Republic of Turkey
Burdur Mehmet Akif Ersoy University
Institute School of Educational Sciences
English Language Teaching Master of Arts Program

ELT STUDENT TEACHERS’ BELIEFS ABOUT LANGUAGE
LEARNING: THE CASE OF
BURDUR MEHMET AKIF ERSOY UNIVERSITY

Hacer DEMIR
A Master’s Thesis

Thesis Supervisor
Prof. Dr. Mustafa SEVIK

Burdur, 2022






T.C.
Burdur Mehmet Akif Ersoy Universitesi
Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dah
Ingiliz Dili Egitimi Tezli Yiiksek Lisans Programi

INGILIiZCE OGRETMENLIGi OGRENCILERININ DiL
OGRENMEYE DAIR INANCLARI: TC BURDUR MEHMET
AKIiF ERSOY UNIiVERSITESIi ORNEGI

Hacer DEMIR
Yiiksek Lisans Tezi

Tez Danmismam
Prof. Dr. Mustafa SEVIK

Burdur, 2022



YUKSEK LiSANS JURIi ONAY FORMU

MAKU EGITIM
BILIMLERI ENSTITUSU

M.A.K.U. Egitim Bilimleri Enstitiisii Yonetim Kurulu’nun 01.02.2022 tarih ve 2022-
414/9 sayili karartyla olusturulan jiiri tarafindan 11.02.2022 tarihinde tez savunma
simavi yapilan Hacer Demir’in “ELT Student Teachers’ Beliefs About Language
Learning: The Case of Burdur Mehmet Akif Ersoy University” konulu tez ¢alismasi
Yabanci Diller Egitimi Anabilim Dali'nda YUKSEK LISANS tezi olarak kabul

edilmistir.

UYE: Prof. Dr. Mustafa SEVIK

(Tez Danigmani)

UYE: Dog. Dr. Ali KARAKAS

UYE: Dog. Dr. Kagan BUYUKKARCI

ONAY

M.A.K.U Egitim Bilimleri Enstitiisii Yonetim Kurulu’nun ......... [oviiiiinn [iviiinnn.
tarthve ............... [oviiiiinnnn. sayili karart.

IMZA / MUHUR




BILDIRIM
Tez yazma siirecinde bilimsel ve etik ilkelere uydugumu, yararlandigim tiim
kaynaklar1 kaynak gosterme ilkelerine uygun olarak kaynakcada belirttigimi ve bu
boliimler disindaki tiim ifadelerin sahsima ait oldugunu taahhiit edip, tezimin kaynak
gostermek kosuluyla asagida belirttigim sekilde fotokopi ile ¢ogaltilmasina izin
veriyorum.
[ ] Tezimin/Raporumun tamami her yerden erisime agilabilir.
[ ] Tezim/Raporum sadece Mehmet Akif Ersoy Universitesi yerleskelerinden erisime
agilabilir.
[ ] Tezimin/Raporumun ...... yil siireyle erisime ac¢ilmasini istemiyorum. Bu siirenin
sonunda uzatma i¢in bagvuruda bulunmadigim takdirde, tezimin/raporumun tamami

her yerden erisime agilabilir.

Tarih
Hacer DEMIR
1mza



ACKNOWLEDGEMENTS

Firstly, I want to express how fortunate | feel to have crossed paths with my advisor
Prof. Dr. Mustafa SEVIK. | present my gratitude to him whole-heartedly for shedding
light on my study in my darkest, laziest and clumsiest times with his pacifying
manners, constructive support and feedbacks. | feel very lucky to learn from his
extensive professional and academic experience. | will feel this gratitude and
admiration for good.

I'd want to thank my professors for their help: Prof. Dr. Mehmet OZCAN for his
professionalism and being a literary mentor; Prof. Dr. Ferit KILICKAYA for his
professionalism, joy and constructive sarcasm; and Associate Prof. Dr. Ali
KARAKAS for his professionalism, diligence and incredible help whenever we need.
I'd like to thank Assoc. Prof. Dr. Kagan BUYUKKARCI and the members of the thesis
jury for their time, effort and for their invaluable comments, constructive feedback,
advice and knowledge.

| want to thank my whole family for their endless support and tolerance with me in my
unbearable times on my path. To my father, with whose presence | have been gifted
all my life. To my mom, for her endless patience and pure love. To my brother and
especially his wife for their great support and being ready for me all the time; to my
niece and nephew for being joy and the most beautiful adornments of my life. And...
To Sky of my life, my budgie for pure love, not leaving me alone by beaking and
tearing my papers and putting some dirt on them to bring luck with my study. Love

you all.



ELT Student Teachers’ Beliefs About Language Learning: The Case of
Burdur Mehmet Akif Ersoy University

(Master Thesis)

Hacer Demir

ABSTRACT

Learning English is a must because English is an inextricable element of people's
academic lives and it is a highly popular and important issue that millions of people
need to understand and learn English in this global world. Beliefs about learning a
foreign language are thought to be a key factor in determining why and how people
learn English. Having a serious look at the beliefs of student teachers about language
learning serves as a facilitator to find out and recover the roadblocks on the path of
learning and teaching English. The goal of this study is to determine English Language
Teaching (ELT) student teachers’ beliefs about language learning as well as whether
there is any difference according to their gender and class using the Beliefs about
Language Learning Inventory (BALLI) at Burdur Mehmet Akif Ersoy University.
BALLI (Horwitz, 1988) is a self-report questionnaire with 34 statements and five
categories elaborating on the beliefs about the difficulty of language learning, language
learning aptitude, the nature of language learning, learning and communication
strategies and motivation and expectations.
The overall results of the inventory were found as high. The means of the four
categories out of five -foreign language aptitude mean, the difficulty of language
learning mean, the nature of language learning, learning and communication
strategies- were high. Motivations and expectations mean is very high. The overall
results of the inventory differed significantly according to gender in favour of females
over males. Foreign language aptitude results, the nature of language learning results,
learning and communication strategies results and the motivations and expectations
results of the student teachers differed significantly according to gender in favour of
females over males. Difficulty of language learning results have not differed
significantly according to gender. Neither of five categories’ results have differed
significantly according to class.

Keywords: Beliefs about Language Learning Inventory (BALLI), ELT,
Foreign Language Teaching, Language Learning Beliefs, Student Teachers

Page Number: 95

Supervisor: Prof. Dr. Mustafa SEVIK



Ingilizce Ogretmenligi Ogrencilerinin Dil Ogrenmeye Dair Inanclari:
TC Burdur Mehmet Akif Ersoy Universitesi Ornegi

(Yiiksek Lisans Tezi)

Hacer DEMIR

OZ

Ingilizce Ogrenmek olmazsa olmazdir ciinkii Ingilizce insanlarin akademik
hayatlariin ayrilmaz bir pargasidir ve ¢ogu zaman bu kiiresel diinyada milyonlarca
insanin Ingilizceyi anlamasinin ve 8grenmesinin gerektigi oldukca popiiler ve énemli
bir konudur. Yabanci dil 6grenmeye iliskin inanglarin, insanlarin ingilizceyi neden ve
nasil grendiklerini belirlemede 6nemli bir faktdr oldugu diisiiniilmektedir. Ogretmen
adaylarinmn dil 6grenimi konusundaki inanclarina ciddi bir bakis atmak, ingilizce
O6grenme ve 6gretme yolundaki engelleri bulma ve diizeltme konusunda kolaylastiric
olarak hizmet eder. Bu calismanin amaci, Dil Ogrenmeye Iliskin Inanglar Envanteri
(BALLI) kullanilarak Burdur Mehmet Akif Ersoy Universitesi ingilizce Ogretmenligi
(ELT) 6gretmen adaylarinin dil 6grenmeye iliskin inanglari ile cinsiyet ve siniflarina
gore farklilik olup olmadigini belirlemektir. BALLI, Horwitz (1988) tarafindan
gelistirilen, dil 6grenmenin zorlugu, dil 6grenme yatkinligi, dil 6grenmenin dogasi,
O0grenme ve iletisim stratejileri ile motivasyon ve beklentiler hakkindaki inanglar
detaylandiran 34 ifade ve bes kategoriden olusan bir 6z-bildirim anketidir. Envanterin
genelinin sonuglarinin ortalamas1 yiiksek bulunmustur. Bes kategoriden dort
kategorinin -yabanci dil yatkinligi, dil 6grenmenin zorlugu, dil 6grenmenin dogasi,
Ogrenme ve iletisim stratejileri- ortalamalar1 yiiksek bulunmustur. Motivasyon ve
beklentiler ortalamasi ¢ok yiiksek bulunmustur. Genel envanterin cinsiyete gore
onemli ol¢tide farklilik gosterdigi ve kiz 6grencilerin sonuglart erkeklerinkinden daha
yiiksek bulunmustur. Yabanci dil yatkinlik sonuglari, dil 6grenmenin dogas1 sonuglart,
O0grenme ve iletisim stratejileri sonuglar ile 6gretmen adaylarimin motivasyon ve
beklenti sonuglariin cinsiyete gore anlamli diizeyde farklilagtigi ve kiz 6grencilerin
erkeklere gore daha yiiksek oldugu tespit edilmistir. Dil 6grenmenin zorlugu sonuglari
cinsiyete gore anlamli bir farklilik gostermemistir. Bes kategorinin hi¢birinin sonuglari
sinifa gore 6nemli dl¢lide farklilik gostermemistir.

Anahtar Kelimeler: Dil Ogrenmeye Dair Inanglar, Dil Ogrenmeye Dair
Inanglar Envanteri (BALLI), Ingilizce Ogretmenligi, Ogrenci Ogretmenler, Yabanci
Dil Ogretimi
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CHAPTER |

INTRODUCTION

In this chapter, background of the study, statement of the problem, purpose of the
study, significance of the study, assumptions, limitations and definitions of key

concepts have been elaborated.

1.1. Background of The Study

Learning English has gained great importance to enhance worldwide communication
and to be able to keep up with the high-standards this global world requires. People
are driven by both instrumental motivations such as getting a high-quality job earning
them much or acceptance into a reputable university; and integrative motivations such
as being keen on other cultures or being a very sociable person to learn English.
According to Brown (2000), learning a language takes a long time and is challenging.
A learner’s entire existence is influenced when he seeks to move far beyond constraints
of his own language and go into a new one, environment and mindset and set of ideas.
Total commitment, total involvement and overall physical, cognitive and emotional
responses are necessary to correctly transmit and receive signals in the new language.
All this involment and effort while trying to be a speaker of English makes us question
whats, hows and whys during learning it and these questions pave the way into the
research about beliefs about language learning. According to Horwitz (1988),
“Although student beliefs about language learning would seem to have obvious
relevance to the understanding of student expectations of, commitment to, success in,
and satisfaction with their language classes, they have remained relatively unexplored”
(p. 283). Hong (2006) states that language learning beliefs are regarded as one of the
most important determinants of learning success or failure. Revealing beliefs of
learners and teachers has a facilitating effect to understand the underlying reasons of
not being able to learn and teach it successfully. It is significant that people hold
different language learning beliefs which can either hinder or enhance their experience
of learning. According to Benson and Lor (1999), teachers must understand not only
what their students believe about language learning, but also whether such ideas are



constructive or destructive, as well as how deconstructive beliefs might be changed.
In order to change beliefs, the student must also change the underlying assumptions

that underpin them and pay attention to the context in which they operate.

Foreign language learners have a variety of beliefs and attitudes about language
learning (Horwitz 1987), and it has been proposed that these beliefs can influence both
their experiences and behavior as language learners. The fact that the revelation of
beliefs means a great importance to to be able to comfort teaching and learning
processes resulted in the creation of a such inventory. As clarified by Horwitz (1985,
p.333) “so that prospective teachers may become more receptive to new information
about language teaching, the methods instructor can encourage recognition and
understanding of the beliefs these prospective teachers already have. Making the
students’ belief systems explicit is the first step in their development as foreign

language teachers.”

It has long been known that language learners hold positive or negative beliefs about
the target language they are learning. While positive thoughts and beliefs contribute to
one’s learning experience, negative thoughts, prejudices, misconceptions, fossilized
and unbreakable beliefs may cause dramatic handicaps during this process. Victori and
Lockhart (1995) differentiate between insightful beliefs held by successful learners
and negative or restricted beliefs held by less successful learners, coming to the
conclusion that if students develop or maintain preconceived notions about their own
learning and place increased focus on factors beyond their control, they are unlikely
to accept a responsible and productive approach to learning and may not ever become
self - reliant. A person may act upon the belief that language learning means a lot of
vocabulary build-up and another person may act upon the belief that language learning
means a perfect command of grammar. While the former one equips himself with
vocabulary studies, the latter equips himself with grammar activities and drills
structure all the time. Again, the same attitude may prevail about the belief that
younger people learn easily and this belief restrain that person from being successful
whether or not he is a young or adult learner. One’s preconceived notion about his own
effectiveness influences his success and performance in the class, no matter he is a
student or a teacher. It is of vital importance to observe students’ and teachers’

attitudes and beliefs because they think their beliefs are the truth. According to Puchta



(1999), beliefs are both driving principles and potent sensory filters for students'
achievement; they behave as if they really are true. People accept a belief as true,
regardless of wether they believe it consciously or unconsciously, and that belief
guides their thoughts and actions (Borg, 2001). Beliefs can be thougt as important
incentives for behaviors. According to McDonough (1995), our own decisions on how
to proceed are based on what we believe, what we value, what we believe is necessary,
how we choose to behave, and how we deal with challenges. Successful students can
develop insightful beliefs about language courses, their own competences and the
application of effective strategies, such as the amount of time required to achieve
fluency, the relative difficulty of languages, the appropriate age to start language
learning, the roles of grammar, vocabulary, and communication in language learning
and other aspects of the learning experience (Yang, 1999). Indifference to learning,
poor learning and memory, class anxiety, and a bad perception toward autonomy are
all possible outcomes of incorrect or uninformed beliefs about language learning
(Victori & Lockhart, 1995). Language learning beliefs, according to Barcelos (2000),
are equivalent with preconceived assumptions, opinions and misconceptions. As a
result, these beliefs must be discovered and corrected in order to assist language
learners individually in setting more achievable goals, reducing their anxiety and
developing more accomplished learning practices (Abdi & Asadi, 2015).

When students enroll in a language class, they bring all of their personal qualities
within them, including their beliefs, attitude, and linguistic patterns, according to
Hosseini and Pourmandnia (2013). Student teachers’ beliefs take roots from their past
and recent schooling, in this way, their professional learning is constructed and
blended according to majority of students’ belief systems through their education.
Students' pre-existing belief systems are filtered through the courses they attend at
universities. Recognizing students' beliefs in teacher education programs allows
students to become more conscious of what they carry to their education and professors
to adjust their methods classes precisely for the students (Horwitz, 1996). Johnson and
Golombek (2018) emphasize the need of better understanding students, both in terms
of their perceptions of themselves as future teachers/instructors and their long-term

aspirations.



Lastly, the shift in focus from teacher-centered instruction into a learner-centered one
has made investigating learners’ beliefs a necessity. Every student is unique, according
to learner-centered instruction and every student has his own beliefs system and
background. A learner-centered educator seeks to match materials and methods to
students' demands, emphasizing that their beliefs determine their objectives (Zmuda,
Curtis, and Ullman, 2015). In addition, learner-centered classrooms promote a
collaborative learning environment between students and teachers meaning an
interaction of beliefs of each other. If an instructor or a teacher can grasp of what a
student believes, he can better handle situations as a result of misbeliefs during the
teaching act and pay attention to a learner's choice, cognitive, personal and social

requirements.

1.2. The Statement of The Problem

Prospective teachers do not begin teacher education as blank slates, according to
Grossman (1991). ELT students carry pre-conceived beliefs loaded onto them thorugh
their educational background into their education programs at university and also to
their classrooms in their future teaching. Not only these aspiring future teachers, but
also their students will have already had a plethora of undiscovered beliefs that
influence their ability to succeed or fail in the classroom. According to Horwitz (1988),
“teachers will likely encounter ... many unanticipated beliefs, some enabling and some
truly detrimental to successful language learning. . . foreign language teacher can ill
afford to ignore those beliefs if they expect their students to be open to particular
teaching methods and to receive the maximum benefit from them” (p. 293). So that
these prospective teachers can define what they believe about learning and teaching
English to cope with the unexpected situations with their students, having a serious

glance at their own beliefs and modify them if needed is a first priorty for themselves.

Some beliefs have negative impact on students’ learning, teachers’ instruction
processes. Teachers of languages agree that a learner's beliefs have a significant impact
on their language skills (Sakui & Gaies, 1999). Learners’ beliefs towards success or
failure has a critical impact on beliefs about the nature of a foreign language, its
complexity, successful learning and communication strategies, learning aptitude,

motives and expectations. According to Horwitz (1988), “learners’ beliefs are related



with what the learners expect from learning, how they approach and commit

themselves to learning process” (p. 238).

Teachers’ attitudes and beliefs have also possible effects on their students by either
facilitating or imposing the students with negative beliefs. If these are not properly
discovered, they may go unreported and neglected, resulting in misinterpretation and
miscommunication. In order to influence the process's outcomes, language teachers

must be aware of their students' language learning beliefs (Horwitz, 1987).

What teachers and students believe and how they interpret classroom objectives and
activities are critical to both teachers’ and students’ effectiveness in language learning.
Students' attitudes, motivation, competency, anxiety, success, conduct and use of
language learning tools, strategies are all influenced by their beliefs. “In order to get a
deeper insight into the minds of language learners there is no more certain way than to
study their beliefs” (Hosseini & Pourmandnia, 2013, p. 63).

In the light of all this information about the importance of on language learning beliefs,
elaborating on student teachers’ beliefs because of the fact that they are still learners
at university and future teachers who will have an effect on their students and teaching
experince is an essential study field to delve into. The need for uncovering student
teachers’ beliefs about language learning, taking also into account the gender and class
effect on beliefs is essential to be able to understand what underlies in student teachers’
minds as hinderance to learn English. They are both students and prospective English

teachers. The data will appeal to both student beliefs and teacher beliefs studies.

1.2.1. Research Questions. 1-What beliefs do ELT students teachers at

Mehmet Akif Ersoy University have about language learning?

2-Do gender and class of ELT student teachers affect language learning beliefs?

1.3. The Purpose of The Study

The main purpose of this research is to identify language learning beliefs of ELT
student teachers of Mehmet Akif Ersoy University, taking also into account the effects

of gender and class they are enrolled in on language learning beliefs.



1.4. The Significance of The Study

This study aims to have an understanding of ELT student teachers beliefs in Burdur
Mehmet Akif Ersoy University. Whether language learning beliefs harbor a relation

to gender and age is aimed to be investigated in this study.

There are numerous studies on beliefs about language learning, but studies on beliefs
of ELT students are limited. Beliefs of pre-service teachers were examined by Peacock
(2001), Richardson (2003), Harrington and Hertel (2000), Vibulphol (2004),

Altan (2006), Altan (2012), Kunt and Ozdemir (2009), Hismanoglu (2016), Cimen
(2015) and Pajares (1992) and Erdem (2009) provided the relevance of class.

The reason why English teacher candidates have been preferred is that they are two
edges of the same line, bringing their past beliefs straight into their future in their
teaching. And these two edges being both a student and a teacher are equally important
to investigate about in terms of their beliefs. The pedagogical significance of this
research can be described with its potential to recognize prospective teachers' beliefs
about language learning in order to assist them in identifying their beliefs and their

effects on their future teaching.

Studying beliefs is an unceasing phenomenon; thus no matter how deep and
comprehensive we study, every second, millions of beliefs about language learning are
developed to be identified. When the results of the BALLI in this study are added to
the results of other BALLI studies, the cumulation of the data collected in Turkey and
internationally may signify importance which can be very useful for the academic field
and researchers, teachers, students and educational authorities in the ELT field will

have the tracks of current beliefs of future teachers to study over.

1.5. Assumptions

Some fundamental assumptions are made specific to this research on ELT student

teachers’ language learning beliefs.

1. The participants will attend the research through BALLI voluntarily.
2. The participants will read the questionnaire carefully and respond to BALLI

items without skipping any items.



3. The participants identify their beliefs about language learning honestly.
4. The researcher will not direct any of the participants about any item.
5. BALLI will identify student teachers’ beliefs about language learning in

university context.

1.6. Limitations

This research is limited to ELT students at Mehmet Akif Ersoy University in the fall
semester of the 2021-2022 academic year. And also, the fact that the current research
uses only a quantitative method and focuses on only one teacher education program's
students via BALLI is its limitation.

Although questionnaires are widely used to investigate teacher cognition, because they
are all self-report instruments, there is always the possibility of not receiving what the
student teacher or the teacher truly thinks or believes. Adding a practice component in
a longer period strengthens conclusions by allowing the student teachers or in-service
teachers to corroborate their beliefs and differences through self-reports. A concept as
deep and complicated in effective and cognitive dimensions as one's own belief system
cannot be adequately captured by people's reactions to a series of normative statements
(Wilkinson & Schwartz, 1991).

Wenden (1987) claims that questionnaires prevent students from articulating their own
metacognitive knowledge; on the other hand, quantitative research methods employed
in the normative approach give accuracy and clarity by using descriptive statistics and
well-designed surveys and they may include a large number of respondents practically,
and also by maintaining their anonymity.

1.7. Definitions of Key Concepts

1.7.1. Definition of beliefs. It's difficult to define belief as it is both socially
rooted and a metacognitive concept. When told “belief”, a person thinks a thought, a
concept, a perception and also thoughts, conceptions, insights, images in the mind,
assumptions or tiny hypotheses. Many scholars have relied on Richardson's concept
of beliefs as a starting point and to Richardson (1996), beliefs are psychologically held

understandings, statements, or premises about the universe that are regarded as true.



The term "belief" has been described as “beliefs are ““are held to be true and that guide
behavior” (White, 1999, p. 443).

Beliefs can be characterized as a way of thinking that encompasses all topics about
which we have no certain knowledge but are able to confidently to act on, as well as
matters that we presently accept as absolutely true, as knowledge, but which may be
called into question in the future (Dewey, 1997).

According to Pajares (1992) beliefs are attitudes, perceptions, values, judgments,
assumptions, opinions, worldview, conceptual systems, preconceived notions,
dispositions, implicit and explicit theories, action strategies, internal mental processes,
rules of practice, practical principles, perspectives and comprehending repertories are

all examples of beliefs.

Hosenfeld (1978) defined beliefs as mini theories; Cortazzi and Jin (1996) as culture

of learning; Omaggio (1978) as insights.

1.7.2. Definitions of language learning beliefs. Numerous studies have been
conducted about language learning beliefs and Horwitz (1988) elaborated in that
beliefs are different perceptions and expectations that language learners carry into any
language class and also used terms such as preconceived notions (1988), preconceived
ideas (1987), preconceptions (1985), rather than defining beliefs about language

learning in an exact manner.

According to Abraham and Vann (1987), beliefs about language learning are ideas
about how language works and, as a result, how it is learnt. They are the steady,
stateable, though occasionally inaccurate knowledge that learners have obtained about

language, learning, and the linguistic process, according to Wenden (1986).

Learning beliefs, as defined by Cortazzi and Jin (1996), are cultural characteristics of
teaching and learning; what people believe as normal and good learning activities and
processes, taking their origins from a cultural background. Pajares (1992) describes
beliefs as messy things; their specific definitions are constantly grasped and major

assumptions are made about them when they are clearly comprehended.



CHAPTER Il

LITERATURE REVIEW

2.1. Literary Framework

In this chapter, beliefs about language learning, the Beliefs About Language Learning
Inventory (BALLI) and five categories, factors affecting beliefs of learners and
teachers, interaction of the beliefs of teachers and students, change of beliefs, beliefs
and anxiety and main studies conducted with BALLI and with student teachers have

been elaborated.

2.1.1. Beliefs about language learning. Language learning beliefs has gained
a vital importance as a result of an inevitable demand for English learning. Horwitz
(1987) referred language learner beliefs as assumptions, thoughts and ideas of
language learners, basing them on previous learning environments which may be
formal or informal. Language learning beliefs, according to Victori and Lockhart
(1995), comprise generic preconceptions that learners have about themselves as
learner, about variables that impact language learning, and about the nature of
language education. Learners' initial assumptions about their duties and the
responsibilities of teachers and toward teaching materials, as well as learners' first
behaviors towards their own duties, are all examples of learning beliefs, according to
Holec (1987). Beliefs, according to Gardner (1988), are expectations that instructors,

parents and students have about the entire study of second language learning.

Clarification of beliefs of both learners and teachers owing to their probable negative
effects on teaching and learning is a need and this fact makes studying student
teachers’ beliefs a matter of priority in that they are both learners and future language
teachers. According to Lortie (1975), one's personal patterns in his mind are not only
important, but also essential to becoming a teacher and he used the term ‘“the
apprenticeship of observation” which is constructed in the years students allocate at
school. The experience they have include beliefs about what it demanded to be an
effective language teacher and how students should take their steps. Although they are
mostly unarticulated or expressed only in a simple form, these beliefs are transferred

into their field of study in teaching. Most of these beliefs are in line with teacher
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educators' or academics' educational goals for teacher candidates, while others,
regrettably, are not. Some student teachers' beliefs may be uncomfortable, such as an
exaggerated optimism or an egocentric bias, which serves for themselves only and that
they regard the most successful teaching as their own. They believe they will not
experience the challenges the other teachers face and some feel they will be better
teachers than their classmates. Because of these reasons, studying student teachers’
beliefs is viewed as a facilitator to awaken them to what they have in their minds and
how this could be beneficial or detrimental to their future teaching and thus delivering

the information about their beliefs.

Formal and informal education a person has had in his background have many effects
on his beliefs; these beliefs are loaded to both learners or teachers as a result of their
education. Learning and teaching environments, thus, are places that impose people
beliefs which are either positive or negative. Pedagogy creates the conditions and
opportunities to contribute to educational field and for students to be more proactive
and engaged during their education. Green (1971) claims that teaching is concerned,
at least in part, with the construction of beliefs, which means that it is concerned not
only with what we will believe, but also with how we will believe it. Teaching is an
activity that involves the alteration and construction of belief systems, among many
other things. Language learning beliefs are important, according to Abdi and Asadi
(2015), because foreign language learning is likely certainly the subject of many strong
beliefs and attitudes among EFL students, and these beliefs almost certainly influence

language learning.

Beliefs can be taken as a core concept in any science field that studies human behavior
and learning, so having a look on our beliefs as learners or teachers of a foreign
language is a must. Rifkin (2000) points out that language learning beliefs have a
critical importance for individuals to reach language proficiency. Students'
perspectives, beliefs, attitudes, and metacognitive knowledge, that they bring to the
learning, have been highlighted as an important contributory factor in the learning
process and final success (Breen, Hird, Milton and Thwaite, 2001). How much time a
learner should spend on learning a foreign language, how effective it is, which
strategies to use while learning it, whether language learning is a matter of learning

grammiar, vocabulary or translation, to what extent the learner believes his own ability,
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aptitude, capabilities and how different English is from that of learner’s native
language are also closely related to language learning and learner’s beliefs. With the
creation of BALLLI, it was intended to identify different beliefs about language
learning, aiming to discover whether or not people hold negative and preconceived
ideas, unrealistic expectations about how foreign languages are learned (Horwitz,
1987). In this way, studying beliefs about language learning has been facilitated by

questionnaires/inventories which enable learning beliefs to be identified.

2.1.1.1. The beliefs about language learning inventory (BALLI). The Beliefs
about Language Learning Inventory (BALLI) was created to identify beliefs regarding
language learning by Horwitz (1988). “The Beliefs about Language Learning
Inventory (BALLI) was developed to assess student opinions on a variety of issues
and controversies related to language learning. The BALLI contains items and assesses
thirty-four student beliefs in five major areas: 1) difficulty of language learning; 2)
foreign language aptitude; 3) the nature of language learning; 4) learning and

communication strategies; and 5) motivations and expectations” (Horwitz, 1988, p.
284).

BALLI was aimed to study different learner perspectives on language learning with
the goal of discovering “if learners have preconceived ideas and negative or unrealistic
expectations about how foreign languages are learned” (Horwitz, 1987, p. 247).
Horwitz (1985) initiated the inventory and since then, it has been divided into three
distinct BALLIs: one for ESL students, one for foreign language teachers, and one for
EFL students. The BALLI is self-report questionnaire including 34 items in the format

of a Likert scale. The inventory has five categories intending to assess factors below:

e The difficulty of the language learning
e Foreign language aptitude

¢ Nature of language

e Learning and communication strategy

e Motivation and expectation

The inventory is according to Kuntz (1996), “a free- recall activity by 25 language

teachers set as base for the inventory and it was developed the statements from this
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“teacher- generated list of beliefs” (p. 2). According to Barcelos (2003), “BALLI is

the most widely used questionnaire to investigate beliefs” (p. 11).

“Prior to the Horwitz research model, student beliefs about foreign language learning
had not been analyzed systematically” (Kuntz, 1996, p. 22). Despite the fact that
Wenden (1987) had previously studied language learning beliefs, until the late 1980s,
there was no scale that systematically investigated individuals' language learning

beliefs.

2.1.1.1.1. Beliefs about the difficulty of language learning. The assumption that
English is difficult to learn because it is different from one's mother tongue is not
helpful in the learning process. So that a student can flow in his learning, these
impeditive beliefs should be replaced with constructive ones. With so many prejudices
against English structure, if a learner devotes enough effort to figure out the language,
he can become aware of the differences between the two languages and begin to study
them, as well as disentangle the barriers to learning English. Carroll (1963) proposes
that the total length of time spent actively in the learning scenario is one of the most

essential elements in the learning process.

Some differences differences may cause uncomforting beliefs against learning English
and resulting in unsuccess of a learner. Learners tend to feel more comfortable when
studying languages that are comparable to their mother tongue in terms of structure.
There are numerous challenges that English language learners face when learning the
language which is quite different from their own. Grammar is one of these challenges.
Misuse of grammar can lead to misconceptions of the speaker's intended message and
a learner who is afraid to make a mistake feels discomfortable and loan himself with
disturbing beliefs against learning of that language. Another issue that English
language learners experience is pronunciation. Many English students struggle to
pronounce particular sounds. This is a prevalent problem for speakers of languages
with shallow orthographies, such as Turkish, Finnish or Italian. These languages,
unlike English, have a one-to-one correspondence between sound and letters
(McClung, 2012). With the hesitation to make make a mistake while pronuncing, a
learner can get stressed and loan himself with the belief of incompetency in English.

Another factor that learners of the English language find difficult is vocabulary. One
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of the reasons for this is that the English language has a large vocabulary, making it
difficult to master. English has a large number of idioms and phrasal verbs that are
often incomprehensible to English language learners, causing from the fact that
English is a global language and English corpus is being boosted every day. The
deficient vocabulary causes stress in learners and equips them with incorrect beliefs to
be capable in English. If learners stick to the difficulties above, they will develop
negative beliefs which hinder them from learning the target language. If any negative
beliefs are detected by learners or teachers, they should be immediately studied on and

replaced with more positive and constructive ones.

2.1.1.1.2. Beliefs about foreign language aptitude. A presence of special talent
for language learning, as well as beliefs about the characteristics of an effective and
ineffective language learners and the question of individual language learning
potential are discussed under the aptitude for language learning feature. Language
learning aptitude is a forecast of how well an individual can learn a foreign language
in a given length of time and under specific conditions in comparison to other people
(Stansfield, 1989).

Carroll and Sapon (2002) define foreign language aptitude as having four main
components: grammatical awareness, phonetic coding capability, inductive language
skills, and rote memorization ability. Phonetic coding ability refers to the ability to
code various sounds by forming associations with symbols. Grammatical sensitivity is
the ability to recognize the grammatical functions of words and phrases. Rote learning
is the ability to create relationships between words and their meanings. Inductive

learning is the ability to deduce laws of linguistic structures (Rysiewicz, 2008).

As can be inferred, existence of an aptitude or a specific ability to learn a foreign
language sound a restricting belief. If the students do not succeed in language learning,
they will surely feel discouraged and this will awaken their anxiety and decrease their
motivation for learning English. They feel unequal if they believe they do not own
this aptitude/ability. Rather than taking the availability of aptitude as a very peculiar
aspect, they should focus on the pleasure of learning a new language and believe in

themselves and their capabilities.
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2.1.1.1.3. Beliefs about the nature of language learning. The nature of language
learning is a broad term and applies to concepts such as factors affecting language
learning, cognitive aspect and different approaches towards language learning beliefs,

socially formed beliefs, age and gender.

Skehan (1989) stated that the influences on the experince of a foreign language
learning are intelligence, enthusiasm, motivation, attitude, age, gender, character,
anxiety and other characteristics. One of the internal factors is, without doubt, one's
attitude, which results from his beliefs, toward learning English. Students' beliefs can
lead to success or failure as a result of a learner's fear, anxiety or a variety of other
factors. The language learning process of an individual is a very peculiar and sensitive
case indeed, so foreign language anxiety is a collection of self-perceptions, beliefs,

behaviors, and attitudes related to language learning in the classroom.

Because of its potential to account for how experiences, beliefs, attitudes, and
motivations impact the learning process, the cognitive approach has risen in
prominence in recent decades. It is considered that people learn for themselves rather
than for external benefits; thus, what happens in their mind and what they believe are
internalized by learners and instructors. Success, according to Stevick (1980), is
determined more by what happens inside and between the individuals in the classroom

than by resources, strategies, or linguistic analyses.

Flavell (1979) emphasizes the study of meta-cognitive understanding in learning a
foreign language and focuses on the individual. The metacognitive approach defines
language learning beliefs as theories that are formed by individuals' metacognitive
knowledge and that also process and facilitate learning (Wenden, 1987). The role of
learners' thoughts, beliefs, attitudes, and values is emphasized in cognitive theories.
This is referred to as "person knowledge™ by him. Person knowledge refers to a
learner's grasp of how cognitive and emotional factors like aptitude, personality, and
motivation can affect learning. It also necessitates a thorough understanding of how
these factors influence their experience. Another approach taking language learning
beliefs in hand is contextual approach. The contextual method investigates language
learning beliefs through ethnography, narratives, and metaphors (Barcelos, 2000). The
contextual approach's research investigations are qualitative in nature and contribute

to an interpretivist approach. Ethnography, narratives, and metaphors are used in the



15

contextual approach (Kramsch, 2003). Beliefs are considered as entrenched in
students' settings, environments, background and culture in the contextual approach.
If cultural beliefs about language learning are widespread, foreign language teachers
must recognize that learners will bring these beliefs into the classroom with them
(Horwitz, 1988).

Previous experiences have an impact on how a person constructs his or her
environment. Early relationships with significant others (family, instructors,
classmates and coworkers) are thought to serve as a model that influences the type of
teacher an individual becomes. The expectations of major individuals in our lives,
according to Seymour (1990), instill beliefs. High expectations (as long as they're
reasonable) foster competence. Low expectations breed ineptness. Because we have
no method of checking what we are taught in early ages, we believe what we are told
about ourselves and these beliefs may continue despite our later success. This is a
mutual act and everyone transforms his beliefs to his interlocutor and with whom you
are means what you believe in the long term. An individual’s these kinds of beliefs are
deep-rooted and his core beliefs which are more difficult to change. Deep-rooted
beliefs which teachers hold about language learning, according to Williams and
Burden (1997), would infect their classroom activities more than a specific
methodology they learned during their teacher school programs.

Fresh approaches will be accepted only if they correspond with the teachers' post
beliefs, so inputs will become intakes after it has been processed thorough their belief
systems, according to Pennington (1995). Teachers and students' behaviors are
influenced by their assumptions and beliefs, which operate as a filter for a variety of
educational choices and decisions. Significant learning occurs when the student finds
the material to be meaningful, external criticism and anxiety related to the learner's
self-image are minimal, according to Rogers (1969). The learner's freedom, ingenuity,
and self-reliance are all assisted when self-evaluation is promoted. Certain behavioral
characteristics are required in the facilitator-student connection for significant learning

to occur.

According to Penfield and Roberts (1959), the learner's age is the most important
aspect in the language-learning process: foreign-language learning must take place

between the ages of four and ten, in conformity with the needs of brain physiology, if
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it is to be successful. According to Penfield (1953), a young child's brain is
extraordinarily well suited to language learning, and there is an optimal age at which
many languages can be learnt flawlessly, with minimal effort and physiological
confusion. The current increase of foreign-language education at the kindergarten and
primary school level is based on the notion that young children are better able than
older children or adults to acquire foreign languages quickly and efficiently and this
requires us to elaborate on the age factor on the nature of language learning. With the
concern of not being able to keep up with the world, parents have started to get their
children tutored at the very early ages. From the age of two to puberty, Lenneberg
(1967) had a critical era; on the other hand, other researchers have set the age limit at
12, 15, 16, or 18 years old (Mufioz & Singleton, 2011). Another assumption that can
be made is that older students have already formed more effective learning strategies
than younger students, whilst younger students have not yet been inundated with
preconceived beliefs or negative learning experiences and are thus more likely to

absorb information more quickly.

Gender is taken as an effective factor on the nature of language learning. It's plausible
to assume that the language classroom has been defined a "girls' realm" because of the
emphasis on social interaction (Sunderland, 1998). But this doesn’t mean that they are
more successful. Success depends on the effort, focus and time spared for language
learning. It is probable that women’s being more sociable make them more positive
belief holders in terms of language learning. Carroll (1963) claimed that females had
a tiny but considerable advantage over boys in foreign-language ability, but he lacked
similar data on sex differences in accomplishment and found no sex differences in

foreign-language attainment among male and female college and university students.

2.1.1.1.4. Beliefs about communication and learning strategies. Teachers are
likely to have an aspiring impact on students’ effectiveness while imposing them the
courage to communicate in the target language and to make them adopt the most
effective strategies. Nunan (1986) claims that it is the teacher's job to educate not only
the language but also how to be a language learner, which includes convincing students
of the importance of communicative classroom activities such as role - play and

problem - solving skills through explanation, conversations and presentation. If
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learners prefer to develop insightful beliefs toward communication in natural settings,
they will have the chance to get rid of their disturbing beliefs in time and begin trying
new ways to communicate in English. If they have had a supportive background in
which they have been encouraged to speak and practice in real-life contexts, they are
likely to adopt positive beliefs about the use of effective communications strategies.
According to Peacock (1998), teachers should help students become more aware of
their personal weaknesses and strengths in addition to their strategic knowledge,
because beliefs that differ from that of the teacher can lead to dissatisfaction,
frustration with the learning process, refusal to participate in communicative activities,

and a lack of trust in the teacher, as well as its negative effect on achievement.

The techniques that language learners use to acquire a language are referred to as
learning strategies. Learning strategies are divided into six categories by Oxford
(2001) and they are cognitive and metacognitive strategies, memory-related and
compensatory strategies, social strategies and emotional strategies. Recognizing one's
own preferred learning style and need, organizing a learning environment with a
schedule, planning a language assignment, organising and obtaining materials, dealing
with mistakes, evaluating t the success of learning strategies are all examples of
metacognitive strategies. Learners can connect a concept to another by using memory-
related means without requiring extensive knowledge. Learners can learn and retrieve
information in an orderly manner by using acronyms, flashcards, body movements,
images, mental pictures of a word or its meaning and through a specific location such
as a page or blackboard, while others can learn and retrieve information by using
sounds, body movements, images or mental pictures of a word or its meaning and
flashcards from a page or blackboard (Oxford, 1990). Demanding help with a language
task, as well as researching the target language's social customs and culture, are all
social strategies that help the learner connect and interact with others, as well as
comprehend the target culture and language. Deriving meaning from context by
listening and reading or employing synonyms in writing and speaking or using pause
words are all compensatory strategies that help the student fill in knowledge gaps.
Anxiety pacifiers, applauding a successful performance, talking about feelings and
using breathing techniques or positive self-talk have all been found to be strongly

associated to foreign language proficiency (Oxford, 1996).
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2.1.1.1.5. Beliefs about motivation and expectations. Learner attitudes and
motivation may be influenced by learner beliefs that differ significantly from teacher
beliefs. Learner motivation, according to Crookes and Schmidt (1991), is defined as
interest combined with excitement, perseverance, attention, concentration, and
pleasure. A variety of factors influence learners' motivation, including the teacher's
role as a motivator and influencer of language learning beliefs. Motivation can also be
influenced by external factors such as the learning environment and background; in
other words, students' motivation is a multi-faceted process that is impacted by their
beliefs as well as their learning environment. Outside of the classroom, motivation
may be linked to a variety of factors such as a student's interest, the need for English
proficiency, and the level to which English proficiency is required for his future career,
education or integrative purposes into another country or culture. Attitudes and beliefs
regarding the learning environment, beliefs about English native language speakers,

and integrativeness are all influenced by motivation.

As a facilitator tool to grasp motivation of learners, Macintyre, Clement, Dérnyei and
Noels (1998) developed a comprehensive foreign language willingness to
communicate model that encompasses linguistic, psychological and communicative
aspects. According to the model, emotional, social, cognitive and environmental
elements impact foreign language learners' willingness to communicate, which
predicts their actual use of the foreign language. It presents the most fundamental and
straightforward factors that might influence people's desire to interact in a foreign
language such as L2 use, willingness to communicate, desire to communicate with a
specific person and state communicative self-confidence, interpersonal motivation,
intergroup motivation, L2 self-confidence, intergroup attitudes, social situation,
communicative competence, intergroup climate and personality. Moment-based
impacts on readiness to speak in a foreign language context to more stable and long-
term influences on readiness to speak in a foreign language environment are presented
in the model (Macintyre et al., 1998).



19

2.1.1.2. Factors affecting beliefs of learners and teachers. Learner beliefs
about learning, according to Epstein (1991), are connected with elements including
identity and self-concept, self-efficacy, attitude and other personality factors. It is clear
that scholars have differing perspectives on how language learning beliefs are formed.
According Stevick (1980) language learning beliefs are directly related to learners'
expectations, class participation, success and motivation. Sperber and Hirschfeld
(1999) state that individuals' language learning backgrounds constitute language
learning beliefs. Castellotti and Moore (2002) reveal that language learning beliefs are

affected by the general perception of the society regarding foreign language learning.

Other factors that influences beliefs is the teaching environment and context, which
allows language teachers to implement teaching that is compatible with their beliefs
or not. It has a lot to do with a learner's or teacher's background and the context
elements that he or she has encountered in the workplace or in any educational setting.
The educational background of a foreign language teacher or student, including
schooling and formal education, opportunities to practice target language, and
instructional circumstances, interact and impact teachers' teaching concepts. Teacher
education, prior language learning experience, and practice are all key influences in
the shaping of teachers' beliefs. Many contextual aspects that shape teachers' beliefs
should not be disregarded, as they can either stymie or assist them in achieving their
goals. Most human learning occurs in a social situation and through observation of
others, according to Bandura's (1997) social cognitive learning theory; people learn

rules, skills, strategies, beliefs, and attitudes through observing others.

In addition to aforementioned factors shaping beliefs, in the study of Burstal (1975),
socio-economic conditions and economic conditions were shown as beliefs shaping
factors. There was found a significant difference between the ones with high socio-
economic conditions and low economic conditions. The experimental sample's beliefs,
attitudes and achievement differed significantly depending on their socioeconomic
status on each occasion of testing: positive attitudes and beliefs toward learning
foreign language and high scores on target language achievement tests were
consistently associated with high socioeconomic status, while negative attitudes and
low scores were consistently associated with low socioeconomic status. Again,

Burstall (1975) indicated that in big and small elementary schools, teachers and their
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classes tended to have diverse characteristics. Teachers at small schools were older
than those in large schools as can be expected, and so had more experience in the
classroom. It is inevitable to think that teachers from small schools and teachers from

big schools hold different beliefs about language learning.

The beliefs differ in terms of whether it is accepted as true or false and also in terms
of origins, as well as its time. A person's beliefs may seem totally nonsensical to
another, or it can simply be defined as “not familiar” with others’. Some of the
students' beliefs are influenced by their earlier language learning experiences and the
students' cultural origins. Beliefs may be influenced by the purposes of learning as
well; Abid (2012) argues that language learning beliefs are shaped by individuals'
different learning goals, such as learning a foreign language for communicative

purposes, being successful in written exams, or doing research in the academic field.

As a result, investigating learners' beliefs allows us to evaluate which of their beliefs
are practical and valuable, as well as identifying and eliminating those that are
simplistic and unrealistic in order to assist learners in their learning. It is vital to
explore and make learners and teachers aware of their own beliefs about learning,

given the importance of beliefs and the role they play in the learning process.

2.1.1.3. Interaction of the beliefs of teachers and students. Beliefs of students
and teachers about the activities in the class, error correction, translation, grammar
and vocabulary learning and about many aspects may differ. The problem as a result
of this difference was stated by Horwitz (1988) “a gap between teacher and learner
beliefs can lead to reduced learner confidence in and satisfaction with the class and to
unwillingness to participate in communicative activities” (p. 290), with a probable

negative, unsuccessful learning-teaching act for both parts.

A discrepancy between beliefs and practices might generate teachers’ and students’
loss of self-confidence and unhappiness with the lesson, and also, they feel
disappointed and alienated. Horwitz, Horwitz and Cope (1986) stated that foreign
language teachers who are aware of their students' language learning beliefs can help
them acquire self-confidence by coping with unfavorable conditions such as isolation
and powerlessness in the classroom setting. The revelation of students’ and teachers’

beliefs thus means a lot. In a study conducted by Kern (1995), teachers' and students'
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beliefs were parallel and effective on each other to some extent, but individual analyses

revealed far bigger discrepancies as well.

When students and teachers properly interpret one other's expectations and intents,
learning is increased (Barcelos, 2000). Most importantly, a reflective partnership
between students and teachers can be fostered by discussing attitudes and beliefs about
language learning and this creates and atmosphere of partnership that enables both
parties detect and possibly avoid learning difficulties through joint thought and action.
When a teacher's beliefs do not align with the beliefs and expectations of learners, a

collision of expectations can occur, resulting in worse language learning performance.

Learner and teacher beliefs are connected, according to Nettle (1998) and learner
beliefs tend to evolve in the same direction of beliefs of the teacher. Riley (2009)
claims that students' responses to their beliefs altered in the direction of teachers'
reactions. According to Rozelle and Wilson (2012), regarding inexperienced teachers'
behaviors and beliefs, mentors had a significant impact on them. Teachers' beliefs

shifted to reflect from those of their mentors.

2.1.1.4. Change of beliefs. The changeability of a belief is a point of contention
among scholars who study "beliefs.” There are various studies on teachers’ beliefs and
the changes in their beliefs. Horwitz (1987) defines language learning beliefs as
internalized, stable and unchanging beliefs that are preserved in the mind. Wenden
(1999) pointed out that when individuals reach cognitive maturity, they can change
their negative language learning beliefs by reviewing them and create new ones
instead. Some academics believe that language learning beliefs are rigid and difficult
to alter (Peacock, 1999), but others disagree and believe that they can be dynamic and
change over time (Ellis, 2008). In his study, Kern (1995) discovered relatively little
change over the course of the semester, concluding that learner beliefs do not change
automatically when they are just exposed to new approaches and that learner beliefs

were deeply established.

It's tough to track learners' and teachers' belief changes; but, if we approach the matter
from “changeable” perspective, both language learners and teachers must go through
a psychological deconditioning process in order to get rid of preconceived beliefs and

prejudices that would obstruct their language learning. Beliefs are supposed to drive
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experiences and actions which result in changes in beliefs, according to Richardson
(1996). The relevance of translation, grammar and vocabulary to detrimental beliefs
make studying beliefs very important. If teachers and students’ beliefs seem “changed”
but stays unchanged in their approaches and practices, there will be a clash. Learner
beliefs are “quite well entrenched” (Kern, 1995, p. 76) and do not automatically
change in the case of learners’ being exposed to new methods. Peacock (2001) looked
into the impact of a teacher education program on changing teachers' beliefs about
learning. He looked at how the teachers' beliefs changed over time and found no

significant changes.

2.1.1.5. Beliefs and anxiety. Foreign language anxiety is a complex
phenomenon that incorporates a person's thoughts, emotions, beliefs, and behaviors in
foreign language learning, as well as a person's experience of being frightened and
uncomfortable. It is commonly thought that anxiety gets its roots from a learner’s
negative beliefs. Studying what makes a student anxious is of great importance,
because the harm these beliefs creates on the learner are not determined truly, they go
unnoticed and unsolved, resulting in the failure of learning English. Learners' anxiety,
learning style, motivation, and strategy uptake during language learning are all
affected by their beliefs, according to Bernat and Gvozdenko (2005). Teachers who
detect the prejudiced belief of his student have to cope the student’s anxiety and
recultivate an approach towards it. Supportive and positive beliefs, according to Puchta
(1999), help learners overcome challenges by maintaining motivation, but negative
beliefs might lead to insufficient motvation and anxiety.

Some of the primary factors of anxiety in foreign language learning include personal
and impersonal worries, learners' beliefs about learning a foreign language, teachers'
beliefs about teaching a foreign language, classroom practices and assessment
(Horwitz & Young, 1991). Language anxiety does not just apply to the learners, but
also to the teachers. Teachers who are more anxious are less likely to utilize English-
intensive teaching methods and are more likely to use mother tongue in the classroom.
Furthermore, foreign language anxiety may inhibit teachers from efficiently presenting
the target language, interacting with students, and functioning as a good role model,

potentially resulting in negative messages (imposing negative beliefs) about language
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learning in the target language. Communicative activities in English, grammatical
explanations in the target language and role play activities are avoided by the more

anxious teachers.

2.2. Pioneering Studies Conducted with BALLI

Horwitz (1985) conducted a research utilizing from the Foreign Language Survey
(FLAS) which was pioneered by Garcia, Reynolds and Savignon (1974) and BALLI.
Answers of the students showed that the types of beliefs that students held could hinder
their ability to learn. In the foreign language methods class, it was also claimed that a
systematic revalation of beliefs about language learning improved student learning and

satisfaction. Some overlaps between the two surveys was found discussed in the study.

Horwitz (1988) investigated the beliefs of a group of first-year foreign language
students who were studying German, French and Spanish. The responses of the
students were remarkably consistent. Regardless, the data revealed a few tiny
differences across the groups. Most of the students thought difficulty of language is
dependent and majority of them thought the target language is of medium difficulty.
The majority felt 1-2 years would be enough to learn another language. They were
mostly optimistic about their speaking abilities. Many of the students did not see
themselves as “particularly gifted language learners”. Most of them thought it is easier
learning a language for children than adults. They seemed against the belief about
math-science and related to learning a language or women’s being better than men
about learning a language. For the item 33 Americans’ being good at language
learning, the result is concerning, many of them seems in disagreement. German and
Spanish students were into translation (70-75%), but French students were not (15%).

They all seemed to learn the language to know its speakers better.

Horwitz (1999) compared the beliefs of different cultural groups. Although there were
some differences in terms of beliefs across American, Korean and Turkish heritage
groups, there were no clear cultural differences in responses to individual BALLI
items. Beliefs may have differed depending on their age and professional level due to
variances in beliefs between French and American educators. Several of the disparities

between the four American groups, as well as the two groups of learners with Korean
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and Turkish ancestry, might be traced to differences in learning environments rather

than culture.

Rifkin (2000) conducted a very comprehensive study. Learners' beliefs in their first
year of instruction were compared to learners' beliefs at other levels. Learners' beliefs
in commonly versus less commonly taught languages were compared. Learners'
beliefs at public research institutions versus learners' beliefs at small private liberal
arts colleges were compared. The study was applied to 1,000 learners of 10 different
languages at three different institutions. In the study were put forward three null
hypotheses: 1-There is no relationship between beliefs about language learning and
level of instruction. 2-There is no relationship between language learning beliefs and
the language or language type studied. 3-There is no relationship between beliefs
about language learning and the nature of the institution. The first null hypothesis had
to be rejected because learners at the first-year level held beliefs that were significantly
different from those held by learners at other levels in. Second null hyphothesis had to
be rejected because learners of less commonly taught languages did not have
significantly different beliefs about language learning than learners of more commonly
taught languages. On the contrary, learners of commonly taught languages held
similar beliefs to those held by their counterparts learning less commonly taught
languages about some statements. It’s probable that the particular language or its
difficulty, rather than the language group (commonly or less commonly taught
languages), has a bigger role in forming or forecasting learners' beliefs.) Third null
hyphothesis had to be rejected. It was probable that the individual institution or
location of the institution, instead of the nature of the institution (large research
institution or small private college) is an important factor in forming or forecasting

learners’ beliefs. The rejection rates of the three null hypotheses were varied.

2.2.1. Studies conducted with BALLI with student teachers. Pajares (1992),
in his article, paid attention to the beliefs of teachers and teacher candidates and
remarked a focus to educational field and informed the field through his study in a way
that the deficiency of such kind of research could benefit from. The difficulty in
studying teachers’ beliefs may have been caused by definitional problems and poor

conceptualizations and different concepts of beliefs and belief structure. The article
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first examined the meaning given to beliefs and how those meanings differed from that
of knowledge and provided a definition of belief and explored belief structures and

their nature as in the path of main researchers in the field.

Harrington and Hertel (2000) investigated 20 pre-service teachers studying at English
language teaching departments at two different universities. BALLI and FLAS were
applied to the participants at the beginning and end of the teaching methods courses
given in two different universities. The results showed that the language learning
beliefs of most of the participants were fixed at the beginning and end of the lessons,

while the language learning beliefs of some student teachers changed positively.

Peacock (2001) conducted a longitudinal research looking at how 146 trainee ESL
teachers' beliefs regarding learning changed over the course of three-year program.
BALLI was used to gather first-year student teachers’ beliefs on language learning in
comparison to teacher beliefs. Because of the fact that trainees may have had erroneous
beliefs about language learning at the start of the program, it was intended that as they
studied methodology, these beliefs would alter. It was thought that working on
incorrect student teachers’ beliefs was important because they could have a long-term
impact on their future teaching experience. While student teachers progressed through
their second and third years of study, developmental changes were monitored; but
there were not notable changes in their beliefs. It was concluded that significant effort
should be done to eradicate any negative trainee beliefs if available before trainee

teachers begin teaching.

Richardson (2003) revisited the literature in her study on teacher candidates’ beliefs
to uncover the relationship between beliefs and actions and the changeability of these
beliefs. She first developed a definition of beliefs in her paper on how those constructs
differed from knowledge. She explained what was known about teacher candidates’
beliefs on a variety of topics and where these beliefs may have come from.
Recognizing student beliefs affect the ways in which teacher candidates approach the
teacher education program and what they learn, because beliefs are taken as anticipated
or unanticipated outcomes of the educational process. The focus in the preservice
teacher education literature caught attention of many scholars and Richardson (2003)
because of the fact that student teachers brought strong beliefs about teaching and

learning with them at the end of twelve or more years as students in formal education.
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How or whether or not these misdirected or the fact that incorrect or ineffectual beliefs
may be changed during the teacher education program was taken in hand in the paper.
It was suggested that beliefs were important in the education of student teacher

education and that their change and development should be a priority to uncover.

Vibulphol (2004) analyzed pre-service EFL teachers' beliefs about language learning
and the link between their beliefs and teaching practices during their practice teaching.
42 pre-service EFL teachers completed BALLI before and after their practical
teaching. Foreign language aptitude existed and they possessed it. English was a
medium-difficult language that anyone could learn to speak fluently in five years.
Some skills were found to be more difficult than others. Learning grammar rules,
vocabulary and cultural knowledge was important and language immersion was

beneficial. Learning how to translate was unnecessary.

Altan (2006) conducted BALLI research at five universities to 248 students. The
participants were from the departments of English, German, French, Japanese, and
Arabic. As a result of the research, it was found that students had various beliefs with
varying degrees of realism. 74 of the student teachers were males and 174 of them
were females. Most of them thought that difficulty of language is dependent. Japanese
and Arabic language students rated the languages as very difficult, French and German
language students followed them in lesser degrees.70% of English language students
believed English is an easy language to learn. Most of the students thought 1-2, 3-5
years would be enough to learn a language. Most of them believed in their own special
abilities to learn and some people’s being born with a special ability. Majority of them
thought that everyone could learn a language. Most of the students stayed neutral
against Turkish people’s ability to learn a language and the result was found quite
negative and concerning. 55% of them disagreed with the item stating learning a

language is translation from target language.

Kunt and Ozdemir (2009) checked possible change of beliefs of students who took
methodology courses at the beginning and at the end of their teacher education
program. BALLI was applied to pre- service English language teachers. The results
indicated that there were various beliefs among all the pre-service teachers. The results
showed that prospective teachers’ engagement in methodology courses seemed to have

a little impact on the improvement of their beliefs. The study had the objectives to
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compare the student teachers’ beliefs about language learning in the first and last year
of a pre-service program and to describe the difference between the beliefs of students
taking the initial and those taking the final methodology courses. There was not
significant difference among the beliefs of students taking the first and the last
methodology course. Nearly all beliefs of pre-service teachers stayed the same. They
believed that some languages were easier to learn and majority of them agreed that the
language they would teach in the future was of medium difficulty. It was found that
student teachers believed that children were better learners and that if one had spoken
a foreign language, it would be easier for them to learn another. Most of them believed
that everyone could learn to speak a foreign language and believed that some people
had a special ability to learn foreign languages. They believed they were among the
people who had special ability to learn a language. They believed that repetition and
practice were of great importance. Second and fourth year student teachers believed
that it was important to speak the language with excellent pronunciation. Most of them
disagreed with the belief that one shouldn’t say anything until one could say it
correctly. Majority of them stated that speaking English is very important in their
country and nearly all believed that speaking English would give them opportunities
to find better job.

Altan (2012) investigated 217 ELT students and BALLI was used to collect the data.
Most of the students supported the item about children’s language learning ability; the
item about everyone can learn a language, the item about people who speaks more than
one language are intelligent. They did not agree with the items for Turkish people
abilities to learn a language, women were better learners than men. Nearly 40% of
them thought English was a medium difficult language and could be learned 1-2 years
or 3-5 years and student teachers believed that some languages were easier to learn.
Most of them were into vocabulary learning, nearly 30% of them into grammar-based
learning. They mostly disagreed that learning a new language is translation from target
language. They seemed in favor of communicative environment opportunities for

practicing the language.

Cimen (2015) investigated pre-service and in-service English language teachers'
beliefs on language learning as well as whether there were any disparities between

their beliefs. As a result of her study, fourth-year and in-service teachers aware found
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to be more confident in their language learning abilities than pre-service teachers.
People who spoke more than one language were considered to be clever by first-year
pre-service teachers, but the belief appeared to eradicate as education and experience
increased with fourth-year and in-service teachers. It was found that learning a
language were more difficult for first-year pre-service teachers than for fourth-year
pre-service teachers and in-service teachers. Translation played a big role for most of
the first years although for fourth years and in-service teachers, it did not not. The first
years believed that grammar was the most important part, on the other hand, the belief
decreased to only 9% and 10% with fourth years and in-service teachers. Learners'
beliefs of the importance of excellent pronunciation alter as they got more education
in language teaching and experience with the language and teaching. In-service
teachers and fourth-year students were more optimistic than first-year students about

the importance of speaking English.

Higmanoglu (2016) investigated the beliefs of EFL students in preparatory programs,
taking into account the effects of gender, language ability and foreign country
experience on language learners' beliefs about language learning. 149 EFL students
took part in the study. as a result of the study, it was found that male students had more
positive beliefs about language learning than female students in terms of foreign
language aptitude, difficulty of language learning and learning and communication
strategies. Learners with a second language knowledge background had more positive
beliefs in terms of foreign language aptitude, learning and communication strategies
and the nature of language learning. Language learners with foreign country
experience had more positive beliefs about language learning than language learners
without foreign country experience in terms of language learning difficulty, learning

and communication strategies, and language learning nature.

2.2.2. Studies conducted with BALLI taking into account gender effect.
Tercanlioglu (2005) looked into language learning beliefs of pre-service EFL teachers
with an addition of gender effect on beliefs. BALLI was completed by 118 EFL student
teachers. The category of motivations and expectations received the highest score in
the research. According to the analysis of gender-related differences, the results did

not show significant differences between males and females.
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Bernat and Lloyd (2007) investigated the relationship between gender and language
learning beliefs in their study. Only one item was statistically significant, while
another was only slightly significant, indicating that males and females had similar
beliefs about language learning. Females were more inclined than men to feel that
multilingual people are extremely brilliant. Females were less likely than men to like

conversing in English.

Daif-Allah (2012) examined 250 male and female students’ beliefs about learning
including the role of gender, using BALLI. The results showed that they have positive
and realistic beliefs on foreign language learning, communication skills, motivation,
and expectations. About the difficulty and nature of language learning, males and
females had similar beliefs. In the elements of English language aptitude, learning and
communication strategies, motivations and expectations, statistical gender disparities

were shown to be significant.

Yazici (2014), in her study, aimed to see if there was a statistically significant
difference in attitudes toward language acquisition between male and female
university prep class students. BALLI was customized for Turkish EFL students.
Except for the item 30, the study found no significant differences between males and
females. The study's only statistically significant difference involved the association
between speaking multiple languages and being extremely brilliant. The item for those
who spoke more than one language were exceptionally intelligent received

substantially more approval from female students.

Mudra (2016) looked into the beliefs of prospective language teachers about language
learning in addition to gender differences in their beliefs. Conducted with BALLI, 100
male and female EFL students participated in the study. Except for a few items, there
was not any significant gender difference in beliefs about English learning. One
difference in terms of beliefs is about the item of whether or not learners who are
skilled at math will have difficulty in learning English. More female students believed
in the item, but only fewer male students did. Another difference between males and
females is whether or not they will ultimately be able to communicate effectively in

English.
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CHAPTER 11

METHODOLOGY

In this section, there are explanations about the study’s methodology and it includes
research design, normality test results in BALLI in this study, the research questions,
the study’s participants, data collection tool, reliability level of BALLI in this study

and in similar studies and data collection process.

3.1. Research Design

The study necessitated the quantitative research and analysis of data. Quantitative
research method was characterized by Sukamolson (2010), “numerical representation
and manipulation of observations for the purpose of describing and explaining the
phenomena that those observations reflect” (p.4). And also, according to Aliaga and
Gunderson (2000), quantitative research is gathering numerical data and analyzing it
using mathematically based methodologies to describe the phenomenon. BALLI is a
a 34 item Likert-type self-report questionnaire which was applied to 211 ELT students
teachers at Mehmet Akif Ersoy University, Burdur. The version of BALLI for EFL
(English as a Foreign Language) students was utilized. The language learning beliefs
of ELT student teachers were determined using a survey model, which serves as one
of the quantitative research methods. According to Ponto (2015), the primary goal of
survey research is to identify the characteristics of large sample groups for the research
topic, and it can be done rapidly and efficiently. Due to the fact that the participants
were pre-service English teachers, the scales were applied to the participants in their

original form in English.

Percentages and mean scores were generated to indicate descriptive results in response
to first and second research questions. Frequency and percentage analyzes were used
to determine the descriptive characteristics of the participants and to analyze the
answers they gave to 34 items in the inventory. Mean and standard deviation statistics
were used to analyze the inventory. The data obtained through BALLI were analyzed
using descriptive statistics in (the Statistical Package for the Social Sciences) SPSS
22.0. The t-test was used to investigate the differences according to the gender of the
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students, and the one-way analysis of variance (ANOVA) was beneficial in the
analyses according to the class, because the data indicated a normal distribution

according to the Normality Test Results below.

3.2. Normality Test Results in BALLI in This Study

In the relevant literature, it is accepted as a normal distribution that the results
regarding Kurtosis and Skewness values of the variables are between +1.5 and -1.5
(Tabachnick and Fidell, 2007), +2.0 and -2.0 (George and Mallery, 2019).

Since the data showed a normal distribution according to the Normality Test Results
below, the t-test was used to analyze the differences according to the gender of the
students, and the one-way analysis of variance (ANOVA) was benefitted in the

analyzes according to the class.

Table 1.
Normality Test Results in BALLI in This Study

Inventory/  Foreign  Difficulty of  Nature of  Learning and Motivations
Scalein  Language Language Language communication and
General  Aptitude  Learning Learning  Strategies Expectations
Kurtosis  ,286 ,099 ,469 -,071 ,450 1,701
Skewness  -,039 -,097 -,377 -,102 ,240 -1,075

3.3. Participants

Participants of this study consists of Mehmet Akif Ersoy University’s English
Language Teaching (ELT) department’s students in Burdur.
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Table 2.

Distribution of The Participants According to Their Descriptive Specialties

Groups Frequency(n) Percentage (%)
Gender

Female 125 59,2
Male 86 40,8
Class

Preparatory Class 30 14,2

1 56 26,5

2 49 23,2

3 33 15,6

4 43 20,4

Total number of the students who filled the inventory without any absence were 211.
%59.2 (125) of the participants were females and %40.8 (86) of the participants were
males. %14.2 (30) of the participants were from preparatory class, %26.5 (56) of the
participants were freshmen (first class), %23.2(49) of the participants were
sophomores (second class), %15.6 (33) of the participants were juniors (third class),
%20.4 (43) of the participants were seniors (fourth class). Only the students whose
inventories were fully filled were taken into account and that had already been stated
in the forms that Mehmet Akif Ersoy University demanded. While applying the

inventories, they were required to fill those consent forms as well.

3.4. Data Collection Tool: Beliefs About Language Learning Inventory (BALLI)

The instrument held in this study is called the Beliefs about Language Learning
Inventory (BALLI), created by Elaine Kolker Horwitz in 1988. Horwitz created the
inventory in 1985 and she later developed into three different BALLIs, the first for
language teachers; the second one for ESL and EFL students and the third one for the
students of commonly taught languages (CTLs) in the United States. The version of
BALLI for EFL students has been utilized in the study. The components of each
category are given below.

1. “The difficulty of the language learning” includes six items: B3, B4 B6 B14, B24
and B28.
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2. “Foreign language aptitude” includes eight items: B1, B2, B10, B15, B22, B29,
B32, B33, AND B34.

3. “Nature of language learning” includes eight items: B5, B8, B11, B16, B20, B25,
B26, and B28.

4. “Learning and communication strategies” includes seven items: B7, B9, B12, B13,

B17, B18, B19 and B21.
5. “Motivation and expectations” includes four items: B23, B27, B30 and B31.

Three items (B5, B30, and B33) were adapted to Turkish context in the study. The
level of agreement in the inventory is assessed as: 1 meaning “strongly disagree” (SD),
2 meaning “disagree” (D), 3 meaning “neither agree nor disagree” (NAND), 4
meaning “agree” (A) and 5 meaning “strongly agree” (SA). Other than SD-SA, two

items B4 and B14 were opted differently because two items were more verbal-like.
B4, The language | am trying to learn is:

1) a very difficult language, 2) a difficult language, 3) a language of medium difficulty,

4) an easy language, 5) a very easy language.

B14, If someone spent one hour a day learning a language, how long would it take

them to speak the language very well?

1) less than a year, 2) 1-2 years, 3) 3-5 years, 4) 5-10 years, 5) you cannot learn a
language in one hour a day.

3.5. Reliability Level of BALLI in This Study and in Similar Studies

Cronbach's alpha is a statistic used to determine whether or not tests and scales created
or implemented for research projects are fit for purpose. Cronbach's alpha is a
commonly used indicator of reliability in investigations. In this study Cronbach Alfa
value of BALLI was calculated and it has been determined that the inventory has been
reliable. Reliability level of this study is 0,854. The five main categories’ Cronbach
Alpha values were calculated and found respectively: 0.854, 0.849, 0.776, 0.800,
0.811, 0.862.
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Table 3.
Reliability Levels of BALLI in Similar Studies

Reliability level in other studies

Yang (1992) 0.69
Park (1995) 0.61
Truitt (1995) 0.63
Kunt (1997) 0.64
Kim-Yoon (2000) 0.60
Yaman (2012) 0.79
Jafari and Shokrpour (2012) 0.85
Ozyer and Ozcan (2020) 0.89
Geng, Kulusakli and Aydin (2016) 0.79
Dost (2021) 0.83

Cronbach Alpha values are demonstrated in similar studies conducted before Table 3
above.

Table 4.
Reliability Level of BALLI and Its Categories in This Study

Reliability Level of this study 0.854
Difficulty of Language Learning 0.849
Foreign Language Aptitude 0.776
Nature of Learning 0.800
Learning and Communication Strategies 0.811
Motivation and Expectations 0.862

On Table 4, the values of this research were given. Alpha was developed by Cronbach
(1951) to provide a measure of the internal consistency of a test or scale; it is expressed
as a number between 0 and 1. Internal consistency describes the extent to which all the
items in a test measure the same concept or construct and hence it is connected to the

interrelatedness of the items within the test” (Tavakol and Dennick, 2011, p.53)

Cronbach alpha must be higher than .70, according to Hair, Anderson, Tatham, and
Black (1998). Nikitina and Furuoka (2006) stated that despite critiques and
uncertainties surrounding the reliability of BALLI, Horwitz's instrument can be
considered to be a good tool for conducting research on language acquisition beliefs

in different socio-linguistic settings.
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3.6. Data Collection Process

The study was conducted in the second week of fall semester of 2021-2022 academic
year using Beliefs about Language Learning Inventory (BALLI). The researcher
informed all relevant departments about the study and sought authorization from the
ethics committee. Instructors informed their students about the research in advance
and the researcher was permitted to gather data at the end of each instructor’s lesson.
The inventory was applied by the researcher at the end of each course for
approximately 15 minutes. During the data collection process, a stress-free
environment was intended to be created so that participants would fill out the
questionnaires accurately and completely. Some of the surveys, however, were
discovered to be incomplete and were removed from the study. Finally, the researcher
gathered all of the ELT student teachers' surveys and processed them for data analysis.
Only the students whose inventories were fully filled were taken into account and that
had already been stated in the forms that Mehmet Akif Ersoy University demanded.

While applying the inventories, they were required to fill those consent forms as well.
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CHAPTER IV

FINDINGS

The findings were compiled and presented in this chapter. The goal of this study has
been to learn more about the beliefs of ELT student teachers at a Turkish state
university. The study's second goal has been to see if there is a link between gender
and students' beliefs about language learning and to see if there is a link between
students' beliefs and the class they are enrolled in.

4.1. Descriptive Analysis of the Findings of BALLI

Students were given the BALLI to investigate their beliefs toward language learning.
The data was assessed using descriptive statistics. Horwitz's (1988) original
classification of five primary areas, including the difficulty of language learning,
foreign language aptitude, the nature of language learning, learning and
communication strategies and motivation and expectation, guided the analysis of
participants’ replies. As BALLI just identifies students' beliefs about language
learning, it does not yield a total score. As a result, students' responses to each item
are taken in hand as an identification of a belief. Overall frequency of each question,

mean scores, and percentages were determined.

The rating of the scale is “very low (1.00-1.79)”, “low (1.80-2.59)”, “medium (2.60-
3.39)”, “high (3.40-4)” ,19)” and “very high (4.20-5.00)”. The results for each of

BALLI's five areas are presented on the following pages.

4.1.1. Findings of the difficulty of language learning. The BALLI items B3,
B4, B6, B14, B24 and B28 defines the beliefs about the difficulty of language learning.
Item B24 and B28 look at the relative difficulty of different language skills, while item
B6 inquires about students' expectations of success. When the answers given by the
participants of the research to the statements about the difficulty of learning are

examined, the results have been gathered as below.
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Table 5.

Percentages and Frequencies of Beliefs about the Difficulty of Language Learning

Strongly Disagree Disagree  NAND Agree Strongly Agree

f % f % f % f % f % Mean SD
B3 2 0,9 2 09 8 38 87 412 112 53,1 4,445 0,704
B4 12 5,7 43 20,4 110 52,1 42 199 4 1,9 2,919 0,839
B6 2 0,9 3 14 28 133 75 355 103 48,8 4,299 0,823
B14 10 4,7 13 6,2 63 299 90 42,7 35 16,6 3,602 0,992
B24 45 21,3 85 40,3 47 223 20 95 14 6,6 2,398 1,122
B28 17 8,1 46 218 31 14,7 65 30,8 52 24,6 3,422 1,290

For B3, some languages are easier to learn than others, %94,3 (n=199) of the
respondents either agreed or strongly agreed. They agreed with the statement B3 at a
very high level (x=4,445). For B6, | believe that | will ultimately learn to speak this
language very well, %84,3 (n=178) of the respondents either agreed or strongly agreed.

They agreed with the statement B6 at a very high level (x=4,299).

For B4, the language | am trying to learn is: A=Very difficult B=Difficult C= Medium
difficulty D = Easy E = Very Easy

%b5,7 (n=12) of the respondents found English very difficult, %?20,4 (n=43) of the
respondents found English difficult, %52,1 (n=110) of the respondents found English
medium-difficulty, %19,9 (n=42) of the respondents found English easy, %1,9 (n=4)
of the respondents found English very easy. They mostly believed that English is a

medium-difficult language to learn.

For B14, If someone spent one hour a day learning a language, how long would it take
him/her to become fluent? A=less than a year B = 1-2 years C = 3-5 years D = 5-10

years E = you can't learn a language in 1 hour a day,

%4,7 (n=10) of the respondents opted for you can't learn a language in 1 hour a day;
(n=13) of the respondents opted for 1-2 years; %29,9'u (n=63) of the respondents opted
for 3-5 years; %42,7 (n=90) of the respondents opted for 5-10 years; %16,6 (n=35) of
the respondents opted for less than a year. They mostly believed the optimum learning

period of language learning is between 5-10 years.
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For B24, it is easier to speak than understand a foreign language, %61,6 (n=130) of
the respondents either strongly disagreed or disagreed, they agreed with the statement
B24 at a weak level (x=2,398). For B28, it is easier to read and write this language
than to speak and understand it, %55,4 (n=117) of the respondents either agreed or

strongly agreed. They agreed with the statement B28 at a high level (x=3,422).

In sum, they believed some languages’ being easier to learn and English was a medium
difficult language and took 5-10 years to learn. They believed in their ultimate goal to
learn english vey strictly and it was easier to read and write than to speak and

understand it.

4.1.2. Findings of foreign language aptitude. BALLI items B1,B2, B10, B15,
B22, B29, B32, B33 and B34 defines the beliefs the foreign language aptitude. The
items examine whether student teachers believe in the presence of some specific
talents for language acquisition in general, as well as opinions toward successful and
unsuccessful language learners. When the answers given by the participants of the
research to the statements about the foreign language aptitude are examined, the results

have been gathered as below.

Table 6.

Percentages and Frequencies of Beliefs about the Foreign Language Aptitude

Strongly Disagree Disagree  NAND  Agree Strongly Agree
f % f % f % f % f % Mean SD
B1 4 1,9 100 47 4 19 65 308 128 60,7 4,436 0,894
B2 9 4,3 17 81 36 171 90 42,7 59 28,0 3,820 1,063
B10 9 4,3 12 57 28 133 101 479 61 289 3915 1,015
B15 1 0,5 5 24 48 227 98 464 59 28,0 3,991 0,805
B22 73 34,6 52 246 69 32,7 9 43 8 38 2,180 1,076
B29 89 42,2 73 346 29 13,7 15 7.1 5 24 1929 1,028
B32 14 6,6 39 185 55 26,1 63 299 40 19,0 3,360 1,176
B33 95 45,00 77 365 24 114 6 28 9 43 1,848 1,022
B34 4 1,9 7 33 14 66 75 355 111 52,6 4,336 0,887

For B1, itis easier for children than adults to learn a foreign language, %91,5 (n=193)
of the respondents either agreed or strongly agreed; they agreed with the statement B1

at a very high level (x=4,436). For B2, some people are born with a special ability
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which helps them learn a foreign language, %70,7 (n=149) of the respondents either
agreed or strongly agreed; they agreed with the statement B2 at a high level (x=3,820).
For B10, it is easier for someone who already speaks a foreign language to learn
another one, %76,8 (n=162) of the respondents either agreed or strongly agreed; they
agreed with the statement B10 at a high level (Xx=3,915). For B15, | have a foreign
language aptitude, %74,4 (n=157) of the respondents either agreed or strongly agreed;
they agreed with the statement B15 at a high level (x=3,991). For B34, everyone can
learn to speak a foreign language, %81,1 (n=186) of the respondents agreed or

strongly agreed. They agreed with the statement B34 at a very high level (x=4,336).

For B22, women are better than men at learning foreign languages, %59,2 (n=125) of
the respondents strongly disagreed or disagreed, they agreed with the statement B22
at a weak level (x=2,180). For B29, people who are good at math and science are not
good at learning foreign languages, %76,8 (n=162) of the respondents strongly
disagreed or disagreed, they agreed with the statement B29 at a weak level (x=1,929).

For B32, people who speak more than one language well are very intelligent, %25,5
of the respondents strongly disagreed or disagreed; %26,1 of the respondents were
undecided, %48,9 of the respondents agreed or strongly agreed. They agreed with the
statement B32 at a medium level (x=3,360). They seem indecisive about the item.

For B33, Turkish people are good at learning foreign languages, %81,6 (n=172) of
the respondents strongly disagreed or disagreed; they agreed with the statement B33
at a weak level (x=1,848).

In sum, they believed children’s superiority in language learning capability and some
people’s certain abilities to learn a foreign language and after mastering a foreign
language, another one would be easier to learn. They also believed in their aptitude to
learn and in other people’s abilities learn languages. They did not agree with women’s
being superior in terms of language ability or a similarity between lannguage learning
and learning other disciplines and they seem indecisive about multilingual people’s
being very intelligent. They did not agree with Turkish people’s abilities to learn
English.
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4.1.3. Findings of the nature of language learning. BALLI items B5, B8,
B11, B20, B25, B26, B28 deals with the beliefs about the nature of learning. The role
of cultural involvement and linguistic engagement in language learning is examined
in items B8 and B1l. Item B25 assesses whether the learner regards language
acquisition as distinct from other types of learning, whereas items B16, B20, and B26
assess the learners' understanding of the task's objective. Students' perceptions of
structural differences between English and the target language are assessed in item B5.
When the answers given by the participants of the research to the statements about the

nature of learning are examined, the results have been gathered as below.

Table 7.

Percentages and Frequencies of Beliefs about The Nature of Language Learning

Strongly Disagree  Disagree NAND Agree Strongly Agree
f % f % f % f % f % Mean SD
B5 0 0,0 0 0,0 0 0,0 21 10,0 190 90,0 4,900 0,300
B8 6 2,8 37 17,5 48 22,7 77 365 43 20,4 3,540 1,088
B11 0 0,0 2 0,9 8 38 42 199 159 754 4,697 0,588
B16 5 2,4 13 6,2 26 12,3 102 48,3 65 30,8 3,991 0,946
B20 35 16,6 62 29,4 53 25,1 52 24,6 9 43 2,706 1,138
B25 6 2,8 12 57 16 76 97 46,0 80 37,9 4,104 0,965
B26 12 57 55 26,1 75 355 54 256 15 7,1 3,024 1,016
B28 17 8,1 46 21,8 31 14,7 65 308 52 246 3,422 1,290

For B5, the structure of English is different from that of Turkish, %10,0 (n=21) of the
respondents agreed, %90,0 (n=190) of the respondents strongly agreed. They agreed
with the statement B5 at a very high level (x=4,900). For B25, learning a foreign
language is different from learning other school subjects, %83,9 (n=177) of the
respondents agreed or strongly agreed. They agreed with the statement B25 at a high
level (x=4,104). For B28, it is easier to read and write this language than to speak and
understand it, %55,4 (n=117) of the respondents agreed or strongly agreed.They
agreed with the statement B28 at a high level(x=3,422).
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For B8, it is necessary to know the foreign culture in order to speak the foreign
language, %56,9 (n=120) of the respondents agreed or strongly agreed. They agreed
with the statement B8 at a high level (x=3,540). For B11, it is better to learn a foreign
language in the foreign country, %95,3 (n=201) of the respondents strongly agreed or

agreed. They agreed with the statement B11 at a very high level (x=4,697).

For B16, learning a foreign language mostly a matter of learning many new
vocabulary words, %79,1 (n=167) of the respondents agreed or strongly agreed. They
agreed with the statement B16 at a high level (x=3,991); on the other hand

for B20, learning a foreign language is mostly a matter of learning a many of grammar
rules, %46,0 (n=97) of the respondents strongly disagreed or disagreed; %25,1 (n=53)
of the respondents were undecided, %28,9 (n=61) of the respondents agreed or
strongly agreed. It was determined that the participants agreed with the statement B20
at a medium level (x=2,706). For B26, learning a foreign language is mostly a matter
of translating from English, %31,8 (n=67) of the respondents strongly disagreed or
respondents disagreed, %35,5 (n=75) of the respondents were undecided, %32,7
(n=69) of the respondents agreed or strongly agreed. They agreed with the statement
B26 at a medium level (x=3,024).

In sum, they seemed to be awareof structural differences between English and Turkish
and also thought learning English is different from learning other disciplines and found
it easier to read and write. They believed the importance of immersing in a culture both
physically and communicatively. They believed in the importance of vocabulary
learning most, grammar second and translation last. They did not believe in the

importance of grammar and translation during learning English.

4.1.4. Findings of learning and communication strategies. BALLI items B7,
B9, B12, B13, B17, B18, B19 and B21 deals with the beliefs about learning and
communication strategies. They seem the most connected beliefs to a student's actual
language learning experience. Items B17 and B21 deal with instructional strategies,
whereas items B7, B9, B12, B13, B18 and B19 deal with communication strategies.
When the answers given by the participants of the research to the statements about the
learning and communicating strategies are examined, the results have been gathered

as below.
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Table 8.

Percentages and Frequencies of Beliefs about the Learning and Communication
Strategies

Strongly Disagree Disagree NAND Agree Strongly Agree

f % f % f % f % f % Mean SD

B7 30 14,2 72 341 37 175 48 227 24 11,4 2,829 1,253

B9 3 1,4 21 100 96 455 69 32,7 22 10,4 3,408 0,859
B12 2 0,9 11 52 28 133 93 441 77 36,5 4,100 0,886
B13 7 3,3 13 62 39 185 97 46,0 55 26,1 3,853 0,987
B17 0 0,0 3 14 8 38 26 123 174 82,5 4,758 0,588
B18 12 57 41 19,4 47 223 69 327 42 199 3417 1174
B19 39 18,5 65 308 39 185 38 180 30 142 2,787 1,326
B21 0 0,0 12 57 41 194 109 517 49 23,2 3,924 0,807

For B7, it is important to speak a foreign language with an excellent accent, %14,2
(n=30) of the respondents strongly disagreed, %34,1 (n=72) of the respondents
disagreed, %17,5(n=37) of the respondents neither agreed nor disagreed, %22,7
(n=48) of the respondents agreed, %11,4 (n=24) of the respondents strongly agreed It
was determined that the participants agreed with the statement B7 at a medium level
(x=2,829). For B9, you should not say anything in the foreign language until you can
say it correctly, %45.5 (n=96) of the respondents were undecided, %43,1 (n=91) of
the respondents agreed or strongly agreed. They agreed with the statement B9 at a high
level (x=3,408). For B13, it is okay to guess if you do not know a word in the foreign
language, %72,1 (n=155) of the respondents agreed or strongly agreed. They agreed
with the statement B13 at a high level (x=3,853). For B17, it is important to repeat
and practice often, %94,8 (n=200) of the respondents agreed or strongly agreed. They
agreed with the statement B17 at a very high level (x=4,758). For B19, if you are
allowed to make mistakes in the beginning, it will be hard to get rid of them later on,
%49,3 (n=104) of the respondents strongly disagreed or disagreed, %32,2 (n=68) of
the respondents agreed or strongly agreed. They agreed with the statement B19 at a

medium level (x=2,787).

For B12, if | heard someone speaking the language | am trying to learn, | would go up

to them so that I could practice speaking the language, %80,6 (n=170) of the
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respondents agreed or strongly agreed. They agreed with the statement B12 at a high
level (x=4,100). For B18, | feel self-conscious speaking the foreign language in front
of other people, %52,6 (n=111) of the respondents agreed or strongly agreed. They
agreed with the statement B18 at a high level (x=3,417). For B21, it is important to
practice in the language laboratory, %74,9 (n=158) of the respondents agreed or
strongly agreed. They agreed with the statement B21 at a high level (x=3,924).

In sum, they believed in the importance of speaking with accent semi-heartedly, but
believedin the importance of correctly speaking, guessing an unknown word and
repetition and practice strictly. They thought they felt self-conscious during speaking
English, but again they believed they would go up t to speak English. They seemed
hesitant about the first mistakes and thought it would be harder to correct them

afterwards.

4.1.5. Findings of motivation and expectations. BALLI items B23, B27, B30,
and B31 deals with the beliefs about motivation and expectations and They relate to
students' aspirations, possibilities, and prospects for achieving their target language
goals and expectations. When the answers given by the participants of the research to
the statements about the motivations and expectations are examined, the results have
been gathered as below.

Table 9.

Percentages and Frequencies of Beliefs about the Motivations and Expectations

Strongly Disagree Disagree NAND Agree  Strongly Agree

f % f % f % f % f % Mean SD
B23 3 1,4 6 28 7 33 57 270 138 654 4,521 0,813
B27 3 1,4 4 1,9 12 57 66 31,3 126 59,7 4,460 0,806
B30 0 0,0 1 05 55 261 85 403 70 33,2 4,062 0,781
B31 4 1,9 2 09 16 76 66 31,3 123 58,3 4,431 0,827

For B23, if | speak this language very well, 1 will have many opportunities to use it,
%92,4 of the respondents agreed or strongly agreed. They agreed with the statement

B23 at a very high level (x=4,521). For B27, if | learn to speak this language very well
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it will help me get a good job, %91 (n=192) of the respondents agreed or strongly
agreed. They agreed with the statement B27 at a very high level (x=4,460).

For B30, Turkish people think that it is important to speak a foreign language, %73,5
(n=155) of the respondents agreed or strongly agreed. They agreed with the statement
B30 at a high level (x=4,062). For B31, | would like to learn this language so that |
can get to know its speakers better, %89,6 (n=189) of the respondents agreed or

strongly agreed. They agreed with the statement B31 at a very high level (x=4,431).

In sum, they believed in the opportunities English would serve them and it would help
them to get a job. They believed in Turkish people’s need to learn English and also to
know that language with an integrative purpose to know its speakers.

4.2. Findings of Five Categories in terms of Means and Standard Deviation

When the answers given by the participants of the research to the statements in general
and under categories, the results have been gathered as below.

Table 10.

Inventory Point Means

N Mean SD Min. Max.
General Scale/lInventory 211 3,659 0,271 2,880 4,410
FL Aptitude 211 3,486 0,398 2,220 4,560
The Difficulty of Language Learning 211 3,514 0,450 2,000 4,670
The Nature of Language Learning 211 3,798 0,423 2,620 4,750
Learning and Communicating Strategies 211 3,440 0,410 2,250 4,750
Motivations and Expectations 211 4,369 0,499 2,250 5,000

Participants’ results of means has been found as follows: The "General Scale" mean
of the participants is high 3.659+0.271 (Min=2.88; Max=4.41); “English Foreign
Language Aptitude” mean is high 3,486+0.398 (Min=2.22; Max=4.56); “the Difficulty
of Language Learning” mean is high 3,514+0,450 (Min=2; Max=4.67); “the Nature of
Language Learning” mean is high 3.798+0.423 (Min=2.62; Max=4.75); “Learning and
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Communication Strategies” mean is high 3.440+£0.410 (Min=2.25; Max=4.75);
“Motivations and Expectations” mean is very high 4.369+0.499 (Min=2.25; Max=5).

4.3. Findings Related to The Effect of Gender on Learning Beliefs

As to the gender diffferences, the results have been gathered as below. The five

categories and the overall inventory were assessed in terms of gender differentiation.

Table 11.

Differentiation of Inventory Scores by Gender

Group N Mean SD t sd p

Female 125 3,718 0,263
General Scale 3,941 209 0,000
Male 86 3,574 0,261

Female 125 3,546 0,414
English FL Aptitude 2,667 209 0,008
Male 86 3,399 0,359

Female 125 3,553 0,473
The Difficulty of Language Learning 1,526 209 0,128
Male 86 3,457 0,411

Female 125 3,865 0,412
The Nature of Language Learning 2,822 209 0,005
Male 86 3,701 0,421

Female 125 3,504 0,399
Learning and Communicating Strategies 2,797 209 0,006
Male 86 3,346 0,410

Female 125 4,430 0,436
Motivations and Expectations 2,178 209 0,040
Male 86 4279 0,569

Independent Samples T-Test

The overall scale scores of the participants differ significantly according to gender
(t(209)=3.941; p=0.000<0.05). General scale scores of females (x=3,718) were found
higher than males’ general scale scores (x=3.574). English foreign language aptitude
scores of the participants according to gender differ significantly (t(209)=2.667;
p=0.008<0.05). English foreign language aptitude scores of females (Xx=3,546) are
higher than male students' English foreign aptitude scores (x=3,399).
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The nature of language learning scores of the participants differ significantly according
to gender (t(209)=2.822; p=0.005<0.05). The nature of language learning scores of
female students (x=3,865) are higher than male students (x=3,701).

Scores of learning and communication strategies differ significantly according to
gender (t(209)=2.797; p=0.006<0.05). Learning and communication strategies scores
of female students (x=3,504) are found to be higher than male students (x=3,346).

The motivations and expectations scores of the participants differ significantly
according to gender (t(209)=2.178; p=0.040<0.05). The motivations and expectations
scores of female students (x=4.430) are found to be higher than male students’ scores
(x=4.279).

Difficulty of language learning scores of the participants do not differ significantly

according to gender (p>0,05).

4.4. Findings Related to The Effect of Class on Learning Beliefs

As to the class distribution, the results have been gathered as below in general and

under categories.

Table 12.

Differentiation of Inventory Points According to Class — Analysis of One-Way
Variance

Group N Mean SD F p
Preparatory 30 3,679 0,273
1 56 3,709 0,237
General Scale 2 49 3589 0,231 1,363 0,248
3 33 3,673 0,282
4 43 3,650 0,332
Preparatory 30 3,448 0,442
1 56 3,587 0,409
English FL Aptitude 2 49 3438 0,350 1,264 0,285
3 33 3,465 0,335
4 43 3,452 0,439
o . Preparatory 30 3,456 0,374
The Difficulty of Language Learning 1,583 0,180

1 56 3,586 0,463
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2 49 3,486 0421
3 33 3,621 0,425
4 43 3,411 0,516
Preparatory 30 3,867 0,411
1 56 3,804 0,356
The Nature of Language Learning 2 49 3,663 0,451 2,280 0,062
3 33 3928 0,351
4 43 3,797 0,497
Preparatory 30 3,508 0,478
1 56 3,431 0,343
Learning and Communicating Strategies 2 49 3,383 0,338 0,636 0,637
3 33 3,413 0,448
4 43 3,488 0,485
Preparatory 30 4,475 0,466
1 56 4,455 0,465
Motivations and Expectations 2 49 4301 0456 1,336 0,258
3 33 4,280 0,681
4 43 4,326 0,435

Analysis of One-Way Variance

General scale, foreign language aptitude, the difficulty of language learning, the nature

of language learning, learning and communication strategies, motivations and

expectations scores of the participants do not differ significantly according to class

(p>0.05).
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CHAPTER V

CONCLUSION, DISCUSSION AND RECOMMENDATIONS

In the framework two research questions, the researcher interprets and discusses the
data presented in Chapter V in conclusion and discussion part. The purpose of this
study was to look into the relationship between student teachers’ beliefs about
language learning and their relation to their gender and class in a university setting in
Burdur, Turkey. BALLI was delivered to 211 ELT student teachers in order to identify
participants' beliefs on language learning. Student teachers’ beliefs about language

learning were determined using descriptive analyses.

5.1. Conclusion and Discussion

ELT students of Burdur Mehmet Akif Ersoy University were found to believe some
languages’ easiness to learn and their own ability to learn English ultimately. They
believed English was a medium difficult language to learn and a foreign language
could be learned 5-10 years and 3-5 years. They found reading and writing easier in
comparison to speaking and understanding the language. They believed in child
learning superiority over adult learning and also believed in that some people were
born with special talents to learn a foreign language and people who had already learns
a foreign language could master another one easier. They believed everyone could
learn a language and specially they believed in their own aptitude to learn English.
They did not believe in female superiority of language learning and also believed that
learning English was not related to learning math or science or related with learning
other disciplines. They semi-agreed multilingual people’s being clever. They did not
to believe in Turkish people’s being good language learners. They seemed highly
aware of the differences the structures of Turkish language and the importance of
language laboratories. They believed in the importance of language learning in that
foreign culture and the importance of talking with native speakers when they had the
chance. They believed language learning required to learn vocabulary most and
grammar second and did not seem to highly believe in grammar-based learning. They

did not believe language learning meant translation from that language. They did not
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believe in the necessity of speaking with an excellent accent and thought if a learner
was allowed to make mistakes in the beginning, it would be more difficult to correct
later; but they believed in the correct use of English during speaking and also found it
was okay to guess the meaning of an unknown word. They were shown to be self-
conscious during speaking. They believed in the chances English would create for
them as job opportunities and believed that Turkish people thought it was important to
know English. To summarize, transitioning from a student to a teacher is a very effort-
demanding task and defining what ELT student teachers believe about language
learning may be an constructive beginning to facilitate their education and in their
quest to become effective teachers.

The General Scale mean of the participants have been found high. As to the four factors
out of five factors, foreign language aptitude mean, the difficulty of language learning
mean, the nature of language learning, learning and communication strategies means
are high. Motivations and expectations mean is very high. The overall scale scores of

the participants have been found to differ significantly according to gender.

General scale scores of females were found higher than males’ general scale scores.
Foreign language aptitude scores of the participants according to gender differ
significantly. Foreign language aptitude scores of females are higher than male
students' foreign aptitude scores. The nature of language learning scores of the
participants differ significantly according to gender. The nature of language learning
scores of female students are higher than male students. Scores of learning and
communication strategies differ significantly according to gender. Learning and
communication strategies scores of female students are found to be higher than male
students. The motivations and expectations scores of the participants differ
significantly according to gender.The motivations and expectations scores of female
students are found to be higher than male students’ scores. Difficulty of language
learning scores of the participants do not differ significantly according to gender
(p>0,05).

General scale, foreign language aptitude, the difficulty of language learning, the nature
of language learning, learning and communication strategies, motivations and
expectations scores of the participants do not differ significantly according to class
(p>0.05).
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5.1.1. What beliefs do ELT students teachers at Mehmet Akif Ersoy
University have about language learning? The BALLI items B3, B4, B6, B14, B24
and B28 focus on the difficulty of language learning. Item B24 and B28 examine the
relative difficulty of various language skills, whereas item B6 asks about students'

hopes for achievement.

For the item B24, it is easier to speak than understand a foreign language, most of the
students disagreed with the item. For the item B28, it is easier to read and write this
language than to speak and understand it, %51 of the participants either agreed or
strongly agreed. Speaking and writing skills are not assessed in Turkish entrance
exams and causing from this fact, Turkish students’ requirements to learn English
happens to be mainly directed for reading and understanding the grammar; thus, it is
not surprising to confront this belief. Having positive beliefs and attitudes about
examinations is one of the effectives causing learners to do better on tests (Malallaha,
2000); thus they have instrumental motivation to be better in English in reading and
figuring out the structure mostly. It is clear that neutal or disagreeing student teachers,
consisting 49%, seem to have hesitations and hold a critical belief about writing with
the item B28. The result seems to be a realistic one because during writing, they have
to have already had a command of grammar and vocabulary, as well as spelling.

For the item B3, some languages are easier to learn than others, nearly all of the
students agreed or strongly agreed. For the item B4 the language | am trying to learn
is very difficult, difficult, medium-difficult, easy or very easy, they mostly thought
English is medium difficulty language. %5,7 of them opted for very difficult, %20,4
of the student teachers opted for difficult, %52,1 of them opted for medium difficulty,
%19,9 of them opted for easy, %1,9 of them opted for very easy. Regarding B3, most
of the students seem aware of the structures and the difficulty/less difficulty of other
languages. In general, the difficulty of a language is determined by how similar or
dissimilar the target language is to the learner's native language and they seem to be
aware of the dissimilarities between Turkish language structure from other languages.

They do not underestimate the differences between their mother tongue and English.

For B14, If someone spent one hour a day learning a language,how long would it take
him/her to become fluent? %42.7 opted for 5-10 years, %29.9 opted for 3-5 years. It

is seen that they believe the optimal time for language learning is between 5-10 years
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and 3-5 years and this result seems realistic and applicable, not an unrealistic belief. If
learners feel that learning a second or foreign language in a short amount of time is
doable, this belief may lead them to disappointment. Unrealistic student expectations
or incorrect student beliefs about how to study a second or foreign language can lead
to disappointment, mistrust and hesitation for students and eventually a breakdown in
their learning. Students' perceptions of learning accomplishment and their levels of
expectation have a direct impact on them, high levels that are actually achievable aid
in the development of confidence; low or overly high expectations contribute to the
development of incompetence (Puchta, 1999). This disappointment may even result in
learning anxiety which is counted as one of the negative key factors underlying
language anxiety (Horwitz & Young, 1991). The result of the item B14 partially alligns
with the study of Horwitz (1988); 35% of the respondents of hers believed it would
take three to five years to learn commonly taught languages.

BALLI items B1,B2, B10, B15, B22, B29, B32, B33 and B34 focus on the foreign
language aptitude. The items assess if student teachers believe in the presence of
special talents for language learning in general, as well as attitudes toward the

characteristics of successful and failed language learners.

For the item B29, people who are good at math and science are not good at learning
foreign languages, most of the students disagreed with the item. They are not into a
comparison of disciplines apparently and seem aware of the fact that there is not an
evident related link among math or science learning and learning English. The main
distinction between learning a language and subjects like physics and math can be
shown that a language may be learned in multiple dimensions. Similarly in EI-Malki
and Javid (2018) study, they found that students did not believe in a significant link

between learning physics, math and learning English.

For the item B1, it is easier for children than adults to learn a foreign language, 90%
of the participants agreed and strongly agreed. For the item B2, some people are born
with a special ability which helps them learn a foreign language, 70% of the
participants agreed strongly agreed to the statement. For the item B15, | have a foreign
language aptitude, nearly all participants agreed or strongly agreed. The students of
ELT seem to be aware of the innate ability for language acquisition. The students

unanimously agreed that learning a foreign language is simpler for children than for
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adults, confirming the popular belief. The strong belief that children can learn a foreign
language more easily than adults is in line with the critical period hypothesis put
forward by Lenneberg (1967). Starting English teaching to the second grade level of
primary school in Turkey also indicates that the critical period assumption has been
taken into account. To give an excellent English language education for Turkish
elementary and lower secondary students, and in particular for English language
education, from the second grade onwards, the system requires that English instruction
be applied (MoNE 2013, 2018). On the other hand, adults who learn a foreign
language and believe that children are advantageous in learning a foreign language
may be affected by this belief and may develop negative attitudes when they start
learning a foreign language (Bernat and Llyod, 2007). And as a supporting statement,
Carroll (1963) suggests that learning process is influenced by the learner's age, with
older learners being more efficient strategy users than younger ones. The older learners
will have already developed more efficient learning strategies than the younger, while
younger students hasn’t yet been filled up with preconceived beliefs or negative
learning experiences and are prone to take what is taught faster. Another contributory
study to the literature is by Ghenghesh (2010), it was found that as people became
older, their motivation for learning a language decreased.

For B10, it is easier for someone who already speaks a foreign language to learn
another one, nearly 80% of the participants agreed to the item. For B32, people who
speak more than one language well are very intelligent, half of the total participants
seems to agree with the item. Similar result were gathered in a study conducted by
Peacock (2001) and he made a striking comment as a reaction. Most of the trainees
participated stated that learning a second language meant learning a considerable
quantity of vocabulary and grammar rules and that multilingual people were
intelligent. Peacock (2001) found those beliefs "concerning' because they may have a
negative impact on the trainees' future teaching practices, such as overemphasizing
vocabulary and grammar rules and undervaluing their prospective students'
intelligence in the event of failure or slow progress in learning a language and
evaluated the belief about multilinguals’ being depicted as intelligent a restricting one,
because such belief might cause others to lose self-confidence in the cases of their

failure in learning a foreign language.
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For the item B6, | believe that I will ultimately learn to speak this language very well,
most of the respondents agreed or strongly agreed. Those student techers felt confident

about their chances of succeeding as language learners and prospective teachers.

For the item B33, Turkish people are good at learning foreign languages, %45 of the
respondents strongly disagreed, %36,5 of the respondents disagreed and the rest seems

neutral or in agreement;

According to statistical data gathered from EF EPI1 (2021), (Education First EF Exam
and English Proficiency Index) Turkey’s rank is not pleasant at all. This shows learners
incompetence in English. Our country’s result 70th out of 112 countries/regions and
34th out of 35 among European countries. It means a low proficiency and low
proficiency band specialties are as follows: Turkish people can navigate an English-
speaking country as a tourist, can understand small talks with colleagues and

understand simple emails from colleagues.

Horwitz (1988) focussed the attention on the fact that the participants had partially
negative beliefs about their foreign language learning abilities and that they evaluated
themselves as "only enough to do the language learning”. In a study conducted by
Sevik, Yal¢in and Bostancioglu (2018), %30,7 of the participants felt pessimistic about
Turkish people’s capabilities about English learning and %43,6 of them stayed neutral
instead of expressing their negative beliefs about Turks. Altan (2006) stated that while
pre-service teachers believe that everyone can learn a foreign language, they disagree
with the idea that Turks are competent at learning foreign languages according to his
reseach. These beliefs of pre-service teachers may create a harmful effect that they
might develop low expectations for foreign language learners in the future and learners
might be adversely affected by this situation. According to Peacock (1998), erroneous

beliefs can lead to a lack of student confidence by attributing failure to a lack of talent.

It was determined that the participants agreed with the statement B6 statement | believe
that 1 will ultimately learn to speak this language very well at a very high level and
nearly all of the participants agreed in themselves and also for B34, everyone can learn
to speak a foreign language, most of the participants strongly agreed,; but in contrast
to B6, for B33 item for Turks being good at language learning, the result is striking
and clearly detrimental to their learning and future teaching. They believe in

themselves for their ultimate proficiency in speaking, but it sounds very disappointing
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that they do not believe in Turkish people capabilities about language learning. The
concept of foreign language aptitude might lead to a pessimistic attitude toward
language acquisition. A participant's notion that everyone can learn a foreign language,
but Turks are neither good nor awful at it, can lead to negative expectations about their
future teaching (Altan, 2006).

For the item B22, women are better than men at learning foreign languages, most of

the participants disagreed to the item and preferred not making a discrimination.

Girls may learn to solve issues through social communication from an early age,

whereas boys may learn to solve problems by physical exploration and self-action.

The most well-known ‘gendered’ aspect of second and foreign language learning, and
indeed the key issue for many, is probably that girls tend to perform better (Arnot,
1996). Languages are commonly referred to be girls' subjects since girls choose to
study them probably because of its cultural and communicative aspects. And these
kinds of attitudes harbor a strong belief under them.

Studies on gender variations in language learning are controversial from a biological
standpoint. According to Hirst (1982), sex variations in linguistic aptitude and
functional brain lateralization may exist and the two may be causally linked. On the
other hand, biological explanations, according to Klann-Delius (1981), cannot account
for possible sex variations in the structure or rate of language acquisition. And as a
conclusion, Ekstrand (1980) “two clear tendencies in the wider study of cognitive sex
differences and resulted in “inconsistency of findings” and “relative smallness of the

differences” (p. 203).

BALLI items B5, B8, B11, B20, B25, B26, B28 deals with the nature of learning. Item
B8 and B11 examine the role of cultural engagement and linguistic immersion in
language learning. Item B25 determines whether the learner beliefs language learning
as separate from other types of learning, whereas items B16, B20 and B26 examine
the learners' comprehension of the task’s focus. Item B5 assesses students' beliefs on

structural differences between English and the target language.

For the item B25, learning a foreign language is different from learning other school
subjects, they mostly agreed to the item. Learning a foreign language is under the effect

of many factor from beliefs to environments. The ways to learn English depends
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heavily on the learners; thus, there is not a direct link among other subjects and
learning English. Language abilities are improved based on needs and everyone's

demands are different.

For the item B5, the structure of English is different from that of Turkish, nearly all of
the students strongly agreed to the item. Structurally, Turkish is quite different from
English in that it is from different language family and the structure of Turkish is again
quite different from English. While English is a West Germanic language from the
Indo-European language family, Turkish belongs to the Western Oguz group of the
southwestern branch of the Turkic languages within the Altaic language group. While
English language’s word order is subject + verb+ complement, word order of Turkish
language is Subject+Object+Verb. Turkish language contains inversions most of the
time during speech and writing, while English language is based on the same structure

most of the time, according to Derin (2021).

For the item B8, it is necessary to know the foreign culture in order to speak the foreign
language, the participants seem to mostly agree to two items, for B11, it is better to
learn a foreign language in the foreign country, nearly all participants highly agreed
to the item. Teachers and students generally agree that one of the best ways to learn a
foreign language is to study abroad (Kuntz & Belnap, 2001). Studying abroad offers a
distinct amount and type of language exposure, as well as engagement and cultural
exposure chances. Bernat and Llyod (2007) attributed to the importance of knowing
the cultures of English-speaking countries in learning English due to the fact that pre-
service teachers consider pragmatic knowledge as important as linguistic knowledge
in ensuring effective communication in a foreign language. A learner's readiness and
willingness to speak in a foreign language can be linked to their interest in international
events, willingness to go overseas and willingness to engage with them. International
stance has a clear but weak link with readiness to speak in English, according to
Yashima (2002). The beliefs of pre-service teachers about the target culture is
important. As teachers, if they know about the target culture, they can transfer this to
their students. The more positive they impose the target culture into students, the more

motivated the students will feel.

For the item B21, it is important to practice in the language laboratory, nearly 75%

of the students of ELT found language laboratories effective for language learning.
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Just as the library affects the readers, the language lab affects the students in the same
way like a butterfly effect. Learning/teaching in the language laboratory adorned with
cultural elements like posters, maps, visuals or travelling brochures has the capacity
to make the learning experience more attractive and the learners will feel more
interested in the context of learning due to their willingness to integrate into the target
culture. According to Er (2006), using cultural characteristics of the language taught
in foreign language instruction, as well as grammar rules, will make learning more
pleasurable and meaningful, as well as contribute to learners' favorable attitudes about
foreign language learning. The laboratory is not equal to the target languages own
culture and learning in the native culture of the target language for sure; but the lab
will at least make an impact. According to Tudor (2001), the classroom is a social and
communicative reality in its own right. Language classroom is a social environment in
which teachers interact with students, negotiate their values, and develop teaching
strategies. As a result, it's reasonable to think of the classroom as a lively location
where a variety of dynamic contextual elements interact and influence teachers' and
students’ beliefs and practices. Language classrooms have long been seen to have its
own culture, complete with practices, social scripts and cultural symbols (Breen,
1985). The language lesson is also a routinized social event, with roles and role ties
established by custom and tradition for teachers and students in the classroom (Prabhu,
1992). Unarticulated rules on the teacher's authority and students' learning duties and
obligations, limits to force them to communicate in English and punishment and

reward schemes may exist in this social setting.

For the item B20, learning a foreign language is mostly a matter of learning a many
of grammar rules, just %30 of the participants seem to agree to the item; the rest
disagree or is neutral. For the item B16, learning a foreign language mostly a matter
of learning many new vocabulary words, they seem mostly in agreement with the item.
For B26, learning a foreign language is mostly a matter of translating from English,

most of the participants (%66) seemed neutral or in disagreement.

What student teachers believe makes up what they will practice in their future
classrooms and what they give importance to will define what they will teach in those
classrooms. From the inventory’s result, it can be seen that these future teachers will

give the importance on vocabulary teaching first, grammar second and utilize from
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translation last. A supporting statement was made by Horwitz (1988), “if students
believe language learning means learning vocabulary and grammar rules, they will
spend most of their time memorizing vocabulary lists and grammar rules rather than
doing the tasks their teacher plans for them” (p. 289). As to the matter of translation,
direct absorption of meaning from oral or written text or attempting to understand what
the teacher means in the target language consist key part of a learning foreign
language; but a large focus on translation rather than meaning is likely to redirect

students' focus away from their most critical tasks.

BALLI items B7, B9, B12, B13, B17, B18, B19 and B21 deals with learning and
communication strategies which are arguably the most closely tied to a student's real
language learning practices. Items B17 and B21 deal with instructional strategies,

whereas items B7, B9, B12, B13, B18 and B19 deal with communication strategies.

For the item B7, it is important to speak a foreign language with an excellent accent,
34% of the participants agreed to the item with medium level. For the item B9, you
should not say anything in the foreign language until you can say it correctly, nearly
half of the students seems to have agreed with the item, the other half seems neutral
about the item. For the item B18, | feel self-conscious speaking the foreign language
in front of other people, nearly half of the participants are either in disagreement or
neutral about this statement while the other half of the whole participants seems to

agree.

Given that non-native speakers use English more frequently than native speakers
(Jenkins, 2000), foreign language learners may need to master more easily learned
sounds of English (rather than the more complicated sounds) for mutual intelligibility.
Mutual intelligibility and communicability should be of great concern, not the accent.
Fortunately, 102 students of ELT seem aware of this restricting and disturbing belief;
but the rest’s beliefs should be evaluated in deep and worked on. The fact that 72
participants who value flawless pronunciation may lead to a negative impact on their
students. Trying to speak with standard accent can limit the efficacy of
communication, but it should not destroy people's desire to interact. Speaking a
language with its native accent is less significant in everyday communication than

utilizing it to express messages.
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They seem concerned about correctness and speaking in public and it is probable that
their beliefs influence them. According to Cotterall (1995), learning attitudes, as well
as the perception and beliefs that shape them, have a significant impact on learning
behavior. And similarly, learners’ attitudes can be taken as affective factors influenced
by the surrounding environment (Yan & Horwitz, 2008). Peng and Woodrow (2010)
found that the learners’ foreign language willingness to communicate was affected by
a combined influence of their beliefs, classroom environment, and motivation. Adults
and children form “self-schemata” concerning capabilities and limitations, degree of
personal control over academic achievement, reasons for success and failure at

different tasks, and expectancies for the future (Wenden, 1991, pp. 12-13).

For the item B12, if | heard someone speaking the language | am trying to learn,l
would go up to them so that | could practice speaking the language, they mostly
agreed to the item. For the item B17, it is important to repeat and practice often, most
of the students agreed and strongly agreed.

Interaction is of great importance in foreign language learning. Interaction with
speakers of the target language can be seen to improve language learning by raising
learners' intrinsic learning potential as well as some beliefs by motivating them. In
recent years, choices of English learners in Turkey for private schools and courses with
English speaker teachers and the increase in their demand for foreign language
education programs abroad suggest that more emphasis is placed on interacting with
native speakers of English. According to Macintyre, Clément, Dornyei and Noels
(1998), EFL learners willingness to communicate is called as the willingness to engage
in a foreign language conversation with a certain person or group of people at a specific
time. There may be other layers of influencing elements between owning the ability to
communicate and trying to put that capacity into practice, such as encouragement,
positive beliefs about studying and mastering a foreign language or positive beliefs
about one's own abilities, and integrative objectives, such as learners' intrinsic desire
to generate the language and being a part of the global world. The readiness of students
to speak in English when given the opportunity is a primary emphasis of their
communication. Their willingness to communicate with others encourages or limits

their capacity to interact with others.
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For the item B19, if you are allowed to make mistakes in the beginning it will be hard
to get rid of them later on. 49% of the participants disagreed with the item and 18,5%
of the participants felt undecided. For the item B13, it is okay to guess if you do not
know a word in the foreign language, most of the participants agreed with the item.
The result, especially for ELT student teachers’ context is very precious because they
are prospective language teachers and they should act in comforting manners to their
students about their mistakes. If the teachers do not believe in the fact that the
misbeliefs or negative beliefs can be changed or modified into better ones, the students
may never believe in their potentials, thus their success or failure. Whether to correct
mistakes during teaching act in a foreign language classroom is a contentious topic.
In the communicative approach, it is important to enable learners to express their ideas,
to welcome their mistakes to a certain level, and to offer options in communicating
(Freeman, 2000). Pronunciation and grammatical faults should be corrected as soon as
possible, but deferred correction is recommended from a communicative standpoint.
On the other hand, Selinker (1972) is the pioneering scholar who put forward the
notion of fossilization in interlanguage. As a performance-related structural notion,
interlanguage can ben denoted specifically to Selinker (1972) as “the regular
reappearance in second-language performance of linguistic phenomena which were
thought to be eradicated in the performance of the learner” (p. 211). According to
Selinker (1972), “fossilization [is] a mechanism . . . [that] underlies surface linguistic
material which speakers will tend to keep in their IL productive performance, no
matter what the age of the learner or the amount of instruction he receives in the target
language” (p. 229). As inferred, the vast majority of second language learners, do not
achieve native-speaker proficiency. It is debatable to what extent their fossilized errors

will change, but for sure, a betterment can be reached with substantial effort.

BALLI items B23, B27, B30, and B31 deals with in motivation and expectations and
they address students' wishes, possibilities, and opportunities related to obtaining their

target language motivations and expectations.

For the item B30, Turkish people think that it is important to speak a foreign
language. For the item B31, | would like to learn this language so that I can get to
know its speakers better and the item B23, if | speak this language very well, I will

have many opportunities to use it and also the item B27, if | learn to speak this
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language very well it will help me get a good job, most of ELT student teachers higly
agree to these statement. The item B31 reflects a measure of these subjects' integrative
motivation by surveying students’ willingness to encounter speakers of English. In
addition to their strong agreement to the item B31, for the items B23 and B27, they
strongly agree. It can be seen from these results that most of students has fundamental
intrinsic instrumental or integrative drives to learn a language, because they make
every effort to make the most of their experience. Speaking English has become a sine-
qua-non for admission to quality jobs, thus people are paying much more money for
English medium universities or private courses to ensure higher opportunities to get

English education.

Given the global relevance of understanding English, pre-service teachers'
instrumental motivation can be linked to their belief that knowing English would lead
to improved career possibilities. Foreign language learners exhibit high levels of
instrumental and strategic motivation, according to similar studies (Bernat & Llyod,
2007; Vibulphol, 2004). Furthermore, the majority of the participants in the survey
expressed a desire to integrate with the culture of the learned language (item B31),
such as learning to speak English fluently (item B6), establishing friends with native
English speakers, and getting to know native English speakers. These findings
suggested that pre-service teachers in this study act upon their motivation for both

integrative and instrumental reasons.

It is normal for an ELT student in Turkey to think that being foreign language teacher
means having a good job. Defining a typical good job may vary individually. A good,
quality employment should include some aspects such as a livable pay, basic benefits,
career-building chances, wealth-building opportunities, and a fair and engaging
workplace. Especially for Turkish context, “being a state teacher” is seen as a good,

satisfying and comfortable job.

5.1.2. Do gender and class of the student teachers affect their language
learning beliefs? Except for the difficulty of language learning, female students seems
to have agreed with both categories and in general more. In terms of class effect on
learning beliefs, there have not been found any significant differences among

preparatory class and senior class. It is not a surprising result because they have barely
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had professional experince in teaching. Cimen (2015) implied a difference in changes
according to class and related the fact to the education they were enrolled. Rifkin
(2000) found that learners at the first-year level held beliefs that were significantly
different from those held by learners at other levels in in his comprehensive study. 125
of the participants were females and 86 of the participants were males in this study and
this dominance on the agreement may have taken its ground from the dominance in

number.

In the study of Tercanlioglu (2005), there were not any significant differences
according to gender. Bernat and Lloyd (2007) investigated the relationship between
gender and language learning beliefs in their study and the results indicated that males
and females had similar beliefs about language learning. In the study of Mudra (2016),
there were a few variables that showed statistically significant differences in gender
individually, but in general there was not found any significant difference between

female and male students.

5.2. Recommendations

Undercovering the beliefs learners have is the best way to ease the experience of
learning and teaching. Teacher education programs can help pre-service ELT teachers
by increasing their awareness of their beliefs and pushing them to think about them
more because the study's ELT student teachers are still in school and they have the
chance to revisit their beliefs and make modifications in the effective ways. More
research could be done with a larger sample of Turkish EFL learners at different levels
of proficiency, taking into consideration other variables such as age, personality traits,
educational backgrounds and possibly adopting an integrated quantitative and
qualitative research methods. Their beliefs as student teachers should be studied
further, perhaps in a longitudinal research that extends into students' last year of
education and also first year of teaching in their jobs to see if they still retain those

beliefs or have switched to those influenced by their practice.

Language learning beliefs are complex and multidimensional and they may be
investigated from a variety of angles to understand more about what goes on in their
heads and how they can better assist their students. We won't be able to assess what

obstacles lay in the way of language teachers' instruction unless we take a serious look
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at their attitudes, beliefs and motives. Without understanding learners and teachers
beliefs, no matter how well-trained or talented a teacher is, ineffective learning and
teaching techniques will continue. Given that pre-service ELT teachers' language
learning beliefs can influence their classroom practices in the future, it can be
recommended to utilize from the findings of the current study to become more aware
of beliefs about language learning. Finding out language learner beliefs about language
learning will not only be helpful in forming effective learning methods and
approaches, but also serve as a guideline for student teachers, in service language
teachers, instructors and researchers, syllabus planners to meet learner beliefs and

expectations.
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Genigsletilmis Ozet

Giris

Ingilizce 6grenmek, diinya capinda iletisimi gelistirmek ve bu kiiresel diinyanin
gerektirdigi list diizey standartlara ayak uydurmak i¢in biiyilk 6nem kazanmistir.
Insanlar, onlar1 ¢ok para kazandiran yiiksek kalitede bir is bulma veya saygin bir
tiniversiteye kabul etme gibi araghik gilidiilenmesinin yanisira ve diger kiiltlirlere
merakli olma veya Ogrenmeye merakli olma gibi biitiinleyici gilidiilenme ile de
Ingilizce 6grenmek ister. Brown'a (2000) gére, bir dil 6grenmek uzun zaman alir ve
zordur. Bir 6grencinin tim varligi, yeni bir dil 6grenmeye basladiginda, kendi
anadilinin kisitlamalarinin ¢ok Otesine gegmeye calistiginda, yeni bir ¢evreye ve
onlarin zihniyetine ve fikirlerine girmeye ¢alistiginda etkilenir. Yeni dildeki mesajlari
dogru bir sekilde iletmek ve almak i¢in tamamen bir baglilik, katilim ve genel olarak
fiziksel, bilissel ve duygusal tepkiler gereklidir. ingilizce 6grenme esnasinda sarf
edilen tiim c¢aba ve katilim, 0grenme sirasinda neyin, nasil ve neden oldugunu
sorgulamamiza yol agar ve bu sorular, 6grenenleri, dil 6grenimine dair inanglari
konusunda arastirmalara sevk eder. Horwitz'e (1988) gore, “Dil 6grenimi hakkindaki
O0grenci inanglari, 6grenci beklentileri, kararliliklari, basar1 ve dil simiflarindan
memnuniyet anlayist ile agik bir ilgisi olmasina ragmen, nispeten kesfedilmemis
olarak kalmiglardir” (s. 283). Hong (2006), dil 6grenme inanglarinin 6grenme basarist
veya basarisizliinin en oOnemli belirleyicilerinden biri olarak kabul edildigini
belirtmektedir. Ogrencilerin ve dgretmenlerin inanglarini ortaya ¢ikarmak, basarili bir
sekilde 6grenememenin ve Ogretememenin altinda yatan nedenleri anlamak ig¢in

kolaylastirict bir etkiye sahiptir.

Insanlarin 6grenme deneyimlerini engelleyebilecek veya gelistirebilecek farkli dil
O0grenme inanglarina sahip olduklart bir gercektir. Benson ve Lor'a (1999) gore,
ogretmenler sadece 6grencilerinin dil 6grenimi hakkinda neye inandiklarini degil, ayni
zamanda bu tiir fikirlerin yapici m1 yikict m1 oldugunu ve bu inanglarin nasil
degistirilebilecegini anlamalidir. Inanglar1 degistirmek igin, ogrenci de onlar
destekleyen temel varsayimlari degistirmeli ve faaliyet gosterdikleri baglama dikkat

etmelidir.

Yabanci dil 6grencileri dil 6grenimi ile ilgili ¢esitli inanglara ve tutumlara sahiptir

(Horwitz 1987) ve bu inanglarin dil 6grenenlerin hem deneyimlerini hem de
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davranislarini etkileyebilecegi 6nerilmistir. Inanclarn ortaya ¢ikarilmasinin, dgretme
ve 6grenme siireglerini iyilestirmek i¢in biiylik 6nemteskil etmesi, bdyle bir envanterin

yaratilmasina neden olmustur.

Horwitz (1985) tarafindan agikliga kavusturuldugu gibi, “6gretmen adaylar1 dil
ogretimi hakkinda yeni bilgilere ve yontemlere daha acik hale gelebilirler. Egitmenler,
Ogretmen adaylarinin eskiden beri sahip oldugu inanclarin tanimasini ve anlamasini
tesvik edebilir. Ogrencilerin inang sistemlerini acik hale getirmek, yabanci dil

Ogretmenleri olarak gelisimlerinin ilk adimidir” (s.333).

Problem Durumu

Grossman'a (1991) gore, 6gretmen adaylar1 6gretmenlik egitimine bos bir levha olarak
baslamazlar. Ingilizce Ogretmenligi Ogrencileri, egitim ge¢mislerinin onlara
kazandirdigi kimi inanglar {liniversitedeki egitim programlarina tasirlar ve ayrica
bunlar gelecekte 6gretmeni olduklar1 smiflara da tasirlar. Sadece 6gretmen adaylari
degil, ayn1 zamanda onlarin gelecekteki Ogrencileri de, simftaki basarilarmi ve
basarisizlarimi etkileyecek cok sayida kesfedilmemis inanglara sahip olacaklardir.
Horwitz'e (1988) gore, “Ogretmenler muhtemelen beklenmedik bircok inangla
karsilasacaklar... kimileri iyilestirici kimileri ise dil 6grenimi siireci i¢in gergekten
zararli olacaktir. . . Yabanci dil 6gretmeni, 6grencilerinin belirli 6gretim yontemlerine
acik olmalarimi ve onlardan maksimum fayday1 almasini bekliyorsa eger, bu inanglari
goérmezden gelmeyi goze alamaz” (s. 293). Dil 6grenme inanglarinin 6nemine dair tim
sebebiyle, aday 6gretmenlerin inanglarina 1s1ik tutmak onemlidir; ¢ilinkii bu bilgiler

onlarin gelecekteki 6gretmenlik deneyimine etki edecektir.

Ingilizce 6grenmede engel teskil edebilecek aday &gretmenlerin zihinlerinde neyin
yattigin1 anlayabilmek i¢in, Ogretmen adaylarinin dil 6grenimi konusundaki
inanglarini cinsiyet ve sinif etkisini de dikkate alarak ortaya ¢ikarmak gereklidir;
¢linkii onlar hem &grenci hem de gelecegin Ingilizce 6gretmenlerdir; bu sebeple ortaya
c¢ikan veriler hem Ogrenci inanglarina hem de 6gretmen inancglarina dair ¢alismalara

katkida bulunacaktir.
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Arastirmanin Amaci

Bu arastirmanm temel amaci, Mehmet Akif Ersoy Universitesi'nin ingilizce
Ogretmenli boliimii 6grencilerinin dil 6grenmeye dair inanglarin1 cinsiyet ve kayil

olduklar1 sinifin etkilerini de dikkate alarak tanimlamaktir.

Alt Problemler

1- Mehmet Akif Ersoy Universitesi Ingilizce Ogretmenligi 6grencilerinin dil

O6grenmeye dair inanglar1 nelerdir?

-----

O0grenmeye dair inanglar1 lizerinde etkisi var midir?

Arastirmanin Onemi

Bu calisma, Burdur Mehmet Akif Ersoy Universitesi'ndeki Ingilizce Ogretmenligi
Ogrencilerinin inanglarim1 anlamayr amaclamaktadir. Dil 6grenme inanglarinin
ogrencilerin cinsiyet ve egitim aldiklar1 smifla iligkisi olup olmadig1 bu ¢aligmada

amaglanmistir.

Dil dgrenimine dair inanglar hakkinda ¢ok sayida ¢alisma vardir, ancak ingilizce
Ogretmenligi dgrencilerinin inanglar1 iizerine calismalar sinirlidir. Ogretmen
adaylarinin inanglarina dair calismalar Peacock (2001), Richardson (2003), Harrington
ve Hertel (2000), Vibulphol (2004), Altan (2006), Altan (2012), Kunt ve Ozdemir
(2009), Hismanoglu (2016), Cimen (2015), Pajares (1992) ve Erdem (2009) tarafindan
yapilmistir.

Ingilizce &gretmeni adaylarinin tercih edilmesinin nedeni, ayni ¢izginin iki ucu
olmalaridir; sahip olduklar1 ge¢mis inanglarini gelecekteki dgretmenlik tecriibelerine
dogrudan tagiyacak olmalaridir. Bu iki ucu hem 6grenci hem de 6gretmen goziinden
arastirmak esit derecede Onemlidir. Bu arastirmanin pedagojik 6nemi, Ogretmen
adaylarinin inanglarinin gelecekte verecekleri egitimleri etkileyecegi farz edilerek, bu
etkileri belirlemeye yardimci olmak igin 6gretmen adaylarinin dil 6grenimine dair

inang¢larin1 tanimlamak olarak gosterilebilir.
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Yontem

Calisma, verilerin nicel arastirilmasini ve analizini gerektirmistir. BALLI, Burdur
uygulanan 34 o6geli Likert tipi 6z bildirim anketidir. BALLI’nin EFL versiyonu
(yabanci dil olarak Ingilizce) kullamlmistir. Ogretmen adaylarmm dil 6grenme
inanclari, nicel arastirma yontemlerinden biri olarak hizmet veren bir anket modeli
kullanilarak belirlenmistir. Ponto'ya (2015) gore, anket arastirmasinin temel amaci
arastirma konusu i¢in biiyiik 6rnek gruplarin 6zelliklerini tanimlamaktir ve hizli ve
verimli bir sekilde yapilabilir. Katilimcilarin Ingilizce Ogretmenligi boliimii
ogrencileri olmasi nedeniyle, dlgekler katilimcilara Ingilizce orijinal formlarinda
uygulanmistir. Birinci ve ikinci aragtirma sorularina yanit olarak tanimlayici sonuglari
belirtmek i¢in yiizdeler ve ortalama puanlar liretilmistir. Katilimcilarin tanimlayici
ozelliklerini belirlemek ve envanterdeki 34 maddeye verdikleri cevaplari analiz etmek
icin siklik ve yiizde analizleri kullanilmistir. Envanteri analiz etmek i¢in ortalama ve
standart sapma istatistikleri kullanilmistir. BALLI yoluyla elde edilen veriler (Sosyal
Bilimler igin Istatistik Paketi) SPSS 22.0'da tanimlayic istatistikler kullanilarak analiz
edilmistir. T-testi, Ogrencilerin cinsiyetine gore farkliliklar1 arastirmak i¢in
kullanilmistir ve sinifa gore analizlerde tek yonlii varyans analizinden (ANOVA)
faydalanilmistir, ¢linkii veriler Normallik Test sonuglarina gére normal bir dagilim

gostermistir.

Calisma Grubu

Bu ¢alismanin katilimeilart Burdur Mehmet Akif Ersoy Universitesi'nin Ingilizce
Ogretmenligi boliimiiniin grencilerinden olusmaktadir. Envanteri eksiksiz dolduran
toplam 6grencilerin sayis1 211°dir. Katilimeilarin %59.2 (125) kadin, %40.8 (86)
erkektir. Katilimceilarin %14.2 (30) hazirlik siifindan, %26.5 (56) birinci simif
ogrencisi, %23.2 (49) ikinci sinif, %15.6 (33) lciincii sinif, katilimcilarin %20.4 (43)

dordinci siniftir.

Veri Toplama Araci
Bu ¢alismada kullanilan ara¢ 1988'de Elaine Kolker Horwitz tarafindan olusturulan
Dil Ogrenmeye Dair Inanglar Envanteridir (BALLI). Envanterin kategorilerinin

bilesenleri asagida verilmistir.
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1. “Dil Ogrenme Zorlugu” kategorisinin alt1 maddesi vardir: B3, B4, B6, B14, B24
ve B28.

2. “Dil 6grenme Yatkinligi”’kategorisinin sekiz maddesi vardir: B1, B2, B10, B15,
B22, B29, B32, B33 ve B34.

3. “Dil Ogrenmenin Dogas1” kategorisinin sekiz maddesi vardir: B5, B8, B11, B16,
B20, B25, B26 ve B28.

4. “Ogrenme ve lletisim Stratejileri”kategorisinin sekiz maddesi vardir: B7, B9, B12,

B13, B17, B18, B19 ve B21.

5. “Motivasyon ve Beklentiler” kategorisinin dort maddesi vardir: B23, B27, B30 ve
B31.

Bulgular

Katilimcilarin - envanter sonuglart su sekilde bulunmustur: "Genel Envanter"
ortalamast yiiksektir: 3.659+0.271 (Min=2.88; Max=4.41); “Dil Ogrenme Yatkinlig1”
ortalamas: yiiksektir: 3,486+0.398 (Min=2.22; Max=4.56); “Dil Ogrenme zorlugu”
ortalamasi yiiksektir: 3,514+0,450 (Min=2; Max=4.67); “Dil Ogrenme Dogas1”
ortalamas1 yiiksektir: 3.798+0.423 (Min=2.62; Max=4.75); “Ogrenme Ve Iletisim
Stratejileri” ortalamasi yiiksektir: 3.4404+0.410 (Min=2.25; Max=4.75); “Motivasyon
ve Beklentiler ” ortalamasi ¢ok yiiksektir. 4.369+0.499 (Min=2.25; Max=5).

Envantere genel katilim cinsiyete gére anlamli farklilik gostermistir: (t(209)=3.941;
p=0.000<0.05). Genel envanterde, kadinlarin sonuglar1 (x=3,718) erkeklerinkine
(x=3.574) gore daha yiiksektir.

Dil 6grenme yatkinligi kategorisinde cinsiyete gore anlamli farklilik gdstermistir
(t(209)=2.667; p=0.008<0.05). Dil o6grenme yatkinlig1 kategorisinde kadinlarin
sonuglari (x=3,546) erkeklerinkine (x=3,399) gore daha yiiksektir.

Dil 6grenmenin dogas1 kategorisinde cinsiyete gore anlamli farklilik gdstermistir
(t(209)=2.822; p=0.005<0.05). Dil 6grenmenin dogas1 kategorisinde kadinlarin
sonuglari (x=3,865) erkeklerinkine (x=3,701) gore daha yiiksektir..

Ogrenme ve iletisim stratejileri kategorisinde cinsiyete gore anlamli farklilik

gbstermistir  (1(209)=2.797; p=0.006<0.05). Ogrenme ve iletisim stratejileri
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kategorisinde kadinlarin sonuglari (x=3,504) erkeklerinkine (x=3,346) gore daha
yiiksektir..

Motivasyon ve beklentiler kategorisinde cinsiyete gore anlamli farklilik gostermistir
(t(209)=2.178; p=0.040<0.05). Motivasyon ve beklentiler kategorisinde kadinlarin
sonuglar1 (¥=4.430) erkeklerinkine (x=4.279) gére daha yiiksektir. Dil Ogrenme

Zorlugu cinsiyete gore anlamli farklilik géstermemistir (p>0,05).

Genel envanterde, dil 6grenme zorlugu, dil 6grenme yatkinligi, dil 6grenmenin
dogasi

Ogrenme ve iletisim stratejileri ve motivasyon ve beklentiler
kategorilerindedgrencilerin kayith olduklart siniflara gére anlamli bir farklilik

bulunmamaistir (p>0.05).

Sonuc, Tartisma ve Oneriler

Mehmet Akif Ersoy Universitesi ingilizce Ogretmenligi dgrencilerinin, baz1 dillerin
ogrenme bakimindan daha kolay olduguna ve Ingilizce &grenme yeteneklerine
inandiklar1 ortaya cikti. Ingilizcenin dgrenilmek igin orta zorlukta bir dil olduguna
inandiklar1 ve yabanci dil 6grenmenin 5-10 yil yahut 3-5 yil alacagia inandiklar
ortaya ¢ikti. Yabanci dilde konusma ve anlamay1 daha zor, okuma ve yazmay1 daha
kolay bulduklarina inandiklar1 saptandi. Yetiskin 68renimine kiyasla iizerinde
cocuklarda 6grenmenin stiinliigiine inandiklar1 ve bazi insanlarin yabanci bir dil
ogrenmek icin 6zel yeteneklerle dogduguna ve hali hazirda yabanci bir dil 6grenmis
olan insanlarin yeni bir dil 6grenirken kolaylikla yapabileceklerine inandiklar1 ortaya
ciktr. Herkesin bir dil &grenebilecegine inandiklar1 ve ozellikle kendi Ingilizce
ogrenme yeteneklerine inandiklari ortaya kondu. Dil 6grenirken kadin iistiinltigiine
inanmadilar ve Ingilizce 6grenmenin matematik, fen bilgisi dgrenme veya diger
branglar1 6grenme ile bir ilgisinin olmadigina inantyorlardi. Cok dilli insanlarin zeki
olduguna kismen inandilar. Tiirk halkinin iy1 bir yabanci dil 6grencisi olduguna
inanmadilar. Tiirk dilinin yapismnin Ingilizceden farkliigma ve dil laboratuvarlarmin
onemine inandiklar1 goriildii. Yabanc kiiltiirde dil 6grenmenin 6nemine ve sanslari
oldugunda anadili konusanlarla irtibatta olmanin énemine inanildiklar1 goriildii. Dil
O0grenmenin en ¢ok kelime bilgisi demek olduguna inandilar ve daha diistik oranda da

dil bilgisi 6grenmek anlamina geldigine inandilar. Dilbilgisi tabanli 6grenmeye ¢ok
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inanmadiklar1 goriildii. Dil 6grenmesinin ¢eviri anlamina geldigine inanmadiklari
goriildii. Mitkemmel bir aksanla konusma gerekliligine inanmadilar ve bir 6grencinin
baslangicta hata yapmasina izin verilirse, daha sonra diizeltmenin daha zor olacagini
diisiindiikleri goriildii; ancak konusma sirasinda Ingilizcenin dogru kullanimina
inandilar ve bilinmeyen bir kelimenin anlamin1 tahmin etmenin iyi bir sey olduguna
inandiklar1 bulundu. Konugma sirasinda kendilerinin farkinda olduklar1 ortaya cikt1.
Ingilizceni onlara is firsatlar1 yaratacagma inandiklar1 gériildii ve Tiirk halkinin
Ingilizce bilmenin 6nemli oldugunu diisiindiiklerine inandiklari goriildii. Ozetlemek
gerekirse, bir 6grenciden 6gretmene doniismek cok caba gerektiren bir gorev ve
Ingilizce 6gretmeni adaylarinin dil grenimi hakkinda neye inandiklarini tanimlamak,
egitimlerini kolaylastirmak ve etkili 6gretmen olma arayislarinda yapict bir baslangi¢
olabilir.

Ingilizce 6gretmen adaylarmin dil grenme inanglarinin gelecekte siif uygulamalarini
etkileyebilecegi gdz Oniine alindiginda, dil 6grenimi hakkindaki inanglarin daha fazla
farkinda olmak i¢in mevcut ¢alismanin bulgularindan yararlanmasi 6nerilebilir. Dil
ogrenenlerin dil 6grenimine dair inanglarini ortaya ¢ikarmak, sadece etkili 6grenme
yontemleri ve yaklasimlari olusturmada yardimcei olmakla kalmayacak, ayn1 zamanda
O0gretmen adaylarina, tecriibeli 0gretmenlere, egitmenler ve arastirmacilara, ders
programi planlayicilarina, 6grenci inanglarim1 ve beklentilerini karsilamak i¢in bir

rehber olarak hizmet edecektir.



70

REFERENCES

Abdi, H. ve Asadi, B. (2015). A synopsis of researches on teachers’ and students’
beliefs about language learning. International Journal on Studies in English
Language and Literature (IJSELL). Volume 3, Issue 4, 104-114.

Abid, R. A. S. (2012). Investigating EFL Iraqi learners' beliefs about learning English
as a foreign language. Adab Al-Basrah, (60).

Abraham, R. G. & Vann, R. J. (1987). Strategies of two language learners: A case
study. Learner Strategies in Language Learning, 85(102), 1-8.

Al-Malki, E. A. & Zahid Javid, C. (2018). Identification of language learning beliefs
among Saudi EFL learners. Arab World English Journal (AWEJ) Volume, 9.

Aliaga, M. & Gunderson, B. (2000). Introduction to quantitative research. Doing
quantitative research in education with SPSS (pp. 1-11). Thousand Oaks,
CA: Sage. https://doi. org/10.4135/978184920901, 4, n1.

Altan, M. Z. (2006). Beliefs about language learning of foreign language-major
university students. Australian Journal of Teacher Education, 31(2), 45-52.

Altan, M. Z. (2012). Pre-service EFL teachers’ beliefs about foreign language
learning. European Journal of Teacher Education, 35(4), 481-493.

Arnot, M. (2006). Gender voices in the classroom. The SAGE Handbook of Gender
and Education, 407-421.

Bandura, A. (1997). The anatomy of stages of change. American Journal of Health
Promotion: AJHP, 12(1), 8-10.

Barcelos, A. M. F. (2000). Understanding teachers' and students' language learning
beliefs in experience: A Deweyan approach. The University of Alabama.

Barcelos, A. M. F. (2003). Researching Beliefs About SLA: A Critical Review. In
Kalaja, P. And A.M.F. Barcelos (Eds.) Beliefs About SLA: New Research
Approaches. Netherlands: Kluwer Academic Publishers. 7-33.

Benson, P. & Lor, W. (1999). Conceptions of language and language learning.
System, 27(4), 459-472.

Bernat, E. & Gvozdenko, 1. (2005). Beliefs about language learning: current
knowledge, pedagogical implications, and new research directions.
Teslej, 9(2), nl.



71

Bernat, E. & Lloyd, R. (2007). Exploring the gender effect on EFL learners' beliefs
about language learning. Australian Journal of Educational &

Developmental Psychology. Vol 7, 2007, pp 79-91

Breen, M. P., Hird, B., Milton, M., Oliver, R. & Thwaite, A. (2001). Making sense of
language teaching: Teachers' principles and classroom practices. Applied
Linguistics, 22(4), 470-501.

Brown, H. D. (2000). Principles of language learning and teaching (Vol. 4). New
York: Longman.

Borg, M. (2001). Teachers' Beliefs. ELT Journal, 55(2), 186-87.

Burstall, C. (1975). Factors affecting foreign-language learning: A consideration of
some recent research findings. Language Teaching, 8(1), 5-25.

Carroll, J. (1963). A model of school learning. Teachers College Record, 64(8), 723-
723.

Carroll, J. B. & Sapon, S. (2002). Modern Language Aptitude Test. MLAT. Manual
2002 Edition. N. Bethesda, Maryland: Second Language Testing. Inc. Search
in.

Castellotti, V. & Moore, D. (2002). Social representations of languages and teaching.
Reference Study, Language Policy Division, Council of Europe, Strasbourg.
In.

Cortazzi, M. & Jin, L. (1996). English teaching and learning in China. Language
Teaching, 29(2), 61-80.

Cronbach, L. J. (1951). Coefficient alpha and the internal structure of
tests. Psychometrika, 16(3), 297-334.

Cotterall, S. (1995). Developing a course strategy for learner autonomy. ELT
Journal, 49(3), 219-227.

Crookes, G. & Schmidt, R. W. (1991). Motivation: Reopening the research
agenda. Language Learning, 41(4), 469-512.

Cimen, S. S. (2015). A comparative study on language learning beliefs of pre-service
and in-service EFL teachers. ELT Research Journal, 4(4), 266-285.
Daif-Allah, A. S. (2012). Beliefs about foreign language learning and their relationship

to gender. English Language Teaching, 5(10), 20-33.

Derin, F. (2021). Https://Aatturkic.Org/Aatt/Article/139257



https://aatturkic.org/aatt/article/139257

72

Dewey, J. (1997). How we think. Courier Corporation.

Dost, T. G. (2021). Examining the Impact of Constructivist and Reflective ELT
Courses on Pre-Service Teachers' Beliefs about Language Learning and
Teaching: A Longitudinal Study. International Online Journal of Education
and Teaching, 8(3), 2097-2116.

EF EPI. (2021). Https://Www.Ef.Com.Tr/Epi/

Ekstrand, L. H. (1980). Sex differences in second language learning? Empirical studies

and a discussion of related findings. International Review of Applied
Psychology, 29, 205-259.

Ellis, R. (2008). Learner beliefs and language learning. Asian EFL Journal. 10(4), 7-
25.

Er, S. (2013). Using total physical response method in early childhood foreign
language teaching environments. Procedia-Social and Behavioral
Sciences, 93, 1766-1768.

Erdem, O. (2009). Pre-service and in-service teachers’ beliefs concerning language
and language learning. Unpublished MA thesis. Onsekiz Mart University,
Institute of Educational Sciences, Canakkale.

Epstein, S. (1991). Cognitive-experiential self-theory: An integrative theory of
personality. The  Relational  Self:  Theoretical Convergences in
Psychoanalysis And Social Psychology, 111-137.

Larsen-Freeman, D. (2000). Techniques and principles in language teaching. Oxford
University.

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of
cognitive—developmental inquiry. American Psychologist, 34(10), 906.

Garcia, R. D., Reynolds, S. & Savignon, S. J. (1976). Foreign-language attitude
survey. Canadian Modern Language Review, 32(3), 302-304.

Gardner, R. C. (1988). Attitudes and motivation. Annual Review Of Applied
Linguistics, 9, 135-148.

Gardner, R. C. & Lysynchuk, L. M. (1990). The role of aptitude, attitudes, motivation,
and language use on second-language acquisition and retention. Canadian
Journal of Behavioural Science/Revue Canadienne Des Sciences Du
Comportement, 22(3), 254.


https://www.ef.com.tr/epi/

73

Genc, G., Kulusakli, E. ve Aydin, S. (2016). Exploring EFL learners' perceived self-
efficacy and beliefs on English language learning. Australian Journal of
Teacher Education (Online), 41(2), 53-68.

George, D. & Mallery, P. (2019). IBM SPSS statistics 26 step by step: A simple guide
and reference. Routledge.

Grossman, P. L. (1991). Overcoming the apprenticeship of observation in teacher
education coursework. Teaching and Teacher Education, 7(4), 345-357.

Hair, J., Anderson, R., Tatham, R. & Black, W. (1998). Multivariate data analysis. 5th
Edition, Prentice Hall, New Jersey.

Harrington, S. C. & Hertel, T. J. (2000). Foreign Language Methods Students' Beliefs
about Language Learning and Teaching. Texas Papers in Foreign Language
Education, 5(1), 53-68.

Hirst, G. (1982). An evaluation of evidence for innate sex differences in linguistic
ability. Journal of Psycholinguistic Research, 11(2), 95-113.

Hismanoglu, M. (2016). A study on English preparatory program EFL learners’ beliefs
about language learning in relation to gender, second foreign language
knowledge and foreign country experience. International Journal of Applied
Linguistics and English Literature, 5(5), 109-118.

Holec, H. (1987). The learner as manager: Managing learning or managing to learn?
In A. Wenden & R. Rubin (Eds.), Learner strategies in language learning.
145-157.

Hong, K. (2006). Beliefs about language learning and language learning strategy use
in an EFL context: A comparison study of monolingual Korean and bilingual
Korean-Chinese university students. University of North Texas.

Hosenfeld, C. (1978). Students’ mini-theories of second language learning.
Association Bulletin, 29(2), 31-40.

Hosseini, S. B., & Pourmandnia, D. (2013). Language learners’ attitudes and beliefs:
Brief review of the related literature and frameworks. International Journal
on New Trends in Education and Their Implications, 4(4), 63-74.

Horwitz, E. K. (1985). Using student beliefs about language learning and teaching in
the foreign language methods course. Foreign Language Annals, 18(4), 333-
340.



74

Horwitz, E. K. (1987). Surveying student beliefs about language learning. Learner
Strategies In Language Learning, 110129, 557-576.

Horwitz, E. K. (1988). The beliefs about language learning of beginning university
foreign language students. The modern language journal, 72(3), 283-294.

Horwitz, E. K. & Young, D. J. (1991). Language anxiety: From theory and research
to classroom implications. Prentice Hall.

Horwitz, E. K. (1996). Even teachers get the blues: Recognizing and alleviating
language teachers' feelings of foreign language anxiety. Foreign Language
Annals, 29(3), 365-372.

Horwitz, E. K. (1999). Cultural and situational influences on foreign language learners'
beliefs about language learning: A review of BALLI studies. System, 27(4),
557-576.

Horwitz, E. K., Horwitz, M. B. & Cope, J. (1986). Foreign language classroom
anxiety. The Modern Language Journal, 70(2), 125-132.

Green, T. F. (1971). The Activities of Teaching. McGraw-Hill, New York.

Jafari, S. M. & Shokrpour, N. (2012). The reading strategies used by Iranian ESP
students to comprehend authentic expository texts in English. International
Journal of Applied Linguistics and English Literature, 1(4), 102-113.

Jenkins, J. (2005). Misinterpretation, bias, and resistance to change: The case of the
Lingua Franca Core. In K. Dziubalska-Kotaczyk & J. Przedlacka (Eds.),
English pronunciation models: A changing scene (pp. 199-210).

Johnson, K. E. & Golombek, P. R. (2018). Making 12 teacher education matter through
vygotskian-inspired pedagogy and research. In The Routledge Handbook of
Sociocultural Theory and Second Language Development (pp. 443-456).
Taylor and Francis. https://doi.org/10.4324/9781315624747

Kern, R. G. (1995). Students' and teachers' beliefs about language learning. Foreign
Language Annals, 28(1), 71-92.

Khalil, A. (2005). Assessment of language learning strategies used by Palestinian EFL
learners. Foreign Language Annals, 38(1), 108-117.

Kim-Yoon, H. (2000). Learner beliefs about language learning, motivation and their
relationship: A study of EFL learners in Korea. The University of Texas at
Austin.



75

Klann-Delius, G. (1981). Sex and language acquisition-Is there any influence? Journal
of Pragmatics, 5(1), 1-25.

Kramsch, C., Kalaja, P., & Barcelos, A. (2003). Beliefs about SLA: new research
approaches. P. Kalaja & AM Ferreira (Eds.), 109-128.

Krashen, S. (1982). Principles and practice in second language acquisition.

Kunt, N. (1997). Anxiety and beliefs about language learning: A study of Turkish-
speaking university students learning English in North Cyprus. The
University of Texas at Austin.

Kunt, N. ve Ozdemir, C. (2010). Impact of methodology courses on pre-service EFL
teachers’ beliefs. Procedia-Social and Behavioral Sciences, 2(2), 3938-3944.

Kuntz, P. S. (1996). Beliefs about Language Learning: The Horwitz Model.

Kuntz, P. & Belnap, R. K. (2001). Beliefs about language learning held by teachers
and their students at two Arabic programs abroad. Al-'Arabiyya, 91-113.

Hong, K. (2006). Beliefs about language learning and language learning strategy use
in an EFL context: A comparison study of monolingual Korean and bilingual
Korean-Chinese university students. University of North Texas.

Lenneberg, E. H. (1967). Biological foundations of language. New York: Wiley.

Lortie, D. C. (1975). Schoolteacher: A sociological study. University of Chicago Press
(2020).

Lightbown, P. M. & Spada, N. (1999). How languages are learned. Oxford University
Press New York.

Maclntyre, P. D., Clément, R., Dérnyei, Z. & Noels, K. A. (1998). Conceptualizing
willingness to communicate in a L2: A situational model of L2 confidence
and affiliation. The Modern Language Journal, 82(4), 545-562.

McDonough, S. (1995). Strategy and skill in learning a foreign language. New York:
St.

Munoz, C. & Singleton, D. (2011). A critical review of age-related research on L2
ultimate attainment. Language Teaching, 44(1), 1-35.

Nettle, E. B. (1998). Stability and change in the beliefs of student teachers during
practice teaching. Teaching and teacher education, 14(2), 193-204.

Nikitina, L. & Furuoka, F. (2006). Re-examining Horwitz’s beliefs about language
learning inventory (BALLLI) in the Malaysian context. Electronic Journal of
Foreign Language Teaching, 3(2), 209-219.



76

Nunan, D. (1986). Communicative Language Teaching: The Learner's View.

MoNE, Milli Egitim Bakanligi, (MEB) [Turkish Ministry of National Education].
(2013). Ilkdgretim Kurumlari (ilkokullar ve Ortaokullar) Ingilizce Dersi (2,
3,4,5,6,7 ve 8. Smiflar) Ogretim Programi [Elementary (Primary and Lower
Secondary) English Language Teaching Program (Grades 2-8)]. Ankara: T.C.
Milli Egitim Bakanlig.

MoNE, Milli Egitim Bakanligi, (MEB) [Turkish Ministry of National Education].
(2017). Ingilizce Dersi Ogretim Programu (Taslak) (ilkokul ve Ortaokul
2,3,4,5,6,7 ve 8. Siniflar) [English Language Teaching Program (Draft)
(Primary and Secondary Schools Grades 2,3,4,5,6,7 and 8)]. Ankara: T.C.
Milli Egitim Bakanligi.Milli Egitim Bakanligi1 ;| (MEB) [Turkish Ministry of
National Education]. (2018). Ingilizce Dersi.

McClung, N. A. (2012). Effects of Orthographic Depth on Literacy Performance:
Reading Comprehension Difficulties Across Languages. University of
California, Berkeley.

Oxford, R. L. (1990). Styles, strategies, and aptitude: Connections for language
learning. Document Resume, 73.

Oxford, R. (2001). Integrated Skills in the ESL/EFL Classroom. ERIC Digest.

Oxford, R. L. (1996). Employing a questionnaire to assess the use of language learning
strategies. Applied Language Learning, 7(1), 28-47.

Ozyer, R. D. ve Ozcan, E. N. (2020). Students’ Beliefs about Language Learning: A
Study Carried Out Among the Students of Anatolian High School and
Vocational High School. Journal of Foreign Language Education and
Technology, 5(2).

Mudra, H. (2016). Prospective EFL teachers’ beliefs about language learning and
gender differences in a higher education context. International Journal of
Academic Research in Education, 2(1).

Omaggio, A. C. (1978). ERIC: there's something in it for you. Foreign Language
Annals, 11(1), 101.

Oxford, R. (2001). Integrated Skills In The ESL/EFL Classroom. ERIC Digest.

Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a messy
construct. Review Of Educational Research, 62(3), 307-332.



77

Park, G. P. (1995). Language learning strategies and beliefs about language learning
of university students learning English in Korea (Doctoral dissertation, The
University of Texas at Austin).

Peacock, M. (1998). Exploring the gap between teachers' and learners' beliefs about
‘useful’activities for EFL. International Journal of Applied Linguistics, 8(2),
233-248.

Peacock, M. (1999). Beliefs about language learning and their relationship to
proficiency. International Journal of Applied Linguistics, 9(2), 247-263.

Peacock, M. (2001). Preservice ESL Teachers’ Beliefs About Second Language
Learning. A Longitudinal Study. System, 29, 177-195.

Penfield, W. (1953). A Consideration Of The Neuro-Physiological Mechanisms Of
Speech And Some Educational Consequences. Proceedings Of The American
Academy Of Arts And Sciences, 82, 201-14.

Penfield, W. & Roberts, L. (1959). Speech and Brain-Mechanisms. Princeton, New
Jersey: Princeton University Press.

Pennington, M. C. (1995). The teacher change cycle. Tesol Quarterly, 29(4), 705-731.

Ponto, J. (2015). Understanding and evaluating survey research. Journal of The
Advanced Practitioner In Oncology, 6(2), 168.

Prabhu, N. S. (1992). The dynamics of the language lesson. Tesol Quarterly, 26(2),
225-241.

Puchta, H. (1999). Beyond materials, techniques and linguistic analyses: The role of
motivation, beliefs and identity. Plenary session at the LATEFL: 33rd
International Annual Conference, Edinburgh, 64-72.

Rifkin, B. (2000). Revisiting beliefs about Foreign language learning. Foreign
Language Annals, 33(4), 394-408.

Rozelle, J. J. & Wilson, S. M. (2012). Opening the black box of field experiences:
How cooperating teachers' beliefs and practices shape student teachers'
beliefs and practices. Teaching and Teacher Education, 28(8), 1196-1205.

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. Handbook
of Research On Teacher Education, 2(102-119), 273-290.

Richardson, V. (2003). Preservice teachers’ beliefs. Teacher beliefs and classroom

performance: The impact of teacher education, 6, 1-22.



78

Rogers, J. (1969). Teaching on Equal Terms; A Book for All Those Concerned with
Teaching Adults.

Rysiewicz, J. (2008). Cognitive profiles of (un) successful FL learners: A cluster
analytical study. The Modern Language Journal, 92(1), 87-99.

Sakui, K. & Gaies, S. J. (1999). Investigating Japanese Learners” Beliefs About
Language Learning. System, 27(4), 473-92.

Seymour, J. O. C. J. (1990). Introduccion a la Programacion neurolingiiistica.
Editorial Urano.

Selinker, L. (1972). Interlanguage.

Skehan, P. (1989). Language testing part 1l. Language Teaching, 22(1), 1-13.

Sperber, D. & Hirschfeld, L. (1999). Culture, cognition, and evolution. MIT
Encyclopedia of The Cognitive Sciences, 111-132.

Stansfield, C. W. (1989). Language Aptitude Reconsidered. ERIC Digest.

Stevick, E. W. (1980). Teaching languages: A way and ways. Rowley, MA: Newbury
House Publishers.

Sukamolson, S. (2010). Fundamentals of quantitative research. Language Institute,
Chulalongkorn University.

Sunderland, J. (1998). Girls being quiet: a problem for foreign language
classrooms? Language Teaching Research, 2(1), 48-82.

Sevik, M., Yal¢in, A. ve Bostancioglu, F. (2018). University vocational school
students’ beliefs about foreign language learning. Mehmet Akif Ersoy
Universitesi Egitim Fakiiltesi Dergisi, (46), 325-343.

Tabachnick, B. G., Fidell, L. S. & Ullman, J. B. (2007). Using multivariate
statistics (Vol. 5, pp. 481-498). Boston, MA: Pearson.

Tavakol, M. & Dennick R. (2011). Making sense of Cronbach's alpha. Int J Med
Education.

Tercanlioglu, L. (2005). Pre-Service EFL Teachers’ Beliefs About Foreign Language
Learning and How They Relate to Gender. Electronic Journal Of Research
In Educational Psychology, 5-3(1), 145-62.

Tawalbeh, T. E. I. & AlAsmari, A. A. (2015). Instructors' Perceptions and Barriers of
Learner-Centered Instruction in English at the University Level. Higher
Education Studies, 5(2), 38-51.



79

Tudor, 1. (2001). The dynamics of the language classroom. Cambridge University
Press.

Truitt, S. N. (1995). Anxiety and beliefs about language learning: A study of Korean
university students learning English. (Doctoral dissertation, The University
of Texas at Austin).

Victori, M. & Lockhart, W. (1995). Enhancing metacognition in self-directed
language learning. System, 23(2), 223-234.

Vibulphol, J. (2004). Beliefs About Language Learning and Teaching Approaches Of
Pre - Service EFL Teachers In Thailand. Unpublished Phd Thesis, Faculty of
Graduate College Of The Oklahoma State University: U.S.A.

Yan, J. X. & Horwitz, E. K. (2008). Learners' perceptions of how anxiety interacts
with personal and instructional factors to influence their achievement in
English: A qualitative analysis of EFL learners in China. Language
Learning, 58(1), 151-183.

Yaman, S. (2012). Students'beliefs in language learning: area and gender variables of
study. Humanities Sciences, 7(2), 83-92.

Yazicy, I. C. (2014). Beliefs about language learning: gender related or not? Cukurova
Universitesi Sosyal Bilimler Enstitiisii Dergisi, 23(1), 229-238.

Wenden, A. L. (1986). What do second-language learners know about their language
learning? A second look at retrospective accounts. Applied Linguistics, 7(2),
186-205.

Wenden, A. L. (1987). How to Be A Successful Language Learner. In: Wenden, A.
And Rubin, J. 1987. Learner Strategies in Language Learning, Prentice Hall,
Englewood Cliffs, NJ: 119-129.

Wenden, A. L. (1991). Metacognitive strategies in L2 writing: A case for task
knowledge.

Wenden, A. L. (1999). An introduction to metacognitive knowledge and beliefs in
language learning: Beyond the basics. System, 27(4), 435-441.

White, C. (1999). Expectations and emergent beliefs of self-instructed language
learners. System, 27(4), 443-457.

Wilkinson, W. K. & Schwartz, N. H. (1991). A factor-analytic study of
epistemological orientation and related variables. The Journal of
Psychology, 125(1), 91-100.



80

Williams, M. & Burden, R. (1997). Motivation in language learning: A social
constructivist approach. Cahiers de I'APLIUT, 16(3), 19-27.

Yang, N. D. (1992). Second language learners' beliefs about language learning and
their use of learning strategies: A study of college students of English in
Taiwan (Doctoral dissertation, The University of Texas at Austin).

Yang, N. D. (1999). The relationship between EFL learners' beliefs and learning
strategy use. System, 27(4), 515-535.

Yashima, T. (2002). Willingness to communicate in a second language: The Japanese
EFL context. The Modern Language Journal, 86(1), 54-66.

Zmuda, A., Curtis, G. & Ullman, D. (2015). Learning personalized: The evolution of

the contemporary classroom. John Wiley & Sons.



APPENDICES

81



=J

Appendix-1

Beliefs About Language Learning Inventory (BALLI)

BELIEFS ABOUT LANGUAGE LEARNING INNENTORY (BALLL)

{Horwitz, 1988)

~ Students are asked to read cach statement and indicate

{A)Strongly BIA ) (ChNelther Agree
Agree (BlAgree ner Disagree

(D)DMsagree

(EXStrongly
Disagree

+

SA

NAND

D

sSD

1.1t 15 casaer for chaldren tham adults to Jearn 2 foreign language.

T Some people are born with 2 special ability which helps (hem Jearn 2 foreign
language.

1. Some Languages are casier to learn than others,

3. The structure of English is dsfcrent Irom that of Tarkesh.

6. I belreve that T will ultsmately leam to speak thus language very well.

1. Itas importast to speak a foreign language with an excellent accent.

&It 15 necessary to know the foreign culture in erder to speak the foreign
langmage.

Y. You should oot say amything m the toreign language you can szy 1t carrectly.

10_ It 15 easier Jor someone who already speaks 2 foreign language to leam
another one.

111t 1s better to learn a foresgn language i the toreign country.

11 11T heard someone speaking the language | am trving to fearn, [ would go
up 10 them so that [ could practice speaking the language.

131t 1s okay to geess it you do not know 2 woed i the toreign language.

15. I have 2 foreign language aptitude.

16 Learning a toreign langwage mostly a matter ol learning maay new
vocabulary waords.

T7_Tt s important lo repeat and practice oficn,

1% | feel sell-conscious speaking the foreign language m front of other people.

15 1T you are allowed to make mistakes in the begimning, # will be hard 1o get
rid of them later oo

T0. Learning a forcign languzge 15 mostly 2 matier of [eaming & mamy of
| grammar rules.

Adspied from Elame K. Horwitz, The Modern Langoage Joamal, Vo

{Autumn, 1988), pp. 283294
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BELIEFS ABOUT LANGUAGE LEARNING INVENTORY (BALLY)

(Horwiix, 1988)

21 It is impaortaat to practice i the language laboratory.

TY Women arc betier than men al leaming foreign Ianguages.

23111 speak this langaage very well, | will have many opportunsties to use 1.

24Tt 1s casier to speak than understand a toreign language.

25 Learming a toreign language 1s ditferent from learning other school
wabjects.

T8 Learning a forcign language is mostly 2 maticr of translaing from Faglisa

27 11T leam to speak thus language very well 2t will help me get 2 god job.

I8 It 1s casier to read and write this language than to speak and understand it

15 People who arc good al math and science arc ool good al learning fareign
languages.

0. Turkash people thimk that it 1s important to speak 2 foreign anguage.

1. Dwould lixe to Jearn this language so that | can get to kmow 1ts speakers
better.

TX People who speak more than one language well are very iniclligent.

A3 Turxash people are good at learming toreign languages.

34. Everyone can leam 1o speak 2 foreagn language.

4. The language | am trying to Jearn 15
A=Very difficult B=Dafficult C~ Medium difficulty D = Easy E = Very Easy

1411 somecne spent ome hour a day learming 2 anguage, how long would it
take him'her to become fluent?

A=less than a year B = 1.2 years C = 3.5 years D = 5-10 years E = you can
Jearn 2 langwage in | bour a day

{Autumm, 1988), pp. 283.264

Adapied from Elame K. Hoewitz, The Modern Language Jowrmal, Vo

83








