to be grounded in independent and neutral findings, which is why the quantitative

research method was the most practical choice for this particular investigation.

To this end, three different questionnaires were used to gather data from participants about
Willingness to Communicate, Communication Apprehension, and Perceived Intercultural

Communicative Competence. Participants were students who have studied in the Department
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of English Language Teaching and recent graduates who participated in the Erasmus program

and who intended to participate in Erasmus program.

Both participants who participated in Erasmus program and who tended to participate in
Erasmus program were selected using a purposive sampling method. Samples are sometimes
chosen following the goals of the study and based on our understanding of the universe's
characteristics. The term "purposeful sampling” refers to this kind of sampling. Purposeful
sampling involves the researcher choosing a subgroup as a typical sample that he believes best
represents the universe. It is particularly useful when the researcher is aware of the universe

and the sample framework is not defined (Lincoln & Guba, 1985).

The participants were selected from the English Language Teaching (ELT) departments of
two state institutions in Turkey. A total of 130 surveys were gathered. Six surveys with extreme
results and outliers were eliminated from the study due to their inappropriateness for the data
set, following a comparison with other data. Necmettin Erbakan University had a total of 69
participants, whereas Bartin University had a total of 55 people. It included thirteen males and
ninety-three females. Due to its practicality and efficiency in reaching all participants
simultaneously, Google Forms was utilized to distribute surveys to the students. The data of the
current study were analyzed and interpreted utilizing the SPSS 26.0 software, the Intermediate

and Structural Equality Model (SEM), and the Jamovi 2.3.28 program.

3.2. Setting and Participants

The setting of the study was the Department of English Language Teaching of two public
universities which is called Necmettin Erbakan and Bartin University. Firstly, The English
Language Education Program of a large size public university in Konya, Tirkiye. Necmettin
Erbakan University was established in 1982 and operated as a part of Selcuk University until
2012. Then, it was transferred to Ahmet Kelesoglu Faculty of Education at Necmettin Erbakan
University in 2012. The English Language Education Program provides undergraduate and
master’s degrees to national and international students. The program admits 90 undergraduate

students every year.

Secondly, The English Language Education Program of a public university in the Black
Sea region of Turkiye. Bartin University was established on May 22, 2008. The English
Language Program of Bartin University started to give lectures in 2019. The educational

duration of this department is five years with a preparatory program. The department applies
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an exam to determine which student will have a preparatory program. If the new students can
pass the exam, their study period will start from the first grade. However, if they can not get
enough scores on the exam, they will be a part of the preparatory program which includes
reading, writing, grammar, speaking, and listening courses. After the preparatory program,
students take courses in the field of education and linguistics such as teaching language skills,
linguistics, language strategy training, teaching English to young learners, and a second foreign

language (German).

The participants of the study consisted of ELT students and recent graduates who graduated
in 2023 from Bartm University and Necmettin Erbakan University between the years 2018 and
2023. A purposive sampling method was used in the research. In the online application, 130
questionnaires were obtained. When compared with other data, six questionnaires with outliers
and extreme values that were not suitable for the data set were not included in the study. Thus,
124 questionnaires were analyzed. 54 students who participated in the survey took part in
Erasmus. Therefore, Considering that an average of five members of the ELT department from
each of the universities participate in Erasmus each year, this study was unable to reach five
students from Necmettin Erbakan University and only one from Bartin University. Also, 70

students who tended to participate in Erasmus program took part in the survey.

3.3. Data Collection Instruments

The survey technique is one of the quantitative research methods used in the research. A
questionnaire is a systematic and written data collection technique that is conducted by asking
questions to the source persons constituting a universe and/or sample in line with hypotheses
or questions on certain subjects. All kinds of domestic and foreign academic studies (theses,

articles, journals, books, etc.) related to the variables subject to this research were examined.

Three types of questionnaires were used as instruments to gather the data. Below, it was

explained in three sections:

The first scale is named Perceived Intercultural Communicative Competence (PICC) which
includes nine items. The PICC items were created by McCroskey & McCroskey (1988) and
Bayram (1997) as a basis according to the PICC questionnaire of Unlii (2023). In Turkish
context, PICC scale was used and confirmed for the first time in Unlii’s study (2023). To use
effectively in the present study, it was adapted to the Google form structure to obtain

participants’ responses swiftly. In this questionnaire, participants were given a five-point Likert
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scale (5=Completely Competent; 4=Competent; 3=Undecided; 2=Incompetent; 1=Completely
Incompetent) to rate their level of English proficiency in a variety of hypothetical scenarios in
an English-speaking setting.

The second scale is Communicative Apprehension (CA). The scale consists of eighteen
statements that discuss your likely feelings regarding speaking English with others. This section
is answered by the participants using a five-point Likert scale: 5 = Strongly agree; 4 = Agree;
3 = Neutral; 2 = Disagree; and 1 = Strongly disagree. A summarized and rearranged version of
McCroskey's Communication Apprehension Scale (1982) generated the items. Dombi (2013)
used the modified version at first. The new scale was also adapted to be used and confirmed in
Tlrkiye with English language instructors in Unlii’s study (2023). The current study was
modified to comply with the structure of Google Forms so that students' responses could be

accessed quickly and simply.

Thirdly, the Willingness to Communicate (WTC) scale with twenty items. It was asked
of the participants how often they would be willing to speak in English in imagined scenarios
that were presented to them. The items on the scale are the original version of McCroskey’s
WTC scale (1992). Oz, Demirezen & Pourfeiz (2014) used and confirmed willingness to
communicate scale in Turkish context so as to report on findings of an investigation into English
as a foreign language (EFL) learners’ perceptions of willingness to communicate. In the present
study, it is adapted to the Google Forms structure. Originally, participants should number the
percentage of times they would choose to communicate from 0 to 100, yet it was added a five-
point Likert Scale (5=Always; 4=0ften; 3=Sometimes; 2=Seldom; 1=Never) to the
questionnaire in this study. The aim was to make it easier for participants to evaluate situations

through the Google form.

Table 3.2. Levels of reliability (Yildiz & Uzunsakal, 2018)

Reliability Intervals Levels of Reliability
0<a <0,40 Not reliable
0,40<a, <0,60 Low reliable
0,60<a, <0,80 Pretty Reliable
0,80<a, <1,00 High Reliable

Table 2 shows the levels of reliability that scales should have. Table 2 shows the

reliability values of all scales included in the study.
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Table 3.3. Results of reliability analysis of the study

Scales Cronbach’s Alpha Number of Items
PICC ,918 9
CA ,964 18
WTC ,932 20

It is seen that the reliability rates of the study are highly reliable (0.80<0<1.00) in all scales
(PICC, CA, and WTC).

3.4. Data Analysis

The statistical analysis of the study was conducted and interpreted using SPSS 26.0, the
Intermediate and Structural Equality Model (SEM), and the Jamovi 2.3.28 program, where the
main variable of this research revealed meaningful differences concerning demographic
variables. Reliability analysis for each of the three scales was included in the study. To find out
if demographic traits indicate a significant difference in variables, the T-test and ANOV A were
used for parametric scales and the Mann-Whitney U and Kruskall Wallis tests for non-
parametric scales. Chi-Square and Cramer’s V tests were used to measure the relationship
between gender — Erasmus participation, GPA-Erasmus participation, and GPA intimacy with
English. For the correlation analysis, Spearman’s Rho and Pearson were used, and lastly,

mediation tests and SEM were carried out to measure the mediating role of scales.
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CHAPTER IV

4. FINDINGS

4.1. Findings on Demographic Features of the Participants

Gender, age, the university they are attending, grade levels, average grades, years of
English learning experience, Erasmus participation status, and the amount of time spent abroad
under the Erasmus program are all taken into consideration when measuring the demographic
characteristics of the participants. Statistics about the length of stay abroad under the Erasmus

program are also indicated, along with the percentage rates that correspond to these frequencies.
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Table 4.1. Frequency analysis of demographic factors

Demographic Factors f %
Gender Female 93 75
Male 31 25
18-22 73 589
Age 23-26 37 298
27-30 5,6
31+ 5,6
University Necmettin Erbakan University 69 55,6
Barti University 55 44,4
1st grade 6 4,8
2nd grade 49 395
Grade 3rd grade 18 14,5
4th grade 25 20,2
Graduated 26 21
2,00-2,50 5 4
GPA 2,51-3,00 19 153
3,01-3,50 70 56,5
3,51-4,00 26 21
1-5 19 15,3
Years of English 6-10 59 47,6
learning experience 0015 33 266
16-20 5,6
21+ 4,8
Erasmus Participation Yes 54 43,5
Status No 70 56,5
2 months 5 4
The Amount of Time 2-5 months 12 9,7
Spending in Erasmus =8 months 31 25
8-12 months 6,5
England 1,6
Finland 1,6
Germany 1,6
Country for Erasmus
participation Italy 15 121
Poland 17 13,7
Rome 1 8
Spain 13 10,5
The Netherlands 1 8
UK 8
Hungary 8
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93 (75%) of the participants are female and 31 (25%) are male. 73 (58,9%) are between
the ages of 18-22, 37 (29,8%) are between the ages of 23-26, 7 (5,6%) are between the ages of
27-30, and 7 (5,6%) are 31 years and over. 69 (55,6%) are students or graduates of Necmettin
Erbakan University and 55 (44,4%) are students or graduates of Bartin University. 6 (4,8%) are
from 1st grade, 49 (39,5%) are from 2nd grade, 18 (14,5%) are from 3rd grade, 25 (20,2%) are
from 4th grade and 26 (21%) are graduated students. 5 (4%) students are in the 2,00-2,50 range
of GPA, 19 (15,3%) students are in the 2,51-3,00 range of GPA, 70 (56,5%) students are in the
3,01-3,50 range of GPA, 26 (21%) students are in the 3,51-4,00 range of GPA and 4 (3,2%)
students did not answer. 19 (15,3%) students have been learning English for 1-5 years, 59
(47,6%) students have been learning English for 6-10 years, 33 (26,6%) students have been
learning Engkish for 11-15 years, 7 (5,6%) students have been learning English for 16-20 years
and 6 (4,8%) students have been learning English for 21 years or more. 54 (43,5%) students
participated in Erasmus Program, while 70 (56,5%) students did not participate in Erasmus

program.

Four (3.2%) of students participating in Erasmus Programme have stayed for 2 months,
11 (8.9%) students have stayed for 2-5 months, 31 (25%) students have stayed for 5-8
months, 8 (6.5%) students have stayed for 8-12 months. The participants attending the
Erasmus Program studied respectively in the following countries: 17 (13.7%) were from
Poland, 15 (12.1%) were from Italy, 13 (10.5%), were from Spain, 2 (1,6%) were from
Finland, 2 (1.6%) were from Germany, 1 (0.8%) was from England, 1 (0.8%) was from
Rome, 1 (1.8%) was from The Netherlands, 1 (2.8%) was from UK, and 1 (0,8%) was from
Hungary.

4.2. Findings on Variables
Table 4.2. Test of normality (WTC, CA, PICC scales)

M. SD Min-Max Skewness SE Kurtosis SD
PICC 1,9756  ,06245 1,00-5,00 ,897 2,013
CA 2,6522  ,08209 ,392 218 -,584 433
WTC 3,4646  ,06158 1,25-5,00 ,101 ,338
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As a result of the normality test (Skewness/Std. Error and Kurtosis/Std. Error), it is seen
that the Skewness and Kurtosis values of the scales are greater than -1,500 and +1,500.
Tabachnick & Fidell (2013) mention that if the Skewness and Kurtosis values are greater than
-1,500 and +1,500, the scale distribution does not show a normal distribution. In line with this
information, while PICC is non-parametric distributed, CA and WTC are parametric
distributed. Mann-Whitney U and Kruskall Wallis tests is used for non-parametric distributed
scales, and T-test and ANOVA tests is used for parametric scales to investigate whether
demographic characteristics reveal a significant difference in variables.

Table 4.3. The relationship between gender and Erasmus participation status

Erasmus Participation Status

Yes No Chi-Square Cramer’s V p.
N % N %
Female 40 43 53 57

Gender

,044 ,019 ,834

Male 14 45,2 17 54,8

When Erasmus participation status is examined in terms of gender, it is concluded that
40 women participated in Erasmus program while 53 women did not participate in Erasmus
program. 14 men participated in Erasmus program while 17 men did not participate in Erasmus
program. Since the statistical significance of the Chi-Square value (0,044) is p=0,834>0,05, it
has been concluded that there is no significant difference between gender and Erasmus
participation status. The number of females who participated in Erasmus program is more than

males.

Table 4.4. The relationship between age and Erasmus participation status

Erasmus Participation Status

Yes No Chi-Square Cramer’s V p.

N % N %
o 1822 16 219 57 781
< 2326 28 751 9 24,3
2730 5 714 2 286
31+ 5 714 2 286

33,855 ,523 ,000

When examining Erasmus participation status in terms of age, it is concluded that 16
students aged 18-22 participated in Erasmus program, yet 57 students of the same age did not

participate in Erasmus program. 28 students aged 23-26 participated in Erasmus program, yet
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9 students of the same age did not participate in Erasmus program. 5 students aged 27-30
participated in Erasmus program, yet 2 students of the same age did not participate in Erasmus
program. 5 students who are 31 years of age and older participated in Erasmus program, yet 2
students of the same age did not participate in Erasmus program. Since the statistical
significance of the Chi-Square value (33,855) is p=0,000<0,05, it has been concluded that there
is a significant difference between age and Erasmus participation status. According to Cramer’s
V test (0,523), the relationship between age and Erasmus participation status is strong, as the V
value is 52.3%. The findings indicate that the intensity of participation is between the ages of
23-26, whereas the 18-22 age group should normally participate in Erasmus program at higher
rates. The reason for these results is that recent graduates were included in the study as well. It
indicates that Erasmus targets university students.

Table 4.5. The relationship between GPA (General Point Average) and Erasmus participation status of all
participants

Erasmus Participation Status of All Participants

Yes No Chi-Square Cramer’s V p.

% N %
2,00-2,50 0 0 100
2,51-3,00 5 26,3 14 73,7
3,01-3,50 32 45,7 38 54,3
3,51-4,00 15 57,7 11 42,3

ol

8,409 ,265 ,038

GPA

Analyzing the Erasmus program participation status in terms of GPA, it is determined
that participants in the 2.00 to 2.50 range GPA did not participate in Erasmus program. 5
participants in the 2.51- 3.00 range GPA participated in Erasmus program while 14 students
who had the same range of GPA did not participate in Erasmus program. 32 participants in the
3.01 to 3.50 range GPA participated in Erasmus program while 38 participants who had the
same range of GPA did not participate in Erasmus program. 15 participants in the 3.51-4.00
range GPA participated in Erasmus program while 11 participants who had the same range of
GPA did not participate in Erasmus program. As a result of the Chi-Square value (8,409)'s
statistical significance (p=0,038<0,05), it has been determined that there is a relationship
between GPA and Erasmus participation status. There is a significant difference between GPA
and Erasmus participation status, based on the Cramer's V test result of 0,523, which is 52.3%.
Students participating in the Erasmus program must have an overall grade point average of 2.50

or above. Therefore, the student’s grade who participated and intended to participate in Erasmus

40



program is not lower than 2.50. Students have to be successful to be eligible for Erasmus

program. The findings indicate that students who participated in Erasmus program are already

successful. Also, students who intended to participate in Erasmus program are successful based

on Table 4.5. Moreover, the number of students who had in the 3.50—4 range GPA seems to be

lower than the 3-3.50 average when the averages are examined. The reason why might be

related that students who participated in Erasmus program have slightly lower grade averages

because they are enrolled in modules that they are not familiar with.

Table 4.6. Significant difference analysis of years of English learning experience according to scales

Years of
English
learning
Scales experience N Mean Std. Error Test p.
1-5 19 1,9883 ,17097
6-10 59 2,1243 ,08571
PICC 11-15 33 1,7811 ,10149 2144 080
16-20 7 1,9841 ,41249
21+ 5 1,4444 ,26527
Total 123 1,9756 ,06245
1-5 19 2,9678 ,20055
6-10 59 2,8173 ,11466
11-15 33 2,4091 ,14375
CA 4,038 ,004
16-20 7 2,3333 ,44029
21+ 5 1,5556 ;11111
Total 123 2,6522 ,08209
1-5 19 3,2447 ,18189
6-10 59 3,3203 ,07237
11-15 33 3,8212 ,11298
WTC 4,044 ,004
16-20 7 3,3786 37778
21+ 5 3,7700 ,25865
Total 123 3,4646 ,06158

The present study is conducted with all participants who participated in Erasmus

program and who intended to participate in Erasmus program. When the Kruskall Wallis test

results are examined, it is concluded that years of English learning experience did not mean a
significant difference (p=0,080>0,050) from PICC. The reason for this result is that the

measurement was completed with the participation of all student. Since the participants taking

part in the Erasmus is not included alone, it is not possible to measure PICC.
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Based on the results, the average scores of the participants are close to each other or
equal. When the ANOVA test results are examined, it is concluded that years of English
learning experience showed a significant difference (p=0,004<0,050) compared to CA.
Significant differences between intervals are determined by post-hoc testing and will be shown
below in Table 4.7. When the ANOVA test results are examined, it is concluded that the years
of English learning experience showed a significant difference (p=0,004<0,050) compared to
WTC. Significant differences between intervals are determined by the post-hoc test in Table
4.8.

Table 4.7. Post-hoc test to determine significant difference in CA perception of years of English learning
experience

(1) Years of (J) Years of
Dependent  English learning English learning Mean Difference

Variable experience experience (1-J) Std. Error p.
6-10 15051 22902 965
1-5 11-15 55875 25004 174
16-20 63450 38388 467
21+ 1,41228" 43640 013
15 -,15051 22902 965
6-10 11-15 40823 18873 201
16-20 48399 34708 632
21+ 1,26177" 40440 019
15 - 55875 25004 174
A 11-15 6-10 -,40823 18873 201
16-20 07576 36129 1,000
21+ 85354 41666 250
15 -,63450 38388 467
16-20 6-10 -,48399 34708 632
11-15 -,07576 36129 1,000
21+ 77778 50839 545
15 -1,41228" 43640 013
21+ 6-10 -1,26177" 40440 019
11-15 -,85354 41666 250
16-20 - 77778 50839 545

It is concluded that the years of English learning experience made a significant
difference in the perception of CA. A post-hoc test is carried out to determine which of the two

categories contained this significant difference. Based on the results of the post-hoc test, it is
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concluded that years of English learning experience made a significant difference in students’
communication apprehension. The results show that there is a homogeneous distribution that
students who had 1-10 years of English learning experience and students who had more than
21 years of English learning experience. Both of these student’ groups have high
communication apprehension.

Table 4.8. Post-hoc test to determine significant difference in WTC perception of years of English learning
experience

(hYears of (J) Years of
Dependent English Learning English Learning Mean Difference

Variables Experience Experience (1-J) Std. Error p.
6-10 -,07560 17179 ,992
1-5 11-15 -,57648" ,18755 ,022
16-20 -,13383 28795 ,990
21+ -,52526 32734 497
1-5 ,07560 17179 992
6-10 11-15 -,50087" 14157 ,005
16-20 -,05823 26034 ,999
21+ -,44966 30334 576
1-5 ,57648" ,18755 ,022
WTC 11-15 6-10 ,50087" 14157 005
16-20 44264 27100 479
21+ 05121 31254 1,000
1-5 ,13383 28795 ,990
16-20 6-10 ,05823 26034 ,999
11-15 -,44264 ,27100 479
21+ -,39143 38134 843
1-5 52526 32734 497
21+ 6-10 44966 30334 576
11-15 -,05121 31254 1,000
16-20 39143 38134 843

It is determined that the years of English learning experience significantly affect
students's willingness to communicate. A post-hoc test is performed to find out which of the
two categories contained the significant difference. The outcomes reveal that a significant
difference between students who had 21+ years of English learning experience and students
who had 1-10 years of English learning experience. It is observed that students who had 1-15
years of English learning experience are more willing to speak. Table 4.7.and Table 4.8.
indicate that although students who had 1-15 years of English learning experience are willing

to communicate and feel communication anxiety at the same time, students who had 21+
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years of English learning experience are not willing to speak, even if they have
communication apprehension. The reason of the result might be related that people become
more enthusiastic and idealistic when they are younger yet their willingness to communicate

begins to decrease over the years.

Table 4.9. Analysis of significant differences by scale of participation in the Erasmus program

Erasmus
Participation
Scales Status N Mean Std. Error Test p
Yes 54 1,7023 ,59308
PICC 1043,500 ,000
No 70 2,1825 ,69454
Yes 54 2,2579 , 74465
CA 3,530 ,000
No 70 2,9508 ,91534
Yes 54 3,7368 ,67952
WTC 1,242 ,000
No 70 3,2586 ,61385

When the Mann-Whitney U test results are analyzed, it is concluded that Erasmus
program participation measured a significant difference (p=0,000<0,050) from PICC. The
results show that students who intended to participate in Erasmus program have higher averages
PICC than students who participated in Erasmus program. The reason for this result could be
related to the real-life experiences of students who participated in Erasmus program. Erasmus
participants have less faith in themselves because they know what to do and what not to do in
the context of PICC. They have already experienced an intercultural environment, and they may
communicate with people about the topic on a PICC scale. Therefore, they might feel
uncomfortable and unwilling to communicate in such contexts. The low PICC could stem from
Erasmus participants’ real-life experiences in Erasmus program. However, students who did
not take part in Erasmus program consider themselves to be more courageous and committed
to talk about it in the context of PICC scale. In this way, their higher PICC could be related to

their perceptions about themselves.

When the T-Test results are examined, it is concluded that the Erasmus participation
status showed a significant difference (p=0,000<0,050) compared to the CA. The findings
reveal that students actively engaged in the Erasmus program achieved higher averages than
their non-participating peers. This outcome is anticipated, given that participation in the

Erasmus program is associated with decreased communication apprehension. Being an Erasmus
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participant involves immersion in the target language and frequent interaction with native
speakers, fostering a supportive environment that bolsters students' confidence in using their
second language fluently and communicatively. This positive environment significantly
contributes to their ease and speaking proficiency, enhancing their overall language-learning

experience.

Examining the T-Test results, it is determined that there is a significant difference
(p=0,000<0,050) between the Erasmus participation status and the WTC. The findings indicate
that students who participated in the Erasmus have higher averages than students who tended
to participate in Erasmus program. Engaging in the Erasmus program encourages participants
to speak in L2, which makes them more open to communication. They consequently begin to
feel less nervous and more confident when they recognize how capable they are while speaking
in English.

The degree of relationship between the variables is determined using correlation
analysis. In this analysis, non-parameter variables are correlated using Spearman's, and

parameter variables that have a normal distribution are analyzed using Pearson.

Table 4.10. Correlation analysis of WTC, CA, and PICC

Scales Correlation WTC CA PICC
Spearman’s rho 1
wTC Sig.
N 123
Pearson’s r -,569" 1
CA Sig. 000
N 123 123
Spearman’s rho -,465™ ,539™ 1
PICC Sig. 000 000
N 123 123 123

The correlation analysis conclude that there is a negative correlation between WTC and
CA (correlation ratio =-0,569). While there is a negative correlation between WTC and PICC
(correction ratio=-0,465), there is a positive correlation between the PICC and CA (Correlation
Rate =0,539). The correlation analysis are conducted with all participants who participated in
Erasmus program and who intended to participate in Erasmus. These values suggest that
perceived intercultural communication decreases with increasing communication willingness.

In general, ELT students are open to communication, but in practice, perceptions are not always
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as they seem. It is crucial to understand the context of the questions on PICC scale at this point
because students become less able to communicate when they see questions on the PICC scale
and mentally picture the circumstance. When given a script, people often worry that they will
not be able to do it, but this is not always the case. When we analyzed the questions of the PICC
scale, we could see that all the questions occurred in a specific context. As a result, students
must know the background information and speak English at least at the C1 level to see
themselves as capable on the PICC scale. As an example; a question from the PICC scale says”
Ask English-speaking friends about general attitudes towards immigrants and minorities in their
country”. To speak about this, the participant has to know about immigrants and minorities in
their own country and have a level of C1 English level according to CEFR. The other question
is that “discuss with a group of English-speaking acquaintances the similarities between social
networking in their country and Tirkiye”. In this case, students have to know about social
networking otherwise even if they have a level of C1 English, they do not have anything to say
due to the deficiency of the context. The other question is also about the public holidays of
students' countries, so students have to know all the public holidays of their countries. The
context of the questions in the PICC scale requires all high-level information. Students who
participated in Erasmus and have a tendency to participate in Erasmus both consider themselves
inability to speak in that scenario because of their deficiency in the context. Their
communication apprehension increases when they perceive themselves in speaking about this
context as well. These statements “I can speak English” and “Talk in English about the way
Turks celebrate their religious holidays in a small group of English-speaking strangers” are not
expected to be answered in the same way with the same anxiety. The questions on PICC scale
are more detailed and ask students to be more specific, proficient in English, and knowledgeable
about the context given in the questions. The results of the confirmation analysis were
confirmed with SEM.

As part of the study, separate SEM and mediatory role analyses are conducted for
participants who participated in Erasmus program. Both the mediation test and the SEM are
conducted to measure whether the PICC has a mediating role in the impact of the WTC on

CA among Erasmus participants.
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Table 4.11. Indirect and Total effects and path estimates of participants who participated in Erasmus program

Label Estimate SE 4 ] p
WTC— PICC a -0.485 0.0803 -6,04 -0,478 <.001
PICC — CA b 0.431 0.1039 4.15 0,328 <.001
WTC — CA c -0.550 0.1054 -5,22 -0,412 <.001

The analysis revealed that the WTC had 48% PICC (Estimate=-0,485), PICC had 33%
CA (Estipate=0,431), and WTC had 241% CA (Estimate =-0,550). In addition, WTC has a
negative effect on CA and PICC, while PICC has a positive impact on CA. Indirect and total
effects and path estimates of WTC, CA, and PICC are analyzed by using the Jamovi 2.3.28
program and SEM. Table 4.12 shows that WTC has a negative effect on CA and PICC while
PICC has a positive impact on CA. It is explained that when students who participated in
Erasmus are willing to communicate, their communication apprehension decreases as
expected. However, when students perceive themselves in an intercultural environment, their
willingness to communicate decreases. When students who participated in Erasmus see the
questions of PICC scale, they start to feel anxiety rather than willingness to communicate.
The questions of PICC scale are as follows; “ask an English-speaking friend about general
attitudes towards immigrants and minorities in their country.”, and “explain in English to an
English-speaking acquaintance why 29th October is a public holiday in Tirkiye.” When it is
seen in the examples, the questions are related to a particular context that requires background
knowledge. When students who participated in Erasmus program see the question of PICC
scale and imagine themselves in these intercultural contexts, their willingness to communicate
decreases as it is concluded from the estimate rate (-0,485). Erasmus experience of students
might be affected by this result since they have already experienced a similar context and
might feel anxiety. When PICC is increased, CA is increased due to their positive
relationship as it is concluded from estimate rate (0.431). When CA is increased, WTC is
decreased due to their negative relationship as it is concluded from the estimate rate (-550).

Consequently, when WTC is decreased, PICC and CA are increased.
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PICC

-0.48 0.33

WTC -0.41 » CA

Figure 4.1. Statistical diagram of path analysis of participants who participated in Erasmus program

When the Statistic Diagram is examined in addition to Table 4.12, the 8 values and

direction of the effect are also seen.

Figure 4.1. indicates that the § values are the real values of participants who participated
in Erasmus, and estimate values are confirmed by p values. PICC has a negative impact on
WTC (-0,48) while it has a positive impact on CA (0,33). WTC has a negative impact on CA
(-0,41).

The results of WTC and CA are found to be in line with expectations, as it is seen in
Figure 4.1. Their rates are negatively correlated. WTC diminishes participants’' communication
anxiety and encourages them to feel comfortable in speaking English. Therefore, when
willingness to communicate increases, communication apprehension decreases. The rate
between PICC and WTC is found as (-0,48). It indicates that when PICC increases, WTC
decreases. The same results between PICC and CA are also seen in the figure 4.1. The reason
for these results stems from the questions of the PICC scale. ELT students who participated in
Erasmus program may experienced situations in the PICC scales, therefore they are aware of

how difficult to communicate when they did not have information about the context.
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Table 4.12. SEM-related compliance values of participants who participated in Erasmus program

Compatibility

Criteria Perfectly Compatibility Acceptable Compatibility SEM
y2/sd* y2/sd <2 ¥2/sd <3 1,863
RMSEA* 0<RMSEA<0,05 0,05<RMSEA<0,08 0,068
SRMR* 0<SRMR<0,05 0.05<SRMR<0.10 0,087
NFI* 0,95<NFI<1 0,90<NFI<0,95 0,973
NNFI* 0.97<NNFI<1.00 0.95<NNFI<0.97 0,987
CFI* 0,95<CFI<1 0,90<CFI<0,95 0,988
GFI* 0.95<GFI <1.00 0.90<GFI<0.95 0,976
AGFI* 0.90<AGFI<1.00 0.85<AGFI<0.90 0,970

* ¥2= Chi-Square; df= Degree of Freedom; RMSEA= Root Mean Square Error of Approximation;
SRMR= Standardized RMR; NFI= Normed Fit Index; NNFI= Non- Normed Fit Index; CFI=

Comparative Fit Index; GFI= Goodness of Fit Index; AGFI= Adjusted Goodness of Fit Index (Ilhan &
Celik, 2014).

The compatibility values are examined; y2/sd, NFI, NNFI, CFI, GFI, and AGFI are
excellent, while RMSEA and SRMR are acceptable. SEM is applied to only the students who
participated in Erasmus program.

Table 4.13. PICC's intermediate role in the WTC's influence on CA

95% Confidence
Interval
Effect Label Estimate SE Lower Upper 4 p Me doi/zlti on
Indirect axh -0,210 0,0611 -0,329 -0,10893  -3,42 <,001 27,6
Direct c -0,550 0,1054 -0,756 -0,3430 -5,22 <,001 72,4
Total c+axb  -0,759 0,0988 -0,952  -0,5651  -7,68 <,001 100,0

The direct effect of WTC on CA (first) is 1 = -0,550, and the indirect impact of the
WTC upon CA through PICC is B2 = -0,210 in the table 4.14. When B1 and 32 are examined,
the second value is shown to be increased. This result indicates that the medium is the direct
intermediary of the variable. As a result, PICC plays a full mediator role in the WTC's
influence on CA.

Based on the results of SEM, WTC has a negative impact on CA (B1 =-0,550) as it is
expected. When PICC arises, it plays a full mediator role in the WTC’s influence on CA.
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However, the mediator role of PICC is not in the way as it is expected because of the rate (2
= -0,210). The rate is decreased in a negative way. It is concluded that when PICC arises, the
negative impact of WTC on CA decreases. Normally, PICC is expected to increase the negative
impact of WTC on CA. However, the mediatory role of PICC is not found as it is expected, yet
it confirmed the results of the correlation analysis. It is commented that WTC have a negative
impact on CA. Therefore, when students’ willingness to communicate increases, their
communication apprehension decreases. However, with the mediator role of PICC, when
students’ willingness to communicate increases, their communication apprehension rates start
to increase. This is a surprising and unexpected result of the study. Consequently, when students
who participated in Erasmus program imagine themselves in the specific context of PICC, their
willingness to communicate decreases, and communication apprehension increases as well. The
main reason for this impact might be related to the specific and sensitive context of the PICC
scale as it is aforementioned. Erasmus participants might have a conversation about the context
of PICC scale, and they might experience in a real-life context. Therefore, they might feel
anxious to talk about the sensitive and specific context of PICC. That’s why when they imagine
the context of PICC scale, their willingness to communicate decreases based on their real-life

experiences.

Indirect .
3N :
= Direct 1 - colour
LIJ m
Total -
-1.00 0.75 -0.50 -0.25 0.00

Estimate

Figure 4.2. Estimate plot of effects of participants who participated in Erasmus program
In the triple impact analysis, the detection of the negative and significant effect
between PICC, WTC, and CA, since p<0,05, also shows a negative and meaningful

relationship between these three variables. In this context, it confirms that the PICC has a

mediating role in the WTC's influence on CA.
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In the study, both the mediation test and the SEM are conducted to measure whether the
PICC has an intermediary role in the impact of the WTC on CA, with students who did not
participate in Erasmus Program but intended to participate.

Table 4.14. Indirect and total effects and path estimates of participants who intended to participate in Erasmus
program

Label Estimate SE z B p
WTC— PICC a -0.467 0.123 -3.79 -0,412 <.001
PICC — CA b 0.426 0.139 3.07 0,323 .002
WTC — CA c -0.572 0.157 -3.64 -0,384 <.001

The results of the analysis show that the WTC gave 41% of the PICC (Estimate=-0,467),
PICC 32% of CA (Estima=0,426), and WTC 38% ( Estima=-0,572) of CA. In addition, the
WTC has a negative impact on CA and PICC, while the PICC has a positive impact on CA.

The findings indicate that WTC has a negative impact on CA and PICC, although PICC
has a positive impact on CA. When willingness to communicate increases, communication
apprehension decreases as it is expected. When WTC increases, PICC decreases due to the
negative effect. When PICC increases, CA increases as well. The findings give the same results
among the participants who participated in Erasmus program and who intended to participate
in Erasmus program. When students who intended to participate in Erasmus program imagine
themselves in an intercultural environment, they do not tend to talk, and their apprehension
increases. The reason for the findings may stem from the questions of the PICC scale containing

sensitive contexts that participants do not tend to discuss.
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PICC

WTC -0.38 » CA

Figure 4.3. Statistical diagram of participants who intended to participate in Erasmus program

When the Statistic Diagram is examined in addition to Table Q, the B values and

direction of the effect are also seen.

Figure 4.3. indicates that the  values are the real values of participants who intended to
participate in Erasmus program, and estimate values are confirmed by B values. PICC has a
negative impact on WTC (-0,41) while it has a positive impact on CA (0,32). WTC has a
negative impact on CA (-0,38).

The results of Figure 4.3. are in the same line as Figure 4.1. The findings are concluded
the same with participants who participated in Erasmus and who intended to participate in
Erasmus program. The only difference is p values between students who participated in
Erasmus program. When CA increases, WTC decreases. It means that when PICC increases,
WTC decreases as well. When PICC increases, CA increases. The results of Figure 4.3. confirm

the path estimates of participants who intended to participate in Erasmus program.
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Table 4.15. SEM-related compliance values of participants who intended to participate in Erasmus program

Compatibility
Criteria Perfectly Compatibility Acceptable Compatibility SEM
y2/sd* ¥2/sd <2 ¥2/sd <3 1,827
RMSEA* 0<RMSEA<O0,05 0,05<RMSEA<0,08 0,076
SRMR* 0<SRMR<0,05 0.05<SRMR<0.10 0,098
NFI* 0,95<NFI<1 0,90<NFI<0,95 0,948
NNFI* 0.97<NNFI<1.00 0.95<NNFI<0.97 0,974
CFI* 0,95<CFI<1 0,90<CFI<0,95 0,976
GFI* 0.95<GFI <1.00 0.90<GFI<0.95 0,953
AGFI* 0.90<AGFI<1.00 0.85<AGFI<0.90 0,942

*v2= Chi-Square; df= Degree of Freedom; RMSEA= Root Mean Square Error of Approximation;
SRMR= Standardized RMR; NFI= Normed Fit Index; NNFI= Non- Normed Fit Index; CFI=
Comparative Fit Index; GFI= Goodness of Fit Index; AGFI= Adjusted Goodness of Fit Index (Ilhan &
Cetin, 2014)

When the compatibility values are examined, ¥2/sd, NNFI, CFI, GFI, and AGFI are
excellent, while RMSEA, SRMR, and NFI are acceptable.

Table 4.16. PICC's intermediate role in the WTC's influence on CA

95% Confidence
Interval
Effect Label Estimate SE Lower Upper Z p % Mediation
Indirect axb -0,199 0,0834 -0,362 -0,0353  -2,38 ,017 25,8
Direct c -0,572 0,1572 -0,880 -0,2642 --3,64 <,001 74,2
Total c+axb -0,771 0,1525  -1,070  -0,4722  -5,06 <,001 100,0

The direct effect of the WTC on CA (first) is Bl = -0,572, and the indirect impact of
WTC upon CA through PICC is 2 =-0,199 in Table 4.16. When B1 and B2 are examined, the
second value is shown to be increased. The results indicate that the medium is the direct
intermediary of the variable. As a result, the PICC plays a full mediator role in the WTC's

influence on CA.

The findings are given the same results with students who participated in Erasmus
program, yet the rates are different. WTC has a negative impact on CA (B1 = -0,572), which
indicates that when students' WTC increases, CA decreases. However, when PICC arises, the
rate of WTC on CA is decreased (B2 = -0,199). The value is decreasing and becoming

meaningless in the table 4.16.
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Figure 4.4. Estimate pilot of participants who intended to participate in Erasmus program

In the triple impact analysis, the detection of the negative and significant effect between
PICC, WTC, and CA, since p<0,05, also shows a negative and meaningful relationship between
these three variables. In this context, it confirms that the PICC has a mediating role inthe WTC's

influence on CA.

Based on the result of SEM on ELT students who intended to participate in Erasmus
program, PICC has a mediator role in the WTC’s influence on CA. PICC arises, and the CA
increases, however, when WTC increases, the PICC decreases. These results are parallel with
the results of ELT students who participated in Erasmus program. However, their rations are
different. Both participants do not tend to communicate when they perceive themselves in an

intercultural environment; thus, their communication apprehension shows an increase.
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CHAPTER V
5. DISCUSSION, CONCLUSION, AND SUGGESTIONS
This chapter provided a discussion of the findings, conclusion, and suggestions.

5.1. Discussion

Initially, the present study analyzed the demographic characteristics of the subjects.
Demographic characteristics vary among individuals. This study considered various variables,
including gender, age, the university attended by the participants, grade levels, overall average,
years of English learning experience, duration of English study abroad, and involvement in the
Erasmus program. Upon analysis of the findings, it was determined that the study consisted of
a greater number of females (93) compared to males (31). According to Girsoy (2013), the
department has a higher number of female ELT teacher candidates since females generally have
more favorable attitudes towards English compared to males. Out of the total of 124 pupils, 26
were recent graduates. A total of 54 students actively participated in the Erasmus program,

while 70 students expressed their intention to participate but did not take part.

When the relationship between gender and Erasmus participation status was analyzed,
it was revealed that 40 of the women participated while 14 of the men participated in Erasmus.
The findings of Lesjak, Juvan, Yap, and Axelsson (2015) were also parallel to the current
findings. The number of females (n=243) who participated in Erasmus program was more than
males (n=117). However, the statistical significance of the Chi-Square value (0,044) was
p=0,834>0,05, so it was indicated that there was no significant difference between gender and

Erasmus participation status.

Moreover, a statistically significant difference was found between the age factor and the
Erasmus participation status. The program'’s highest participation rate was seen among students
between the ages of 23-26 (n=28), while the lowest participation rate was seen among students
31+(n=5). The ages of 18-22 students also followed the highest participation rate with 16
students. Given that the Chi-Square value (33,855) and Cramer's V value is 52.3% had a
statistical significance of p=0,000<0,05, it was inferred that there was a significant difference
between age and Erasmus participation status. The results showed that the age range with the
highest levels of participation was between 23-26, while the 18-22 age group should typically
have higher rates of program participation. It can be explained by the fact that the study also

included recent graduates (n=26). The high correlation between participation and age is
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indicated that Erasmus program primarily targets university students as participants. Through
Erasmus International Student Mobility, millions of students in higher education have already
taken part in the program (Souto-Otero et al., 2022). According to the European Commission
(2020a), study mobility accounted for about 70% of all student mobilities for higher education
students in the 2018 Erasmus+ call. It demonstrates that the data was collected appropriately in
the current study. In their study, Souto-Otero, Huisman, Beerkens, De Wit & Vujic (2013) also
confirmed that the majority of respondents, both Erasmus and non-Erasmus, were younger than
24, with less than 10% of respondents being older than 25.

General point average (GPA) also affected Erasmus participation status since a
significant difference was found. When the effect of GPA is analyzed in detail, it was noted
that there was not any student in the range of 2-2.50 GPA participated in Erasmus program.
Also, the number of students in the range of 2,51-3,00 GPA who participated in Erasmus
program was 5. The number of students in the range of 3,01-3,50 GPA who participated in
Erasmus program was 32. The number of students in the range of 3,51-4,00 GPA who
participated in Erasmus program was 15. According to the Cramer's V test (0.523) and Chi-
Square value (8,409), it was found that there was a significant difference between GPA and
Erasmus participation status. It was concluded that students have to fulfill specific requirements
to be eligible for Erasmus program such as general point average. Based on the results, it can
be observed that there was not any student in the range of 2 - 2.50 GPA who took part in
Erasmus program. The reason for this situation is that universities require applicants to have a
GPA of at least 2 or 2.20 to be eligible for Erasmus program. Students have to be successful to
participate in the program. These tests were conducted on all participants who participated in
Erasmus program and who intended to participate in Erasmus program. It indicated that
Erasmus participants were successful because they had a chance to participate in the program.
In addition, students who intended to participate in Erasmus were also successful based on the
results. Similarly, Nwosu (2021) stated that students who intend to study abroad for a semester
or longer have to achieve a minimum grade requirement at their home institution. Furthermore,
there were fewer students in the range of 3.50-4 (n=15) GPA than there were in the range of 3-
3.50 (n=32) GPA. This is a result of Erasmus participants enrolling in classes during the

program that they are not familiar with. As a result, their GPA slightly decreased.

In the current study, the factor of years of English learning experience was analyzed

according to the scales (PICC, WTC, and CA) with students who participated in Erasmus
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program and students who intended to participate in Erasmus program. The analysis of the
Kruskall-Wallis test indicated that there was no significant difference between the years of
English learning experience and PICC (p = 0.080>0.050). The Kruskal-Wallis test was utilized
due to the non-parametric nature of the PICC, as determined by the normality test. On the other
hand, when the ANOV A test results were examined, a significant difference (p = 0.004<0.050)
was discovered between the years of English learning experience and WTC and CA. ANOVA
tests were employed because both WTC and CA were determined to be parametric according

to the normality test.

After revealing the significant difference between scales, a post-hoc test was applied to
WTC and CA. It was carried out to determine which of the two categories contained significant
differences. Based on the results of the post-hoc test, it was concluded that the factor of years
of English learning experience made a significant difference in students’ communication
apprehension. The results showed a homogeneous distribution between students who had 1-10
years of English learning experience and students who had 21+ years of English learning
experience. Both of these student groups had high communication apprehension. In a similar
vein, Molnar & Crnjak (2020) investigated the association between the year of study and the
communication apprehension degree of undergraduate and graduate students. The findings of
the study indicate that the year of study is not an important indicator of CA. Additionally, there

was no difference between undergraduate and graduate student's CA levels.

Furthermore, the results of a post-hoc test on WTC revealed that there was a significant
difference between students who had 1-10 years of English learning experience and students
who had more than 21 years of English learning experience. Students who had 1-10 years of
English learning experience were more willing to communicate than students who had more
than 21 years of English learning experience. It indicated that when people start learning a new
language, they are always more enthusiastic and eager, which makes them more confident and
less anxious. Younger people are always more courageous, idealistic, and confident to
communicate. Although students who had 1-15 years of English learning experience were
willing to communicate and feel communication anxiety at the same time, students who had
21+ years of English learning experience were not willing to speak, even if they had
communication apprehension. In contrast to the current study’s findings, the study of Alemi,
Tajeddin, and Mesbah (2013) concluded that students' communication and intercultural skills

increased with the amount of time they spent studying English, which led to a higher level of
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WTC. In terms of proficiency, it is concluded that people who have studied a foreign language
for a long time will be more confident in their ability to communicate and will be more willing

to speak.

The core of the study was presented with the following findings. There was a
significant difference between Erasmus participation status and scales (WTC, CA, and PICC)
of the study. Tests were conducted with all participants who participated in Erasmus program
and who intended to participate in Erasmus program. Based on the Mann-Whitney U test
results, the participation in Erasmus program measured a significant difference
(p=0,000<0,050) in PICC. The results demonstrated that students who intended to participate
in Erasmus program had higher averages than students who participated in Erasmus program.
The reason for this result might stem from the questions on PICC scale. At this point, it can be
concluded that reality and perception differ from each other. Erasmus participants might have
experienced the situations on PICC scale, therefore, they might have imagined their real-life
experiences during Erasmus program. They might have encountered the context of PICC
scale, and may not have shown a tendency to talk about such contexts. The topics of contexts
were as follows; immigrants, minorities, public and religious holidays, and family values.
However, non- Erasmus students only imagine the situations on PICC scale and trust
themselves to talk about such situations. They might believe that they can speak about the

specific topics of PICC as they talk in L1, so they might be more willing to communicate.

When the T-Test results were examined, it was concluded that Erasmus participation
status showed a significant difference (p=0,000<0,050) on CA. The results indicated that
participants who intended to participate in Erasmus program had higher averages than students
who participated in Erasmus program. Furthermore, analysis of the T-Test results revealed that
there was a significant difference (p=0,000<0,050) between Erasmus participation status and
WTC. The results show that WTC of students who participated in Erasmus program was higher
than students who intended to participate in Erasmus program. Willingness to communicate
(WTC) is defined as “readiness to enter into discourse at a particular time with a specific person
or persons using a L2” (Maclntyre etal., 1998, p. 547). Participating in Erasmus program
encourages participants to communicate in L2, which increases their willingness to
communicate. Erasmus participants gain proficiency in the target language in a real-world

setting and feel more comfortable and confident. An individual's proficiency in a second
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language increases with the amount of time they spend abroad. Due to their international
environment, Erasmus participants are required to express themselves in the target language.
Their communication anxiety minimizes and their self-confidence increases as they interact
with others in L2. It is expected that students who have spent time abroad in an English-
speaking environment will have greater confidence in their language skills, which will make
them less nervous and more willing to try communicating in English (Wang, 2009). The results
highlighted how important studying abroad is to reduce students’ communication apprehension
and increase their willingness to communicate. The literature has numerous comparable
findings about the beneficial impact of Erasmus on students' low anxiety and willingness to
communicate. The findings of Yardimci's (2014) study clearly showed that when learners are
exposed to a foreign language in real-world situations, they realize how positive impact of
exposure on language acquisition. Likewise, encouraging the use of English as a common
language in a multicultural setting fosters or strengthens positive language attitudes. Fidan &
Karatepe (2020) also pointed out that every participant thought that studying abroad had
improved their language skills and that language learning was a positive experience. In the same
vein, Ahn (2014) noted that participants felt that taking part in a student exchange program
helped them broaden their perspective and improve their language skills because they were
exposed to various languages and cultures. Moreover, Akyiirek’s study (2019) supported the
idea by saying that following the Erasmus+ Program, students' language proficiency generally
rose. They were seen to have attained the B2 level. Students participating in the Erasmus
program think that they are living positively, and this positive environment leads them to feel
comfortable while expressing themselves in L2. In this way, it is obvious that learners’
willingness to communicate mainly depends on their motivation level and their communication
confidence (Altmer, 2017).

The results of correlation analysis showed that there was a negative correlation between
the WTC and CA (correlation ratio =-0,569) and between the WTC and PICC (correction
ratio=-0,465) while between the PICC and CA, it was concluded there was a positive correlation

(correlation rate =0,539).

The correlation analysis of the study regarding English language teaching students’
WTC and CA found a negative relationship (correlation ratio=-0,569). A negative relationship
implies if WTC is higher, CA is lower, so they affect each other in a negative way. The negative

relationship between WTC and CA is an expected result based on the findings of the current
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study. When students feel comfortable, they tend to speak in L2. The findings of the study are
supported by several studies in the literature. Fatemipour & Shirmohamadzadeh (2014)
revealed that the willingness to communicate and the communication anxiety of EFL students
are significantly correlated. EFL students' willingness to communicate will decline if their
communication anxiety increases. Croucher (2016) also found that a higher level of
communication anxiety indicates a lower level of willingness to communicate. Similarly,
Bahodori (2018) stated that there is a negative correlation between communication
apprehension and willingness to communicate among Iranian EFL learners. Likewise, Nagy
(2005) found that English majors are less likely to speak English when they feel uncomfortable.
The researcher discovered that lowering the level of CA is the most effective strategy to raise
WTC levels in L2 as learners improve their proficiency. Likewise, prior research by Maclntyre
(2007) revealed a strong relationship between perceived competence, communication anxiety,
and L2 WTC. The study's findings demonstrated a significant negative correlation between
WTC and the level of communication anxiety. In a similar vein, Nagy & Nikolov (2007) found
that English majors' ability to communicate was completely impacted by their fears of making

mistakes, being in a formal setting, and having a larger number of interlocutors.

Surprisingly, a negative relationship was found between WTC and PICC. The correlation
analysis concluded that there was a negative correlation between the WTC and PICC
(correction ratio=-0.465), while the relationship between PICC and CA was found positive
(correlation rate=0.539). The WTC has a negative relationship with CA and PICC, although the
PICC has a positive relationship with CA. It implies that when participants perceive themselves
in an intercultural environment, their willingness to communicate decreases, and their
communication apprehension increases. Normally, it is expected that when students are willing
to communicate, their PICC must be higher. There must be a positive relationship between
WTC and PICC. To this end, the present study aimed to reveal the positive impact of Erasmus
on ELT students’ perceived intercultural communicative competence. It was expected that
when students perceive themselves in an intercultural environment, it might affect their WTC
in a positive way, and they tend to talk. However, the findings of the current study revealed that
there is a negative relationship between students’ perceived intercultural communicative
competence and willingness to communicate. The present study is original and significant since

it is found a negative relationship between WTC and PICC.
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Normally, studies in the literature indicate the significance of intercultural environment
and its benefits on students, significantly Erasmus program due to its success in terms of
providing an international environment to students (Jenkins, 2009; Fidan & Karatepe, 2020;
Baranova et al, 2020; Lei, 2021; Unlii, 2023) However, the studies as mentioned above have
measured the intercultural communicative competence of participants and have used ICC scales in
their studies. The results of the present study show a difference in assessing perceived intercultural
communicative competence by using PICC scale.

Perceived Intercultural Communicative Competence was a term that was adopted from
Unlii’s study (2023). It describes the need for a wide range of data from multiple sources to
provide a more reliable and accurate picture of the participant's intercultural communicative
competence (ICC) level in her study. However, in the current study, the PICC scale was used
to assess students’ perceived intercultural communicative competence. In the current study,
participants who filled out the PICC scale were asked to rate their perceived level of
competence to imagine themselves in a particular situation in an intercultural context. Using
the PICC scale makes the current study unique in the literature to reveal students’ perceptions
about themselves since the ICC scale has already been used in several studies (Oz &
Saricoban, 2014; Sarigoz, 2014; Sevimel-Sahin, 2020; Hapsari, 2021; Lei, 2021; Unli, 2023).

In the PICC scale of the current study, participants are asked to picture themselves
interacting with people from different cultures. The reason for using the PICC scale instead of
the ICC scale is to focus on the perceptions and metalinguistic awareness of ELT students since
perceptions and reality might be different. Real situations may not be found as imagined in
students’brains. Although ELT students are communicative and receptive, perceptions are not
always accurate in real life. Therefore, it is critical to grasp the context at this point. Our analysis
of the PICC scale questions revealed that most of the questions were asked in a specific context.
As a result, to speak about the subject, students have to speak C1-level English and be
knowledgeable about the relevant background. What is more, some contexts of PICC scale are
sensitive to talk about in Turkish culture. The example of the PICC scale statements is given as
follows; “Ask English-speaking friends about general attitudes towards immigrants and
minorities in their country”. When analyzing this example, it is clear that to speak on this topic,
the participant has to be knowledgeable about immigrants and minorities in their nation and
possess a CEFR level C1 English proficiency. If they do not have background information, they

do not tend to speak. Moreover, students do not prefer to communicate about small minorities
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and immigrants since it has been a delicate matter in Turkish culture (Unlii, 2023). The other
statements say that “Ask English-speaking friends about public holidays in their country”. In
this context, ELT students have to know public holidays to have a conversation with someone.
Another statement is that “Talk in English about the way Turks celebrate their religious holidays
in a small group of English-speaking strangers”. Students must have background information
about religious holidays to be willing to communicate about them. Otherwise, even if they have
a C1 level of English, they are not willing to communicate and feel anxious to speak about the
context. Also, they should be interested in talking about religious holidays, otherwise, they do
not prefer to speak, and their willingness to communicate increases in this way. In the same
way, Unlii (2023) concluded that people would prefer not to talk about topics they are not
interested in, therefore they are less likely to communicate. The findings of the study are also
in line with other research conducted in different settings. Kang (2005) concluded that if a topic
was unfamiliar to students, and made them feel uncomfortable, they were reluctant to talk about
it. In their qualitative research, Nagy & Nikolov (2007) also indicated that the English major’s
willingness to communicate was affected by the topic of conversation. Students stated that they
were less inclined to speak in English if they could not relate to the subject matter of the
conversation or if they did not know much about it. Likewise, Pawlak & Mystkowska-
Wiertelak (2015) concluded that the topic was one of the affecting factors of students'
willingness to communicate. According to participants in the study, a lack of opinions caused
to decrease in willingness to communicate. Similarly, Zarrinabadi (2013) implied that one's
familiarity with the subject greatly impacts one's ability to use language confidently. The ability
to communicate more effectively in language is enhanced by having knowledge of the subject
matter being discussed. Consequently, the more you have knowledge about the topic, the more

you tend to talk about it.

Indirect and total effects and path estimates of WTC, CA, and PICC were analyzed by
using the Jamovi 2.3.28 program and SEM with students who participated in Erasmus program.
The analysis revealed that the WTC had 48% PICC (Estimate=-0,485), PICC had 33% CA
(Estipate=0,431), and WTC had 241% CA (Estimate =-0,550). The estimated values of the
current study demonstrate that WTC has a negative impact on CA and PICC while PICC has a
positive impact on CA. It is explained that when students who participated in Erasmus program
were willing to communicate, their communication apprehension decreased as it was expected.
However, when PICC increases, CA increases because of the positive relationship based on the

result. When students who participated in Erasmus program saw the question of PICC scale and
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imagined themselves in intercultural contexts, their willingness to communicate decreased as
we concluded from the estimated rate (-0,485). Their Erasmus experience might be affected by
this result since they have already experienced a similar context and might have felt anxiety.
When PICC is increased, CA is increased due to their positive relationship as we concluded
from the estimated rate (0,431). When CA is increased, WTC is decreased due to their negative
relationship as we concluded from the estimated rate (-550). Consequently, when WTC is
decreased, PICC and CA are increased.

Statistical diagrams of path analysis were conducted in the present study. According to the
results, estimate values were confirmed by 3 values. PICC has a negative impact on WTC (-
0,48) while it has a positive impact on CA (0,33). WTC has a negative impact on CA (-0,41).

In the present study, both the mediation test and SEM were carried out on the students who
participated in Erasmus program so as to measure whether PICC has a mediating role in the
impact of the WTC on the CA or not. The results showed that the direct effect of WTC on CA
is p1 = -0,550, and the indirect effect of WTC upon CA through PICC is 2 = -0,210 in the
model. This indicates that the medium is the direct intermediary of the variable. As a result, the
PICC plays a full mediator role in the WTC's influence on CA. In the same way, the triple
impact analysis carried out, the detection of the negative and significant effect between PICC,
WTC, and CA also showed that there is a negative and meaningful relationship between these
three variables. In this context, it confirms that the PICC has a mediating role in the WTC's
influence on CA. normally WTC has a direct and negative impact on CA with the value of 1
= -0,550. However, when PICC arises, the impact of WTC on CA is increased (B2 = -0,210).
The impact of PICC is unexpected in the study, yet it is confirmed the result of correlation
analysis as it is aforementioned. When PICC arises, WTC decreases, and thus CA increases. It
is implied that students who participated in Erasmus are not willing to communicate when they
imagine themselves in an intercultural environment. Their real-life experiences during Erasmus
program might be the reason for this result. Since they might talk about the same context and
feel anxious. When they imagine the same situations, their communication apprehension

increases and their willingness to communicate decreases.

On the other hand, numerous studies have been found in the literature to show the
importance of taking part in Erasmus in terms of ICC. ICC indicates that the intercultural
environment helps to decrease communication anxiety and makes participants relaxed. The

Erasmus program is directly related to intercultural communicative competence, and it is
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defined as the Erasmus Program that has provided higher education students with the
opportunity to meet with different cultures and to live and study together. University students
have the opportunity to go abroad and get to know other cultures in a different country and at
the same time promote their own culture (Akyirek, 2019). Baranova, Kobicheva & Tokareva
(2020) noted that students' intercultural communication skills were enhanced by their
participation in the Erasmus Mobility program. The study of Jenkins (2009) revealed that the
Erasmus Exchange Program helps participants develop an appreciation of being a non-native
English speaker in a multicultural environment. Yardimci (2014) noted that providing
opportunities for students to engage directly with individuals from diverse cultural and
linguistic backgrounds is crucial. In the same line, Giirlek’s findings (2021) demonstrated that
the learners recognize that exposure to a foreign language in its native tongue is essential to
learning it. As a result, it is more crucial than ever to provide opportunities for students to
engage directly with individuals from diverse linguistic and cultural backgrounds. Fidan &
Karatepe (2020) also suggested that Erasmus participants made steady progress in speaking and
expressing themselves during the process. Additionally, they have relished their time abroad,
meeting people from other nations, and discovering new cultures. The latest similar study Unl{i
(2023) investigated the WTC, CA, ICC, and PICC levels of English language instructors and
their relations. In her study, it is concluded that the longer participants stayed abroad, the higher
their average PICC ranking was. The relationship between ICC-PICC-WTC was positive, but
the connections between PICC-CA and WTC-CA were all negative. On the other hand, the
longer a person spends abroad, the higher their mean scores and rankings on the ICC and PICC,

thus the lower their average scores on the CA.

In the present study, both the mediation test and the SEM were conducted to measure
whether the PICC has an intermediary role in the impact of the WTC on CA with students who

did not participate in the Erasmus Program but intended to participate.

Indirect and total effects and path estimates of WTC, CA, and PICC are analyzed by using
the Jamovi 2.3.28 program and SEM with students who intended to participate in Erasmus
program. The results of the analysis showed that the WTC gave the PICC (Estimate=-0,467),
PICC CA (Estima=0,426), and WTC ( Estima=-0,572) of CA. In addition, the WTC has a
negative impact on CA and PICC, while the PICC has a positive effect on CA. Moreover,
statistical diagram of path analysis were also indicated estimate values were confirmed by 3

values. PICC has a negative impact on WTC (-0,41) while it has a positive impact on CA (0,32).
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WTC has a negative impact on CA (-0,38). The findings are given the same results among
participants who participated in Erasmus program and who intend to participate in Erasmus. In
this case, the impact of Erasmus program was not found on participants.

In the present study, both the mediation test and the SEM were carried out on the students
who intended to participate in Erasmus program so as to measure whether the PICC has a
mediating role in the impact of the WTC on the CA. It was found that the direct effect of the
WTC on CA is 1 =-0,572, and the indirect impact of WTC upon CA through PICC is 2 = -
0,199. This indicates that the medium is the direct intermediary of the variable. As a result, the
PICC plays a full mediator role in the WTC's influence on CA. Based on the result of SEM on
ELT students who intended to participate in the Erasmus program, the PICC has a mediator
role in the WTC’s influence on CA. The PICC arises, and the CA increases, however, when
WTC increases, the PICC decreases. These results are parallel with the results of ELT students
who participated in the Erasmus program. However, their rations are different. Both participants
feel anxious when they perceive themselves in an intercultural environment, thus their
willingness to communicate shows a decrease. The reason for these findings is related to the
PICC scale questions. When students imagine themselves in the context of PICC such as small
minorities, public and religious holidays, and family values, they are not willing to
communicate and feel anxious. Based on the findings, the impact of Erasmus on ELT students
was not found concerning PICC scales. PICC shows that ELT participants are not willing to
communicate and feel communication anxiety when they perceive themselves in an

intercultural environment because of the sensitive and particular context of PICC scale.

Normally, in this study PICC results were expected to be parallel with the ICC, however,
the findings were given different results. It could be commented that it stems from the context
of PICC scales. Also, the PICC and ICC scales are different from each other, and the PICC
scale was used for the first time in the present study therefore results are limited to support the
literature. PICC was only used in Unlii (2023) study so as to confirm the results of ICC scales.
The reason why, the current study is unique since it is the first study that used PICC scale to
gather data separated from the ICC scale. The findings indicated how different the PICC scale
is compared to the ICC scale. This study is also unique since the participants were selected ELT
students and recent graduates who participated in the Erasmus program and who intended to
participate in Erasmus. The aim was to determine the impact of Erasmus on ELT students and

recent graduates concerning WTC, CA, and PICC. These three scales were also used together
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on the ELT students who participated in the Erasmus program for the first time. Therefore, the

findings of the present study are significant and original.

5.2. Conclusion
This chapter presented the conclusion part of the study and suggestions for further studies.

The current study aimed to research to investigate the impact of the Erasmus program
on ELT students’ willingness to Communicate (WTC), communication Apprehension (CA),
perceived intercultural communicative competence (PICC), and their relationships with each
other. Demographic factors affecting Erasmus participation were also analyzed in the study.
Given that the present study is the first to collect data using PICC scale independently from
ICC scale, the findings are significant and original. Additionally, the current study applied
WTC, CA, and PICC scales together for the first time on ELT students who participated in

Erasmus and students who intended to participate in Erasmus program.

Firstly, demographic factors of ELT students affecting Erasmus participation status
were analyzed. Analysis of questionnaires provided that age and general point average were
significantly affected the participation in Erasmus. The findings indicated that Erasmus targets
university students since participants age range was mostly between 18-26. In addition, students
who participated in Erasmus and students who intended to participate in Erasmus were found
successful since they had a high rate of GPA. When the other factors were analyzed, it was not
found a significant difference between gender, years of English learning experience, and

Erasmus participation status.

Moreover, the factor of years of English learning experience was analyzed according to
the scales (PICC, WTC, and CA) with students who participated in Erasmus program and
students who intended to participate in Erasmus program. Findings revealed that although there
was a significant difference between CA, WTC, and the years of English learning experience,
a significant difference was not found between PICC and the years of English learning
experience. Although students who had 1-15 years of English learning experience were willing
to communicate and felt communication anxiety at the same time, students who had 21+ years
of English learning experience were not willing to speak, even if they had communication

apprehension.

The core of the present study was provided with significantly different analysis results.

It was revealed the impact of Erasmus on ELT students. Significant difference analyses were

66



conducted on scales with Erasmus participants and non-Erasmus participants. Findings
demonstrated that there was a significant difference between WTC and Erasmus participation
status. Students who participated in Erasmus program were found more willing to
communicate. Participating in the Erasmus program encourages ELT students to communicate
in L2, and increases their willingness to communicate. Furthermore, analyzing the relationship
between Erasmus participation and CA revealed that students who participated in Erasmus
program had less communication apprehension when comparing students who intended to
participate in Erasmus program. Students are less inclined to speak when they are nervous. This
is the point at which WTC and CA greatly impact one another. The current study's findings
highlight the benefits of the Erasmus program for ELT students. Due to the fact that Erasmus
participants live in an international environment and must communicate in the target language,
their confidence is increased and their communication anxiety decreases when they interact
with others in the L2. Similar studies illustrating the importance of studying abroad for

increasing WTC and decreasing CA have been included in the literature.

When the result of PICC was analyzed, interestingly it was found that students who
intended to participate in the Erasmus program had higher averages than students who
participated in Erasmus program. The reason for this result might stem from the questions in
PICC scales and its context since the context of PICC requires specific knowledge to talk about
specific topics such as small minorities, public and religious holidays, and family values.
Students who participated in Erasmus program might experience these contexts in real-life
situations so they are aware of their communication limits. However, students who intended to
participate in Erasmus program only imagine the context so they might think that they can
express their opinions in L2 as it is in L1. Therefore, they feel more secure and comfortable to
talk about such topics of PICC scale. It can be concluded that perceptions and real life are
different. Since Erasmus participants might experience the reality, their PICC was found lower

in the study.

Correlation analyses were conducted in the present study to reveal the relationship
between PICC, WTC, and CA. Based on the findings, there was a negative relationship between
ELT students WTC and CA. ELT students are less likely to speak English when they feel
uncomfortable. In the same vein, if students are willing to communicate, they feel more
confident and their communication apprehension decreases. Several studies supported the

negative relationship between CA and WTC in the literature.
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Surprisingly, a negative relationship was found between WTC and PICC, while there
was a positive relationship between PICC and CA. It indicates that when students imagine
themselves in an intercultural environment, their willingness to communicate decreases, and
communication apprehension increases. Normally, it is expected that when students are willing
to communicate, their PICC must be higher. There must be a positive relationship between
WTC and PICC. To this end, the present study aimed to reveal students’ intercultural
communicative competence with the impact of the Erasmus program. It was expected that when
students perceive themselves in an intercultural environment, their willingness to communicate
should be affected in a positive way. However, the findings of the current study are original and
significant since it was found a negative relationship between WTC and PICC. In literature,
ICC scale is used to measure students’ intercultural communicative competence. PICC scale
was used to collect data separated from ICC scale for the first time in the current study.
Consequently, the results indicated that PICC and ICC provided different results. Since
perceptions and reality may differ, PICC scale was used to concentrate on the perceptions and
metalinguistic awareness of ELT students. Normally, ELT students are willing to communicate
and have low communication apprehension in L2, however, some factors may affect their
enthusiasm, and make them feel anxious such as the topic of conversation. At this point, it is
crucial to analyze the topics of context on PICC scale. The interesting result of the impact of
PICC can be attributed mainly to PICC scale because the questions are designed within a
specific context which requires context knowledge. Also, they include some sensitive manners
in the Turkish context. Students' willingness to communicate might decrease when they
mentally picture themselves in the context of PICC scale. After reviewing the questions on
PICC scale, it can be concluded that questions were asked in a specific context such as public
and religious holidays, immigrants, and small minorities. In addition to having a C1 proficiency
in English, students have to be familiar with these contexts so as to be able to talk about them.
Moreover, students should be interested in the context in order to show a tendency to talk about
them. In contrast, they become more anxious and are less inclined to talk. Consequently, the
unexpected impact of PICC on WTC and CA of ELT students stems from the context of the

questions on PICC scale.

All in al, the mediation test and the structural equation modeling (SEM) were used in
the study with students who participated in Erasmus program and who intended to participate
in Erasmus program separately. The aim was to determine whether PICC has a mediator role

in the WTC’s influence on CA. Findings demonstrated that when PICC plays a full mediator
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role in the WTC’s influence on CA. It demonstrated that when PICC arises, the ratio of CA
decreases with the influence of WTC. The impact of PICC is unexpected in the study, yet it is
confirmed the result of correlation analysis. When PICC arises, WTC decreases, and thus CA
increases. The findings were the same parallel with participants who participated in Erasmus
program and students who intended to participate in Erasmus program, yet the ratio of values
was different between these two group of students. When both participants picture themselves
in a cross-cultural setting, they feel nervousness so it lowers their willingness to communicate.
The reason for these findings is related to the questions on PICC scale. Students are unwilling
to communicate and feel nervous when they picture themselves in PICC contexts that include
sensitive and specific topics, such as small minorities and immigrants, public and religious
holidays, and family values. The results indicated that neither the Erasmus participant group
nor the non-Erasmus participants were willing to communicate when asked to picture
themselves in the PICC scale statements. It can be concluded that although participating in
Erasmus program affects ELT students’ willingness to communicate and communication
apprehension, it does not affect students’ perceived intercultural communicative competence.
Both Erasmus participants and non- Erasmus participants have reached the same conclusion on
PICC with different rates. The original result of the impact of Erasmus on ELT students’
perceived intercultural communicative competence highligtes the significance of the present

study.

5.3. Suggestions

The impact of Erasmus program on ELT students’ willingness to communicate, perceived
intercultural communicative competence, and communication apprehension has been
investigated through a study that included 124 ELT students from Necmettin Erbakan
University and Bartin University. It could be more beneficial to work with more students and

universities to conclude the findings.

Unlike the willingness to communicate (WTC) and the communication apprehension (CA)
scale, the perceived intercultural communicative competence (PICC) scale was used for the
first time separated from the intercultural communicative competence (ICC) scale in the present
study. Based on the findings, the impact of the PICC scale on ELT students has been found
unexpected and original. Further studies can compare the PICC and ICC scales to reveal the

difference between these scales with a similar group of participants.

69



Moreover, the current study was conducted via surveys which is one of the quantitative
research methods. Consequently, findings were collected and interpreted through numerical
data. It could be more clear and beneficial to collect data through the interview which is one of
the data collection techniques in qualitative research since the goal of interviews is to reveal the
experiences of individuals and how they interpret these experiences based on their opinions.
Considering the unexpected and original results of PICC, further studies should conduct

qualitative research by using the PICC scale on similar group of participants.

What is more, the impact of Erasmus on ELT students’ WTC, CA, and PICC have been
evaluated through the current study that included 54 students who participated in Erasmus
program and 70 students who intended to participate in Erasmus program. It could give more
effective and beneficial results to work with only Erasmus participants by applying pre and

post-tests before and after attending Erasmus program.
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GENISLETILMIiS TURKCE OET

Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitls
Yabanci Diller Egitimi Anabilim Dali
Ingiliz Dili Egitimi Bilim Dali
Yuksek Lisans Tezi

ERASMUS PROGRAMININ iNGIiLiZCE OGRETMENLIiGi OGRENCILERI
UZERINDEKI iLETiSiM iSTEKLILiGi, ALGILANAN KULTURLERARASI
ILETiSIM YETENEGI VE ILETiSIM KAYGISI UZERINE ETKISi
[remnur CESUR

GIRIS

Erasmus programi, Avrupa'da iiniversite 6grencilerine yonelik bir degisim programi
olarak tanimlanabilir. Bu program, 6grencilere yabanci bir iilkede bir donem veya daha uzun
slire egitim gérme, staj yapma veya arastirma yapma imkani sunarak kiiltiirel ve akademik
deneyimlerini zenginlestirmelerini saglar. Ozellikle Ingilizce 6gretmenligi gibi dil odakl
bolumlerde okuyan 6grenciler i¢in Erasmus, dil becerilerini gelistirme ve dili etkin bir sekilde
kullanabilme yetenegi kazanma agisindan kritik bir rol oynar. Bu &grenciler, ileride dil
ogretmeni olarak calisacaklar1 icin dilin giinliik hayatta ve profesyonel baglamda nasil

kullanilacagini1 dogrudan deneyimleme firsat1 bulurlar.

Erasmus program sayesinde Ogrenciler farkli kiiltiirleri tanima ve anlama sansi
bulurlar, bu durum da kiiltiirlerarasi iletisim becerilerini gelistirmelerine yardimcet olur. Ayn
zamanda, iletisim istekliligi ve iletisim kaygis1 gibi kavramlar da Erasmus deneyimiyle
iligkilidir. Yeni bir dil ve kiiltiirle karsilagsma siireci, Ogrencilerin iletisim istekliligini
artirirken, ayni zamanda iletisim kaygisini azaltmalarina yardimci olabilir. Bu baglamda,
Erasmus programi, hem dil becerilerini hem de iletisim yeteneklerini gelistirmek isteyen
ogrenciler i¢in benzersiz bir 6grenme ve kisisel gelisim firsati sunar. Daha 6nceki ¢alismalar
Erasmus’un etkilerine, iletisim istekliligine ve iletisim kaygisina odaklanmis olsa da bu iig¢
kavramin birlikte ¢alisildig1 calismalar oldukg¢a sinirlidir. Ayni zamanda kiiltiirlerarasi iletisim
yetenegi daha Once arastirilmis olsa da algilanan kiiltiirlerarasi iletisim yetenegi’nin Erasmus
etkisi arastirilmamis ve buna ek olarak iletisim istekliligi, iletisim kaygis1 ve algilanan
kiiltiirleraras1 iletisim yetenegine Erasmus programinin etkisini arastiran bir caligmaya
Tirkiye baglaminda rastlanmamistir. Bu sebeple, guncel galisma Erasmus programinin

Ingilizce 6gretmenligi boliimiinde okuyan
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ogrenciler iizerindeki etkisini &lgmeyi hedeflemistir. Bu dogrultuda, c¢alisma Ingilizce
ogretmenligi Ogrencilerinin iletisim kurma istekliliklerini, iletisim kaygilari, algilanan
kiiltiirleraras1 iletisim yenetekleri ve bu degiskenlerin birbirleriyle olan iligkilerini ortaya
¢ikarmay1 amaglamistir. Bu arastirma konusuna agiklik getirmek i¢in 6 tane arastirma sorusu

izerinden sonuca ulasilmak istenmistir.
METODOLOJI

Bu aragtirmada, nicel bir aragtirma yontemi olarak, veri toplamak igin anketler
kullanistir. Veriler 3 anket aracilig1 ile toplanmistir, anketler sirasiyla iletisim istekliligi anketi,
iletisim kaygis1 anketi ve algilanan kiiltiirleraras1 iletisim istekliligi anketi olarak
isimlendirilmektedir. Anketler katilimcilardan daha kolay ve hizli sekilde veri toplayabilmek
amaciyla Google Formlarmma gore uyarlanmistir ve katilimcilara gonderilmistir. Katilimcilar,
Tiirkiye'deki Bartin Universitesi ve Necmettin Erbakan Universitesi'nde Ingilizce dgretmenligi
boliimlerinde egitim goren 130 kisiden olugsmaktadir, ancak 6 katilimcinin cevaplari uygunsuz
bulunarak ¢alismanin disinda birikilmistir. Katilimeilarin 54'U Erasmus programinda yer alan
70’1 ise programa katilma egilimi gosteren kisilerden olusmaktadir. Calismanin istatistiksel
analizi SPSS 26.0, Orta ve Yapisal Esitlik Modeli (SEM) ve Jamovi 2.3.28 programi
kullanilarak yapilmis ve yorumlanmustir. U¢ dlgekten her birinin giivenilirlik analizi yapilmis
ve c¢alismaya dahil edilmistir. Demografik 6zelliklerin degiskenlerde dnemli bir fark olup
olmadigin1 belirlemek igin, parametrik dlgekler icin T-test ve ANOVA ve parametrik olmayan
Olcekler icin Mann-Whitney U ve Kruskall Wallis testleri kullanilmistir. Ayrica, demografik
degiskenler arasindaki iliskiyi 6l¢mek i¢in Chi-Square ve Cramer'in V testleri kullanilmistir.
Korelasyon analizi i¢in Spearman'mm Rho ve Pearson kullanilmistir ve son olarak, 6lgeklerin

ortalama rolunt 6lgmek igin ortalama testler ve SEM uygulanmustir.
BULGULAR VE SONUC

Sonuglar incelendiginde, demografik faktorlere bakildiginda Erasmus katilimini
etkileyen en énemli degiskenlerin yas, genel not ortalamasi ve Ingilizce dgreniminde harcanan
y1l oldugunu goriilmiistiir. Elde edilen veriler ve buna dayanan bulgular 1518inda sirasiyla
arastirma sorularinin sonuclarina odaklanilmistir: 7) Demografik faktérler ve olgekler (iletisim
istekliligi (WTC), iletisim kaygisi (CA), algilanan kiiltiirleraras: iletisim yetenegi (PICC))
arasinda anlamly bir farklilvk var midir? Algilanan kiiltiirlearas iletisim yetenegi ile Ingilizce

ogreniminde harcanan y1l faktorii arasinda herhangi bir anlamli farklilik bulunamazken, iletigim
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istekliligi ve iletisim kaygis ile ingilizce 6greniminde harcanan yil arasinda anlamli bir farklilik
bulunmugtur. Olusan anlaml farkliligin hangi yillar arasinda oldugunun saptanmasi i¢in pst-
hoc testleri uygulanmistir. Post-hoc testleri sonucu 1-10 yil aras1 Ingilizce grenme deneyimine
sahip olan katilimecilar ile 21 yil iizerinde Ingilizce Sgrenme deneyinime sahip olan
katilimeilarm iletisim kaygis1 duydugunu ortaya koymustur. Fakat 1-15 yil aras1 Ingilizce
o0grenme deneyimine sahip olan katilimcilarda iletisim istekliligi yliksek iken, 21 yil iizeri
Ingilizce dgrenme deneyimine sahip olan katilimcilarda iletisim kaygisi olmasina ragmen
iletisim istekliligi bulunmamaktadir. Bu Ingilizce 6grenilmeye baslanilan ilk yillarda insanlarin
daha istekli ve idealist olduklarimi fakat yillar gegtikge bu istekliligi kaybettiklerini
gostermektedir. 2)Erasmus’a katiima durumu ile élgekler arasinda anlamly bir farklhilik var
midir? Elde edilen bulgular Erasmus programia katilma durumu ile 6l¢ekler arasinda anlamli
bir farklilik oldugunu ortaya koymustur ve bu bulgular calismanin en 6nemli sonuglar1 arasinda
yer almaktadir. Erasmus programina katilmayan fakar katilma niyetinde olan 6grencilerin
algilanan kiiltiirlerarasi iletisim yetenegi daha yiiksek ¢ikmistir. Bunun sebebi ger¢ek hayatin
ve algilama durumunun birbirinden farkli olmasindan kaynaklanabilir. Programa katilan
ogrenciler gergek hayatta bu gercekligi yasadiklar1 i¢in, katilmayan Ogrencilere gore daha
farkinda olarak Ol¢egi cevaplandirmis olabilirler. Bu noktada algilanan kiiltiirleras: iletisim
yetenegi dlgegindeki sorular ve sorularin gectigi baglamlar 6nemli rol oynamaktadir. iletisim
istekliligi ve iletisim kaygisi ile Erasmusa katilma durumu arasindaki anlamli farklilik
incelendiginde, bulgular Erasmus’a katilan 6grencilerin daha az iletisim kaygis1 duydugunu ve
iletisim kurmaya daha ¢ok istekli oldugunu ortaya koymustur. Bu sonu¢ Erasmus programinin
ogrencilerin iletisim istekliligini arttirmakta ve iletisim kaygisini azaltmaktaki Onemini
vurgulamaktadir. 3) Olgekler arasinda bir iliski var midir? Calismanin bulgular1 dlgekler
arasinda bir iligki oldugunu ortaya koymaktadir. Iletisim istekliligi ile iletisim kaygisi arasinda
negatif bir iligki bulunmaktadir. Bu durum iletisim kaygist arttikca, iletisim istekliliginin
azaldigin1 gostermektedir. Algilanan kiiltiirlerarasi iletisim yetenegi ile iletisim kaygis1 arasinda
pozitif bir iligki bulunurken, algilanan kiiltiirlerarasi iletisim yetenegi ile iletisim istekliligi
arasinda negatif bir iliski bulunmustur. Bu beklenmedik bir sonugtur. Katilimcilar kendilerini
kiiltiirlerars1 baglamda hayal ettiginde iletisim isteklilikleri azalmakta ve iletisim kaygilarmin
artmakta oldugunu gostermektedir. Bu sonucun sebebi algilanan kiiltiirlerarasi iletigim
istekliligi Olcegindeki sorulardan kaynaklanmaktadir. Sorularmn baglamlar1 azinliklar,
gocmenlik, milli ve dini bayramlar gibi konularda gegcmektedir ve bu konular hassas olarak
degerlendirebilecegi gibi konugmak i¢in bir bilgi birikimi gerektiren konulardir. Katilimeilar

iyi bir Ingilizceye sahip olsa bile hassas bulduklar1 konularda veya bilgi birikimi olmadiklar1
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konularla  karsiklastiklarinda  konusma  istekliligi  gOstermeyip konugma  kaygisi
duyabilmektedir. 4)Erasmus programi’min iletisim istekliligi, iletisim kaygisi, algilanan
kiiltiirlerarast iletisim yetenegi acisindan Ingilizce 6gretmenligi okuyan égrenciler iizerindeki
etkisi nedir? Bulgular Erasmus programi’nin ingilizce 6gretmenligi dgrencilerinin iletisim
istekliligini arttirdigini ve iletisim kaygisini azalttigini1 gostermektedir. Fakat Erasmus’a giden
ve gitmeyen 6grenciler kiyaslandiginda algilanan kiiltiirlerarasi iletisim yetenegi iizerinde bir
fark gozlemlenmemistir. Her iki katilimc1 grubununda algilanan kiiltiirlearasi iletisim yetenegi
Olcegine verdikleri cevaplar aymidir. 5) Erasmus programina katilim saglayan ogrencilerin
iletisim istekliligi ve iletisim kaygisi tizerinde algilanan kiiltiirlerarasi iletisim istekliliginin
aract bir rolii var midw? Bulgular algilanan Kkiiltiirleras1 iletisim yetene§inin iletisim
istekliliginin iletisim kaygisma olan etkisi lizerinde tam aracilik rolii oldugunu ortaya
koymustur fakat bu rol beklenmedik bir sekilde konugma kaygisi ve iletisim istekliligi arasinda
olan negatif degeri arttirmakta ve pozitife dogru yaklastirmaktadir ve bu durum anlamsiz bir
sonuca ilerlemesi demektir. 6) Erasmus programina katilmayan fakat katilma egiliminde olan
ogrencilerin iletisim istekliligi ve iletisim kaygist tizerinde algilanan kiiltiirlerarasi iletisim
istekliliginin aract bir rolii var nudw? Bulgular Erasmus programina katilmayan 6grenciler
iizerinde de katilan Ogrenciler lizerindeki sonuglarla ayni dogrultudadir, sadece degerleri
farklidir. Algilanan kiiltlirlerasi iletisim yetenegi iletisim istekliliginin iletisim kaygisina olan
etkisi lizerinde tam aracilik rolii oynamakta fakat bu rol Erasmusa katilan 6grenci grubunda
oldugu gibi ilging bir sekilde konusma kaygis1 ve iletisim istekliligi arasinda olan negatif degeri
arttirmakta ve pozitife dogru yaklastirmaktadir, bu durum da anlamsiz bir sonuca dogru
ilerlemesi demektir. Sonug olarak algilanan kiiltiirlerarasi iletisim yetenegi hem Erasmus
programina katilan hem katilmayan 6grenciler lizerinde beklenmedik ve original bir sonug
vermistir. Bunun sebebinin algilanan kiiltiirleraras: iletisim yetenegi 6l¢egindeki sorularin
baglamlarinin hassas igerige sahip olmasi, belirli bilgi birikimi gerektirmesi ve iyi derecede

Ingilizce becerisine sahip olmay1 gerektirmesi oldugu diisiiniilmektedir.
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APPENDIX

Appendix A: Main Study Questionnaire (WTC, CA, PICC, and Ideal L2 Self Scale)

Dear Participant,

As a part of my research for my master's degree, | would appreciate it if you fill out this survey. Your

thoughts and experiences are of interest to me. Sincerely answering these questions is the only way to

ensure that my investigation is successful. Thank you for your contribution.

Q1 Are you a student or an instructor? a) Student b) Instructor
Q2 Age: a) 18-22 b) 23-26 c) 27-30 d) 30+
Q3 Gender: a) Female b) Male
Q4 University: a) Bartin University b) Necmettin Erbakan University
Q5 Grade: a) Preparation class
b) 1st grade
¢) 2nd grade
d) 3rd grade
e) 4th grade
f) Graduated
Q6 What is your GPA (General Average Point)?
Q7 How many years have you been studying English?
a) 1-5 b) 6-10c) 16-20 d) 20+
Q8 Have you ever participated Erasmus Student Mobility Program?
a) yes b) no
Q9 If yes, how many months did you spend abroad under the Erasmus Student Mobility Program?
2 months
2-5 months
5-8 months
8-12 months
Q10 | Which country were you in during the Erasmus Student Mobility Program?

83




1.Willingness to Communicate Scale

deciding whether are you willing to;

1. Below are 20 situations in which a person might choose to communicate. Presume you have completely free
choice. Choose one of the adverbs of frequency you would choose to communicate in each type of situation by

(5) Always

(4) Often

(3) Sometimes

(2) Seldom

(1) Never

Talk with a servant station attendant.

Talk with a physician.

Present a talk to a group of strangers.

Talk with an acquaintance while standing in line.

Talk with a salesperson in a store.

Talk in a large meeting of friends.

Talk with a police officer.

Talk with a small group of strangers.

Talk with a friend while standing in line.

Talk with a waiter/waitress in a restaurant.

Talk in a large meeting of acquaintances.

Talk with a stranger while standing in line.

Talk with a secretary.

Present a talk to a group of friends.

Talk with a small group of acquaintances.

Talk with a garbage collector.

Talk in a large meeting of strangers.

Talk with a spouse (or girl/boyfriend).

Talk with a small group of friends.

Present a talk to a group of acquaintances.
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2.Communication Apprehension Scale

I1. Below are 18 statements about how you might feel about communicating in English with others. Please indicate the
degree to which each statement applies to you by marking whether you agree or not:
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I am usually very calm and relaxed in conversations when | have to speak.

I dislike participating in group discussions in English

Certain parts of my body feel very tense and nervous while giving a
presentation in English.

| tend to feel very nervous in a conversation in English with a new
acquaintance.

I am tense and nervous while participating in group discussions in English.

While giving a presentation in English, I get so nervous | forget facts |
know.

Engaging in a group discussion in English with new people makes me tense
and nervous.

I am usually very tense and nervous in conversation when | have to speak in
English.

I am calm and relaxed while participating in group discussions in English.

| face the prospect of giving a presentation in English with confidence.

I have no fear of speaking in English conversations.

I like to get involved in group discussions in English.

I have no fear of giving a presentation in English.

My thoughts become confused and jumbled when | am giving a
presentation in English.

I am afraid to speak up in English conversations.

| tend to feel very relaxed in an English conversation with someone I’ve
just met.

Generally, I am comfortable while participating in group discussions in
English.

| feel relaxed while giving a presentation in English.
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3.Perceived Intercultural Communicative Competence Scale

I11. Imagine that you are visiting a scholar in a foreign country. You find yourself in situations in which you have
the chance to talk in English to both native and non-native speakers of English. Please indicate how competent you
believe you are in each of the situations described below.

(5)Completely
Competent

(4) Competent
(3) Undecided
(2) Incompetent
(1)Completely
Incompetent

1. Ask English-speaking friends about general attitudes towards
immigrants and minorities in their country.

2. Discuss with a group of English-speaking acquaintances the similarities
between social networking in their country and Turkiye.

3. Ask English-speaking friends about public holidays in their country.

4. Discuss with an English-speaking colleague the differences between
teaching/professional life there and in Turkiye.

5. Explain in English to an English-speaking acquaintance why 29th
October is a public holiday in Turkiye.

6. Discuss with an English-speaking friend the differences between
attitudes towards people from different cultures in Turkiye and in other
European countries.

7. Talk in English about the way Turks celebrate their religious holidays
with a small group of English-speaking strangers.

8. Discuss with a group of English-speaking acquaintances the similarities
between Turkish movies and movies in their country.

9. Discuss with an English-speaking friend the differences between family
values in their country and Turkiye.
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