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ABSTRACT

THE RELATIONSHIP BETWEEN MINDFULNESS AND FOREIGN
LANGUAGE ANXIETY AT A UNIVERSITY CONTEXT

Zeynep KOCALI

Master of Arts, Department of English Language Education
Supervisor: Dr. Senem ZAIMOGLU
June 2020, 95 Pages

Language learning has become a must in today’s world due to various reasons.
Thus, foreign language learning has become one of the most widely studied topics in
social sciences. When considered about foreign language learning, one of the most
frequently studied term is foreign language anxiety (FLA). As it is seen as an inhibitor
to language learning process, researchers aim to find alternative solutions in order to
reduce the harmful effect of FLA. Recently, a term called mindfulness has started to be
studied in educational contexts in addition to medical and psychological contexts. Most
of the studies revealed that mindfulness help individuals manage anxiety and stress
effectively. In accordance with a similar purpose, mindfulness and foreign language
anxiety were investigated together in this study. The purpose of this study is to
investigate the relationship between mindfulness and foreign language anxiety with 157
students at a state university in central Anatolia. The data was collected by means of
Mindful Attention Awareness Scale (MAAS), Foreign Language Classroom Anxiety
Scale (FLCAS) and semi-structured interviews. During the analysis, descriptive
statistics, independent two samples t-tests, one-way ANOVA and Pearson correlation
were utilized in order to analyse the quantitative data while content analysis was made
to comprehend participants’ responses to the interview questions. As a result of
descriptive statistics, the participants were found to have a moderate level of FLA and
mindfulness. Qualitative findings also demonstrated that the participants were
moderately anxious. However, the level of mindfulness was found higher according to
qualitative findings. As for the relationship between mindfulness and FLA, mindfulness

was observed to affect the level of FLA among university students.
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OZET

BiR UNIVERSITE BAGLAMINDA BiLiNCLi FARKINDALIK
(MINDFULNESS) VE YABANCI DIL KAYGISI ARASINDAKI ILISKI

Zeynep KOCALI

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dah
Tez Damismani: Dr. Senem ZAIMOGLU
Haziran 2020, 95 sayfa

Dil 6grenimi ¢esitli nedenlerden dolayr giiniimiiz diinyasinda bir zorunluluk
haline gelmistir. Bdylece, yabanci dil 6grenimi sosyal bilimlerde en ¢ok calisilan
konulardan biri haline gelmistir. Yabanci dil 6grenimi diisiiniildiiglinde, en sik ¢alisilan
terimlerden biri yabanci dil kaygisidir. Dil 6grenme siirecinin bir inhibitorii olarak
goriildiigii icin, arastirmacilar yabanci dil kaygisinin zararli etkisini azaltmak igin
alternatif ¢oziimler bulmayir amaglamaktadir. Son zamanlarda, tibbi ve psikolojik
baglamlara ek olarak egitim baglaminda bilingli farkindalik (mindfulness) adi verilen
bir terim incelenmeye baslamistir. Calismalarin ¢ogu, bilingli farkindaligin bireylerin
kayg1 ve stresi etkili bir sekilde yonetmesine yardimci oldugunu ortaya koydu. Benzer
bir amag¢ dogrultusunda, bu calismada bilingli farkindalik ve yabanci dil kaygisi birlikte
arastirilmistir. Bu calismanin amaci I¢ Anadolu'daki bir devlet iiniversitesinde 157
ogrenciyle bilingli farkindalik ve yabanci dil kaygisi arasindaki iligkiyi arastirmaktir.
Veriler Bilingli Farkindalik Olgegi (BIFO), Yabanci Dil Sinifi Kaygr Olgegi (YDSKO)
ve yari yapilandirilmig goriismeler yoluyla toplanmistir. Analiz sirasinda nicel verilerin
analizinde betimsel istatistikler, bagimsiz 6rneklem t-testleri, tek yonlii ANOVA ve
Pearson korelasyonu kullanilirken katilimcilarin gériisme sorularina verdikleri cevaplari
kavramak i¢in igerik analizi yapilmistir. Betimsel istatistiklerin bir sonucu olarak,
katilimcilarin orta diizeyde yabanci dil kaygis1 ve bilingli farkindaliga sahip olduklari
bulunmustur. Nitel bulgular da katilimcilarin orta derecede endiseli oldugunu
gostermistir. Ancak, nitel bulgulara gore bilingli farkindalik diizeyi daha yiiksek
bulunmustur. Bilingli farkindalik ve yabanci dil kaygis1 arasindaki iliskiye bakildiginda
ise, farkindaligin tiniversite dgrencileri arasinda yabanci dil kaygi seviyesini etkiledigi

gozlenmistir.
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CHAPTER 1

1. INTRODUCTION

1.1. Background of the Study

In 1979, the researcher, Jon Kabat-Zinn developed a Mindfulness-Based Stress
Reduction (MBSR) programme at the Massachusetts Medical School (Kabat-Zinn,
1990) and since then, mindfulness has entered the lives of researchers, politicians and
celebrities. For example, NBA (National Basketball Association) teams, celebrities like
Emma Watson, Angelina Jolie, and Selena Gomez have used mindfulness-based
therapies to increase motivation and improve their quality of life. Besides, Google have
used mindfulness practices to increase the efficiency of its employees with its “Search
Inside Yourself” program (Atalay, 2018). As it is seen, mindfulness aims to make it
possible to evaluate the present moment in the most efficient way in many areas of life.

On the other hand, anxiety is one of the top psychological disorders encountered
frequently in the modern world and its importance in people’s lives has started to be
increasingly recognized in the literature (Spielberger, 1966). Anxiety is such a common
phenomenon that it is possible to experience it in many different contexts. As one of the
types of anxiety, foreign language anxiety (FLA) can be an inhibitor to learning as in
many other fields. When students have anxiety in the classroom, they do not only suffer
from some psychological pressure (being laughed by classmates or being ashamed in
case of a mistake), but also they are prevented from learning with a fear of trying.
Furthermore, it may influence learners outside the classroom as people around learners,
such as parents have some expectations for their children. In other words, in today’s
world, speaking a foreign language -especially English since it is lingua franca- is a
crucial skill, and families try to provide a learning environment for their children. All
of these might be the possible sources of anxiety in a foreign language classroom, which
is called foreign language anxiety.

Researchers have been investigating foreign language anxiety for a few decades
in order to understand the underlying factors causing anxiety and develop strategies to
reduce the effect of it in the classroom (Bas, 2014; Horwitz, Horwitz, & Cope, 1986;
Huang, 2018; Maclntyre & Gardner, 1994; Woodrow, 2011; Yim, 2014). Since 1990s,
several researchers have directed their focus to awareness and mindfulness with an

effort to find a way to reduce the harmful effect of anxiety on foreign language anxiety



(Khany & Kafshgar, 2013; Moafian, Khoshsima, Fadardi, Pagnini, & Besson, 2019;
Takiguchi, 2015; Wang & Liu, 2016). It is known that attention, focus, regulation of
emotions, thoughts and behaviours play an important role in success in every age group
(Graziano, Reavis, Keane, & Calkins, 2007; Morrison, Ponitz, & McClelland, 2010;
Rabiner, Murray, Schmid, & Malone, 2004). Mindfulness, which is expressed as "being
aware of moment by moment" in close relation with these skills, includes focusing
consciousness to what is present, controlling attention, and a cognitive process (Langer,
1989; Teasdale, Segal, & Williams, 1995). Mindfulness is associated with academic
performance, as it increases mental focus and resilience to distractions. Besides,
conscious awareness has an important place in ensuring and sustaining psychological
well-being (Brown & Ryan, 2003).

In the literature, it is possible to find studies related to anxiety and mindfulness
separately. Mainly, they support the idea that anxiety inhibits learning; mindfulness
facilitates human well-being and learning (Garretson, 2010; Huang, 2018; Hyland,
2009; Saito & Samimy, 1996; Siinbiil, 2016; Vonderheyde, 2017; Wang & Liu, 2016;
Woodrow, 2011; Yim, 2014). However, very few studies can be found about the
relationship between these two variables together. Thus, these two crucial terms ought

to be studied and searched together in detail.

1.2. Statement of the Problem

In English Language Teaching (ELT) field, it has been assured by many
researchers and studies that anxiety and learning English have negative relationship; as
the anxiety level increases, learning decreases (Horwitz et al., 1986; Liu & Jackson,
2008; Ozkan, 2019). Based on this finding, a great deal of studies have been conducted
to reveal the reasons of anxiety and ways to diminish or reduce it in language
classrooms. One branch of these studies proposes mindfulness as a treatment for
anxiety, as cultivating mindfulness can be an inhibitor to anxiety. In this paper,
mindfulness was tested to discover whether it can help reduce anxiety level in language
classrooms or not. In other words, the purpose of the study is to investigate the
relationship between mindfulness and foreign language anxiety at a state university in

central Anatolia.



1.3. Research Questions

This paper specifically inquired the relationship between mindfulness and
foreign language anxiety. With this purpose, four research questions were included in

the study:

1. What is the foreign language anxiety level of Turkish university students?
1.2. Does the level of foreign language anxiety vary according to gender, high
school background and grade?
2. What is the mindfulness level of Turkish university students?
2.1. Does the level of mindfulness vary according to gender, high school
background and grade?
3. Is there a relationship between the level of foreign language anxiety and
mindfulness of Turkish university students?
4. How do Turkish students evaluate their foreign language anxiety and

mindfulness towards language learning?

1.4. Significance of the Study

Anxiety is inevitable in a foreign language classroom, as most learners do not
feel comfortable while trying to do something in a foreign language. This results in
stress and fear for not being able to do everything right and finally it arises as anxiety.
Many students suffer from stress and anxiety because of various external and internal
reasons such as exams, assignments, pressure from parents and problems in their private
life. All of these have a negative influence on their academic and personal success.
Therefore, finding a way to reduce anxiety of students is a valuable remedy for
educators. In this regard, the study aimed to investigate students’ mindfulness and

whether that influenced their foreign language anxiety level or not.



CHAPTER 11

2. LITERATURE REVIEW

2.1. Introduction

In this chapter, theoretical framework of the study was explained and analysed in
detail. Key terms related to the current research were introduced and associated with

research questions.

2.2. The Importance of Mindfulness Skills

Mindfulness is an English translation of sat#i which comes from an old Buddhist
language Pali. In Buddhist tradition, it relates to awareness, attention and remembering
(Germer, Siegel, & Fulton, 2013). The general and most accepted definition of
mindfulness is focusing on the present moment on purpose (Kabat-Zinn, 1994) without
sticking into past in a non-judgemental way by extending experience moment by
moment (Kabat-Zinn, 2006). In other words, mindfulness can be regarded as moment-
to-moment, non-judgmental consciousness, developed by paying attention in a
particular way, that is, as non-reactive, non-judgmental, and as open-heartedly as
possible (Kabat-Zinn, 2015).

Mindfulness is a very old term, used by Buddhist monks many years ago and it
has been used in different fields such as psychology, medicine, education and in many
other disciplines. Although mindfulness has been searched and practiced in various
disciplines for a long time, mindfulness in education is a new research field. However, it
is still possible to find several handbooks, workbooks and various sources describing
how to practice mindfulness in schools and its benefits. In one of these books by
Rechtschaffen (2016) initially, there are detailed explanations about mindfulness and its
advantages when applied properly, then the author suggests steps to apply mindfulness
practice in schools. In one part of the book, the author explains the five realms of
“mindful literacy” which are physical literacy, mental literacy, emotional literacy, social
literacy and global literacy.

Physical literacy refers to teaching students to be present in the room physically
and being aware of where they are at that moment. This can only be succeeded first by

meeting students’ basic physical needs. Students ought to be welcomed to the classroom



and feel safe in this specific context, so that they can settle their nervous system,
regulate their energy and promote health and well-being (Rechtschaffen, 2016) Once
they are physically present, they can focus on attention. Mental literacy is to kindly
bring our attention to the focus point again and again. We need this literacy because our
minds do not work like clear-set machine working in the same way all the time. Mental
literacy helps us regulate our ideas and not to be distracted frequently when gained
through mindfulness practice. (Rechtschaffen, 2016). When we have the ability to focus
our attention, it also becomes possible to keep track of our emotional states and stress
levels. Emotional literacy is to regulate our emotions and cultivate positive emotions
such as empathy, gratitude and love. However it should also be noted that emotional
literacy does not mean to surpass negative emotions such as anger and anxiety
(Rechtschaffen, 2016). As for social literacy, it is understanding other perspectives as a
result of emotion regulation and this results in inner peace and accepting everybody as
they are (Rechtschaffen, 2016). The last component of mindful literacy is global
literacy and it is far beyond understanding other people around us. It is understanding
and showing empathy for everything in our environment even animals and oceans
(Rechtschaften, 2016).

Studies aiming to cultivate mindfulness in classrooms both for the teachers and
students have started to be trend recently. However, practising mindfulness in schools is
a complex and multi-faceted process, requiring accurate planning and setting clear goals
(Hess, 2018). In a recent study by Gaines (2019), teachers’ perceptions and
implementation of mindfulness were investigated. The study was conducted with six
teachers teaching in elementary school in Canada. The teachers were found to have
similar opinions about mindfulness, they were practicing mindfulness through various
sources. In other words, the teachers, participated in the study, indicated that it is not
possible to rely on just one source when practising mindfulness in schools; it is more
than just doing meditation (Gaines, 2019).

As in many other professions and workplace, learners in schools also expose to
challenging ways of life like exams, assignments and expectations from teachers or
parents. These all cause a great stress and anxiety in students which can even result in
various psychological problems such as depression and as a result this may interfere
learning at all. Negative effects of stress, anxiety and depression in students can be
decreased by correct mindfulness based interventions, so that learners’ self-efficacy and

empathy improves (McConville, McAleer, & Hahne, 2017). At this point psychological



well-being of students plays a crucial role since learners with higher mindfulness were
reported to have more positive psychological well-being (Klainin-Yobas et al., 2016).

When the issue is human beings, especially students, ignoring emotions is a big
mistake. Learners cannot just be identified with their cognitive skills. In classrooms
teachers do not only address students’ brains; they address to their emotions as well and
they need to be evaluated together and in harmony. Hyland (2009) asserts that
mindfulness is integrally linked to developmental nature of learning and applying
mindfulness into adult learning presents a chance to reconnect cognitive and affective
dimensions of learning (Hyland, 2010). The harmony between cognitive and affective
domains 1is critical because regulating one’s emotions is a crucial part of a healthy
individual. Thus, mindfulness is practiced to help students first to recognize their
feelings and emotions and then regulating them. A great deal of studies have revealed
that mindfulness supports learners in regulating emotions and so acquiring a clearer
mind (Dariotis et al., 2016; Giindiiz, 2016; Kaynak¢1 Unlii, 2017; Pearson, Lawless,
Brown, & Bravo, 2015; Siinbiil, 2016).

Additionally mindfulness helps students to discover their way of learning since
there is awareness of oneself in the core of mindfulness. Before learning new things or
techniques, learners first should be aware of their learning habits and seek ways to
overcome bad habits or improve good habits. The study, conducted in Singapore,
emphasized on learners’ listening skills which was problematic due to cultural reasons
(Goh, 2012). It was concluded that after mindfulness practices, the learners discovered
their bad habits for listening activities and then, they formulated ways to cope with
those bad habits consciously (Goh, 2012). Likewise, Birnbaum (2008) found that
students, who had received Mindfulness-Based Stress Reduction (MBSR) program for
eight weeks, were observed to attain new knowledge about themselves and acquire

awareness about their professional self-concept.

2.3. Studies on Mindfulness and Its Application in Language Learning

Mindfulness and foreign language learning can be seen as two separate
disciplines, however they are related in a dynamic system. There are some parallels
between the standards of the philosophy of mindfulness and the more recent trends in
language learning theories (Moafian et al., 2019). In education, mindfulness has been

mainly studied by Langer and the model she introduced has entered the literature as



Langerian mindfulness. For a mindful learning experience, she proposed five key
features of mindfulness which are (1) being open to novelty, (2) being open to different
perspectives, (3) being sensitive to various contexts, (4) being alert to distinction and (5)
being oriented in the present (Langer, 1997). With a closer look, it is necessary to define
these characteristics in detail.

Being open to novelty refers to the situation where learners can manage novel
and new information successfully (Langer, 1989). It is a crucial skill since many
learners do not know what to do with the new information. In language learning
context, EFL (English as Foreign language) learners feel anxious and confused
especially when they encounter something novel in foreign language. As a result of not
being able to cope with novel and uncertain situations in language learning process,
they may give up or feel extremely anxious. However when learners are open to such
kinds of novel experiences, it will be easier for them to adapt themselves according to
those new states (Langer, 1989). Learning a new language is like setting off a new
adventure, so everything may not be clear. During that adventure, they need to learn a
lot of new vocabulary, structures, rules, expressions and so on. Thus, EFL learners
should welcome all those new and novel experiences in order to complete that
adventure successfully.

Being open to multiple perspectives helps learners to be aware of different
perspectives apart from their own and this results in less discrimination and more
respect for others (Langer, 1989). In a language learning context, such a skill may play
an important role in language learning process. When EFL learners are aware of
multiple perspectives towards the language itself and language learning process, it
presents them a deeper insight and a wider viewpoint. After such an analytic and critical
look, every learners can constitute their own way of language learning path.

In learning, many students create generalisations and stereotypes consciously or
unconsciously in order to make things easier and clear for themselves. However,
language is not like a scientific fact, it can change over time, places, cultures and
different contexts. Hence, it is important to be sensitive to different contexts. Langer
(1989) defines being senmsitive to various contexts as a state of processing new
information actively in the brain. In a language, a structure may have various functions
and can be used in different contexts with different meanings. Therefore, it is important
to be able to create new categories for the new information rather than overgeneralizing

language items. For instance, students firstly learn “will/won’t” with the function of



making predictions about the future, but later they may encounter other functions of
“will/won’t” such as making instant decisions and giving promises. In such a case, if
learners are aware of various contexts, they can easily comprehend this new function
and create a new category for “will/won’t” in their brain.

Alertness to distinctions is similar to being open to novelty. This feature of
mindful learning refers to drawing distinctions consciously and assigning new places for
the recent information which provides learners to build new ideas (Langer, 1997).

The last characteristic of mindful learning is being oriented in the present, which
refers a focus on the present moment rather than sticking into the past or worrying about
the future (Langer, 1997). Occasionally, it is possible to encounter students with
negative experiences of language learning in EFL classes and these students do not want
to try again because they believe they will fail again. On the other side, there may be
students who worry excessively about their future as they do not think that they will
never learn the language. These cases express how important orientation in the present
is. When students achieve the state of being oriented in the present, it will be easier to
focus on the present tasks for EFL learners.

In the study conducted by Moafian et al. (2019), Langerian mindfulness and the
main approaches towards language learning were discussed. Language learning and
Langerian mindfulness are quite novel, in that the learner begins a new journey and
experiences new cultures while learning a language. If a person is open to novel and
unfamiliar experiences, (s)he may welcome new patterns during language learning
process. Likewise, a flexible language learner is expected to be more comfortable
during language learning process, since (s)he can easily adapt himself/herself to the
features of the new language system (Moafian et al., 2019).

Additionally, in a language classroom, mindfulness supports students to generate
new thoughts, recognize their thinking and facilitate learning (Wang & Liu, 2016). In
mainland China, the researchers conducted a project combining mindfulness strategies
and EFL learning with 24 undergraduate college students. During the project, they
collected various data both from the students and the course instructor such as surveys,
observation notes, students’ writing samples and teacher’s journal. As an outcome of
the project, it was claimed that mindful learning resulted in learners’ developing
awareness towards their own language learning process, learning from others and

thinking reflectively and critically (Wang & Liu, 2016).



Moreover, mindfulness is listed as one of the learner characteristics, having an
effect on learners’ success or failure during language learning process (Khany &
Kafshgar, 2013). In the study carried out with 384 college students, the network among
mindfulness, personality trait and language learning strategies were investigated and the
results supported that all three factors were interrelated to each other. In another study,
carried out during 2014-2015 Academic Year in Japan, Takiguchi (2015) attempted to
describe students’ perceptions of learning English, their past experiences towards the
subject and their attitudes via classroom observation. It was concluded that
implementing mindfulness in a foreign language class might be beneficial both for the
teachers and students at university level.

Furthermore, learners’ being aware of themselves can guide them to use the best
and practical methods and strategies during language learning. In the study by Garretson
(2010), reading and writing skills were reinforced by mindfulness practices in an ESL
(English as Second Language) course. Though there could not be observed a strong
impact of mindfulness meditation practices on reading and writing skills, the researcher
asserted that being more aware of inner processes and regular practices on purpose had
the ability to cause learners to perceive reading as an experiential process and flourish
stronger reflective skills in writing.

Besides that mindfulness has psychological effects on humans, it has also been
shown to influence emotional brain regions. It was found to significantly change the
structure of the human brain in long-term meditators, and boost the ability of working
memory (Gamarra, 2018). Hence, it can help learners to concentrate on language tasks
more easily without distracted by inner factors (stress, anxiety, depression, etc.) and

outside factors (exams, assignments, pressure from teachers or parents, etc.).

2.4. Anxiety

Anxiety research has started with Freud’s studies investigating the reasons under
anxiety (Freud, 1936). Anxiety is defined as a mental situation emerging after an
external resource that is perceived as dangerous (Oner, 1977). It is one of the most
common mental disorders, in that nearly %30 of people experience anxiety at some
points in their lives (Parekh, 2017). As a result of anxiety experiences in the past, the

person may be always on alert in case a negative incident might happen (Isik, 1996). All
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in all, anxiety can be defined as the feeling that something harmful might happen to the
person (Oktem, 1981), or sadness and tension as a result of stress (Ozgiiven, 1994).
Anxiety has been categorized under different headings by Spielberger (1966).
Objective anxiety is linked to a complex internal reaction to an expected harm or danger
from some external sources. The density of objective anxiety depends on the density of
external danger; the greater danger results in the greater objective anxiety. Objective

anxiety is shown as:

external danger s perception of danger ===y objective anxiety
(Spielberger, 1966, p. 10)

Neurotic anxiety is the unconscious concern that we will lose control of the
urges of the id which leads to punishment for inappropriate behaviour. Similarly,
neurotic anxiety emerges as a result of fear and psychological arousal. However, it
differs from objective anxiety in terms of the source of danger that is, this reaction is
internal rather than external and this source is not consciously identified as it was

suppressed due to a kind of punishment. Neurotic anxiety is analysed as follows:

internal impulses mmm—p external danger m——) objective anxicty ) repression
(punishment)
partial breakdOWN mmmmp derivatives of -y neurotic anxiety of repression
internal impulses

(Spielberger, 1966, p. 10)

State anxiety and trait anxiety are another dimensions of anxiety. State anxiety
refers to a person’s temporary mood in anxiety while trait anxiety regards a person’s
general mood as anxious. State anxiety is described as a complex and unique emotional
state or reaction that the individual, who has unpleasant, consciously perceived tension
and stiffness feelings with stimulation of the autonomic nervous system, evaluates as
stressed and feels parallel to this assessment (Spielberger, 1972).

Trait anxiety is a type of anxiety that is internally sourced, rather than a direct
threat from the environment, when people think that their values are under threat or
evaluate their situation as stressful. It was observed that individuals with constant

anxiety levels were more fragile and negative. Constant anxiety, which causes the
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individual to live in restlessness, discontent and become anxious about events, is a
personality trait that distinguishes individuals from each other (Spielberger, 1966).

Anxiety should not always be evaluated as harmful and bad, since it is actually
a normal reaction to stress and can be helpful in some cases, in other words it can warn
us to be aware of the danger and get ready and pay attention to it (Parekh, 2017). In
other words, anxiety is an emotional state that exists in every person and should exist as
long as it is normal. Anxiety at normal level motivates the person, leads to success and
protects against the threats of life. However it negatively affects one's life when it
exceeds the normal level (Cliceloglu, 2016).

Anxiety is also a normal reaction when people perceive that there is possibility
of their being evaluated by society and potentially this may cause them to regard it as
threat to their self-esteem or psychological well-being (Spielberger & Rickman, 1990).
It is acknowledged that attention is directed according to the possibility of having
failure among many environmental variables and this makes it possible to overlook
other variables (Eysenck, 1992; Vasey, ElHag, & Daleiden, 1996; Zeidner, 1998). A
great deal of studies have shown that there is a negative relationship between anxiety
and learning, in that anxiety is an inhibitor in most cases (Alpert & Haber, 1960). High
anxious learners were found to focus mainly on the negative content (Vasey et al.,
1996). Nielsen and Sarason (1981) got the students to listen to words with different
meanings from two channels at the same time. It was observed that the shadowed word
was usually overlooked, but when it became a taboo word, it could be heard with
attention and this situation was relevant for especially high anxious individuals. The
researchers explain that taboo words’ attracting attention of individuals is due to the fact
that emotional and semantic analysis are carried out in the brain at the same time.
Furthermore, Calvo, Eysenck, and Castillo (1997) stated that high anxious individuals
in their study perceived ambiguous stimulus, words and sentences as threatening most
of the time. Similarly, MacLeod (1996), observed that high anxious people prefer the
negative alternatives when they encounter ambiguous situations and expressions
because of their biased perception. From these findings, it can be concluded that
anything ambiguous might be seen as negative and threatening by the students in the
classroom. Therefore it is quite important to give information about the course, material
and the schedule at the beginning of the term or year in order to help students feel safer.
Otherwise, high anxious learners in the classroom have the potential of expecting the

worse because of uncertainty and ambiguousness.
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Focusing on possible negative things to happen is not only relevant for the
present moment, anxiety is also defined as an emotion concerned about the future. In
other words anxious people usually worry about the possible negative events that might
happen rather than their present situation (Rycroft, 2018). This might be an explanation
to the issue that senior students are more anxious compared to freshmen (Aydin &
Tiryaki, 2017), since they are closer to the graduation which means they will have to
find a job soon. Likewise, the fear of not being able to find a job in the future is another
variable affecting the level of anxiety among university students (Deveci, 2012; Ozen,
Ercan, Irgil, & Sigirli, 2010).

As it can be concluded from the studies mentioned in this part, anxiety is
generally accepted as an inhibitor for learning. Consequently, many researchers have
tried to find ways to decrease or minimize the negative effect of anxiety. For instance,
Smith, Ascough, Ettinger, and Nelson (1971) investigated humour as a factor having the
potential of reducing anxiety in students. The findings revealed that high anxious
students receiving humorous test form performed significantly better than low or
moderate anxious students receiving non-humorous form while high anxiety group with
humorous form achieved a better score than the high anxiety group with non-humorous

form (Smith et al., 1971).

2.5. Foreign Language Anxiety

Foreign language anxiety can be defined as “specific anxiety reaction” (Horwitz
et al., 1986, p. 125). Foreign language anxiety is similar to other anxiety types when it is
considered that it develops in its unique context (Maclntyre & Gardner, 1991). It can
also be acknowledged as feeling of tension and fear related to second language contexts
such as listening and speaking (Maclntyre & Gardner, 1994).

In a language classroom, anxiety is inevitable (Hasan & Fatimah, 2014; Horwitz
et al., 1986). Learners may not feel confident and comfortable enough when compared
to subjects such as Math or Science as they need to handle the course in a language they
are not familiar with. Therefore, in language classes, it is possible that anxiety
influences academic success. Ozkan (2019) found in her study that foreign language
anxiety and success level have a close relationship that is, as the anxiety level increases,
success level decreases. In another study carried out with 251 Taiwanese EFL learners,

the researcher found a significant relationship between trait anxiety, language anxiety
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and students’ speaking performance (Huang, 2018). In other words, language anxiety
and trait anxiety comprise the main sources of state anxiety. As a result, both language
anxiety and trait anxiety were observed to weaken L2 performance (Huang, 2018).

Foreign language learning takes place in social contexts. Hence, foreign
language anxiety which can also be defined as social anxiety (Maclntyre & Gardner,
1989, 1991), demonstrates parallel qualities to Schwarzer (1986)’s three-component
social anxiety definition. These components are feelings of tension and discomfort,
negative self-evaluations and a withdrawal in the presence of others (Schwarzer, 1986).
Accordingly, foreign language learners usually avoid speaking especially when there
are classmates around in order to protect their self-esteem and social status. As a result,
it is possible to assume that foreign language anxiety arises from the fear of failure.
Another original reason of foreign language anxiety is perfectionism (Onem, 2015a). It
is stated that high anxious students are more tend to correct their mistakes (Horwitz et
al., 1986). Studies conducted on foreign language anxiety conclude that high anxious
and low anxious students have different levels of perfectionism and high anxious
learners demonstrate higher level of perfectionism (Gregersen & Horwitz, 2002).

Horwitz et al. (1986), assert that foreign language anxiety has three sub-
dimensions, they are communication apprehension, test anxiety and fear of negative
evaluation. Communication apprehension arises from the fear of that the
communication might not be able to be established well enough (Horwitz et al., 1986).
This is one of the main reasons causing learners to avoid communicative activities.
Foreign language anxiety prevents learners to participate in classroom activities in case
they make a mistake or being evaluated negatively and this turns anxiety to an inhibitor
(Liu & Jackson, 2008b).

As for test anxiety, it mainly emerges in situation where evaluation comes forth
(Horwitz et al., 1986). That the exams, implemented in foreign language learning, are
different from other exams and frequency and the intensity of quizzes are major
elements causing anxiety in EFL students (Horwitz et al., 1986). In addition, in foreign
language assessment, there are more than classical written and one way exams such as
interaction based exams between teacher-student or student-student. (Horwitz et al.,
1986). Therefore test anxiety can be associated with fear of negative evaluation. When
students pay too much attention what others think about them, they start to imagine the

results of their failure in their minds and this results in fear of negative evaluation. Fear
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of negative evaluation is so prevalent that it is a more common sub-dimension with
respect to test anxiety. (Horwitz et al., 1986).

Foreign language anxiety has been studied together with different terms such as
self-efficacy, self-perception, and external and internal reasons affecting the classroom.
In the study from Korea including 537 young learners, it was attempted to determine the
relationship between foreign language anxiety and background variables (Yim, 2014).
Students’ self-perception was found to play an important role in their anxiety, in that, if
learners perceive themselves positively, their anxiety level decreases while learning
language (Yim, 2014). Besides, the experience of studying abroad, hours of studying
English and gender were also observed to hold an influential role on students’ foreign
language anxiety (Yim, 2014). Similarly, self-efficacy and FLA have a negative
relationship. MacIntyre, Noels, and Clément (1997) investigated the relationship
between foreign language anxiety, perceived competence and real competence. As a
result, they found out that the students perceiving themselves as successful were more
successful in reality and a negative relationship was identified between foreign language
anxiety, skills competence and test anxiety. Moreover, they observed that high anxious
students ignore their skill competence while low anxious students overestimate their
skill competence (Maclntyre et al., 1997). Bailey, Onwuegbuzie, and Daley (2000)
conducted a study with 205 university students to determine a combination of variables
that can be correlated with three kinds of anxiety which are input, output and processing
stages. They found out that students with highest level of anxiety have a tendency to be
older, to have lower expectations of their success in foreign language courses, low
perceived intellectual skill and low perceived job competence (Bailey et al., 2000).

Learners with higher anxiety are less likely to have intrinsic motivation to learn
a language, study English longer and have more pressure from parents (Woodrow,
2011). The study with 738 college English students in China points out that confident
students with lower anxiety demonstrated more positive attributes towards learning, had
intrinsic motivation and less pressure from external sources (Woodrow, 2011). On the
other hand, in open-ended interviews, some of the students expressed that pressure from
parents or teachers was not something negative for them, conversely they perceived it as
a motive to study harder (Woodrow, 2011).

When foreign language learning is the concern, it becomes a must to take into
consideration individual differences since the signs of anxiety might be different in each

student (Kralova & Soradova, 2015). Some students might entirely forget what to say
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and start trembling when being asked a question in the classroom while some just
acquire a little help from the teacher or the other students who do not demonstrate any
sign of anxiety (Kral'ova & Soraddova, 2015). Therefore, it is crucial to adapt teaching
materials and technics according to the specific needs of the learners. In Bas (2014)’s
study, foreign language learning anxiety was associated with seven factors which are
listening and speaking activities, teaching methods, fear of making mistake, learning
environment, teachers’ attitudes and exams. Most of these factors such as teaching
methods, listening and speaking activities and teachers’ attitudes can be correlated with
individual differences. In other words, negotiating these factors and adapting them to
the classroom might create a difference and help decrease the level of anxiety in EFL
classes.

On the other hand anxiety can play a positive role in language learning. In a
study conducted in Korea, learners with high level of anxiety performed better and got
higher grades than learners identified with low level of anxiety (Park & French, 2013).
A total of 948 students enrolled in conversation classes at a university in Korea
participated in the study and the results identified females with higher anxiety than
males. Although female students were observed with higher anxiety, they attained
higher scores in the exams. This can be explained by socio-cultural factors, in other
words in a society like Korea where females are taught to be inferior to males, might
have more responsibilities and therefore they might push themselves to be successful

and deserve success in the society (Park & French, 2013).

2.6. The relationship between Mindfulness Skills and Foreign Language Anxiety

As mentioned before, mindfulness has been studied both for physical and
psychological disorders. In this line, mindfulness and foreign language learning are
related especially in terms of anxiety. In one of the studies connecting mindfulness and
foreign language anxiety, 333 Thai university students, studying at a private
international university participated in the study (Charoensukmongkol, 2019). These
students completed questionnaires of both mindfulness and foreign language anxiety.
The results indicated that students recognized with higher trait and state mindfulness
owned less foreign language anxiety during their spoken presentations

(Charoensukmongkol, 2019). Furthermore these students were observed to get higher
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scores from their oral presentations as they demonstrate less anxiety trait
(Charoensukmongkol, 2019).

In terms of the implementation of mindfulness, meditation is an important part
of mindfulness as it helps people focus on their own thinking. Therefore it is a method
to be applied language classrooms as well. Through meditation, foreign language
anxiety can be reduced significantly and at the same time learning can be fostered
(Onem, 2015b). In this experimental study, the researcher divided the groups into two
as control and experimental group. Both groups completed pre-tests and post-tests in
order to be able to see the difference before and after meditation treatment. The
experimental group studied English together with meditation technics and lavender
scent for four weeks. When the pre-test results were analysed, it was found out that
there was no significant difference in terms of foreign language anxiety between the
control group and the experimental group. However, post-tests results demonstrated a
significant relationship between the two groups. That is, the students in the
experimental group were identified with lower levels of anxiety respectively (Onem,
2015b).

Like meditation, there are various programs related to mindfulness to treat both
physical and psychological disorders. One of them is mindfulness meditation-based
intervention program (MMBI). It was tested by Oz (2017), and she found that the
programme influenced students’ speaking anxiety and it also increased their willingness
to communicate. Moreover, students in the experimental group which had taken MMBI
treatment, were observed to attain higher scores from midterm exams (Oz, 2017).

Another experimental study conducted in Spain at an all-girls bilingual private
school in Madrid investigated whether mindfulness techniques had an influence on
foreign language anxiety (Mortimore, 2017). At the end of the study, the test group was
found to have a modest improvement in L2 performance (Mortimore, 2017). Likewise,
Fallah (2017) found a significant relationship between mindfulness and foreign
language anxiety; the higher mindfulness predicted lower anxiety in foreign language
learning. In the study including 295 Iranian university students, it was also concluded
that mindfulness facilitated learners to focus on language tasks, performance and their
situation better instead of being distracted from the present moment and jumping from

one task to another mindlessly (Fallah, 2017).
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CHAPTER III

3. METHODOLOGY

3.1. Introduction

In this chapter, the research design, the participants, instruments that were used

in the study, data collection methods and finally data analysis were presented.

3.2. Research Design

This study was designed as a mixed study aiming to discover the relationship
between mindfulness and foreign language anxiety among university students at a state
school in Central Anatolia, in Turkey. The study contained quantitative data by means
of questionnaires developed by the experts on the topic. Muijs (2011) describes
quantitative research as a type of research gathering data to be analysed in numerical
form to highlight a specific phenomenon. In addition, interviews with some of the
students were conducted in order to be able gain a deeper insight towards the
relationship between mindfulness and foreign language anxiety. In this study mixed
methods were utilized since it is acknowledged that using multiple data collection
instruments enables the researchers to obtain richer data and validating the research
findings (Alshengeeti, 2014).

Among the research methods, correlational design was used via surveys and
semi-structured interviews with an objective of describing the pattern of responses and

relationships between mindfulness and FLA (Tolmie, Muijs, & McAteer, 2011).

3.3. Setting and Participants

The study was conducted at a state university in Central Anatolia in Turkey
during 2019-2020 educational year. The city where the university is located is a small
city with approximately 140.000 population. Therefore students studying here do not
have much chance to practice English since there are fewer foreign tourists and events
in foreign language than in big cities.

In this study, 157 EFL learners were included who were mostly aged between 18

and 24. All the participants were given a consent form in order to verify their voluntary
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participation in the study (see Appendix 12). In the group, 89 of the participants
(56,7%) were female while 68 of them (43,3%) were male (see Table 1).

Table 1.

Descriptive Statistics of Gender

N P
Female 89 56.7
Male 68 53
Total 157 100.0

The students were enrolled in English preparatory programme before starting to
study in their department, International Relations. The reason for selecting students
from this department was that these students had the most intense language learning
program compared to other students at the university. Hence, they were thought to be
the best participants to reflect foreign language identity. Data were collected both from
the students who had completed preparatory program before and the students who were
currently enrolled in the preparatory program. When the data were collected, 28 of the
students (17,8%) were studying in preparatory program, 37 of them (23,6%) were in the
first year in their department, 45 of them (28,7%) were in the second year and 47 of
them (29,9%) were in the third year (see Table 2).

Table 2.

Distribution of Students’ Grade

N P
Preparatory 28 17.8
Freshman 37 23.6
Sophomore 45 28.7
Junior 47 29.9
Total

157 100.0
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As it can be seen in Table 2, senior students were not included in the study since

they had not taken preparatory program when they had first enrolled.

3.4. Instruments

Two separate scales, a demographic information form and semi-structured

interviews were utilized in this paper.

3.4.1. Mindful Attention Awareness Scale (MAAS)

In order to gather data to assess learners’ mindfulness level, Mindful Attention
Awareness Scale (MAAS) by Brown and Ryan (2003) was implemented (see Appendix
2. The scale is a single-dimension scale with 15 items and it is a six-point Likert scale
(1 = Almost always — 6 = Almost never). None of the items have negative wording, so
that it is not necessary to reverse the wording or scores. As the point obtained from the
scale increases, the level of mindfulness increases at the same time. The reason why
MAAS was chosen to be used in this study was because of that it has been one of the
most reliable mindfulness scales. The Cronbach alpha internal consistency of the
MAAS was found .82. In addition, test-re-test correlation was found .81. Furthermore,
MAAS is the most used mindfulness scale in educational contexts (Giindiiz, 2016;
Oksiiz, 2018).

Turkish translation and adaptation of MAAS by Ozyesil, Arslan, Kesici, &
Deniz, (2011) was used in this study in order avoid any misunderstanding for the
participants. In adapted version of MAAS, Cronbach alfa coefficient of MAAS was
calculated as .80 while test-re-test correlation was found .86 (Ozyesil, et al. 2011) (see

Appendix 3.

3.4.2. Foreign Language Classroom Anxiety Scale (FLCAS)

The data for foreign language anxiety was collected via Foreign Language
Classroom Anxiety Scale by (Horwitz et al., 1986) (see Appendix 4. The scale has 33
items including three sub-dimensions namely, communication apprehension, fear of
feedback and fear of language tests. The questionnaire is graded with five-point Likert
scale from “Strongly Disagree” to “Strongly Agree”. In the current study, 32 items were
utilized, Item 24, (I feel very self-conscious about speaking the foreign language in

front of other students), related specifically to speaking anxiety, was eliminated since
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the focus of the study was on foreign language anxiety in general. Moreover, some of
the items (Item 2, Item 5, Item &, Item 11, Item 14, Item 18, Item 22, Item 27 and Item
31) were reverse scored as their wording are different from the other items. In this case,
fives were converted to one, fours to twos, twos to fours, ones to fives and threes
remained same.

The scale was found both reliable and valid having .93 Cronbach alpha
coefficient and eight-week test retest coefficient .83. In this study, Turkish version of
FLCAS was used in order to avoid any possible misunderstandings. FLCAS was
translated into Turkish by Giirsu (2011) and internal consistency reliability coefficient
was found .82 while test retest coefficient was .85. In this study, Turkish version of
scale was used to make the scale more meaningful and clear for participants (see

Appendix 5).

3.4.3. Semi-structured Interviews

From the qualitative methods, semi-structured interviews were carried out with
17 participants with the aim of gaining richer data. Thus, the participants could have the
chance of expressing themselves more openly. In order to avoid any misunderstandings
and help participants express themselves more easily, the interviews were conducted in
Turkish and important clarifications about terms such as mindfulness and foreign
language anxiety were made during the interviews.

All the interviews were audiotaped in order to be analysed later. Once the
interviews were completed, the audio files were transcribed by the researcher and
content analysis was carried out through submerging themes and codes from the data.

The interview questions related to foreign language anxiety was adapted from
von Worde (2003)’s study (see Appendix 10). As for the interview questions related to
mindfulness were formed by the researcher by taking into consideration of foreign
language learning process (see Appendix 10). The interview questions about
mindfulness were revised by three other lecturers teaching at university in order to
clarify that the questions were clear and meaningful to the participants. Moreover, the

questions were piloted with three students, who were not included in the study.
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3.5. Data Analysis

The quantitative data for the study were analysed by Statistical Package of
Social Sciences (SPSS). First, descriptive analysis was carried out to investigate the
level of mindfulness and foreign language anxiety of participants to find answers of the
first three research questions. In these analyses, especially means, standard deviations
and percentages were taken into consideration. As a result of the analyses, it was seen
that there was a homogeneous distribution. Accordingly, independent samples t-tests
and one-way ANOVA analyses were performed as parametric tests in order to discover
the relationship between mindfulness, foreign language anxiety and demographic
factors such as gender, high school background and grade. Finally, Pearson correlation
was utilized in order to explore whether there was a relationship between the level of
foreign language anxiety and mindfulness skills of Turkish university students.

The qualitative data, obtained through semi-structured interviews, were analysed
by Atlas.ti software after they were all transcribed. Then, the researcher drew out codes
and categories, emerged during the interviews. Next, the codes and categories were

interpreted to provide data for the study.

3.6. Reliability

First of all, the scales were analysed by using SPSS and with an aim to acclaim
the reliability of the scale, the internal consistency of the scales were analysed and
Cronbach coefficient was found .81 for FLCAS and .83 for MAAS. Statistically, scores
equal or higher than .70 are acceptable (Kilig, 2016). Therefore reliability coefficient in
this study was acceptable. Additionally, the scales were piloted on another group of

students before collecting the real data.
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CHAPTER 1V

4. FINDINGS

4.1. Introduction

This chapter aims to present the results as an answer to the research questions.
Firstly, quantitative statistics were given in order to explain the analysis of MAAS and
FLCAS. In order to achieve this, descriptive and inferential statistics were employed
and later correlational analysis was implemented with an aim of exploring the
relationship between mindfulness and foreign language anxiety. Furthermore, the
qualitative data obtained through semi-structured interviews were presented by content

analysis.

4.2. Findings of the Research Question 1.

This paper aimed to respond to the first research question which was “What is
the foreign language anxiety level of Turkish students?”. Descriptive statistics analysis
was employed in order to explore both the sub-dimensions of FLCAS and the total

score of it. The results can be seen in Table 3.

Table 3.
Descriptive Statistics of FLCAS

N Mean Std. Deviation
Communication apprehension 157 3.06 54
Fear of negative feedback 157 277 69
Fear of language test 157 3.08 50
FLCAS (total) 157 3.01 48

The descriptive statistics in Table 3 pointed out that the university students in
this sample were found to have moderate level of foreign language anxiety (M = 3.01,
SD = .48). Since the scale utilized in the study was a 5-point Likert scale, a mean score

such as 3.01 could be accepted as holding a medium level of effect. The participants
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were found neither low anxious nor high anxious. In addition to total mean score of
FLCAS, the sub-dimensions of FLCAS had similar scores. Especially, the mean scores
for communication apprehension and fear of language test were found to be akin to
each other. Therefore, it was possible to assert that the participants of the study had
moderate level of communication apprehension (M = 3.06, SD = .54) and fear of
language test (M = 3.08, SD = .50 ). Although the mean score of fear of negative
feedback (M = 2.77, SD = .69) was still close to moderate level, the potential level of
this sub-dimension was found less than the other two sub-dimensions. As a result, it can
be concluded that the effect of fear of negative feedback was less than communication
apprehension and fear of language test on the sample of this paper. In other words, the
participants were less anxious in terms of fear of negative feedback in comparison with
test anxiety and communication apprehension.

As next step, FLA was analysed in relation with gender. In order to define
foreign language anxiety according to gender, independent samples t-test was

employed. The results were shown in Table 4.

Table 4.
FLCAS and Gender
Std.
Gender N Mean Deviation t p
FLCAS Female 89 313 49 3.82 .001
Male 68 2.85 43

Considering Table 4, a statistically significant relationship was found between
two groups (p< ,05). Female students’ FLCAS mean scores (M“"*“= 3.13, SD = .49)
were detected to be higher than male students’ FLCAS mean scores (M™ = 2.85, SD =
.43). Female students were observed to be more anxious than their male peers when
they were in foreign language classroom. As the findings suggested, foreign language
anxiety was influenced by gender in this sample. Female students were identified less
comfortable than male students when they participated in foreign language classroom.

In addition to the analysis of gender, the relationship between foreign language
anxiety and high school background (private or state) was also analysed and results

were shown in Table 5.
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Table 5.
FLCAS and High School Background (Private or State)

Type of Std.

school N Mean Deviation t p
FLCAS State 142 300 49 1.03 302

Private 15 2.88 39

As demonstrated in Table 5, there was no statistically significant difference
between the variables (p > .05). In other words, whether the participants had graduated
from a state or private school, was not influential in the level of foreign language
anxiety. This result demonstrated that foreign language anxiety level of students did not
vary according to high school background.

Furthermore, the participants also indicated the type of high school they had
graduated. The answers were categorized such as general high school, Anatolian high
school, vocational high school and others. Moreover, One-Way ANOVA was applied in
order to define the relationship between foreign language anxiety and different types of

high schools and the results were shown in Table 6.

Table 6.
FLCAS and Types of High School

N % F p
General high school 39 243 .65 58
Anatolian high school 71 452

Vocational high school 40 255

Other 7 4.5

Total 157 100.0

Table 6 demonstrated that there was no significant difference between foreign
language anxiety and different types of high schools (p > .05). The findings suggested

that high school background did not have any effect on their foreign language anxiety
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level. In other words, students, graduated from an Anatolian high school or a general
high school did not differ in terms of the level of foreign language anxiety.

As the last variable of the first research question, FLCAS and grade was
analysed. Four grades; preparatory, freshman, sophomore and junior students
participated in the study. The analysis on the relationship between foreign language

anxiety and grade was demonstrated in Table 7.

Table 7.
FLCAS and Grade
N % F
Preparatory 78 17.8 1.98 A2
Freshman 37 236
Sophomore 45 287
Junior 47 29.9
Total 157 100.0

In accordance with the findings, there was not any significant relationship
between foreign language anxiety and grade (p > .05). Students’ grade in this sample
was found to be an ineffective factor in foreign language anxiety. Therefore, whether

students were in their first year or third year did not influence their FLA level.

4.3. Findings of the Research Question 2.

The second research question sought answer to mindfulness level of the
participants. In order to determine mindfulness level of the students, descriptive

statistics analysis was applied and the results were demonstrated in Table 8.
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Table 8.
Descriptive Statistics of MAAS

N Mean Std. Deviation

MAAS 157 3.86 76

As it can be interpreted from Table 8, the participants’ mindfulness level was
found to be slightly higher than moderate level (M = 3.86, SD = .76). The students in
this sample could be assessed as mindful in a moderate level.

In addition to overall mean score of MAAS, the mean scores of each item in
MAAS were calculated in order to identify the lowest and highest mean score. Mean

scores were presented for each item in Table 9.

Table 9.
Item Statistics of MAAS

MAA4S N Mean  Srd. Deviartion
1. I could be experiencing some emotion and not

. . . 157 2. 1.1
be conscious of until sometime later. 3 &3 >
2. 1Ibreak or spill things because of carelessness,
not paying attention, or thinking of something 157 4.65 1.45
else.
3. I find it difficult to stay focused on what’s 157 371 1.30

happening in the present.

4. 1Itend to walk quickly to get where I'm going
without paying attention to what I experience 157 343 1.71
along the way.

5. Itend not to notice feelings or physical tension

or discomfort until they really grab my 157 4.08 1.56
attention.

6. Iforgeta [_)erson s name _a]nlost as soon as I've 157 412 171
been told it for the first tume.

7. It seems I'm “runmng on zfutonl_ahc, without 157 370 152
much awareness of what I’'m domng.

8. Irushtk tivities without bei ttentiv

rush through activities without being attentive 157 437 1.40

to them.

9. I get so focused on the goal I want to achieve
that I lose touch with what I'm doing right now 157 3.55 1.45
to get there.

10. Ido jobs or task.s autqnlatlcallv, without being 157 4.17 1.40
aware of what I'm doing.

11.1 ﬁpd myself hste:mlg to someone }Aflth one ear, 157 3.50 1.63
doing something else at the same tune.

-~ X7 ¢, N H 33

12. I drive places on ““‘automatic pilot™ and then 157 4.89 1.47
wonder why I went there.

13. I find mvself preoccupied with the future or the 157 271 1.54
past.

14. 1 ﬁ.nd_nwself doing things without paymg 157 383 1.43
attention.

15. I snack without being aware that I'm eating. 157 431 1.77
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As demonstrated in Table 9, Item 12 “I drive places on “automatic pilot” and
then I wonder why I went there” had the highest mean score (M = 4.89) while Item 13
“I find myself preoccupied with the future or the past” had the lowest score (M = 2.71).
MAAS is a 6-point Likert scale from 1 (almost always) to 6 (almost never). Therefore it
can be stated that the participants were found to be relatively mindful about physical
places they were situated which refers to one of the basic principles of mindfulness,
“being aware of physical situations”. Therefore it is possible to claim that the students
were aware of their presence in the classroom and they could have reacted according to
this awareness. However, according to the mean score of Item 13, it was found that the
participants were frequently worried about their future or past. The reasons might be
upcoming exams or job opportunities for anxiety towards future while low marks from
exams or negative comments from teachers might result in anxiety for the past.

Mindfulness level was also analysed in relation with gender of the participants

and the findings could be seen below in Table 10.

Table 10.
MAAS and Gender
Std.
Gender N Mean Deviation t p
MAAS Female 89 3 85 e -.24 .81
Male 68 3.87 84

Table 10 demonstrated that there was no significant difference between
mindfulness level of the females (M = 3.85, SD = .71) and males (M™* = 3.87, SD
= .84). Mean scores of females and males were found quite similar, indicating that
mindfulness did not vary according to gender in this sample.

Next, mindfulness was analysed in relation with high school background in
order to explore whether there was a meaningful relationship between these two

variables. The results were shown in Table 11.
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Table 11.
MAAS and High School Background (State or Private)

Type of Std.
School N Mean Deviation t

MAAS State 142 3 83 75 -1.57 A2
Private 15 415 85

As it can be understood from Table 11, there was a slightly difference between
students graduated from a state high school (M = 3.83, SD = .75) and students graduated
from a private high school (M = 4.15, SD = .85). However there was not a meaningful
relationship between two variables (p > .05). In order to comprehend the type of school
variable better, One way ANOVA analysis was employed to determine the relationship
between mindfulness and high school background. The results were presented in Table

12.

Table 12.
MAAS and Types of High School

N % F p
General high school 39 243 93 43
Anatolian high school 71 452
Vocational high school 40 255
Other 7 4.5
Total 157 100.0

The data presented in Table 12 revealed that there was no significant difference
between mindfulness level of the participants and the types of high school that the
students had graduated (p > .05). Namely, graduation from different high schools was
not detected as an effective factor in students’ mindfulness level.

The last variable was the year that the participants were in, during the study. It
was analysed by using One way ANOVA shown in Table 13.
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Table 13.
MAAS and Grade
N % F p
Preparatory 78 178 41 75
Freshman 37 236
Sophomore 45 287
Junior 47 29.9
Total 157 100.0

Table 13 demonstrated that there was not a meaningful relationship between
mindfulness level of participants and grade variable. Students in the third year or
students in the first year statistically were not found different in terms of mindfulness

level. That is, grade was not a determining factor in students’ mindfulness level.

4.4. Findings of the Research Question 3.

The third research question was that “Is there a relationship between the level of
foreign language anxiety and mindfulness of Turkish university students?”. Pearson
correlation was employed in order to identify the relationship between mindfulness and

foreign language anxiety. The statistical findings were presented in Table 14.

Table 14.
The Correlation between MAAS and FLCAS

Scales MAAS FLCAS

MAAS .

FLCAS 213" 1
.002

**, Correlation is significant at the 0.01 level (2-tailed).
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As figured out in Table 14, it was observed that there was a statistically
significant relationship between the participants’ mindfulness and foreign language
anxiety levels (r = -.213; p < .05). According to statistics, a correlation coefficient
between .01 - .29 signified a low relationship between variables (Muijs, 2011; Nardi,
2015). Thus, it was possible to assert that there was a negative relationship between
foreign language anxiety and mindfulness with a low effect size. Overall, mindfulness
was found to be an effective factor in students’ foreign language anxiety level. Higher
level of mindfulness was observed to be a predictor of lower level of foreign language
anxiety.

In addition to the correlation between mindfulness and FLA in total, another
correlation analysis was carried out between mindfulness and the sub-dimensions of
FLCAS which were Communication Apprehension, Fear of Negative Feedback and

Fear of Language Test. The results were shown in Table 15.

Table 15.
The Correlation between MAAS and the Sub-dimensions of FLCAS

MAAS CA FNF FLT
MAAS |
CA 038 1
635
FNF -236" 5017 1
003 000
FLT -309" 701" 648 1
000 000 000

Note. CA: communication apprehension; FNF: fear of negative feedback; FLT: fear of
language test

The second correlational analysis between mindfulness and the sub-dimensions
of FLCAS demonstrated that there was a statistically meaningful relationship between

mindfulness and fear of negative feedback (r = -.236; p < .05) and fear of language test
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(r =-.309; p < .05). Since there was a negative relationship between these variables, it
was possible to acclaim that students with higher level of mindfulness, were identified
with less fear of negative feedback and language test. However, it ought to be noted that
the level of mindfulness had only a low effect on fear of language feedback since the
correlation coefficient was between .01 and .29. On the other hand, mindfulness had a
moderate effect on fear of language test since the correlation coefficient was between
.30 and .70 (Muijs, 2011). According to these results, two sub-dimensions of foreign
language anxiety (fear of negative feedback and fear of language test) were found to be
influenced by mindfulness.

In addition, Table 15 also presented findings related to the correlation between
the sub-dimensions of FLCAS. According to these findings, it can also be seen that
communication apprehension had a positive relationship with fear of negative feedback
(r =.501; p < .05) and fear of language test (r = .701; p < .05). Although there was a
moderate significant relationship between communication apprehension and fear of
negative feedback, there was a higher relationship between communication
apprehension and fear of language test. Therefore, students with higher communication
apprehension also suffered from fear of language test. Finally, there was seen a positive
relationship between fear of negative feedback and fear of language test (r = .648; p <
.05). When students were anxious about language tests, they were also found anxious

about being evaluated negatively.

4.5. Findings of the Research Question 4.

As mentioned before, semi-structured interviews were conducted with 17
students in order to gain deeper insight towards foreign language anxiety and
mindfulness. Regarding this aim, eight open ended questions were asked to students
related to foreign language anxiety both in general and in terms of the sub-dimensions
of FLCAS. Later, the participants were required to answer seven questions related to
mindfulness in terms of language learning process. The findings were presented under

submerging themes and codes in this chapter.

4.5.1. Students’ general feelings in an EFL class and the reasons

The interview questions under this subtitle aimed to explore how the students

generally felt in foreign language classroom and what caused this. The data, collected
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from 17 participants, revealed three main themes. The themes and the codes emerged

during analysis were presented in Table 16.

Table 16.

Frequency Distribution of General Mood of Students in an EFL Class

Theme Codes f
Positive and relaxed in the classroom 9
Positive friendship relations in the classroom 4

Not anxious ' '
Feeling more confident in language 3
Confidence due to previous English background 2
Anxious in speaking activities 2
Anxious when speaking in front of the class 1

Anxious Anxious in case of a mistake 2
Anxious at the beginning of the lesson 1
Anxious because of fear of not being able to learn 1

It depends Anxious if not prepared before the lesson 3

As seen in Table 16, the majority of participants (f = 9) stated that they were
generally positive and relaxed in foreign language classroom. While some participants
answered to the question in short such as positive, happy and relaxed, some of the
participants stated that they feel happy and positive in foreign language classroom due
to various reasons such as positive friendship relations (f = 4), feeling more confident in
foreign language (f = 3), and confidence due to previous English background (f = 2).

Some answers related to the theme of “not anxious” were given below:
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S14: “Generally I feel happy thanks to my friends. I don’t know whether I would
be so happy and relaxed in another class. I don’t feel stressed in my class...”
(Positive friendship relations in the classroom)

S9: ““....I feel happy when I can answer questions in English because I think my
level of English has improved...” (Feeling more confident in language)

S5: “Actually I feel relaxed since I had a good English background
beforehand...” (Confidence due to previous English background)

As it can be seen in Table 17, students experienced foreign language anxiety
because of different reasons and some of the answers related this theme were presented

below:

S8: «“...I feel afraid and anxious in case I can’t learn English at the end of the
year...” (Anxious because of fear of not being able to learn)
S5: ““...1 feel anxious while speaking because the pronunciation of the words are

different...” (Anxious in speaking activities)

Some of the students asserted that how they felt in foreign language classroom
depended on situations. For instance, they expressed that they felt anxious when they
did not make any preparations before the lesson. Some answers related this code were

displayed below:

S3: “...actually it changes from day to day. When I study the topic, which we
are going to learn, before the lesson, I feel more confident and relaxed.
However, when I go to the class without any preparations, I feel tense and
anxious...” (Anxious if not prepared before the lesson)

S12: “...my feelings of being anxious or relaxed change according to

situations...” (Anxious if not prepared before the lesson)

4.5.2. Students’ self confidence in language skills

In addition to the general mood of the students, self confidence in their language
skill was also examined. They were asked whether they felt sufficient and confident in
expressing themselves in foreign language. The categories emerged under this theme

were shown in Table 17.
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Table 17.
Frequency Distribution of Students’ Self-confidence in Their Language Skills

Theme Codes f
Confident due to English background 5

Confident
ontden Feeling better / improved 4
Want to be better 9

Not fident
ot contiden Need more effort 9

As it could be figured out in Table 17, the majority of the participants did not
believe that they were sufficient. It also ought to be noted that the students stating as
being confident in their language skills, expressed that they needed to study and practice

more. Some examples from these categories were presented below:

S2: “....I came from a big city so my English was enough to express myself....”
(Confident due to English background)

S3: “...I need to study a lot. When I look back on, I can see that there are many
things that I need to learn...” (Need more effort)

S5: “...I can’t claim that I’m proficient enough. I think I can be better if I study
harder and more regularly. However, now I feel much better than the beginning

of the year...” (Want to be better, Need more effort)

4.5.3. How to react stress/anxiety an in EFL class

The students’ reaction towards stressful situations was another sub-dimension of
the interview questions. Therefore, it was aimed to explore their coping strategies when
they found themselves in a stressful moment and to what extent their mindfulness level

help them to diminish anxiety. The codes emerged under this theme were given below:
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Table 18.
Frequency Distribution of Students’ Reaction to Stress/Anxiety

Theme Codes f
Get panic and can’t think of anything 5
Get panic but don’t show 3
Reaction to stress
Don’t panic and look for a solution 10
It depends 2

The majority of the students expressed that they did not get panic immediately,
instead they tried to find a way to solve the problem (= 10). This could be seen another
proof supporting the argument that mindfulness (being aware of oneself and the
context) helped students not to get stuck and anxious in a stressful situation. Some

extracts relating to this theme were given below:

S1: “....in a stressful situation, I stay calm and think what I can do....” (doesn’t
panic and looks for a solution)

S11: “... I never get panic, instead I try to solve the problem...” (doesn’t panic
and looks for a solution)

S7: “... I get stuck in a stressful situation and I know I need to overcome this...”

(gets panic and can’t think of anything)

4.5.4. Students’ mindfulness level

One of the most important component of mindfulness was being aware of the
things (people, objects, buildings, etc) around. In order to explore this component in
EFL students, they were required to answer questions related to their awareness in
English language learning process. Thus, it was aimed to get a deeper understanding
towards mindfulness and its relations with foreign language anxiety. The codes emerged

under this theme were presented as follows:
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Table 19.
Frequency Distribution of Students’ Level of Mindfulness

Theme Codes f

Curious about the things in English around 16

Level of mindfulness
More aware than before 10

Table 19 demonstrated that nearly all participants (f = 16) stated that they were
curious about the things in English (film posters, the words on T-shirts, billboards, etc.)
around them. In addition to this, many students expressed that they had started to be
more aware of English around them (f = 10) since they began the university. Some

examples related to this theme were presented below:

S8: “... yes, for example, when I see something in English in the street I
immediately look up the words that I don’t know... (curious about the things in
English around)

S14: “...although I was not quite interested in English things beforehand, now
I’m more aware and curious about the things in English because I study at a

department having courses in English...” (more aware than before)

Another important component of mindfulness was living the present day rather
than getting stuck in the past or get anxious about the future. Therefore, the students
were asked whether they had been affected by their past experiences with English (i.e.
failure stories) and how they felt when considering about the future. The codes emerged

during data analysis were given in Table 20.
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Table 20.

Frequency Distribution of Students’ Opinions towards Past and Future

Theme Codes f

Desperate at first but now hopeful as being more 8

Past experiences competent in English

Hopeful and positive 6
Motivated to learn more languages 6
Future concerns Not anxious; motivated 9
Anxious; need to study more 2

As it could be seen in Table 20, the majority of the students were not desperate
about learning English, instead they reported to be positive and motivated when they

thought about their future. Some examples under these themes were given below:

S10: “... At first, I was afraid and anxious in case I can’t learn English again.

However, as I learn and become more competent, [ started to believe in myself

in time...” (desperate at first but now hopeful as being more competent in
English)
S13: “... I feel motivated and I want to learn more languages as well...”

(motivated to learn more languages)

Moreover, mindfulness helps people to question their lives and behaviours.
Therefore, the students were asked whether they question their English learning process
and if yes, how and when. The codes emerged under this theme were shown in Table

21.
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Table 21.
Frequency Distribution of Students’ Awareness towards Their English Learning
Process
Theme Codes f
Setting a learning habit on purpose 9
Learning habits
Not having a specific learning strategy 7
No questioning 4
Questioning
Questioning after a kind of failure 13

Table 21 showed that the majority of students (f = 9) established a learning
schedule for themselves while the others did not have any specific strategies for
learning English. It is possible to assert that the participants in this study were aware of
their learning habits and they set schedule according to their learning styles. Likewise,
when the students were asked whether they questioned themselves or not, very few of
them (f'= 4) expressed that they did not think about their learning process at all. On the
other hand, the majority (f'= 13) stated that they considered about their English learning
process when they failed in an exam or felt incompetent. Some examples related to

these themes were presented below:

S4: “...1 think it is more beneficial for me to study by writing. Later, I can
remember easily what I studied...” (setting a learning habit on purpose)

S8: “...I don’t have any specific method to study English. I just revise what I
write in the classroom...” (not having a specific learning strategy)

S2: “...Idon’t question myself because I have a route already and I don’t need to
think about new learning strategies or methods...” (no questioning)

S7: “...I ask myself whether I study enough or not when I feel incompetent or

cannot do an exercise...” (questioning after a kind of failure)

Overall, both quantitative and qualitative data were presented in order to
enlighten the relationship between mindfulness and foreign language anxiety.
Quantitative findings demonstrated that the participants in this study had a moderate

level of anxiety (M = 3.01) and qualitative data analysis supported this finding as well.
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In the interviews, students stated that they did not feel anxious (f'= 18) due to various
reasons such as friendship relations and classroom atmosphere. In another question,
students also expressed that in a stressful situation in the classroom, they did not get
panic immediately and looked for a solution (f= 10). Moreover, in further analysis, the
relationship between foreign language anxiety and several demographic factors (gender,
types of high school graduated from and grade) were also examined and a significant
relationship was found between foreign language anxiety and gender. According to
findings, female students were found to be more anxious than male students. As for
mindfulness level, the students were found to be mindful in moderate level (M = 3.86).
However, content analysis demonstrated that students were more mindful in their
language learning process, since the majority expressed that they were curious about the
things in English around them (f = 16). In addition, any relationship was not found
between mindfulness and the demographic factors. Finally, as a result of correlation
analysis, a meaningful relationship was found between mindfulness and foreign
language anxiety and two sub-dimensions of FLCAS which were fear of negative
feedback and fear of language test.

In this chapter, both quantitative and qualitative findings of the collected data
were included. The following chapter was based on the discussion of these findings by

comparing the previous research on the literature.
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CHAPTER V

5. DISCUSSION AND CONCLUSION

5.1. Introduction

In this chapter, the discussion of research questions, pedagogical implications

and recommendations for further studies were presented.

5.2. Summary of the Study

This study started with an aim of finding an alternative way to turn language
learning process into a positive and happy experience for EFL students. One of the most
challenging factors affecting foreign language learning process is definitely foreign
language anxiety. Thus, in this study, mindfulness was searched in relation with FLA.
The purpose of the study was to discover whether there was a relationship between
university students’ foreign language anxiety and mindfulness levels.

The study was conducted at a state university in Central Anatolia during 2019-
2020 educational year. The participants were selected purposively from International
Relations department. The reason why participants were selected from that department
was that they were the only group who studied preparatory class before starting their
department. In other words, the students in International Relations took a more intense
English learning program than the other students. The study consisted of 157 students
(89 females, 68 males) studying at four different grades which were preparatory, junior,
freshman and sophomore. Both quantitative and qualitative data were collected from the
participants through questionnaires and semi-structured interviews. The data were
analysed and interpreted in accordance with the research questions pre-set at the

beginning of the study.

5.3. Discussions
5.3.1. Discussion of the Research Question 1

In order to find an answer to the first research question “What is the foreign
language anxiety level of Turkish university students? Does it vary according to gender,
high school background and grade?” descriptive analysis was employed after gathering

data through FLCAS. The results indicated that Turkish university students in this
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study, had a moderate level of foreign language anxiety. This finding was in line with
previous researches conducted both in Turkey and several other countries. Demirdas
and Bozdogan (2013) conducted a study with 331 university students and it was found
that the students had a moderate level of anxiety. Another study by Karabiyik and
Ozkan (2017) revealed a similar finding, that is, the participants in their study were
identified with a moderate level of foreign language anxiety. Similarly, Cagatay (2015)
found a moderate level of foreign language anxiety among 147 EFL students, studying
at a state university in Turkey. Apart from these findings from Turkey, Liu and Jackson
(2008) found that one third of the students had felt anxious in foreign language
classroom, especially they suffered from fear of negative evaluation and language tests.
Likewise, 980 undergraduate students, from three different universities in China were
found generally non-anxious in English (Liu & Huang, 2011). The source of moderate
level of anxiety in this study might have several reasons. First of all, the participants in
the current study were all from the same department and they were the only group
taking part in preparatory program. Furthermore, the number of students in the
classroom was not big, so that most of the students felt close to their peers in the
classroom. Class size and the noise in the class are one of the factors causing foreign
language anxiety (Effiong, 2016). Additionally, because of the small number of students
in our context, the lecturers could pay attention to their students closely and this might
give students encouragement to share their problems or ask for guidance from their
teachers. Students’ being able to communicate with teachers and ask their questions
without hesitation might be other factors diminishing FLA. On the other hand, FLA was
not found very low despite of the advantages of students in our context. The moderate
level of anxiety could be explained by activities causing most anxiety on students,
which were speaking and listening namely. As a requirement of students’ department,
they were expected to participate in English when they were in an English-medium
course. Therefore, they had to listen and understand the lecture in English and later give
answer when needed. All these might cause anxiety in students since they might not feel
comfortable in practicing the language for the fear that they make mistakes in the
classroom. Horwitz et al. (1986) expressed that when students were required to
participate in speaking activities, they might feel afraid, panic and anxious.

In order to examine foreign language anxiety further, demographic factors such
as gender, high school background and grade were also investigated. In this study,

female students were found to be more susceptible to foreign language anxiety than
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their male peers. The reasons of this difference might be culture specific roles, assigned
to both genders and the differences in parenting styles. The current study was conducted
at a small scale university in central Anatolia founded nearly ten years ago and most of
its students were from the other cities in central Anatolia. Therefore, the students were
quite similar in terms of culture. In central parts of Turkey, females are raised with more
responsibilities by their parents. This might cause females feel under pressure. Another
reason that females were found to be more anxious might have been due to the fact that
females are more emotional and prone to show their feelings while males are apt to hide
their feelings (Wigfield & Eccles, 1989).

In the literature, there are many studies both confirming and contradicting this
result. To start with, the majority of studies related to foreign language anxiety detected
a significant relationship between foreign language anxiety and gender (Demirdas &
Bozdogan, 2013; Kralova & Soradova, 2015; Park & French, 2013; Tien, 2018; Yim,
2014). Park and French (2013) administered a study with 948 university students
learning English in Korea and the researchers discovered that female students were
more anxious than males in foreign language classroom. In a similar vein, Demirdas and
Bozdogan (2013) found that female students were more prone to suffer from foreign
language anxiety. Cagatay (2015), Tien (2018), Wilson (2006) were other researchers
who found that female students had more foreign language anxiety than males. On the
other hand, in some studies, male students were identified with higher levels of foreign
language anxiety (Kitano, 2001; Kralova & Sorddova, 2015). In the study, conducted
with 212 students from two different major universities in Japan, male students were
detected to be more anxious in foreign language classroom since they felt themselves
incompetent (Kitano, 2001). In addition to these studies, presenting a meaningful
relationship between foreign language anxiety and gender, there were also studies
stating that there was no significant relationship between these two variables (Batumlu
& Erden, 2007; Karabiyik & Ozkan, 2017; Oner & Gedikoglu, 2007; Ozkan, 2019). In
the study, with 251 Taiwanese EFL learners, it was found that foreign language anxiety
was not affected with respect to gender of the participants (Huang, 2018). Dogan (2008)
also obtained a similar result in her study, stating that there was no meaningful
relationship between foreign language anxiety and gender. As it can be understood from
these various studies on gender issue in terms of FLA, it is possible to express that
gender is a complex factor in FLA research and there are multiple reasons in the

background.
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In addition to gender variable, high school background was also examined in
order to detect whether there was a relationship between foreign language anxiety and
high school background. In this study, a significant relationship was not found between
these variables. In other words, whether students had graduated from a state high school
or private high school was not effective in foreign language anxiety. Furthermore,
students’ being graduated from an Anatolian high school or a vocational high school
was not also found influential in their foreign language anxiety. The reasons of these
findings can also be examined in terms of academic success since in Turkey, high
schools are preferred by students according to their academic success. In our context,
most of the students had graduated from Anatolian high schools, general high schools
and vocational high schools. In these high schools, the amount of English lessons are
quite similar and the coursebooks are also same. Thus, their English level was close to
each other. As there was no much difference in terms of academic success among the
participants, it might be reasonable to observe that high school background did not
predict the level of foreign language anxiety. When the literature was searched, similar
findings were observed. Dogan (2008) conducted a study with 293 EFL learners and it
was discovered that high school background did not have an impact on foreign language
anxiety level. In another study by Oner and Gedikoglu (2007), it was concluded that
foreign language anxiety was not influenced by high school background. Altunel (2018)
also asserted that high school background did not predict higher or lower level of
foreign language anxiety.

The last demographic variable investigated with foreign language anxiety was
grade. Students from four different grades participated in the current study. As a result
of one-way ANOVA analysis, it was found that there was no relationship between
foreign language anxiety and grade. In other words, the level of foreign language
anxiety did not increase or decrease as the students passed another grade. This might
have been due to the fact that students were required to fulfil various tasks in each
grade. Preparatory students were involved in a very intense language program while
juniors, freshmen and sophomores were occupied with English-medium department
related courses in further grades. As the requirement and responsibility of each grade
were different, the finding, stating that there was no relationship between FLA and
students’ grade, might be accepted as sensible. This finding was in line with studies
conducted in the literature. Batumlu and Erden (2007) applied a study with 150 students
in preparatory school in three different levels, which were A, B and C levels. When they
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measured the level of foreign language anxiety in these different levels, it was seen that
there was no difference between these groups in terms of foreign language anxiety. On
the other hand, Aydin, Harputlu, Celik, Ustuk, and Giizel (2017) administered a study
with 494 participants and they found out that grade had an important effect on foreign
language anxiety level. Lower grades were identified with higher levels of anxiety,
respectively. However this study was conducted with students enrolled at primary and
secondary schools, which was totally different from the current study as the participants

were all university students.

5.3.2. Discussion of the Research Question 2

In accordance with second research question, “What is the mindfulness level of
Turkish university students? Does it vary according to gender, high school background
and grade?” mindfulness level of students and its relation to gender, high school
background and grade were also investigated in order to detect any possible relationship
between the variables. Descriptive statistics revealed that university students in our
context had a relatively moderate level of mindfulness. This finding can be explained
with the fact that mindfulness is a relatively new research area and it is not known by
the general public. Although the terms such as “awareness of emotions and being in the
present moment” were familiar to the participants, they might have failed to figure out
what these terms refer to in real life. Moreover, studies relating mindfulness and foreign
language education are scarce in the literature. Therefore, both teachers and students do
not know how to apply mindfulness in foreign language classrooms and it was not
surprising that mindfulness level was found moderate. This finding was in line with
several studies conducted in Turkey. Siinbiil (2016) investigated mindfulness and
resilience among adolescents with 752 students and found that the participants had a
moderate level of anxiety. Similarly, Kilingoglu (2020) detected a moderate level of
mindfulness in her study, examining mindfulness and mental well-being of 400
university students. In another study with 569 university students, the researcher found
a mindfulness level slightly higher than moderate level of mindfulness (Yazici, 2020).

Students’ mindfulness level was investigated in terms of gender after the general
mindfulness level was detected. The analysis showed that there was no meaningful
relationship between mindfulness and gender among university students in our context.

This finding could be explained with the fact that the study was conducted at a state
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university in a small city of central Anatolia and most of the students were from the
other cities in central part of Turkey. Hence, the students were similar in terms of
culture, family structures and socio-economic state. Mindfulness has been popular
recently and there are courses specifically designed to practice mindfulness mainly
through meditation. In Turkey, these courses are scarce, expensive and not available in
small cities. Therefore, being aware of such courses or participating them were not very
possible for the students in our context. All these reasons might have led to the finding
that mindfulness did not vary according to gender. In the literature, there were studies
revealing a meaningful relationship between mindfulness and gender while most of the
studies conducted in educational contexts could not find a significant relationship
between these variables. The study, conducted by Alispahic and Hasanbegovic-Anic
(2017) was one of the studies figuring out significant difference between females and
males in sub-dimensions of Five Factor Mindfulness Questionnaire. However, they
could not find any significant difference between females and males in the total score of
mindfulness. Furthermore, a great number of studies were also present in the literature
stating that there was no relationship between mindfulness and gender (Bellinger,
DeCaro, & Ralston, 2015; Brown & Ryan, 2003; Creswell, Way, Eisenberger, &
Lieberman, 2007). Giildal (2019) concluded that the level of mindfulness among
university students did not vary according to gender. Yazict (2020) and Kilingoglu
(2020) also ascertained that there was no meaningful relationship between mindfulness
level and gender of the students.

Another variable examined in relation with mindfulness was high school
background. The analysis results demonstrated that there was no meaningful
relationship between mindfulness and high school background. This finding was not
surprising when it was considered that mindfulness in foreign language education is a
new research field. School managements and teachers might not be familiar with that
concept and apply it in their schools. Thus, mindfulness is not practised in most of the
school regardless of the level or type of high schools. In the literature, very few studies
are available searching this variable together with mindfulness. In Giildal (2019)’s
study, a similar finding was encountered, in that high school background was not found
to be an effective factor in mindfulness.

Finally, grade factor was investigated and the results indicated that there was no
meaningful relationship between mindfulness and grade. In other words, whether

students were in their first year or third year at university was not a significant factor
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affecting their mindfulness level. In the current study, it was expected that sophomores
would have the highest scores in mindfulness while preparatory students would get the
lowest scores. Preparatory students were expected to have lower level of mindfulness
since it was their first year university and most of them had an intense language learning
program for the first time in their lives. Furthermore, the majority of preparatory
students did not have much idea about their department and future courses in the
following years. On the other hand, sophomores were expected to get higher scores in
mindfulness since they were in their third year in the department and they were aware of
the requirements of their courses and language proficiency as well. That there was no
meaningful relationship between mindfulness and grade factor could be explained by
low academic success and not paying attention to what was present around. Most of the
students in this sample had low level of success and was accepted to university with
lower scores. Therefore, the main goal of most students was being able to graduate and
get their degree as soon as possible. Similar studies are present in the literature
confirming that grade is not effective in mindfulness. (Kilingoglu, 2020; Yazici, 2020).
On the other side, Giildal (2019) found out a meaningful difference between
mindfulness and grade in her study with teenagers at high school. According to the

1™ graders were found to be more mindful than 9™ and 10™ graders (Giildal,

results, 1
2019). This finding can be explained with age factor since many studies have found that
mindfulness is higher when people get older (Alispahic & Hasanbegovic-Anic, 2017,

Mogilner, Kamvar, & Aaker, 2011).

5.3.3. Discussion of the Research Question 3

This study aimed to explore the relationship between mindfulness and foreign
language anxiety, which was asked as a third research question, “Is there a relationship
between the level of foreign language anxiety and mindfulness skills of Turkish
university students?”. Correlational analysis revealed that there was a significant
negative relationship between mindfulness and FLA. The students identified with lower
level of foreign language anxiety obtained higher scores from MAAS. This finding was
in line with studies investigating both therapeutic impact of mindfulness and the effect
of FLA in EFL-ESL classes. The researchers agree with the argument that foreign
language anxiety hinders learning and prevents learners from communicating well

(Joshi, 2015; Khan, 2015; Sidhu et al., 2016). On the other side, people with higher
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level of mindfulness can handle stressful situations well (Charoensukmongkol, 2014;
Hofmann, Sawyer, Witt, & Oh, 2010). In the literature, many studies are available
stating a negative link between mindfulness and psychological stress (Brannon, 2010;
Brown & Ryan, 2003; Burton, Schmertz, Price, Masuda, & Anderson, 2013; Mueller,
2011). Especially, Mueller (2011)’s study is important since this study was conducted
with 221 college students, studying at a public university in the south of the USA. In the
study, communication apprehension was investigated in relation with mindfulness and
the results indicated that communication apprehension was negatively correlated with
mindfulness (Mueller, 2011). Individuals with higher mindfulness are better at learning
in general and learning foreign languages since they do not suffer from fear of
communicating with other people. As mindfulness is focusing on present rather than
future, those people do not worry about the possibility of making a mistake and try to
communicate at that moment with self-confidence.

Previous research supports the negative relationship between mindfulness and
foreign language anxiety. Charoensukmongkol (2019) investigated the effect of
mindfulness on foreign language classroom anxiety on 333 Thai students at an
international university and the results were consistent with other studies on
mindfulness in relation with psychological disorders. In other words, mindfulness was
also found to have a curative effect on foreign language anxiety beside general anxiety
and distress. Therefore, relaxation strategies, breathing exercises and many other
various mindfulness methods were also discovered to be beneficial in language
classrooms (Onem, 2015b). In addition to mentioned exercises, music was also used in
mindfulness meditation and they were also found to be effective in foreign language
anxiety (Onem, 2012; Onem & Ergeng, 2013).

Mindfulness has also been investigated through empirical studies as well as
social studies and the results show that mindfulness does not only effect individuals’
behaviour and mental states, it also holds an important impact in the brain. After an 8-
week MBSR program, a decreased activity was observed in amygdala, which is
responsible for flight or fight response (Desbordes et al., 2012). This is another
beneficial outcome of mindfulness because flight or fight response may cause people to
worry excessively in case of a dangerous event. In addition to change in amygdala,
mindfulness practices were discovered to affect grey matter density in brain regions
included in learning, memory and emotion regulation (Holzel et al., 2011). Furthermore,

MBSR programs were found to modify the neuroplasticity of the brain as well as
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psychological well-being of an individual (Holzel et al., 2010). These changes in the
brain suggest a biological explanation to the reason why meditators are believed to
practice less reactivity to negative emotional states (Mortimore, 2017). All these
findings point that through mindfulness practice, it is possible to achieve both a healthy
mental and physical state. When students learn how to regulate their emotions and guide
themselves throughout their own language learning experience, it becomes easier to

manage this dynamic and complex process which is language learning.

5.3.4. Discussion of the Research Question 4

In this study, qualitative data were also utilised in order to gain deeper insight
towards mindfulness and foreign language anxiety. The participants were asked to
answer interview questions in accordance with questionnaire items. With this purpose,
the questions about foreign language anxiety were related to general anxiety state in the
classroom, communication apprehension, fear of negative feedback and test anxiety.
These sub-dimensions were also present in FLCAS and the results of qualitative
findings supported foreign language anxiety of students. According to content analysis,
the participants were found to be moderately anxious in foreign language classroom.
They especially got anxious during language tests and speaking tasks performed in the
classroom. Yan & Horwitz (2008) found similar results in their qualitative study on the
perceptions of students towards foreign language anxiety. That is, ‘test types’ was one
of the themes emerged in their study, which had an important effect on students’ FLA
level.

On the other hand, the qualitative data obtained from interview questions related
to mindfulness revealed a different finding to some extent. Quantitative data
acknowledged that students were moderately mindful, however during the interviews,
they performed higher in terms of mindfulness. The reason for this difference could be
that the items in MAAS were intended to discover the level of mindfulness in general.
There were no items referring to learning or language learning specifically, therefore,
interview questions were directly related to language learning process. Another reason
could be that mindfulness is a new term in education and specifically in foreign
language education, so that the participants were informed about mindfulness and its

relation with language learning in detail during interviews.
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When students were asked about their feelings towards past experiences of
foreign language learning, most of them responded that they felt more confident in
comparison with the beginning of the year. This might have developed in time as
students saw that they could use the language. In other words, as the learners observe
their learning outcomes, they become more eager to learn and they feel less anxious
(Adams, Caldwell, Atkins & Quin, 2012; Yan & Horwitz, 2008).

Finally, the relationship between foreign language anxiety and mindfulness was
clearer in interviews. In other words, the data from semi-structured interviews
demonstrated that the more the person was mindful, the more he/she was self-confident
and less anxious in foreign language classroom. Students who were aware of their
learning styles and capable of regulating emotions, could focus on the learning context
(Hjeltnes, Binder, Moltu & Dundas, 2015). Such learners could enjoy present activities

rather than worrying about the exams in following weeks.

5.4. Pedagogical Implications

The study aimed to explore the relationship between FLA and mindfulness and
in spite of the scarcity of studies on mindfulness and FLA together, nearly all of the
studies on these two variables found a negative association between them
(Charoensukmongkol, 2019; Fallah, 2017; Mortimore, 2017). The findings from
previous research suggest an alternative way to reduce the harmful effect of anxiety
through mindfulness practices both inside and outside the classroom. Mindfulness helps
learners to notice their emotions and so that they can utilize anxiety in a positive
direction. As it is known, anxiety is not something which is totally harmful and to be
diminished completely, on the contrary right amount of anxiety can help learners
become successful in their academic success (Park & French, 2013). Thus, the key point
here is to enable learners realize the reasons of their fears and emotions and later
develop coping strategies in order to manage them in the right way. In association with
this, teachers might employ activities aiming to help students be aware of their
weaknesses and strengths and so that strategies could be developed together to manage
FLA effectively.

Another major sources of foreign language anxiety is concerning about the
future. In other words, many students suffer from foreign language anxiety due to the

fear of failure in language tests at the end of the semester (Bas, 2014). Students may not
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focus on their current study and tasks because of this test anxiety related to future since
it is an unknown mystery for students and they have to consider the results of failure as
well. Re-taking the course again, explaining the reasons of failure to parents, comments
from friends or other people might be possible reasons causing anxiety in EFL students.
In order to help EFL learners deal with this kind of FLA, mindfulness practices can be
beneficial, since one of the major principles of mindfulness is living the present day
rather than considering about the past or worrying about the future (Kabat-Zinn, 1990).
Within the scope of helping learners dealing with future concerns, teachers can have a
process-oriented assessment type, so that students will be involved all through the
language learning process instead of just focusing on the tests at the end of the semester
or year.

Typically, individuals consider many things at the same time such as duties at
work or school, problems in private life, financial issues and so on and these all cause
anxiety in people. In EFL context, students think about various things such as exams,
assignments, feedback from teachers or peers and expectations from parents while they
are learning at the same time. It is not quite possible to learn effectively while students
are busy with a lot of different concerns in their minds. At this point, mindfulness may
enable EFL students to clear their minds from unnecessary fears or concerns and focus
on their work well instead of getting lost on the way. Through mindfulness, EFL
students can built their comfortable learning environment and become aware of their
own thinking (Wang & Liu, 2016). Such an awareness guides EFL learners through
their language learning process and help them focus on the things they want.

Applying mindfulness in EFL classes is not a big deal, it is possible to
implement in one part of the lesson. Music is one of the most commonly used aid in
mindfulness practices, a soft and relaxing music can help learners concentrate more
easily and feel more relaxed in EFL classroom (Onem & Ergeng, 2013). Another way of
making students more relaxed is using scents in the classroom. Onem (2015b) used
lavender scent in his study investigating the effect of mindfulness in vocabulary
learning in EFL students. The results were promising since the experiment group having
taken meditation sessions together with lavender scent, demonstrated an improvement
in their mindfulness level and scores in vocabulary test. Overall, EFL teachers can
utilize mindfulness in their classroom practically and help their students have benefit

from mindfulness skills.
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When EFL students are asked about their learning styles and strategies, they give
general and unclear replies such as doing revision, watching videos or writing the rules
and words repeatedly. This implies that EFL learners might not be actually conscious
about their learning process. Therefore it is crucial to inform and guide students about
how to discover their learning styles and adapt them if necessary. With this aim, various
learning sources can be presented and utilized in EFL classes and help learners to select
the ones relevant to them. In addition, students can be asked to find different learning
sources themselves instead of teachers’ giving ready-made sources.

In conclusion, mindfulness research is quite new in foreign language anxiety.
There are few studies conducted on mindfulness in EFL classes. There is not much
knowledge about how to implement mindfulness in EFL classes and what the possible
consequences might be. Furthermore, there might be questions and worries about how
to integrate a psychological construct like mindfulness into foreign language learning
process. In order to prevent this, mindfulness can be included in teacher training
programs as well. Since, it is clear that teachers do not only teach subject matter, they

also support students both cognitively and emotionally (Graziano et al., 2007).

5.5. Limitation of the Study

One of the limitations might be the results obtained from questionnaires. Some
students might not evaluate themselves in the way they actually feel. People sometimes
describe themselves quite differently from what they really practice. In addition, some
of the items can be unclear to students and so that they might not reply correctly
although the questionnaires were applied in students’ native language. This case is
especially relevant in MAAS because the items are too general and students might not
relate these items to language learning. The difference between mindfulness level of
students in questionnaire and in the interviews was observed in MAAS. The students
demonstrated higher level of mindfulness in interviews since the researcher specifically
explained questions and related them to their language learning process.

Another limitations can be the number of participants in the study. As there is
one department with preparatory program at the university where the study took place,
only 157 students from four different grades (preparatory, junior, freshman and
sophomore) participated in the study. Due to the number of participants, it is not

possible to generalize the results to the general.



52

Finally, that the study was conducted at a single context can be a limitation as
well. Conducting a study in just one context might cause getting similar results because
the participants possess similar conditions. Therefore, further studies can be conducted

in different contexts in order to observe possible differences in various contexts.

5.6. Suggestion for Further Research

From the results, several suggestions can be proposed. The first suggestion is
about data collection tools. As mentioned earlier, MAAS is a general instrument aiming
to assess mindfulness level of individuals. It is a relevant and reliable instrument and it
has been used by many researchers investigating mindfulness (Charoensukmongkol,
2019; Fallah, 2017; Khany & Kafshgar, 2013; Oz, 2017). However, there are scarce
studies on mindfulness related to foreign language learning, thus it might be highly
beneficial to develop an instrument specifically for foreign language learning. It is a
crucial need in EFL, ESL contexts because foreign language learning has its own
dynamics. Overall, a mindfulness scale can be better in understanding foreign language
learning in terms of mindfulness.

In future studies, searching the relationship between foreign language anxiety
and mindfulness, the number of participants can be increased in the study. Therefore,
the results can be more illustrative and guiding towards the relationship between FLA
and mindfulness. Furthermore, the data can be collected from more than one institution
rather than gathering from just one institution. When the data are obtained from a larger
sample and various contexts, the results would be more comprehensive and general to

the other contexts.

5.7. Conclusion

The current study presented the relationship between mindfulness and foreign
language anxiety. According to the results, mindfulness was found to be an influential
factor in foreign language anxiety. Based on this finding, mindfulness can be considered
an alternative way to manage foreign language anxiety successfully. The findings of this
study and other studies in the literature were supportive that mindfulness could help
learners cope with stress and anxiety. However, the problem is that mindfulness has
been studied mainly in medical contexts so far, thus there are not enough sources or

examples for schools to integrate mindfulness practices into education. Another issue is
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that anxiety or mindfulness can be considered like personality traits, which may cause
people not to do anything and just accept their current situations. However, people are
not born as anxious, happy, stressed or super conscious, they develop with experience in
time. Moreover, mindfulness is not a natural gift coming with birth, on the contrary, it is
a skill that can be developed through right practices and exercises (Kabat-Zinn, 1990).
Hence, it is possible to implement mindfulness in education as one of the other skills
taught at schools. Being able to read and comprehend one’s own mind is as important as
reading a text. So that, it could be possible for students to realize the reasons of their
anxiety in foreign language classroom and learn to manage FLA rather than just trying
to get rid of it. In addition to benefits of mindfulness, it is necessary to express that
implementing mindfulness is not a big job. Even through simple breathing exercises, it
is possible to help EFL learners focus and be aware of themselves in real sense. When
considered the mental and biological benefits of mindfulness on individuals, it would be
a skill that everybody needs to learn in order to live and learn better. Finally, with more
comprehensive and detailed research, utilizing mindfulness in EFL and ESL classes

would be beneficial and practical.
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Appendix 2. Mindful Attention Awareness Scale

Mindful Attention Awareness Scale
1: almost always 3. somewhat fraquently 5: very infrequently
2: very frequently 4. somewhat infrequently 6: almost never

1.

I could be experiencing some emotion and not be coascious of

1

(5]

ra

I break or spill things because of carelessness, not paying
artention. or thinking of something else.

I find it difficult to stay focused on what's happening in the
present

(]

I tend to walk quickly to get where I'm gomng without paying
artention to what I expenience along the way.

[ ]

I tend not to notice feelings or physical tension or discomfort
until they really grab my attention

[ ]

I forget a person’s name almost as soon as I've been told it for
the first ime.

It seems I'm “Tunning on automatic,” without much awareness of
what I'm domng.

[ ]

I rush through activities without being attentive to them

I get so focused on the goal I want to achieve that I lose touch
with what I'm doing right now to get there.

10.

I do jobs or tasks automatically, without being aware of what I'm
doing.

11

I find myself listening to someone with one ear, doing something
else at the same time.

. I drive places on “automanc pilot” and then wonder why I went

there.

13.

I find myself preoccupied with the furure or the past.

14

I find myself domg things without paying attention.

15.

I snack without being aware that I'm eanng.




Appendix 3. Bilin¢li Farkindahk Olgegi

Bilin¢li Farlkandahk Olceii
1: hemen hemen her zaman 3:bazen 5: olduk¢a seyrek
2: ¢oZu zaman 4: nadiren 6: hemen hemen hi¢bir zaman

1. Belli bir sire farkinda olmadan baz: duygulan yasaysbilinm. | 1

L]
w

2. Esyvalan ozensizlik dikkat etmeme veya baska bir geylen | 1 2 3
dugandigum i¢in kiranm veya dokenim.

3. $Suands olana odaklanmakta zorlammm, 1 2 3

4. Gidecegim yere, yolda olup bitenlere dikkat etmeksizin hazlica | 1 2 3
ritverel E el adord

5. Finksel gerginlik ya da rahatizhk igeren duygulan, gergekten | 1 2 3
dikkatimi ¢ekene kadar fark etmeme egilimim vardar.

6. Bir kisinin ismini, bana soylendikten hemen soara umuturum. | 1 2 3

7. Yapuogm jeyin farkinda olmaksizin otomatiZe baglanmus gibi | 1 2 3
yapryorum.

8. Akmvitelen gergekte ne olduklanna dikkat etmeden acele ile | 1 2 3
yerine getinnm.

9. Basammak istedifim hedeflere oyle ¢ok odaklamnm ki o | 1 2 3
hedeflere ulaymak i¢in ju an ne yapryor oldufunmm farknda

olmam

10. Islen wveya gorevlen ne yapufimmn farkinda olmaksizmn | 1 2 3
otomatk olarak yapanm.

11. Kendimm bir kulagimia binm dinlerken aym zamanda bagka bir | 1 2 3
$2yl de yaparken bulunmm.

12. Gidecegim yerlere farkinda olmadan gdiyor, sonra da oraya | 1 2 3

Sen wittidi

13. Kendirn gelecek veya geqmigle mesgul buluum 1 2 3

14. Kendimi yapo&m ijlere dikkatinu vermemis bulurum. 1 2 3

15. Ne yedigimin farkinda olmakazmn anstinyorum. 1 2 3




Appendix 4. Foreign Language Classroom Anxiety Scale (adapted)

Foreign Language Classroom Anxiety
1: swongly disagree 3: peither agree nor disagree 5: soongly agree
2: disagree 4: agree
1. I pever feel quite sure of myself when I'm speaking I myy foreign | 1 2 3 -
language class.
2. Iwormry about making mistakes in language class. 1 2 3 -
3. I gemble when I know that I'm going to be called on in language | 1 2 3 B
class.
4. It fghtens me when I don’t understand what the teacher is sayingm | 1 2 3 -
the forei 1
5. Itwouldn’t bother me at all to take more foreign language classes. 1 2 3 -
6. Dunng language class, I find myself thinking about things that have | 1 2 3 -
nothing to do with the course.
7. Ikeep thinking that the other students are better at languages than I | 1 2 3 -
am
8. I'musually at ease during tests in my language class. 1 2 3 -
9. Istartto panic when I have to speak without preparaton in language | 1 2 3 -
class.
10. I'worry about the consequences of failing my foreign language class. | 1 2 3 -
11. I don’t understand why some people get so upset over foreigm | 1 2 3 -
lansuage classes.
12. Inlanguage class, I can get so nervous I forget things I know. 1 2 3 -
13. It embarrasses me to volunteer answers in my language class. 1 2 3 -
14. I would not be nervous speaking the foreign language with native | 1 2 3 -
speakers.
15. I get upset when I don’t understand what the teacher is correcting. 1 2 3 -
16. Ewven if I'm well prepared for language class, I feel anxious aboutit | 1 2 3 -
17. I often feel hike not going to my language class. 1 2 3 -
18. Ifeel confident when I speak in foreign language class. 1 2 3 -
19. I'm afraid that my language teacher is ready 10 corect every nustake | 1 2 3 -
I make.
20. I can feel my heart pounding when I'm going to be called onin | 1 2 3 -
language class.
21. The more I study for a language test, the more confised I get. 1 2 3 -
22. Idon’t feel pressure to prepare very well for langnage class. 1 2 3 -
23. Ialways feel that the other students speak the foreign language better | 1 2 3 -
than I do.
24. Language class moves so quckly I worry about getung leftbelund. | 1 2 3 -
25. I feel more tense and nervous in my language class than in my other | 1 2 3 -
classes.
26. Igetnervous and confused when I am speaking in my language class. | 1 2 3 B
27. When I am on my way to lansuage class, I feel very sure and 1 2 3 -
relaxed
28. I get pervous when I don't understand every word the language | 1 2 3 B
teacher says.
20, Ifeel overwhelmed by the number of rules you have to leamn to speak | 1 2 3 -
a .
30. Iam afraid that the other students will laugh at me when I speak the | 1 2 3 B
lanzuage.
31. I would probably feel comfortable arownd native speakers of the | 1 2 3 B
foreign language
32. I get pervous when the langmage teacher asks questons which I | 1 2 3 -
haven't prepared in advance




Appendix 5. Yabanc1 Dil Kaygi Ol¢egi

Yabana Dil Kayz Olcezi

Maddeler dikkatle okuyarak size en uygun segenei isaretleyiniz.

1: hig kanlnuyorum 2: kanlmiyonmm

3: ne kanliyorum ne de kanlmryorum 4: kanlryorum 5: amamen kanhyorum

1. Yabana dil derslennde koougurken kendimden asla emun olamuyorum. 1 2 3 - 5

2. Yabana dil derslerinde hata yapmak beni endiselendiniyor. 1 2 3 - 5

3. Yabana dil dersleninde bana soz verileced zaman tmyorum. 1 2 3 - 5

4. Ogremnemn yabanc: dilde soylediklenm anlamamak bem korkunzyor. 1 2 3 - 5

5. Daha fazla yabanc dil dersine girsem bile sikalmam 1 2 3 - 5

6. Yabanai dil derslennde kendimi dersten baska jeyler dusumirken |1 2 3 - 5
buluyorum.

7. Diger ofrencilerin yabanci dil konusunda benden daha iyi olduklanm | 1 2 3 - 5
ditsimiryorum.

8. Yabana dil derslenni sinavinda genelde rahanm 1 2 3 B 5

9. Yabana dil derslennde hazwhks:z konusmam gerektifinde pamk olmaya | 1 2 3 - 5
bashyorum.

10. Yabanc: dil dersleninde bagansiz olmanun somuglan beni endigelendinyor. | 1 2 3 B 5

11. Baz1 imsanlann yabanai dil derslerinde neden mmrmz olduklarm | 1 2 3 - 5
anlamryorum.

12. Yabanaa dil derslennde bildiZm gjeylen wunumfumda ¢ok |1 2 3 - 5
sinirlenebiliyvorum.

13. Yabanc dil derslerinde parmak kaldimays utamvorum. 1 2 3 - 5

14. Yabanc dilimi ana dili olarak kullanan biriyle konugurken genlmezdim 1 2 3 - 5

15. Ogretmenimin yapthF dizeltmeyi anlamadizmda aziliyorum 1 2 3 4 5

16. Cok 1yl hazirlamus olsam bile yabanc dil dersinde kayzh hissediyorum. 1 2 3 - 5

17. Sikhkla yabanc dil dersine gitmey: istemuyorum. 1 2 3 - 5

18. Yabanc dil derslerinde konusurken kendime giveniyorum. 1 2 3 - 5

19. Yabanc dil 6grermenim yapaZim her hatay: dizeltecek diye korkuyorum. | 1 2 3 - 5

20. Yabancy dil derslerinde bana seslenildifinde kalbimin ¢arpnfm |1 2 3 < 5
hissedebiliyorum.

21. Yabana dil dersinin sinavina ne kadar gok caliprsam kafam o kadar | 1 2 3 4 5
kansiyor.

22. Yabanc dil dersine gok iyl ¢ahginca kendinu bask altinda hissetmuyorum. | 1 2 3 - 5

23, Diger ogrencilenn yabanci dii benden 11 kommgmklanm ber zaman | 1 2 3 - 5
hissediyorum

24. Yabanan dil derst o kadar huzh ilerliyor ki genide kalmaktan |1 2 3 - 5
endiseleniyorum.

25. Yabana dil dersinde diger derslerden daha gergin ve sinirh hissediyorum. | 1 2 3 - 5

26. Yabanc dil dersinde konugurken sinirlentyorum ve kafam kangiyor. 1 2 3 B 5

27. Yabana dil dersine giderken kendin rahat ve guvenh hissediyorum 1 2 3 B 5

28. Yabanan dil oOfretmenimun soylediklerini  kelimesi kelimesine | 1 2 3 - 5

29. Yabanan dili koousmak igin Ofrenmem gereken kurallann sayvist bem | 1 2 3 - 5
boguyor.

30. Yabana dilde konuyurken difer 0Zrenciler bana gulecek diye korkuyorum | 1 2 3 - 5

31. Ofrendizim yabanc: dili ana dili olarak kullananlann yammnda kendimi | 1 2 3 - 5
nmbhtemelen rahat hissederdim.

32. Yabana dil ofremmeni hazrlanmadiiim yerlerden sorular sorduzunda | 1 2 3 - 5
sinirlenivorum.
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Appendix 6. Permission to Conduct Questionnaires (Cag University)

T.C.
W A& ONIVERSITES]
GAE UNIVERSITY
SAYI : 23867972 | UM — R4 F 27.11.2019

KONU: Tez Anket izni Hakkinda

KIRSEHIR AHI EVRAN UNIVERSITESI REKTORLUGUNE

Ingiliz Dili Egitimi Tezli Yilksek Lisans Programi dgrencisi olan (20188016 numarali)
Zeynep KOCALIL, “Bilingli Farkindalik ve Yabanai Dil Kaygisi Arasindaki lliski iizerine
Bir Calisma” konulu tez alismasimi Universitemiz dgretim elemam: Dr. Ogr. Uyesi Senem
ZAIMOGLU damgmanhginda ytrittmektedir. Adi gegen Ggrencinin tez galigmas: kapsaminda
Kirschir Ahi Evran Universitesine bagh lktisadi ve Idari Bilimler Fakiltesi
biinyesindeki Uluslararas: lligkiler Boliimiinde ingilizce Hazrhk efitimi almug
dgrencileri kapsamak fizere kopyasi Ek’lerde sunulan bir anket uygulamasi yapmayi
planlamaktadir. Tez galigmas: kapsaminda yukanda belirtilen anketin uygulayabilmesi igin

gerckli iznin verilmesi hususunu bilgilerinize sunanm.

Enstitd Midirliginde evrak ash imzahdsr
Prof. Dr. Unal AY
Rektor
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Appendix 7. Permission Request to Conduct the Questionnaires (Kirsehir Ahi

Evran University)

GENEL iSTEK FORMU

YABANCI DILLER YUKSEKOKULU MUDURLUK MAKAMINA

T.C. Kimhlik Numaras:: 54268483730

Ad Soyadr: ZEYNEP KOCALI

Binmi: Yabanci Diller Yiiksekokulu
Bolimii: Yabanc: Diller Bolimii

Ana Bilim Dali: Yabanci Diller Anabilim Dali
ISTEK:

Gag Universitesi Sosyal Bilimler Enstitiisii Ingiliz Dili Egitimi Yiiksek Lisans programnda devam
etmekte oldugum tez cabgmam i¢in Kigehir Al Evran Universitesi Yabanci Diller
Yiiksekokulu'nda 2019-2020 egitim 5gretim y1hnda hazirlik eZitimi alan dgrenciler ve Kursehir Ahi
Evran Universitesi Iktisadi ve Idari Bilimler Fakiiltesi Uluslararas: Iliskiler bélimmiinde daha énce
hazirhk egitimn almug olan ogrencilere anket uygulamas: yapmak i¢in, gerekli 1zinlenn venlmes:
hususunda,

Tanh: 10/1272019

Imza: Enstiti midirliginde

evrak ash imzahidir.

ADRES: Kirgehir Ahi Evran Universitesi, Yabanci Diller Yiiksekokulu

Merkez Yerleske, Merkez/KIRSEHIR

Telefon: 0 (536) 985 99 10

(Form No: FR-010 : Revizyon Tarthi 13905:2017; Revizyon No: 01)
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Appendix 8. Permission to Conduct the Questionnaires (Kirsehir Ahi Evran

University)

Tanh 20122019

A . S#Y1 9249 348 3-0484-E 00000208 116
HIZMETE OzEL BT

T.C.
K-Q
TSE-1SO-EN
9000

KIRSEHIR AHI EVRAN UNIVERSITESI
Iktisadi ve Idari Bilimler Fakiiltesi Dekanhg

Sam : 92493483044
Konu : Anket Izni

YABANCI DILLER YUKSEKOKULU MUDURLUGUNE
- 12.12.2019 tarihli ve 25133499.044/00000208247 sayih yaz.

Dgi

Yiiksekokulunuz gretim elemanlanndan Ogr. Gér. Zeynep KOCALI'nin yiksek lisans tezine
kaynak teskil etmesi icin, Fakiltemiz Uluslararas: Iligkiler Boliumii ogrencilerine yonelik anket
caliymasim uygulamas: Dekanlik Makaminca uygun gériilmiistiir.

Geregin bilgilerinize rica edenm.
e-imzalidir_
Prof Dr. Ahmet GOKBEL
Dekan V.
Evrakum elekmonik imeal: surecing beeps- /e-belgs ahierran odu = adresind .ms-:;:scsqm-sm—wummnmm:ﬁm.
e isialator

Bu belge 3070 saph Elsktonik Imzy Kasusnu'na wygus olarak Goveali Elel
Kurgeler Abi Evran Uziversitesi-Iktisads ve Idan Bikmier Faktltesi

bulya keles@abisonman odu tr Faks No:03862804079

Inmrnet Adres: www abevTm edn g




Appendix 9. Ethics Committee Permit Document for Interviews
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1.C

CAG ONIVERSITES]

SOSYAL BILIMLER EnsTITOSD

ETIK KURULU EZIN TALEP FORMU VE ONAY TUTANAK FORMU

SAERARITIO
T.C NOSU
ADI VE SOYADI ZEVNEP KOCALI
OCRENCE NO 20| 8016
TEL NO 0($36) 958 90 10
K- MAIL ADRESLER] ddazal oz | arynep hockxdubarvran ods ¢
ANA BILIM DALY INOILIZ DIL] ROSTI

HANG] ASAMADA OLDUGCU (DERS | TEZ)

TEZ

ISTEXDE BULUNDUGU DONEME AIT DONEMLIK KA YDININ
¥ AFILIY APILMADIGE

2019 130 BAHAR DONEM KAYDIN YENILEDIM

TEZIN KONUSU

L ARASTIRMAANKETACALISMA TALEBI [LE LGILL BILGILER

Bulingls farkmdalk ve yabanc: dil kay e arasndak g renne bur galigma

TEZIN AMACT

Bulinghs farkmdalk ve yabanct dil kay pes aramndaka gyt incelemek

TEZIN TORKCE OzET]

Dl dfyeniau gindmil dlsy asinda b halot gl Tasanl

(-1 dolayy y abanci

Al Sjyenmelen gerekmekindis By lece yabancs &l dfyensmi sosy al hl-h&upnl;dudnlmﬂ.\hnbm
clmugtr Bu galgmads o Sncmbi tonim olen bdegl fakmdabk ve yabanc: &l key s trtjilacalze. Ba

salgmane amadi, bdingh farkandshik de yabancs dil kay
Slyencisiyle aragemaknr Venler, Bulagh Fakmdal &

& araendsla iighay) ter deviet dniveratennde 150 dd
(MAAS) ve Yabance Dl Ankseyete Oliged

(FLCAS) ile toplanacaknr. Analizlerde, tasumlayics smatigtikles, t testler, ANOVA ve Pearsoa korelasycou

Adlanlac st

ARASTIRMA YAFILACAK OLAN
Eﬁ!m& KURUMLARIN ADLARI

Kirpehir Ay Evran Oniversnen

LZIN ALINACAK OLAN KURUMA AIT BILGILER
(KURUMUN ADI- SUBESL MODORLOGO - 1Ll - ILCESD

J Merkes / K wyehar

Kirgehir Aki Evran Omiversitess / Merkez Yerleghe

YAPILMAK ISTENEN CALISMANIN LZIN ALINMAK ISTENEN
KURUMUN HANGH ILCELERINE HANGI KURUMUNAY HANGE
BOLOMONDE HANGI ALANINAY HANGI KONULARDAS HANGH
GRUBA KIMLERE/NE

UYGULANACAGE GIBI AVRINTILI BILGILER

Merkez Yeriejhe / Iknsads ve ldan Blimler Fakihes: / Ulsslararass Deghoader (%30 Ingaloce) / Hanrk efom

almiy / dlmakis ol Sfpencilerle mdlaka/prigme yaps lassknr

UYGULANACAK OLAN CALISMAYA AIT
ANKETLERIN OLCEKLERIN BASLIKLARY HANGI
ANKETLERIN - OLCEKLERIN UYGULANACAGH

Milakoe Ghrligne sonulan

EKLER (ANKETLER.
OLCEKLER, FORMLAR, ...

V.B. GIBl EVRAKLARIN ISIMLERIVLE BIRLIKTE KAC
ADET/SAY FA OLDUKLARINA AIT BILGILER ILE AYRINTILL
YAZILACAKTIR)

1) Bar (1) Savia Milsk e Crdviligme sorulen (Tiekge)
2)  Bar (1) Sayfa Milaket Gilriigme sorulan (lagilizce)
3) B (1) Sayia Kaplescs Onay Forma

OGRENCININ ADI - SOYADI: ZEYNEP KOCALL

OGRENCININ IMZzAs1: Ensamn Midirhigende evrak ash imzahder

TARIH: 13/04/ 2020

TEZ ARASTIRMA/ANKET/CALISMA TALEBI ILE [T GILI DEGERLENDIRME SONUCU

1. Segilen konu Bilim ve I5 Dinyaana katla saflavabileceldir.

2. Amlan koou

faaliyet alam igerisine girmeltedir.

1TEZ DANISMANININ ONAYT SOSYAL BILIMLER ENSTITUSU ABD. BASKANININ

1 TEZ DANISMANININ ONAYT (VARSA) MUDURUNTUN ONAYT ONAYT
Ak - Sopad: AS - Sopac: Ad - Soyadr
SENEM J Ads - Sovad MURATEKOC SEHNAZ SAHINKARAKAS
Unvanr Dr. Oz Uesi Unvan: . Unvam: Dog. Dx Umanx: Prof Dr

. Evrak onay: e-postale
Extak onay: e-posta ile ahnmustr Imzas e Evrak oray: e-posta Ue almmustr ahrrmstr
/20 J20. /20, 120
ETIK KURULU ASIL UYELERINE AIT BILGILER
Ad - - Yucel Ad; - Sovadr: Demz Avnar Ads - - Mustafa
Ad - Sovadr Mustafa BASARAN ERI% GULER Ad - Sovad Al Engin OBA Tﬂ%\‘
Unvam: Unvam: Unvanx: Unvany: Unvanr
Prof Dr. Prof Dr. Prof Dr Prof Dr Prof Dr.
Evmak onay: e-posta e Evrak omay1 e-posta e ] Iwzan
Evrak opav: e-posta ile ahnomstr ahrasor abnemsar Imna: .. .
..... . | ol 20 N . | e d 120 R . ' I
Etik Kurulu Jiiri Bagkam - Asd Uve | Efik Karulu Jiiri Azl Uves | Etik Kurolu Jari Asl Cvesi | Etik Korolu Jiri Asd Uvesi | Etik Kurolo Jiri Asl Uvesi
o absma vapilacak olan tez ign uygulayacak oldugn
OYBIRIIGITLE Formlan/Qlcelderi Cag Universitesi Etilk: Kurulu
;I;L‘y&n_umn 13/04/2020 - 30/
. tarihleri araunda uygulanmalk fzere gereldi

0Y COKLUGUILE @ verilmes taraflanmuzca wygmdur




KimdenSenem senemdag@cag.edu.tr
Alict  Zeynep Kogali zeynepkocalil4@gmail.com

Tarih 3 Nis 2020 23:26

Standart sifreleme (TLS)
Daha fazla bilgi

Anketin uygulanmasinda etik agidan herhangi
bir sakinca yoktur.

Kimden Sehnaz Sahinkarakas
sehnazsahin@gmail.com

Alict  Zeynep Kogali zeynepkocalil4d@gmail.com

Aycan KOL aycankol@cag.edu.tr

Tarih 2 Nis 2020 1219

@l Standart sifreleme (TLS)
Daha fazla bilgi

Anketin uygulanmasinda etik agidan herhangi
bir sakinca yoktur.

@wmmnm 22

Prof, Dr. Sehnar SAHINKARAKAS

WiwW.Lag.e0L. !r

Kimden muratkoc@cag.edu.tr
Alict  zeynep kogali zeynepkocalil4@gmail.com

Tarih 2 Nis 2020 19:11

@ Standart gifreleme (TLS)
Daha fazla bilgi

"Anketin
uveulanmasinda
etik acrdan
herhangi bir
sakinca yoktur"

Dog. Dr. Murat KOG
SOBE Mudiirii

basaran 17:11 & e

. alici: ben ~
Kimdenbasaran@cag.edu.tr
Alict  Zeynep Kogali zeynepkocalild@gmail.com

Tarih 2 Nis 2020 17:11

Standart sifreleme (TLS)
Daha fazla bilgi

o]

Anketin uygulanmasinda etik a¢idan herhangi bir
sakinca yoktur.
Prof. Dr. Mustafa Basaran

basaran(@cag.edu.tr

-------- iletilen mesajin baslangicl --------
09.04.2020, 20:15, "Senol Kandemir"
<senolkandemir@cag.edu.tr>:

Zeynep Kocgali’ nin gdéndermis oldugu belgeler
incelenmis ve etik agidan bir sikinti olmadig
goéralmustar.

Prof. Dr. Yicel Ertekin

(Dr. Ogr. Uyesi Senol Kandemir)

From: Zeynep Kogali [mailto:zeynepkocali14 @gmail.com]
Sent: Thursday, April 9, 2020 4:03 PM

To: senolkandemir@cag.edu.tr

Subject: Fwd: Etik Kurul izin Formu

: 5 .
Deniz Aynur Giiler 14:45 “ —

. alici: ben ~

KimdenDeniz Aynur Giiler adguler26@gmail.com
Alici Zeynep Kogali zeynepkocalil4@gmail.com
Tarih 2 Nis 2020 14:45

Igl Standart sifreleme (TLS)

Daha fazla bilgi

Anketin uygulanmasinda etik acidan herhangi bir
sakinca yoktur.
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Appendix 10. Interview Questions

[Foreign Language Anxiety (adapted from von Worde, 2003)

L.

s

o

o

8.
9. How do you feel now after addressing this 1ssue?

How do you feel about your foreign language class? Funny, anxious, stressed, positive
etc?

What do you most like about your foreign language class?

What do you least like about your foreign language class?

Are there any other disturbing or distracting things about your foreign language class
that you can tell me, and how do you react to them?

Do you believe that you are good in your language study (that is, are you confident of
your ability)?

How do you think people in your classroom will react if you make mistakes?

When you find yourself in a stressful situation, do you primanly worry, or do you
actively seek a solution?

Do you have any 1deas of ways to make the foreign language class less stressful?

Mindfulness

]
.

g

o

Do you focus on the things in English around you (posters, signs, announcements,
etc.) during the day? Do you stop and try to understand the messages or check the
words you don’t know?

Do you use purposeful strategies while learung foreign languages? What strategies?
How do you decide?

Do you use the same route/way while leaming English?

Do you memonse language as formulaic expressions like “S+V+0" or try to
understand the meaning of the pattern?

Do you focus too much on your past experiences towards leaming foreign language
and feel hopeless?

When you make plans about your future career, does leaming foreign language make
you more stressed”?

When you are studying English do you stop and ask yourself “Is this the best way for
me to leam English or what else can I do?” If yes, how often?
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Appendix 11. Roportaj Sorular:

abanc Dil Kaygisi

1. Yabanci dil dersiniz hakkinda nasil hissediyorsunuz? Eglenmus, endiseli, stresh, pozitif vb?
2. Yabanc: dil dersinizle ilgihi en ok neyi seviyorsunuz?

3. Yabanc: dil dersinizle ilgili en az neyi seviyorsunuz?

4. Yabanc: dil simfimz hakkinda bana anlatabileceginiz bagka dikkat dagitica veya rahatsiz
edici jeyler var nu ve bunlara nasil tepki veniyorsunuz?

5. D1l 6grenimuinizde 1y1 oldugunuza manryor musunuz (yam yeteneginizden emin misiniz)?
6. Stmfimzdaki msanlann hata yaparsamz nasil tepki verecegim diiginiiyorsunuz?

7. Kendimz1 stresli bir durumda buldugunuzda éncelikle endiseleniyor musunuz, yoksa aktif
olarak bir ¢5ziim mii anyorsunuz?

8. Yabanc: dil sumfim daha az stresh hale getinmenin yollan hakkinda fikirlenmz var mu?
Sorular adapte edilmistir;

Von Warde, R. (2003). Students’ perspectives on foreign language anxiety. Inquiry, §,1-15.

Bilincli Farlkundahk

1. Gin boyunca etrafimzdaki Ingilizce seylere (posterler. tabelalar, duyurular vb.) odaklamyor

musunuz? Durur ve mesajlan anlamaya ¢alisir veya bilmedigimz kelimelen kontrol eder
iciniz?

2. Yabanc: dil 6grenirken kasith stratejiler kullamyor musunuz? Hangi stratejiler? Nasil karar

venyorsunuz?

3. Ingilizce 6grenirken aym yolu / yontemi mi kullaniyor musunuz?

4.Dili “S+V + 0" gibi formiilsel ifadeler olarak mu ezberliyor musunuz yoksa yapmn

mantigim anlamaya mu caligryorsunuz?

5. Yabanci dil 6grenmeye yonelik gegmis deneyimlenmze ¢ok fazla odaklamyor musunuz; bu

size nasil hissettinyor?

6. Gelecekteki kanyenimiz hakkinda planlar yaptigimzda, yabanc dil 6grenmek sizi daha

stresli hale getinyor mu?

7. Ingilizce 6grenirken durup kendinize “Ingilizce 6grenmem igin en iyi yol mu yoksa baska
ne yapabilinm?” diye sorar musimz? Cevap evetse, ne sikhkla?



Appendix 12. Consent Form

CAG UNIVERSITY
INSTITUE OF SOCIAL SCIENCES
DEPARTMENT OF ENGLISH LANGUAGE TEACHING

Master’s Thesis: The Relationship Between Mindfulness and Foreign Language Anxiety at a
University Context

Responsible Researcher: Lect. Zeynep Kogah

Responsible Supervisor: Dr. Senem Zaimoglu

Name of Participant:

1

o

Participant Signature: Date:

I consent to participate in this project, the details of which have been explained to me,
and I have been provided with a written plain language statement to keep.

I understand that the purpose of this research is to explore the relationship between
nundfulness and foreign language anxiety.

. Tunderstand that my participation in this project is for research purposes only.

I acknowledge that the possible effects of participating in this research project have been
explaned to my satisfaction.

In this thesis I will be required to fulfil questionnaires and participate in interview if
required.

I understand that my participation is voluntary and that I am free to withdraw from this
project anytime without explanation or prejudice and to withdraw any unprocessed data
that I have provided.

I have been informed that the confidentiality of the information I provide will be
safeguarded subject to any legal requirements; my data will be password protected and
accessible only by the named researchers.

I understand that after I sign and retum this consent form, it will be retained by the
researcher.
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Appendix 13. Permission to Conduct Interviews (Cag University)

r.c.
CAG UNIVERSITESI

Sosyal Biimler Enstitisi

Saynn : 23867972-000-E.2000000927 13.04.2020
Konu: Zeynep KOCALI Tez Anket Izmi
Hakkinda

KIRSEHIR AHI EVRAN UNIVERSITESI REKTORLUGUNE

Ingiliz Dili Egitimi Tezli Yiaksek Lisans Programm dgrencisi olan (20188016
numaral) Zeynep KOCALI, “Bilincli farlandalik ve yabanc dil kayzin1 arasmdald
iliski iizerine bir ¢cahsma™ konulu tez galizmazim Unrversitemiz Sgretim iiyes: olan
Dr. Ozr. Uyesi Senem ZAIMOGLU damiymanh#inda yiritmektedir. Adi gegen
Sgrencinin tez ¢ahzmas kapsaminda Kirgehir Ahi Evran Universitesi Iknsaqx ve Idari
Bilimler Fakultezinde halen ezitim géren Uluslararas: Iliskaler (% 30 Ingilizce),
hazirhk egitimi almi;, almakta olan 6grencilerini kapsamak tizere kopyas: Ek’lerde
sunulan bir anket uygulamas: yapmay: planlamaktadir. Tez ¢aliymas: kapsaminda
yukanda belitilen anketin uygulayabilmes: 1¢in gerekh 1znin venlmesimi arz edenm.

Prof. Dr. Unal AY
Rektor

E-Posta svcanbol dcag eda tr

Ba belge 3070 wyvili clcktronid mnzs kenurans goe gdvenh elebtroesh umza de mralmen e
Dojralams adresi: bps lisbs cop odu o/ BelgeDogrilmns - Dodrelama kods SF2CFFA
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Appendix 14. Permission Request to Conduct the Interviews (Kirsehir Ahi Evran

University)

GENEL iSTEK FORMU

YABANCI DILLER YUKSEKOKULU MUDURLUK MAKAMINA

T.C. Kimhk Numarasi: 54268483730

Ad Soyad: ZEYNEP KOCALI

Binmi: Yabanc: Diller Yitksekokulu
Bolumu: Yabanci Diller Bolunm

Ana Bilim Dah :  Yabanci Diller Anabilim Dal
ISTEK:

olan tez galizmam igin Kuyehir Ahi Evran Universitesi Yabanca Diller Yitksekokulu'nda 2019-2020 egitim
Sgretim yihinda hazrhk eZitimi alan 6&rencilere ve Kurgehir Abi Evran Universitesi Iktisadi ve Idan Bilimler
Fakiltesi Uluslararas: Iligkiler bolimiinde daha dnce hazuhk efitimi alm; olan dfrenciler ile daha dnce
anket uygulamasi vapmak i¢in gerekli izinlen almushm Ancak somrasinda ¢aliymamn seyn gere@
katbhmeillann br kismuyla roportaj/milakat yapmam damjmamn tarafindan openloustir. Bu nedenle
Sgrenciler ile online roporta) vapmay: planlamaktaymm, gerekli izinlenn venilmes hususunda,
Geregimi arz ederim.
Tanh: 15/04/2020
Imza: Enstiti madirliginde evrak
ash imzahidar.

ADRES: Kurgehir Abi Evran Universitesi, Yabanc: Diller Yiksekokulu

Merkez Yerleske, MerkezKIRSEHIR

Telefon: 0 (536) 98599 10

(Form No: FR-010 ; Revizyon Tarth 13/05:2017; Revizyon No: 01)



79

Appendix 15. Permission to Conduct the Interviews (Kirsehir Ahi Evran

University)

27042020
3459-000-E O

T||I||I|I|I|II|I|III||III|I|III

f'\ R
K-Q
TSE-150-EN
9000

KIRSEHIR AHI EVRAN UNIVERSITESI
Yabana Diller Yiksekokulu Mudirligi

@

Say1 125133499000
Konu : Réportaj Ini

Savin Ogr. Gor. Zeynep KOCALI

Cag Universitesi Sosyal Bilmler Enstitiisii Ingllzz Dili Egitimi Yiiksek Lisans pro
galismalanmz kapsamunda Universitemiz fktisadi ve Idani Bilimler Fakiiltesi Uluslararas Ih;k:.ler

baliimii 5grencilen ile réportaj yapmak isteZimz Miidirligimiizce uygun gorilmiistiir.
Bilgilerinizi nica edenm

e-imzalidir
Prof. Dr. Fanl YOZGAT
Yiiksekokul Miidiirii

Evrakua elektroaik imzal: suretine besps//e-belge.ahierran odu  adresinden 503 Sace-855b-4 7o 3-9beS-9d3 dafDadSde kodn ile eripebiliruiniz.
Bu balge 5070 sayrh Elekeronik Isezs Kanuan'na uygus olarak Govesli Elskwonik lmes o imzalsnsugnr.
Ak Evran Uzrveriten Yabana Dier ¥ Sksekokul Bajbay: Yarigkes 20100 mplp.luﬂ

Usvan: Bilguayx
E-Pesta ydyoiziabievran edu = 03862804854 Faks No 02842804853 0388250485
Internet Adrew: warw abievran edu
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8. CURRICULUM VITAE

PERSONAL DATA

Name : Zeynep KOCALI

Telephone :

Email 1:

Email 2 :

Address : Kirsehir Ahi Evran Universitesi Yabanci Diller Yiiksekokulu, Merkez
Yerleske, Kirsehir

EDUCATION INFORMATION

2012-2016: Istanbul University, Hasan Ali Yiicel Faculty of Education
2008-2012: Rize Anatolian High School

PROFESSIONAL EXPERIENCE
2017- : Kirsehir - Kirgehir Ahi Evran University, School of Foreign Languages,

Lecturer

2016-2017: Rize — Giineysu IMKB Primary School, English Language Teacher



