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OZET

INGILiZCE OGRETIM YAPAN YUKSEKOGRETIM KURUMLARINDA
YABANCI DIiL KAYGISI UZERINE BiR ARASTIRMA: OZEL BiR TURK
UNIVERSITESINDEKI DURUM

GULSAH CELIK GARIiP

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Ana Bilim Dali
Damisman: Prof. Dr. Yasemin KIRKGOZ
Agustos 2019, 95 sayfa

Bu calismanin temel amaci, yabanci dil kaygsi ile ingiliz Dilinde Egitim arasindaki
iliskiyi incelemektir. Bu baglamda, bu calisma, ingiliz Dilinde Egitim veren bir vakif
universitesindeki 6grencilerin yabanci dil kaygi seviyelerini, yabanci dil kaygisinin
nelerden kaynaklandigini ve birinci, ikinci ve tiglincii sinif 6grencilerinin yabanci dil
kayg1 diizeylerinde istatistiksel olarak anlamli farkliliklar olup olmadigini ortaya
koymay1 amaglamaktadir. Calisma, farkli lisans diizeylerinden ve farkli bolimlerden
190 6grenci ile, karma yontem desenlerinden eszamanli liggenleme yontemi kullanilarak
gerceklestirilmisgtir. Calismanin nicel verileri, Horwitz, Horwitz ve Cope (1986)
tarafindan gelistirilen Yabanci Dil Siniflarinda Kayg1 Olgegi’nden uyarlanan 5 puanhk
bir Likert Olgegi ile toplanmis, SPSS 23.0 programi kullanilarak analiz edilmistir. Ote
yandan, arastirmanin nitel verilerini toplamak i¢in, anketin alt boyutlarina uygun olarak
hazirlanan yar1 yapilandirilmig goriisme formu kullanilmistir. Elde edilen nitel veriler,
icerik analizi yontemi kullanilarak analiz edilmistir. Calismanin sonuglari,Yabanci
Dilde Egitim ile Yabanci Dil Kaygisi arasinda orta diizeyde negatif bir iligki oldugunu
ortaya koymustur. Ayrica, Ogrencilerin yabanci dil kaygisi diizeylerinin, lisans
diizeylerine gore istatistiksel olarak anlamli farklilik gdsterdigi ortaya koyulmustur.
Calismanin bir baska bulgusu, dgrencilerin Ingiliz Dilinde Egitim’e karsi olumlu gériis
ve duygular1 oldugunu ortaya koymustur. Ote yandan, dgrenciler, her ne kadar Ingiliz
Dilinde Egitim lehine goriis belirtmis olsalar da, programin igeriginin zenginlestirilmesi
icin bazi tavsiyelerde bulunmuslardir. Ogrencileri Ingiliz dilinde verilen boliim

derslerine hazirlamak amaciyla, iiniversitelerin Ingilizce Hazirlik Programinda bazi



degisikliklerin yapilmasi ve Ingiliz Dilinde Egitim verilen derslerin sonunda, ders

igeriginin Tiirkge olarak 6zetlenmesi, bu 6nerilerden bazilaridir.

Anahtar Kelimeler: Ingiliz Dilinde Egitim, Yabanci Dil Kaygisi, Universite Egitimi.
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ABSTRACT

AN INVESTIGATION INTO FOREIGN LANGUAGE ANXIETY IN ENGLISH-
MEDIUM HIGHER EDUCATION: THE CASE OF A TURKISH PRIVATE
UNIVERSITY

GULSAH CELIK GARIiP

Master Thesis, Department of English Language Teaching
Supervisor: Prof. Dr. Yasemin KIRKGOZ

August 2019, 95 pages

The main purpose of this study to investigate the relationship between Foreign
Language Anxiety (FLA) and English-medium Instruction (EMI). In this regard, the
study aimed to reveal FLA levels of students at an EMI university, the sources of their
FLA and whether there were statistically significant differences in FLA levels of first,
second and third year students. A mixed method concurrent triangulation research
method was conducted with 190 students from different undergraduate levels and
different departments. Quantitative data of the study was collected through a 5-point
Likert Scale, which was adapted from Foreign Language Classroom Anxiety Scale
(FLCAS) by Horwitz, Horwitz and Cope (1986), and the data was analyzed with SPSS
(Version 23.0). On the other hand, a semi-structured interview form that was prepared
in accordance with the sub-dimensions of the questionnaire, was used to collect
qualitative data of the study. The qualitative data was analyzed via content analysis
method. The results of the study revealed a moderate negative relationship between
EMI and FLA. Also, a statistically significant difference was found on FLA levels of
students according to undergraduate levels. Another finding of the study revealed that
students had positive opinions and feelings toward EMI. Although the students are in
favor of EMI, they indicated some suggestions to develop the concept of EMI lectures.
These suggestions indicate the integration of a short summary of the content in Turkish
and some modifications in English Preparatory Programs at universities in order to

prepare students for EMI.

Keywords: English-medium instruction, Foreign Language Anxiety, Higher education.
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CHAPTER I

INTRODUCTION

This introductory chapter includes the background to the study, statement of the
problem, statement of purpose and research questions, significance of the study and

definition of terms.

1.1. Background to the Study

In the developing world of today, the common desire of all countries is to be
technologically advanced, dominant in the industrial and business world and holding
political and economic power. In particular, developing countries have to go beyond
their geographical position and establish strong communication ties in order to compete
with developed countries, to survive in the world arena and to take their place in the
communication between countries. This need for global communication created a
common language in order to facilitate the communication of different countries, which
are located far from each other. English has become a global language that meets this
common language requirement of the countries in the world; since then, the inevitable
spread of English continues. The influence of globalization and the language policies the
countries adapted have varied across countries. Therefore, the answer given to the
question of how the challenges posed by globalization in language policy, took place on
the agenda of many countries, including Turkey (Kirkgoz, 2009). Whereas some
countries adapted English as the official language, some other countries only preferred to
teach it as a second or foreign language as the case of Turkey (Atik, 2010; Turhan,
2018). Turkey’s strategic and geopolitical position has made the learning of English,
which is the lingua franca of science, technology and business, extremely important for
people who live in Turkey (Kirkgoz, 2005). In addition to continuous regulations and
developments in English teaching, it can be clearly seen that Turkey is one of the most
affected countries of the influences of globalization in that English is adapted as a
medium of instruction at secondary school levels and higher education in Turkey
(Kirkgoz, 2009). According to Tsui and Tollefson (2007), using it as an official language

or a medium of instruction is the most powerful transition to a language.



Like any other non-English speaking countries, Turkey responded to global spread
effect of English by adopting English as medium instruction at higher education. Almost
110 out of 178 universities in Turkey use English as medium of instruction both partially
and fully. Especially in the new universities founded around Istanbul and Ankara, EMI is
generally very common (Akincioglu, Dearden & Macaro, 2016). These are the signs of
the continuously growing demand for EMI in higher education in Turkey. Since it is a
comparatively new growing trend, it is a hot debate subject of the studies considering
foreign languages.

As in the case with every new application, adoption or regulation in educational
environments; it is unexceptional that EMI applications have some consequences,
limitations and problems in practice. With the increasing number of EMI institutions, the

studies carried out in the area are increasing.

1.2. Statement of the Problem

The use of English as the medium of education creates many political, cultural,
pedagogical and linguistic reflections. While developing countries are trying to keep
pace with the global world, they have adapted more international and global regulations
in higher education. This international movement has led institutions to adopt
educational reforms, which include applications of EMI. With the purpose of attracting
students to these institutions, they educate students as ‘citizens of the world’ by
equipping them with the global language of the world, English. It seems to be a useful
situation for both the institutions and students; however, it may create a challenge and
become a trial and error case because English is still a foreign language for our society.

Considering that second learning process is affected by many emotional factors such
as beliefs, manners, self-respect and motivation (Aida, 1994), it can be predicted that
EMI situation can become problematic. According to Maclntyre and Gardner (1994),
anxiety is one of the most important affective variables, which affects achievement in
foreign language learning. Hence, the research in this context can be an early detection
for some basic problems students encounter because of anxiety (Ganschow & Sparks,
1996)

In EMI universities, after a year of preparatory education to prepare them for their
departments, students enroll in partial or full EMI programs. In the departmental courses

in EMI, students may experience some challenges because the medium of instruction is



not their mother tongue. Passing the courses with a satisfactory grade may become
harder in EMI classes. Thus, the present study is conducted considering that some issues

like these may occur in EMI classes because of FLA.

1.3. Statement of Purpose and Research Questions

Foreign language classes had always left students with feelings of uneasiness,
nervousness and dread and this cannot be attributed only to cognitive abilities, or
proficiency in the language (Horwitz et al., 1986). Specifically, in English-medium
instruction, these feelings may be observed more frequently because of the fact that
students get departmental education in a foreign language. Based on the idea that EMI
may be an affective variable resulting in anxiety on students, the purpose of the present
study is to mainly investigate how English-medium instruction affects the anxiety level
of university students. The exploratory questions guiding this study are provided below:

1. How does English-medium instruction affect anxiety levels of students?

a. To what extent do students experience communication apprehension in
EMI classroom?

b. To what extent do students experience fear of negative evaluation from
peers and teachers in EMI classroom?

c. To what extent do students experience test anxiety in EMI classroom?

2. Is there a significant difference between anxiety levels of the freshman,

sophomore and junior year students?

3. What are students’ opinions about FLA in EMI classroom?

1.4. Significance of the Study

Researchers and educators of foreign language have always been in search for the
factors that will create a more appropriate setting for foreign language learning. This
challenge led researchers to examine “affective variables” and their effects in foreign
language learning. These variables include attitude, motivation, perceived competence,
anxiety. Studying these variables can give an understanding of how they affect the
foreign language learning environment. Thus, they can help to enhance language
learners’ performance and increase their sense of achievement (Oda, 2011).

According to Maclintyre and Gardner (1994), anxiety is one of the most important

affective variables, which affects achievement in foreign language learning. Hence, the



research in this context can be an early detection for some basic problems students
encounter because of anxiety (Ganschow & Sparks, 1996)

Although researchers have widely investigated the place of English as a foreign
language in EFL and ESL (Karakas, 2016), little research has been done on foreign
anxiety in EMI programs. In an attempt to fill this gap, the current study investigates
effects EMI on students’ levels of FLA. The study may be useful to detect the important
anxiety-related problems in EMI and to suggest curing implications.

The study also may be useful for further research. It will help students and lecturers to
realize the various effective determinants in their learning and teaching process in EMI

and provide some ways to cope with these problems.

1.5. Definition of Terms
Key terms, used extensively in the present research, are defined, as follows:

Anxiety: Scovel (1991) defines anxiety as “a state of apprehension, a vague fear that is

only indirectly associated with an object” (p.3).

Foreign Language Anxiety (FLA): Gardner and Maclintyre (1993), define FLA as a
state of nervousness and fear which is associated with foreign language learning

situations and affects language skills.

Foreign Language Classroom Anxiety Scale (FLCAS): It is a valid measurement tool
of FLA, which was developed by Horwitz et al. (1986) with the intention of
investigating a person's reaction to language learning stimuli and supplying researchers

with a standardized tool in parallel with this purpose.

English Medium of Instruction: It is defined as “[t]he use of the English language to
teach academic subjects (other than English itself) in countries or jurisdictions where

the first language of the majority of the population is not English” (Dearden, 2015, p. 2)



CHAPTER 11

LITERATURE REVIEW

2.1. Introduction

This chapter firstly focuses on the concept of anxiety, causes and the ways for
dealing with anxiety. Following this, an overview of English as a global language,
English as a medium of instruction, related literature on EMI in the World and EMI in
Turkey are presented. Finally, previous studies on anxiety in EMI settings are briefly

described.

2.2. The Concept of Anxiety

For analyzing the influence of anxiety in English-medium instruction, it might be
important to understand the general concept of “anxiety”. Being a negative feeling that
generally effects the learning situations, it is studied by many researchers. According to
Scovel (1991), anxiety is “a state of apprehension, a vague fear that is only indirectly
associated with an object” (p.3). In a similar way, Tas (2006) defines anxiety as “a state
of arousal that occurs when a person is confronted with a stimulus, manifested by
physical, emotional and mental changes” (p.5). More precisely, according to May
(1977), anxiety is “a threat to our identity or to the values that we associate with our
identity”. Probably being the most common affective factor in the learning process,
anxiety is frequently related to negative feelings such as “uneasiness, frustration, self-
doubt, apprehension and tension” (Arnold, 1999, p.8).

As it can be concluded from the definitions, anxiety is commonly mentioned as a
negative and unpleasant feeling that may cause unwanted results in foreign language
learning. Horwitz (2001) suggests that anxiety is regarded as a negative influence on
language learning by many language learners and is one of the most frequently studied
variables in the area of education. As it is the subject of this study, it is considered very

crucial to investigate anxiety in the context of foreign language learning.

2.3. Foreign Language Anxiety



Learning a second or foreign language is mostly an anxious experience (Dewaele,
2013). There are many definitions of FLA made by the researchers; however, it is
generally agreed that FLA is the specific situation of psychological nervousness that a
learner feels when learning a foreign language or doing a task in the target language.
(Aida, 1994, Gardner & Maclintyre, 1993, Horwitz, et al., 1986, Young, 1999).
According to Gardner and Maclntyre (1993), language learnings is all about how an
individual reacts to a tense situation when speaking or completing a task in the target
language. They define FLA as a state of nervousness and fear which is associated with
foreign language learning situations and affects language skills. Likewise, Horwitz, et
al. (1986) defines FLA as “a distinctive complex is more inclusive of affective factors
in relation to this construct of self-perceptions, beliefs, feelings, and behaviours related
to classroom language learning arising from the uniqueness of the language learning
process” (p.6).

According to Arnold (1999), although it is not obvious how FLA occurs; there is no
more common environment in which the anxiety can be observed more than foreign or
second language learning environments. Because they have to explain themselves with
an insufficient language device, there is a high level of insecurity in foreign language
classrooms for students.

FLA has been studied since 1970’s (Curran, 1976; Gardner, Smythe, Clément &
Gliksman, 1976; Scovel, 1991). It has been concluded in the previous studies that it is
difficult to observe the main effects of anxiety in foreign language learning because
anxiety is difficult to measure. However, the findings of these studies suggest that
anxiety level in a second or foreign language must be reduced in order to create an
effective learning environment (Horwitz et al., 1986).

According to Philipps (1991), when there is a high level of FLA in a classroom,
there occur negative affective reactions, negative attitudes and discouragement toward
foreign language studies. Thus, it can be concluded that there is a persistent negative
relationship between the FLA and students’ performance. For instance, Maclntyre and
Gardner (1991) discovered that anxious learners learned a list of vocabulary at a slower
pace than less anxious learners did; and when it comes to recalling the previously
learned items, they had more trouble than less anxious students did.

Arnold (1999) suggests that when there is anxiety in a classroom, there occurs a
down-spiraling effect. Making the students worried and nervous, anxiety results in poor



performance, as a cycle, poor performance creates more anxiety and this result in worse
performance.

On the other hand, some researchers suggest that some level of anxiety can be a
motivating factor to students’ achievement to learn a foreign language if the students can
manage to direct their worries and apprehension in a correct manner when they need to
complete a task in the foreign language classroom. Thus, anxiety either become a
motivation for learning a foreign language or it can be a debilitating factor that can
discourage learner and hinder him from completing the required tasks to be successful.
(Gardner & Maclntyre, 1993; Scovel, 1991; Young, 1999). Scovel (1991) indicates two
types of anxiety, which are facilitating anxiety and debilitating anxiety. Facilitating
anxiety helps and motivates the learner to achieve the language learning task whereas
debilitating anxiety forces the learner to escape from the learning task and it mentally
encourages the person to develop behavior of avoidance. Similarly, Moyer (2008)
concluded in her study that while optimal performance is being reached under
facilitating anxiety, debilitating anxiety hinders students from completing a task.

On the other hand, Williams (2008) is opposite the idea that “facilitating anxiety
brings success”. He examines different views in his study and concludes that facilitating
anxiety cannot truly be measured because in real life settings, there are numerous
variables. In conclusion, he suggests that facilitating anxiety is a myth; teachers just put
the students in stress for competition related situations and use anxiety as a tool to
control the students and the class.

Another controversial subject about anxiety in foreign language classroom is
whether anxiety is a cause or a result in second language teaching. Sparks, Ganschow
and Javorsky (2002) argue that FLA is not a cause; it is rather a consequence of poor
performance in FLA. They suggest that a subtle cognitive language learning disability
causes poor achievement in foreign language class and this leads students to anxiety.
They believe that some people who are considered having FLA may have this language
learning disorder; and anxiety comes because of this disorder. However, Horwitz (2000)
strongly rejects this idea. She agrees that there might be some language disorder in some
students; however, it is impossible to diagnose all students who have FLA with a
language disorder. According to her, language learning is an interpersonal process that is
affected by numerous factors. Ignoring these affective factors when studying anxiety
means being shortsighted and it is detrimental.

As it is observed in the related literature; although there are different definitions and



perceptions of anxiety, it is a frequently observed fact and a considerable affective in
foreign language learning. In order to analyze “anxiety” in specifically foreign language
classrooms, to detect some underlying causes and try to reduce the impacts on student
performance, Horwitz et al. (1986) created a categorization of anxiety in foreign

language classrooms.

2.3.1. Conceptual Framework: Horwitz’s Classification of FLA

While many education researchers have examined FLA in general concepts,
Horwitz, Horwitz and Cope (1986) were the first researchers who suggested that this
kind of research did not specifically address FLA. They defended that general research
on anxiety is not enough to give a clue about the effects of anxiety in FLA environment.
Believing that FLA should be distinguished from general anxiety and aiming to fill this
gap, Horwitz et al. (1986) developed a Foreign Language Classroom Anxiety Scale
(FLCAS). As the sub-dimensions of this scale, they described three components of FLA,
which have undesired effects on second or foreign language acquisition. These three

components are briefly discussed below.

2.3.1.1. Communication Apprehension

Being one of the most important skills of language learning process, speaking skill is
mostly considered as a “must” to be able to prove that an individual knows a language.
According to Maclintyre and Gardner (1991), speaking skill is the skill that produces
most anxiety. As people think that they have deficiencies in the target language and they
get excited when they speak that language. Horwitz et al. (1986) define communication
apprehension as “a type of shyness characterized by fear or anxiety about
communicating with people” (p.127)

Similarly, McCroskey (1970) defines communication apprehension as “an anxiety
syndrome associated with either real or anticipated communication with another person
or persons”. An individual who is considered to have communication apprehension
would avoid oral interaction with people because it would create negative reactions that
are derived from anxiety. Communication apprehension may occur in some specific
situations; or it can be a person’s lifelong struggle.

When it comes to FLA, communication apprehension plays a vital role because

foreign language classrooms require students to communicate in a language which they



have little or no proficiency. In some situations, the people who are outgoing and
talkative in other lessons prefer to stay silent in a foreign language class. On the
contrary, in some cases, shy and unsociable students may feel good and talk a lot in
foreign language classes (Horwitz et al., 1986).

Studies on communication apprehension in foreign language mostly suggest that
students are negatively affected with speaking anxiety in foreign language classes.
(Horwitz et al., 1986; MacIntyre & Gardner, 1991; McCroskey, 1970; Shamas,

2006). A number of research on communication apprehension also
identify that women experience communicative apprehension more than
men do (Hatton & Smith, 1995). As it can be concluded from the related studies,

communication apprehension is a critical component of general anxiety in foreign

language teaching.

2.3.1.2. Fear of Negative Evaluation

Fear of negative evaluation is defined as “apprehension about others' evaluations,
distress over their negative evaluations, avoidance of evaluative situations, and the
expectation that others would evaluate oneself negatively” (Watson & Friend, 1969:
p.4). Although it is similar to test anxiety, fear of negative evaluation is a broader
concept because it may occur not only in exam settings but also in everyday situations
such as a job interview or speaking a foreign language. Foreign language classes, the
only fluent person — the instructor does continuous evaluation. However, students may

be conscious about the evaluation by their peers (Horwitz et al., 1986).

2.3.1.3. Test Anxiety

Because of the fact that performance evaluation is a continuous process in foreign
language classes, test anxiety may be considered as a fact that should be considered
when studying FLA. Horwitz et al (1986) defines test anxiety as “a type of performance
anxiety stemming from a fear of failure” (p.127). In a foreign language class, the
students who have test anxiety may experience a real difficulty because there is
continuous testing and performance evaluation in foreign language classes. Moreover,
speaking exams have the potential of causing both communication apprehension and test

anxiety at the same time (Horwitz et al., 1986).
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To conclude, anxiety in foreign language classrooms can be examined by analyzing
the components presented above. However, Horwitz et al. (1986) states that FLA is not a
combination of communicative apprehension, fear of negative evaluation and test
anxiety. Rather, foreign language learning should be seen as a unique process, which

includes perceptions, beliefs, feelings and behaviours of students.

2.3.2. Causes of Anxiety

Defining the causes of language anxiety is very important to find solutions to
decrease students’ anxiety levels. Young (1991) suggests six common causes of
language anxiety some of which are related to the learner, some with the teacher and

some with the instruction:

Personal and interpersonal anxieties
Learner beliefs about language learning
Instructor beliefs about language teaching
Instructor-learner interactions

Classroom procedures

I L T o

Language testing

As the related studies suggest, analyzing the FLA and its sources is an important
matter on the way to develop solutions. Since anxiety factor is considered a significant
variable in a language class, developing strategies for reducing anxiety may create a less
stressful classroom atmosphere. The strategies for dealing with anxiety are presented in

the following section.

2.3.3. Dealing with Anxiety

Stated as one of the most affective factors in foreign language learning, it is crucial
to know how to deal with anxiety. According to Horwitz et al. (1986), there are two
reasons for educators to deal with students’ anxiety. One of them is to teach students
how to deal with their current reason for anxiety; and the other one is to make the
learning environment less stressful for students. They suggest that teachers may use

some techniques such as “relaxation exercises, advice on effective language learning
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strategies, behavioral contracting and journal keeping”. Nevertheless, in some cases of
intensive anxiety, students should be guided to professional counseling.

On the other hand, in order to create a less stressful classroom environment,
teachers may produce some systems for supporting the students and monitoring the
classroom environment. The application of error correction techniques is also very
important because the students are highly sensitive to way teacher gives feedback in
foreign language classrooms. Thus, error correction methods should be applied correctly

in order not to put students in a defensive position.

2.3.4. Research on FLA in the World

Since the effects of anxiety on foreign language learning have been realized for a
long time, there have been numerous studies on FLA throughout the world. Some of
these studies are summarized in this section.

In his study to identify ESL students’ classroom anxiety; Zhang (2001) found out
that both female and male students in a tertiary school in Singapore suffered from
language anxiety in language learning because of the different learning environment in
foreign language classes. Another important finding of the study was that male students
had higher levels of anxiety than their female classmates did.

In another study that investigates the impact of FLA on tertiary students’ oral
performance, Philips (2005) studies the communication apprehension in public speaking
assessments and how students feel about their oral performance. In the results of the
study, no significant correlation was found between the grade and anxiety level.
However, significant differences diagnosed between anxious students’ perceptions of
performance and low-anxious students’ perceptions. As a result, it is concluded in the
study that increased anxiety does not always mean low grades in oral proficiency.

Williams and Andrade (2008) conducted a study, which investigated FLA in
Japanese EFL university classes. The research especially searched for the situations that
provoked anxiety, the perceived causes of anxiety, and the ability to cope with it. The
findings of the study indicated that anxiety often occurred in the output and processing
stages of foreign language learning. According to students’ perceptions, anxiety was
due to the teachers and other people. Moreover, the ability to cope with anxiety was

related to the gender and perceived ability level.
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In a study that focused on FLA of EFL elementary school students in Taiwan; Chan
and Wu (2004) conducted questionnaires with fifth grade elementary students in Taipei.
The results showed that there was a significant negative correlation between the FLA
level and achievement in English. The sources of this anxiety were found as follows:
low proficiency, fear of negative evaluation, competition of games, anxious personality
and pressure from students themselves and their parents. Finally research showed that
teachers of foreign language are not aware of FLA.

Onwuegbuzie, Bailey and Daley (1999) searched for the factors associated with
FLA. The study was conducted with 210 university students and examined the factors
that predict FLA. The results of the study revealed seven factors, which are age,
academic achievement, prior history of visiting foreign countries, prior high school
experience with foreign languages, expected overall average for current language
course, perceived scholastic competence, and perceived self-worth. According to the
results, these factors contributed significantly to the prediction of FLA. Another finding
of the study was that freshmen and sophomore students had the lower levels of FLA
than junior and senior year students did. It shows that level of anxiety increases as the
function of the study year increases.

Dewaele and Ip (2013) investigated the relationship between foreign language
classroom anxiety and second language tolerance of ambiguity in secondary school
students in Hong Kong. The findings revealed that foreign language classroom anxiety,
second language tolerance of ambiguity and self-rated English proficiency were linked
to each other. It means that students who are more tolerant of second language
ambiguity become less anxious in English classes and they also feel more successful.

In his study, Hong (2012) investigated the language anxiety in Chinese learners of
English in the U.K and its relationship with other variables. It was found that the
participants experienced low or moderate anxiety in and out of class. According to the
findings from factor analysis, the anxiety in the classroom had the following
components: speaking-related anxiety, English-classes related anxiety, negative
comparative self- evaluation, comprehension-related anxiety, fear of negative evaluation
from the teacher and fear of learning English grammar. There were three components of
anxiety for out of class: anxiety experienced in difficult conversations; anxiety in
routine conversations and anxiety in the conversations with friends or foreigners.

Another finding of the study showed a negative relationship between anxiety and
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exposure to English and language preferences. The more students are exposed to
English the less anxious they become.

Walker (2016) investigated the influence of teaching strategies and behaviours in
English classroom on students’ motivation and anxiety. Results of the study showed that
unclear instructions and negative feedback made by the teachers had an impact on
students’ FLA.

2.3.5. Research on FLA in Turkey

Teaching and learning English as a foreign language has always been a problematic
issue in Turkey. A number of studies has been done to find out the problems in foreign
language classrooms. Considering that the anxiety factor may be an affective variable in
foreign language learning, the research on FLA has also been popular in Turkey
recently. Some studies on FLA in Turkish context are summarized in this section.

Er (2015) studied FLA of Turkish children at different ages. The findings of the
study showed that as children in Turkey get older, their level of anxiety increases.
Although they have trust in their teachers and parents, it does not help them to reduce
their anxiety levels.

In their study, which investigates the effects of FLA on Turkish university students’
academic achievement in foreign language, Tuncer and Dogan (2015) conducted a
questionnaire to 271 university engineering students. The findings of the study indicated
that at the beginning of the prep class, the FLA was not effective to predict the
academic success. However, at the end of the prep class education, students’ anxiety
accounted for the academic failure.

Kaygusuz (2015) examined the factors relating FLA of prep class university
students and its relationship with seven different variables. The results of the study
showed that the students experience FLA; however, this anxiety does not have a
positive effect on the variables. On the contrary, it was proved that anxiety had a
negative effect on motivation of the students.

In his qualitative study on the FLA levels of high school students, Bas (2014)
investigates the reasons of FLA in high school students. The findings of the study
indicated that reasons of FLA can be categorized in seven themes, such as speaking
activities, listening activities, teaching methods and techniques, fear of making error,

learning environment, teachers’ attitudes, and exams.
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Aydmn, Harputlu, Savran Celik, Ustuk and Guzel (2017) conducted a study on FLA
on children. The study aimed to identify FLA levels of Turkish children learning
English at school. The results of the study showed that the main causes of children’s
moderate FLA are exams and grammar based language activities. Being unprepared
before speaking in English, fear of making mistakes , unfamiliar topics, fear of failure
and being criticized by other students are some other sources of high level anxiety in
children.

In his study, which investigates the relationship between technology and FLA by
analyzing the previous studies, Aydin (2018) tried to identify the role of technology in
FLA. The result of the research showed that previous research did not have a consensus
if FLA could be reduced by implementation of technology.

In another study, Aydin (2008) investigates FLA and fear of negative evaluation
among Turkish EFL learners. The analysis of the collected data showed that EFL
learners experience anxiety and fear of negative evaluation. Moreover, fear of negative
evaluation was stated as a main source of students’ FLA.

Demirdas and Bozdogan (2009) conducted a study in order to identify the
relationship between FLA and performance of language learners in university
preparatory classes. The findings of the study showed that the participants had low
levels of anxiety in their English classes. However, female students were tend to be
more anxious than male students. Finally, a statistically significant negative relationship
was detected between language anxiety and language performance of the students.

In their study of a literature review on FLA, Hamamci and Hamamci (2015)
identified the terms and definitions of anxiety and FLA; causes and results, effects of
some variables and possible solutions. They concluded that being one of the individual
differences, anxiety had an undeniable effect on language learning. Although there
might be some rarely encountered positive effects, it was seen in the literature that FLA
had negative effects on language learning.

Balemir (2009) investigated the sources of foreign language speaking anxiety
(FLSA) and the relationship between proficiency and FLSA. The findings of the study
showed that the participants of the study had moderate levels of speaking anxiety.
Another important finding of the study was that the language proficiency levels of the
students did not affect the levels of FLSA. On the other hand, the study indicated that
the main sources of anxiety were teaching and testing procedures, personal reasons, and

fear of negative evaluation.
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In her study of FLSA on EFL students, possible reasons and solutions, Cagatay
(2015) conducted a research with 147 Turkish students at a preparatory program of a
state university. The findings of the study indicated that the participant students
experienced a moderate level of FLSA. Furthermore, female students proved to have a
higher level of speaking anxiety than male students. Another important finding of the
study was that FLSA increased when the students tried to communicate with native

speakers of English.

2.4. English as the Global Language

Starting from the 1990s, it has been cleared that societies have been greatly
influenced by globalization in terms of the political, socioeconomic and cultural aspects.
Technology and English, being the two effectives of globalization, are considered to be
vital tools to be equipped with in order to keep pace with the rapid changes which
globalization has brought along. It is a great challenge for non-English speaking
countries because all the interaction depends on translation and this creates confusion;
thus, a lingua franca is crucial (Tsui & Tollefson, 2007). In a similar vein, Crystal
(2003) explains the rise of English with the relationship between language dominance
and economic, technological and cultural power. When the people who use a language
succeed in international contexts, the language succeeds; when they become
unsuccessful, the language fails, as well.

Considering the effects of British colonialization and the rise of United States,
Dogancay-Aktuna (1998) explains the spread of English with a historical view as
follows:

As a result of sociopolitical and economic events, English began to spread in the
non-colonised areas of the world after World War Il via careful language planning.
It gradually replaced French as the language of international diplomacy to become
the lingua franca for trade, banking, tourism, popular media, science and
technology. In order to gain access to these information networks, English was
integrated into the education systems of many countries, even in officially

monolingual areas, e.g. in the Middle East, Far East, and many European nations.
(p. 25)
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No matter what reason has started it, the spread of English has been inevitable in
today’s world. It has been the language of finance, technology, security, literature and
most importantly, education. The place of English on the international context created
strong pressure on governments to adapt new educational policies (Dogangay-Aktuna,
1998). To summarize, it can be concluded that the spread of English had enormous
effects on education policies throughout the world; since any further development in
education would indirectly affect the developments in other aspects.

Since there have been unescapable regulations in the education policies all over the
world following the spread of English, Turkey was one of the countries which was
hugely affected from English effect. The foreign language education policy has
undergone a number of regulations.

Kirkgoz (2009) states two important impacts of English on Turkey’s foreign
language policy. First, spread of English in Turkey has become enormous. Second, it
has created several challenges for the foreign language education system in Turkey. In
order to cope with the globalization, Turkey adapted major regulations in education
policies between the years of 1983-1996. Secondly, in 1997, major regulations in ELT

curriculum were initiated and continued until now.

2.5. English as Medium of Instruction

Being commonly recognized as the lingua franca of today's globe, English has been
spreading so rapidly for reasons such as political, economic, technological, commercial
and educational. As the most preferred international language today, it continues to
develop day by day; and its continuous growth naturally demonstrates its influences in
every level of educational programs throughout the world.

English is the mostly used medium of instruction in Europe and it will be possible
used more and more in the future (Marsh & Laitinen, 2005). Figure 1 shows the number

of English-medium higher education programs in Europe:
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Cooumntry All Institutions " ETP-affaring Share of ETP-offering
Institutions = imstitutions of all
institutions (%)
AT 73 34 d6.6
BE 72 Ly 29.2
BG 49 a 16.3
CH 4 19 48.7
CY 23 11 47.8
CZ Pt 22 ar.a
DE 3586 154 433
DK 50 24 48.0
EE 23 7 30.4
ES 177 36 20,3
Fi 42 as 83.3
FR 701 113 16.1
GR 42 2] 18,0
HR 29 2 6.9
HU 54 19 352
15 | 4 50.0
T 207 41 19.8
LT 43 Ly 48.8
v 45 15 333
ML &0 39 65.0
NO 5G 23 41.1
FL 3a2 59 7.8
PT a8 14 14.3
RO T 13 16.9
SE 42 34 81.0
gl 7o & a8
SK 33 7 7.2
TR 162 28 17.3
Total 3,042 v 26.9

Figure 1: English- taught programs in European Higher Education in 2014

Retrieved from: Wachter, B. & Maiworm, F. (2014). English-Taught Programmes in European Higher
Education. The State of Play in 2014 (eds.)
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As can be obviously concluded from Figure 1, English is the most common
language of instruction at universities all over the Europe. According to Ammon and
McConnell (2002), it will be a more dominant language of instruction in the future.

Like any other non-English speaking countries, Turkey responded to global spread
effect of English by adopting English as medium instruction at higher education.
Although English-medium instruction has been so widely adapted, some problems may
occur in the applications. Some predictable problems in EMI are as following:

« Inadequate language skills and the need for training of indigenous staff and

students,

« Ideological objections arising from a perceived threat to cultural identity and the

status of the native language as a language of science,

« Unwillingness of local staff to teach through English,

* The lack of availability on the international market of sufficient Anglophone

subject specialists,

« The inability of recruited native speaker tutors to adapt to non-native speaking

students,

» Inadequate proficiency of incoming international students in the host language,

« Organizational problems and administrative infrastructure,

» Lack of interest from local students,

« Loss of confidence and failure to adapt among local students,

» Lack of critical mass of international students,

« Lack of cultural integration of international students,

« Financing the teaching of international students where no fees exist,

« Financing for international students from poorer countries where fees do exist,

« Uniformity and availability of teaching materials,

« Equity of assessment for native and non-native English speakers (Smith, 2004 as
cited in Coleman, 2006, p.6-7)

Along with these possible problems, there are beneficial aspects of EMI. In her
study on the pros and cons of EMI, Cagatay (2015) found out that EMI has some
advantages such as accessing to a wide range of resources easily, employment
opportunities, and contribution to academic success.

As it is comparatively new and controversial subject, there is a current need for
more studies investigating the effectiveness of EMI and problems derived from its use.

The following section scrutinizes the related literature on EMI.
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2.6. Research on EMI in the World

The unavoidable growth of English language had urged the institutions all over the
world to catch up with the speed of its growth. EMI has been one of the consequences
of the continuously growing importance of English. Because of this, universities and
educational institutions all over the world have launched EMI courses. However, the
quality or effectiveness of these EMI courses has been questioned via researches on the
issue. Some of these studies from different counties of the world are summarized in this
section.

In their study on the effectiveness of EMI in improving Chinese undergraduate
students’ English competence, Lei and Hu (2014) studied with 136 sophomores and
juniors. The results of the study revealed that there was no significant effect of EMI on
English proficiency levels of students. However, some factors such as level of
satisfaction with EMI, perceived necessity of EMI and increasing workload had
considerable effects on the outcomes. Furthermore, prior knowledge of English was a
strong predictor of posterior proficiency in English.

In a similar vein, Rogier (2012) investigated the effects of EMI on language
proficiency of university students in the UAE. The aim of the study was to identify how
the English skills of EMI students changed during their four years of study at an EMI
university. The results of the study showed that there was a significant positive change
in all skills of English, as examined via IELTS after four years of EMI education. The
most developed skill was “speaking”. On the other hand, results indicated that students
and teachers of EMI settings have different perceptions on language ability and
problems aroused from EMI. While the students thought EMI did not cause problems
for them, teachers suggested that the students’ English proficiency did not meet the
requirements of EMI.

From a different point of view, Kim (2014) conducted a study on the relationship
between EMI policy and students’ motivation and performance of speaking skills in
English. The findings of the study revealed that circumstantial causes had significant

correlation with achievement in speaking. It was discovered that motivation had no
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direct correlation with the achievement. EMI policy, on the other hand, was a significant
factor as it affected the motivation of students and their achievement in speaking.

Byun, Chu, Kim, Park, Kim and Jung (2011) conducted a study on policy debates
and reality in EMI in Korean higher education. The study significantly investigated the
effectiveness of EMI and its implementation strategy. The results of the study revealed
that although EMI had positive features such as being effective in improving students’
English level; making it compulsory independently of students’ and lecturers’ English
proficiency, single-sided application of EMI in academic disciplines and lack of
advanced instructors, brought a lot of negative effects.

In a similar aim with Byun et. al (2011), Chang (2010) conducted a research to
assess the application of EMI for subject matters in a private college. Both students’ and
lecturers’ views are investigated in the study. Comprehensive results of the study
indicated that students demonstrated positive perspectives despite they did not have a
notable proficiency in English. What is more, students believed that their English
knowledge had increased with the contribution of EMI.

On the other hand, Hellekjzer (2010) examined the lecture comprehension in EMI
universities by comparing the lecture comprehension in EMI and in mother tongue
instruction. The study analyzed the self-assessment scores of students. The findings
obtained from the data showed that a significant number of students experience hardship
in comprehension of EMI lectures. The main problems students encountered were the
difficulties in knowing the meanings of the words, unknown vocabulary and adversity
in note-taking during the lecture.

In a different manner, Jensen and Thggersen (2011) investigated attitudes of Danish
lecturers towards EMI. The analysis of the data obtained from lecturers’ responses
declared that there were positive as well as negative attitudes toward EMI. It was found
out that younger lecturers and lecturers whose teaching load was higher than others had
more positive attitudes towards the development of EMI at universities.

In his commentary research, Manh (2012) investigated the situation of EMI in
Asian context by handling the status of Vietnam. The purpose of the study was mainly
to examine the potential effects of EMI at higher education. The study concluded that
despite being a useful application that came as a result of globalization, there were some
intrusive aspects such as student and teacher issues, curriculum issues and political and
socioeconomic impacts, which may result in educational failures if not addressed

straightaway.
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2.7. Research on EMI in Turkey

Since the importance of knowing English is growing day by day, foreign language
policies are continuously changing in Turkey. Thus, the search for new ways in foreign
language teaching is always proceeding. Using English as medium of instruction is one
of the recent attempts. Since there have been a debate on whether it is useful to teach in
English or not, EMI has been a controversial subject among researchers, educators and
even the politicians. Being the focus of debate, there have been many researches on
EMI in Turkey. Some of these studies are summarized in this section.

In order to analyze the main sources of motivation for deciding to study at an EMI
university and detecting the difficulties they may encounter; Kirkgoz (2005) studied the
motivation and student perception toward studying in an EMI university. The results of
the study indicated that students had integrative and instrumental motivations toward
EMI. On the other hand, the findings revealed that students faced with being estranged
from their native language and culture. In another study, Kirkgéz (2009) investigated
the motivation of students and lecturers of the effectiveness of foreign language
instruction according to students’ academic needs in an EMI university. The findings of
the study reported that an EAP curriculum is not adequate to prepare the students for the
academic requirements of their departments. Thus, various suggestions to improve the
EAP curriculum were proposed. On the other hand, by comparing two groups of
engineering students one of which receiving Turkish medium of instruction (TMI), and
the other EMI, Kirkg6z (2014) investigated students’ perceptions of EMI versus TMI in
higher education. The results of the study showed that EMI students’ departmental
knowledge was ineffective while TMI was substantially successful.

In a recent study, considering that the motivation might be an effective determinant
of success, Turhan and Kirkgdz (2018) investigated the motivation of engineering
students and lecturers toward EMI. The results of the study indicated that there was no
significant differences on the motivation of the first, second, third and fourth year
students. However, first year students were slightly more motivated. Moreover,

lecturers’ motivation toward EMI changed because of many factors. The results of the
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study also showed that there was urgent need for regulations in present EMI policy in
Turkey.

In a similar vein, Basibek, Dolmaci, Cengiz, Bir, Dilek and Kara (2014) conducted
a study with lecturers in partial EMI universities. Investigating the perceptions of
professors, associate professors, assistant professors and assistants toward EMI at
Engineering Departments of two universities, they aimed to compare their attitudes. The
findings of the study suggested that some aspects of teaching might be challenging for
them and they might feel less capable of teaching in EMI. .

Similarly, Karakas (2016a) investigated lecturers’ and students’ perceptions of
English in EMI. The results of the study showed that the participants had positive
perceptions of their English and the language policy of their institution. Moreover, the
results revealed that the participants had negative perceptions of others’ English. It was
also found out that students’ prescriptive perceptions were affected by various language
ideologies.

In another study, Karakas (2016b) conducted a research on lecturers’ views on the
place of mother tongue in English-medium content courses. The results of the study
showed that lecturers were in favor of using Turkish in EMI classes and letting students
use it in some cases. Counter views asserted the presence of international students in
classes and the university policy to use English.

In her study, which investigated the perceptions of students towards EMI at tertiary
level, Atik (2010) studied with 233 students from different faculties of a private
university. The results of the study indicated that students had positive perceptions
toward EMI. However, they sometimes have trouble in understanding the content in
English. Moreover, the results revealed the positive relationship between Students’
proficiency levels and perceptions toward EMI regarding the learning of course content.
Additionally, the positive relationship between students’ academic success and their
perceptions toward EMI regarding the learning of the course content was stated among
the results of the study.

In a similar context, Somer (2001) conducted a research to analyze the role of EMI
in engineering and art courses at a state university via investigating the attitudes of
faculty members toward teaching course content in English. The results of the study
showed that all the participants were in favor of the necessity of English and they
suggested that English education should start at an early age. The most important

finding of the study was that while some lecturers were teaching only in EMI, some of
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them were teaching in Turkish. Most of the lecturers taught using both English and
Turkish, because they stated that students did not have adequate proficiency of English
and experience comprehension problems.

In her study, which investigates the academic needs of EMI students, Giiler (2004)
found out that the most important skill for the students of EMI was reading. On the
other hand, it was revealed in the study that most of the lecturers were in favor of TMI
and believed that instruction of content courses should have been in students’ mother
tongue.

In order to analyze the problems and dilemmas in EMI, Collins (2010) conducted a
research at an EMI university in Turkey. It examined the perspectives of students and
lecturers toward EMI and their recommendations to improve the way of instruction. The
findings of the study indicated that the students of EMI felt disadvantaged. Both the
students and lecturers believed that the system needed to be improved. The findings of
the study complied with Manh’s (2012) research, which revealed the problems in EMI
settings.

Similar to the studies of Collins (2010) and Manh (2012), another researcher
Cankaya (2017) investigated the challenges in EMI by analyzing the related literature in
the area via document analysis. The data gathered through the analysis showed that
along with the instructional challenges, EMI policy had language related issues for

students and lecturers.

2.8. Research on FLA in EMI Context

Although EMI is a highly discussed and investigated phenomenon, there is only
limited number of research examining the FLA in EMI settings; and these researches
mainly focuses on speaking anxiety. Some studies found in the literature about anxiety
in EMI are presented in this section.

Chou (2018) studied the anxiety of university students, use of strategy and
difficulties they encountered when speaking in EMI contexts. The research was
conducted with students of full and partial EMI. The findings of the research stated that
partial EMI students experienced high levels of speaking anxiety, lack of confidence
and negative perceptions of English. Furthermore, they use strategies such as
paraphrasing and rehearsal less than full EMI students did. Finally, the results found out

a relationship with EMI context and difficulties in speaking.
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In a similar vein with Chou (2018); researchers Kudo, Harada, Eguchi, Moriya and
Suzuki (2017) also investigated English speaking anxiety in EMI. With the use of
FLCAS, they tried to examine the categories of speaking anxiety that the EMI students
encountered. The results of the study indicated that EMI students experienced strong
anxiety specifically in terms of confidence in speaking, fear of negative evaluation from
their peers and communication with other students. They felt less anxious in categories
of negative feedback from teachers. Another finding of the study revealed that the
categories of English speaking anxiety was positively correlated, that is, when the level
of one category increased, so did the other categories of English speaking anxiety.

On the other hand, in their study, which analyzes students’ sense of Achievement,
Motivation and anxiety in EMI and FMI settings, Fidan Ucar and Soru¢ (2018)
compared the English and French medium education systems. They tried to identify the
significance of some factors such as sense of achievement, motivation and anxiety in
EMI and FMI settings. The results of the study declared that when receiving EMI and
FMI, both group of students experienced a higher sense of achievement, motivation and
low level of anxiety. However, FMI students were found to be slightly more anxious
than EMI students were.

On the other hand, Rathore and Pancholi (2013) investigated the effect of medium of
instruction on student-teachers’ anxiety at colleges of education to be able to evaluate the
positive and negative aspects of EMI. The results of the study indicated that student-
teachers of EMI experienced higher levels of anxiety than those who got mother tongue
instruction. Because they had some problems such as making mistakes related to
language of instruction, not being able to share their personal problems with peers and
teachers, experiencing inconsistency in using medium of instruction and the necessity to
request repetition from teachers.

Examining a similar problem to the current study, Sar1 (2017) investigated the
relationship between beliefs about language learning and FLA in EMI context. Aiming to
reveal their anxiety levels and sources of anxiety, questionnaires were conducted to 482
first year university students from EMI. The results of the study showed a positive weak
relationship between students’ FLA levels and their beliefs about language learning.
Moreover, although the participants seemed to experience moderate levels of FLA, it
was revealed that the category of which they suffered most was communication
apprehension, followed by general feeling of anxiety and fear of negative feedback from

peers and teachers.
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As can be concluded from the chapter, EMI and FLA are significant subjects that
have drawn interest of numerous researchers. However, there are limited number of
studies which have investigated the relationship between two concepts. Thus, this study

includes both concepts in order to provide a broad understanding these two concepts.
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CHAPTER I
METHODOLOGY

3.1. Introduction

This chapter presents the methodology of the study. In this chapter, the overall
design of the study is presented, the setting and participants are described, data
collection instruments and data collection procedure is explained. The chapter finally

focuses on data analysis.

3.2. Research Design

In this study, mixed methods research was used to investigate the FLA of university
students in EMI classrooms. Mixed methods research can be defined as ‘research in
which the investigator collects and analyses data, integrates the findings and draws
inferences using both qualitative and quantitative approaches or methods in a single
study’ (Tashakkori & Creswell, 2007, p.4). Qualitative data includes open-ended
responses addressed by interviews or written question forms while quantitative data
usually includes closed-ended responses such as found on questionnaires or
psychological instruments (Creswell, 2003). In mixed methods research, quantitative
and qualitative data which investigate the same underlying phenomenon are both
collected and analyzed. (Leech & Onwuegbuzie, 2007). According to Johnson and
Onwuegbuzie (2004), mixed methods research frequently results in superior research
(compared to monomethod research) because it has a methodological pluralism or
eclecticism since it allows the researcher to collect and analyze both qualitative and
guantitative data.

In the social sciences, in general, mixed methods research has turned out to be
progressively prominent and might be considered the most effectual, unique research
design (Creswell, 2003). Integrating both gquantitative and qualitative data into a study,
mixed methods research design may allow researchers to enhance their findings in a
way that one type of data does not allow (Tashakkori & Teddlie, 1998). Creswell
(2003) suggests that because the problems of social and health science researchers

address are complex and using just one approach is inadequate to solve these complex
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problems; the combined use of qualitative and quantitative approaches provides an

expanded understanding of the problems in social studies.

In the literature, there are different types of mixed methods research design

changing according to the reasons for mixing methods. Different classifications of the

various mixed methods designs have been made by different authors (Creswell, 2003).

When designing a mixed methods research, these classifications should be considered

and the most suitable research design for the aims of the current study should be chosen.

Creswell (2003) suggests four key terms to consider when defining the mixed methods

research type of a study such as follows:

1.

Timing: In what sequence will the qualitative and quantitative data collection
be implemented?

Weighting: What relative priority will be given to the qualitative and
quantitative data collection and analysis?

Mixing: At what stage of the project will the qualitative and quantitative data
be integrated?

Theorizing or Transforming Perspectives: Will an overall theoretical

perspective be used to guide the study? (p.206-208)

In the light of these questions, Creswell (2003) suggests three types of mixed

methods research and their variations as follows:

1.

Sequential Mixed Methods Design: In this design, the findings of one method
are followed by another method. For example, it can begin with a qualitative
interview and be followed up with a quantitative survey method and the results

can be generalized to a population.

Concurrent Mixed Methods Design: In this design, the researcher collects the
qualitative and guantitative data at the same time and then the data is combined
together in the interpretation section.

Transformative Mixed Methods Design: In this design, the researcher uses a
theoretical perspective as a framework for topics of interest, methods for
collecting data, and outcomes or changes anticipated by the study. Within this

theoretical perspective could be a data collection method that involves a
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sequential or a concurrent approach (p.14-15). Figure 2 shows the three main

types of mixed methods research and their variations.

Mixed
Methods
Research

Sequential

Concurrent

Sequential Concurrent
Explanatory Triangulation
Design Design

Sequential
Explanatory
Design

Sequential

Exploratory
Design

Concurrent
Nested Design

Concurrent

Transformative
Design

Figure 2: Main types of mixed methods research and their variations

In the present study, Concurrent Triangulation Mixed Method Research Design is

used in order to investigate the FLA in higher education EMI classrooms. In this design, the

qualitative and quantitative data is collected at the same time or as parallel. Each data is

analyzed separately and the results are combined together in the interpretation facet. The

motivation behind this type of research is to approve the findings created by every data

collection tool through evidence delivered by the other. (Kroll & Ner, 2009). Likewise, in

this study, qualitative (Semi-structured Interviews) and quantitative (English-Medium

Classes Anxiety Scale) data collection instruments were conducted concurrently. The results

were analyzed separately and the findings were integrated and compared in interpretation

and discussion part. (See Figure 3)

Concurrent Triangulation Design (a)

* ouAL
QUAN QUAL
Data Cotlection Data Collection
QUAN ) ] QUAL
Dala Analysis ~ Dota Results Compared  p a0 oiveis

Figure 3. Concurrent Triangulation Design

Retrieved from: Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods

approaches (2nd ed.). Thousand Oaks, CA: Sage.
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3.3. Setting and Participants

3.3.1. Research Site

This study was conducted in a private university in Alanya, Antalya. Forenamed
institution is a newly established university with a small number of students. The school
accepted its first students in 2014-2015 Academic Year for three departments:
Architecture Department, Department of Gastronomy and Culinary Arts and Tourism
Management Department. In addition, the university has a School of Foreign Languages
which consists of Basic English (Preparatory class) and Modern Language courses.
Medium of instruction in departments is offered in the medium of English and lectures

are held by Turkish and foreign native speaker lecturers.

3.3.2. Participants

All the students in three different departments (Architecture, Gastronomy and
Culinary Arts, Tourism Management) of forenamed private university were the
population of this research. Total number of students in three different departments (Prep
Class students were excluded) were 210. Convenience sampling and purposive sampling
were used for the present study. Convenience sampling is a non-probability sampling in
which the participants are chosen because of their accessibility and closeness to the
researcher. (Etikan, Musa & Alkassim, 2016). On the other hand, it is purposive; because
of the fact that it focuses on participants who take classes in English. Purposive or
selective sampling refers to choosing the participants according to the objectives of the
study. In purposive sampling, researchers should ask themselves what they want to
conclude and what are things that they want to know (Palys, 2008). The guantitative data
collection part was conducted with 190 students because of the fact that some students
were absent during implementation of data collection tools.

As the university is a newly-established institution and this study was conducted in
2017-2018 Academic Year; freshman, sophomore and junior year students of all
departments were included; however, senior year students were not available for this
study. Table 1 reveals the demographic features of the participants in quantitative data

collection part.
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Table 1

Demographic Features of the Participants in Quantitative Data Collection

Number (n) Percentage (%0)

Gender

=  Female 112 59

= Male 78 41
Department

= Architecture 109 57.4

= Gastronomy and Culinary Arts 65 34.2

= Tourism Management 16 8.4
High School

= Science/Anatolian High School 133 70

= Vocational School 22 11.6

= Private High School 35 18.4
Year

= Freshman Year 96 50.5

= Sophomore Year 58 30.5

= Junior Year 36 18.9
Total 190

On the other hand, 15 students participated in the qualitative data collection process.
They were conducted a semi-structured interview and shared their opinions about the
topic. Table 2 gives detailed information about the participants in qualitative data

collection process.

Table 2
Demographic Features of the Participants in Qualitative Data Collection
Number (n) Percentage (%0)

Gender

=  Female 10 66.6

= Male 5 33.3
Department

= Architecture 8 53.3

= Gastronomy and Culinary Arts 5 33.3

= Tourism Management 2 13.3
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High School
= Science/Anatolian High School
= Vocational School
= Private High School
Year
= Freshman Year
= Sophomore Year
= Junior Year
Total

15

53.3
13.3
33.3

40
33.3
26.6

3.4. Data Collection Instruments

In this study, both qualitative and quantitative data collection instruments were used.

In quantitative data collection process, an adapted questionnaire was conducted to

students. Then, in qualitative data collection part, semi-structured interviews were used to

reveal students’ detailed opinions about anxiety in EMI classes. In the following sections,

these data collection instruments are described in detail. Table 3 shows the data collection

instruments used according to the research questions of the study.

Table 3
Data Collection Instruments

Research Questions

Data Collection
Instruments

1 How does English-medium instruction affect

anxiety level of students?

To what extent do students feel anxious in

d communication
classroom?

apprehension

EMI

To what extent do students experience fear of

b feedback by peers and teachers
classroom?

in EMI

To what extent do students experience fear of

exams in EMI classroom?

Is there a significant difference between anxiety
levels of freshman, sophomore and junior year
students?

What are students’ opinions about FLA in EMI
classroom?

EMCAS (Questionnaire)

EMCAS (items 1,4,9,14,
15,18,24,27,29,30,32)

EMCAS (items 2, 7, 13,
19, 23, 31, 33)

EMCAS (items 3, 5, 6, 8,
10, 11, 12, 16, 17, 20, 21,
22, 25, 26, 28)

EMCAS (Questionnaire)

Semi-structured Interview
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3.4.1. An Adapted Version of FLCAS: English-Medium Classes Anxiety Scale
(EMCAS)

Quantitative data collection tool for this study was an adapted version of the Foreign
Language Classroom Anxiety Scale (Horwitz et al., 1986). Horwitz et al. (1986)
developed this scale to provide researchers with a standard tool to verify the relationship
between anxiety and second language achievement by testing individual’s response to
specific stimulus of language learning (see Appendix 1). FLCAS is a 33-item
questionnaire which is scored on a 5- point Likert Scale, ranging from “strongly agree”
to “strongly disagree”. The scale has three sub-dimensions. First dimension is about
communication apprehension and has 12 items (items 1,4,9,14,15,18,24,27,29,30,32).
Second dimension has 7 items which are connected with fear of feedback by peers and
teachers (items 2,7,13,19,23,31,33); and third dimension has 13 items related to test
anxiety (3,5,6,8,10,11,12,16,17,20,21,22,25,26,28). Administering FLCAS in a number
of studies, Horwitz (1986) reported that internal consistency as measured by Cronbach’s
alpha was .93. On the other hand, in Aida’s (1994) study with students of Japanese,
internal consistency was obtained as .94, which was very similar to those of Horwitz.

In this study, FLCAS was adapted for English-medium classes by the researcher.
For this aim, “Foreign Language Class” term in each item was replaced with “English-
medium Class”. The adapted form was checked by one professor in the field of ELT, one
curriculum development expert, one testing and assessment expert and one English
language instructor in order to assure the validity of the questionnaire. Based on the
given feedback, necessary alterations were made before the implementation of the pilot
study. The pilot study was conducted with a group of 20 students and Cronbach alpha
was found .77. After the implementation of pilot study, the questionnaire evolved into its

final form.

3.4.2. Semi-structured Interview

In order to investigate the subject in depth and understand the possible underlying
reasons, a semi-structured interview form was designed by the researcher. All seven
open-ended questions in the form were based on the sub-dimensions of the quantitative
data tool and the related literature. After the form was finalized, it was checked by one
professor in the field of ELT, one curriculum development expert, one testing and

assessment expert and one English language instructor in order to assure the validity of
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the interview form. Based on the given feedback, necessary alterations were made before
the implementation of the pilot study. The pilot study was conducted with three students
who are not the subjects of this study to check the understandability of the questions.

After the implementation of pilot study, the interview evolved into its final form.

3.5. Data Collection Procedure

3.5.1. Pilot Study

A pilot study was conducted for each data collection tool in order to check the
validity and effectiveness of the instruments. 20 students took place in the piloting of
questionnaire and Cronbach alpha was found .77. Also, three students were interviewed
and semi-structured interview form was checked in terms of understandability and some
ambiguities were eliminated. Eventually, the pilot studies gave the researcher significant
feedback to enhance the data collection instruments and helped the researcher get

familiar with the research context.

3.5.2. Quantitative Data Collection Procedure

Following the pilot study and necessary alterations, quantitative data was collected
in May, 2018. First, the participants were informed about the purpose of the study and
ethical considerations. After signing the consent form, a total of 190 students from 3
different departments (n= 65 Gastronomy and Culinary Arts, n=109 Architecture, n=65
Tourism Management) responded the questionnaire. It was given to participants in paper
and pencil format and the data collection process lasted for one week.

3.5.3. Qualitative Data Collection Procedure

Following the pilot study and necessary modifications on the interview form,
qualitative data collection was done as parallel to quantitative data collection process.
Random sampling was made for choosing the participants. Semi-structured interviews
were implemented to 15 volunteer students (n=8 Architecture, n=5 Gastronomy and
Culinary Arts, n=2 Tourism Management). First, participants were informed about the
purpose of the study and ethical issues. Then, each participant was asked the pre-
determined interview questions. Some follow up questions were asked to obtain deeper

expressions and encourage the participants explain their opinions freely. Each interview
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lasted nearly 15 minutes. In order to avoid misunderstandings and have broader
perspectives from the participants, the interviews were held in Turkish. All the
interviews were audio recorded in order not to disturb the participant by taking notes
during the interview. After the interview sessions, the data verbatim was transcribed by

the researcher.

3.6. Data Analysis

3.6.1. Quantitative Data Analysis

In order to analyze the quantitative data of the study, SPSS (Statistical Package for

the Social Sciences) statistics program was used.

Within the scope of the study, three frequency tables were created with the data
collected in order to answer the question “How does EMI affect anxiety levels of
students?” which is the first research problem. Then, extreme values and loss values in
the data set were examined. There is no missing value in the data set. Subjects 34 and
149 in the data set were determined to be extreme values and these individuals were

excluded from the data set.

In order to answer the third research question “Is there a significant difference
between anxiety levels of freshman, sophomore and junior year students?”, the total
score from the scale and the total scores from the sub-dimensions of the scale were
calculated. Afterwards, it is examined to see if the distribution of these total scores at
different undergraduate levels is suitable for normal distribution. The normality test

results are presented in Table 4:

Table 4

Tests of Normality

Kolmogorov-Smirnov? Shapiro-Wilk
Year Statistic Df Sig. Statistic df Sig.
EMCAS Freshman ,073 94 ,200"
Sophomore ,956 36 ,163
Junior ,109 58 ,085

*. This is a lower bound of the true significance.
a. Lilliefors Significance Correction
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When Table 4 is examined, it is seen that the total scores obtained from the scale

are appropriate for normal distribution in all three undergraduate levels (p>0.05).
3.6.2. Qualitative Data Analysis

To investigate the third research problem of the study “What are students’ opinions
about FLA in EMI classroom?.” content analysis was conducted to analyze data

collected through interviews.

3.6.2.1. Content Analysis

Content analysis may briefly be defined as the systematic, objective, quantitative
analysis of written materials. In content analysis, the quantitative data is analyzed
systematically, and then, grouped based on some determined criteria in order to make
information obtained meaningful and finally, to provide a ground for future research
(Berelson, 1952; Calik & Sozbilir, 2014).

In the present study, to prevent data loss, with the permission of students; first, the
interviews were recorded with a voice recorder; then, each interview was transcribed by
the researcher. Written interview data was analyzed using content analysis. In the
current research, bottom-up approach of content analysis was used. In the bottom-up
approach, the researcher creates simple codes, and eventually groups them together and
creates themes. That is, codes were created by investigating the data and combining the
related codes, themes were created according to word and sentence frequencies found in
the transcriptions for each interview question and frequency tables were designed.

In order to ensure reliability, the data were coded again by another researcher and
both codes were compared. Reliability was calculated via Miles and Huberman’s (1994)

formula;

Reliability = (Agreement) / (Agreement + Disagreement) x 100

The agreement between the researchers obtained using this formula was calculated
as 0.81. Since the value is over 70%, reliability can be said to be proven. (Dinger, 2018,
Miles & Huberman,1994; Ozkan Elgiin, 2018).
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CHAPTER IV

FINDINGS

4.1. Introduction

In this chapter, the findings of the statistical analyses of the data collected from the
questionnaire and the qualitative analysis of the open-ended questions in the interview
transcripts are presented. The research questions of the study are as follows:

1. How does English-medium instruction affect anxiety levels of students?
a. To what extent do students experience communication apprehension
in EMI classroom?
b. To what extent do students experience fear of negative evaluation
from peers and teachers in EMI classroom?
c. To what extent do students experience test anxiety in EMI classroom?
2. Is there a significant difference between anxiety levels of the freshman,
sophomore and junior year students?

3. What are students’ opinions about FLA in EMI classroom?

4.2. The Findings of the Quantitative Data

4.2.1. Research Question 1: How does English-medium instruction affect anxiety

levels of students?

Within the scope of the study, three frequency tables were created with the data
collected in order to answer the question “How does EMI affect anxiety levels of
students?” which is the first research problem. In order to answer this question, an
adapted version of FLCAS: English-Medium Classes Anxiety Scale (EMCAS) was
used. This instrument has three sub-dimensions called “Communication Apprehension”,
“Fear of Negative Evaluation” and “Test Anxiety”. The sub-problems of the first
research question were decided according to these sub-dimensions. EMCAS scores
ranged depending on the anxiety level. Table 5 shows anxiety score ranges of EMCAS.
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Anxiety Score Ranges of EMCAS
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Anxiety Level
Low
Moderate

High

Score Range

33-75
76-119
120-165

4.2.1.1. Descriptive Statistics Results of EMCAS

Within the scope of this problem of the study, descriptive statistics regarding the

total scores obtained from the scale and the total scores obtained from the sub-

dimensions of the scale were calculated. Descriptive statistics are presented in Table 6:

Table 6

Descriptive Statistics

N Minimum Maximum Mean Std. Deviation
EMCAS (Total) 190 61.00 152.00 94.9632 16.05855
EMCAS_1 (CA) 190 20.00 54.00 32.6105 5.76304
EMCAS_2(FNE) 190 7.00 32.00 18.9789 5.38758
EMCAS_3 (TA) 190 29.00 66.00 43.3737 6.63264
Valid N (listwise) 190

When Table 6 is analyzed, the total score obtained from the scale (X'= 94.96)

shows that the participants of the study has a moderate level of anxiety. Between the

sub-dimensions of the scale, the highest score (X = 43.37) obtained from the third sub-

dimension of the scale which is “Test Anxiety”. Second highest score (X = 32.61) is

obtained from the first sub-dimension which is “Communication Apprehension”. The

second sub-dimension of the scale “Fear of Negative Evaluation” got the lowest score

(X=18.97).

4.2.1.2. Findings of the First Sub-problem: To what extent do students experience

communication apprehension in EMI classroom?

This section presents the findings of EMCAS items that are related to

communication apprehension. Item 1 “I never feel quite sure of myself when I am
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speaking in English-medium classes”, Iltem 4 “It frightens me when I don't understand
what the teacher is saying in the foreign language in English-medium classes” , Iltem 9
“I start to panic when I have to speak without preparation in English-medium classes” ,
Item 14 “I would not be nervous speaking the foreign language with native speakers” ,
Item 15 “I get upset when I don't understand what the teacher is correcting” , Iltem 18
“I feel confident when | speak in English-medium classes” , Item 24 “I feel very self-
conscious about speaking the foreign language in front of other students”, Iltem 27 “I
get nervous and confused when I am speaking in my language class” , Iltem 29 “I get
nervous when | don't understand every word the lecturer says”, ltem 30 “I feel
overwhelmed by the number of rules you have to learn to speak a foreign language”
and Item 32 “I would probably feel comfortable around native speakers of the foreign
language” aim to assess the communication apprehension of students. The frequency
table which was created to answer to the first sub-question “To what extent do students

experience communication apprehension in EMI classroom?” is presented in Table 7.

Table 7
Frequency table for the first sub-dimension
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I never feel quite sure of myself when | am speaking 29 15.3 50 26.33518.44624.23015.8
in English-medium classes.

It frightens me when | don't understand what the
4 teacher is saying in the foreign language in English- 48 25.349 25.83317.43618.92412.6
medium classes.

| start to panic when | have to speak without 23 12.1 42 22.13518.45327.93719.5
preparation in English-medium classes.

| would not be nervous speaking the foreign 2312.126 13.74121.66132.13920.5
language with native speakers.

5 | get upset when | don't understand what the teacher42 22.1 29 15.36433.74021.115 7.9
is correcting.

18 21 11.1 39 20.55830.54222.13015.8
| feel confident when | speak in English-medium




39

classes.

o4 | feel very self-conscious about speaking the foreign 31 16.3 48 25.35126.83015.83015.8
language in front of other students.

27 | get nervous and confused when | am speaking in 38 20.0 45 23.73719.54222.12814.7
my English-medium class.

| get nervous when | don't understand every word 34 17.9 66 34.74925.83116.310 5.3

29
the lecturer says.

| feel overwhelmed by the number of rules you have 31 16.3 53 27.93820.04322.62513.2

30 .
to learn to speak a foreign language.

I would probably feel comfortable around native 21 11.1 33 17.44724.75026.33920.5

32 speakers of the foreign language.

When Table 7 is examined, 50 (26.3%) students ‘“disagree” and 29 (15.3%)
students “strongly disagree” with the item “l am not quite sure when | am speaking in
English-medium classes ”. The number of students who “agree” with the item is 46
(24.2%) while the number of students who “strongly agree” is 30 (15.8%). The number
of students who neither agreed nor disagreed with the item is 35 (18.4%). Accordingly,
it can be said that nearly half of the students are confident when they speak in EMI
classes while the other half are not confident.

As shown in Table 7, the number of the students who “disagree” (n=48) and
“strongly disagree” (n=49) with the item “It frightens me when I don't understand what
the teacher is saying in the foreign language in English-medium classes” is more than
half of the total participants (51.1%). On the other hand, only 36 students (18.9%) agree
and 24 (12.6%) students strongly agree with the statement. It can be concluded that
more than half of the students do not get anxious when they don’t understand what the
teacher is talking about in the language of instruction in EMI classes.

When Table 7 is examined, the item “I start to panic when I have to speak without
preparation in English-medium classes” is mostly agreed by the participants. The
number of students who “agree” with the statement is 53 (27.9 %) and who “strongly
agree” is 37 (19.5 %). On the other hand, the number of students who “disagree” with
the statement is 42 (22.1%), while the ones who “strongly disagree” is 23 students
(12.1%). 35 participants neither agree nor disagree with this item. Accordingly, it can
be concluded that nearly half of the students (47.4 %) get nervous when they are
required to speak without preparation in English-medium classes.

As Table 7 shows, the item “I would not be nervous speaking the foreign language
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with native speakers” is highly agreed by the participants. 61 students (32.1%) “agree”
and 39 students (20.5%) “strongly agree” with the statement. Contrarily, 49 students
(25.8%) “disagree” or “strongly disagree” and 41 students (21.6%) do not have a
definite idea about this item. Therefore, it can be concluded that students are calm when
they speak with native speakers.

When Table 7 is examined, most of the students (n=71) “disagree” with item “I
get upset when I don’t understand what the teacher is correcting”. Second mostly
preferred answer is “neither agree nor disagree”(n= 64). Only 55 students (29%)
“agree” with the statement. Accordingly, it can be said that it does not bother students
when they do not understand the corrections made by the teacher.

As seen in Table 7, the item “I feel confident when I speak in English-medium
classes” is mostly “agreed” by the participants (n=72 , 37.9%). On the other hand, 60
students (31.6%) “disagree” with the item. The number of students who “neither agree
nor disagree” with the statement is 58 (30.5%). Therefore, it can be concluded that
students have self-confidence when speaking in English-medium classes.

As Table 7 shows, the item “I feel very self-conscious about speaking the foreign
language in front of other students” is mostly “disagreed” by the participants (n=79,
41.6%). In contrast, it is “agreed” by 60 participants (31.6%). 51 students answered
“neither agree nor disagree” (30.5%). Consequently, it can be said that students do not
feel shy when they speak in front of their classmates.

When Table 7 is analyzed, students mostly disagree (n=83, 43.7%) with the item “I
get nervous and confused when | am speaking in my English-medium classes”. On the
contrary, 70 students (36.8%) “agree” with the statement. 37 students (19.5%) “neither
agree nor disagree” with this item. As a conclusion, it can be said that students are not
anxious or confused when they are speaking in English-medium classes.

As it is seen in Table 7, most of the participants (n=100, 52.6%) “disagree” with
the item “I get nervous when I don’t understand every word the lecturer says”. 49
participants have no specific opinion about the item (25.8%). Only 41 participants agree
with the statement (21.6%). Thus, it can be concluded that more than half of the
participants do not get nervous when they do not understand the lecturer word by word.

When Table 7 is examined, most of the participants (n=84, 44,2%) “disagree” with
the item “I feel overwhelmed by the number of rules you have to learn to speak a
foreign language”. 68 students (35.8%) “agree” with the statement while 38 students
(20%) have no specific opinion. Hence, it can be concluded that students does not agree
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that there are too many rules to learn to speak a foreign language.

As Table 7 is examined, nearly half of the students (n=89, 46.8%) “agree” with the
item “I would probably feel comfortable around native speakers of the foreign
language”. When 47 students (24.7%) choose the answer “neither agree nor disagree”,
54 students “disagree” with the statement. Accordingly, it can be inferred that most of
the students would feel comfortable around native speakers of English.

All in all, considering students’ answers included in Table 7, it can be generally
concluded that students are self-confident and relaxed in English-medium classes;

however, they tend to be nervous when they need to speak without preparation.

4.2.1.3. Findings of the Second Sub-problem: To what extent do students

experience fear of negative evaluation from peers and teachers in EMI classroom?

This section presents the findings of EMCAS items that are related to fear of
negative evaluation. Item 2 “I don't worry about making mistakes in English-medium
classes”, Item 7 “I keep thinking that the other students are better at languages than 1
am”, Item 13 “It embarrasses me to volunteer answers in English-medium classes”,
Iltem 19 “I am afraid that my language teacher is ready to correct every mistake |
make”, Item 23 “I always feel that the other students speak the foreign language better
than I do”, Item 31 “I am afraid that the other students will laugh at me when I speak
the foreign language” and Item 33 “I get nervous when the lecturer askS questions
which I haven't prepared in advance” are to identify the fear of negative evaluation of
the students. The frequency table created to answer to the second sub-question “To what
extent do students experience fear of negative evaluation from peers and teachers in

EMI classroom?” is presented in Table 8.



Table 8
Frequency table for the second sub-dimension
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> | don't worry about making mistakes in English- 34 17.9 45 23.73618.94423.23116.3
medium classes.
7 | keep thinking that the other students are better at 40 21.1 40 21.15629.54222.112 6.3
languages than | am.
13 It embarrasses me to volunteer answers in English- 36 18.9 42 22.15528.93518.42211.6
medium classes.
| am afraid that my language teacher is ready to
19 _ 68 35.8 51 26.83116.32714.213 6.8
correct every mistake | make.
23 | always feel that the other students speak the 58 30.5 51 26.83618.93116.314 7.4
foreign language better than | do.
31 | am afraid that the other students will laugh at me 9 36.3 44 23.23820.02613.713 6.8
when | speak the foreign language.
33 | get nervous when the lecturer asks questions 19 10.0 24 12.6 4624.25629.54523.7

which | haven't prepared in advance.

When Table 8 is examined, 79 students (41.6%) “disagree” with the item “I don'’t

worry about making mistakes in English medium classes” 75 students (39.5%), on the

other hand, “agree” with the statement. 36 students (18.9%) answered “never agree nor

disagree.” Considering these answers, it can be concluded that nearly half of the

students worry about making mistakes in English-medium classes.

As seen in Table 8, students mostly “disagree” with the item “I keep thinking that

the other students are better at languages than I am.” (n=80, 42.2%) Only 34 students

(28.4%) “agree” with the statement, 56 students (29.5%) answered “neither agree nor

disagree.” To conclude, it can be said that students do not think their classmates are

better at foreign languages then they are.

When Table 8 is examined, the participants mostly “disagree” with the item “It

embarrasses me to volunteer answers in English-medium classes.” (n=78, 41%). In
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contrast 77 students (30%) “agree” with the statement. 55 students (28.9%) ‘“neither
agree nor disagree”. Accordingly, it can be concluded that students do not have a
hesitation when they volunteer answers in English-medium classes..

As seen in Table 8, more than half of the students “disagree” with the statement
“I'm afraid that my language teacher is ready to correct every mistake I make.”
(n=119, 62.6%) Only 40 students (21%) agree and 31 students (16.3%) “neither agree
nor disagree” With the statement. Thus, it can be inferred that students are not afraid of
being corrected by their teacher each time they make a mistake.

When Table 8 analyzed, more than half of the students (n=109, 57.3%), “disagree”
with the item “l always feel that the other students speak the foreign language better
than 7 do.” In contrast, 45 students (23.7%) “agree” and 36 of them (18,9%)
“disagree” with the statement. To conclude, it can be said that students do not think that
their classmates speak better English then they do.

When Table 8 is analyzed, more than half of the students (n=113 59.5%)
“disagree” with the item “I’'m afraid that the other students will laugh at me when I
speak the foreign language” 39 students( 20.5%) “agree” with the statement when 38
of them (20%) “neither agree nor disagree” Hence, it can be concluded that students
are not afraid of being laughed by their classmates when they attempt to speak in the
foreign language in English-medium classes.

When Table 8 is examined, more than half of students (n=101, 53.2%) “agree”
with the statement “I get nervous when the lecturer asks questions which I haven'’t
prepared in advance” Only 43 students (22.6%) “disagree” with the statement and 46
of them (24.2%) have no specific idea. Accordingly, it can be inferred from students’
answers that they get anxious when the lecturer asks questions which they haven’t
prepared beforehand.

In conclusion, when Table 8 is analyzed, students do not experience fear of
negative evaluation from peers and teachers, however, they get nervous when they are
asked some questions for which they are not prepared in advance.

4.2.1.4. Findings of the Third Sub-problem: To what extent do students experience

test anxiety (and general EMI classroom anxiety) in EMI classroom?

This section presents the findings of EMCAS items that are related to test anxiety.
Iltem 3 “I tremble when I know that I'm going to be called on in English-medium

classes”, Item 5 “It wouldn't bother me at all to take more English-medium classes”,
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Item 6 “During English-medium classes, | find myself thinking about things that have
nothing to do with the course” Item 8 “I am usually at ease during tests in English-
medium classes” Item 10 “I worry about the consequences of failing in English-medium
classes”, Item 11 “I don't understand why some people get so upset over English-
medium classes”, Item 12 “In English-medium classes, | can get so nervous when |
forget things I know”, Item 16 “Even if I am well prepared for English-medium classes,
I feel anxious about it”, ltem 17 “I often feel like not going to English-medium
classes.”, Item 20 “I can feel my heart pounding when I'm going to be called on in
English-medium classes”, Item 21 “The more I study for an English-medium test, the
more confused I get”, 1tem 22 “I don't feel pressure to prepare very well for English-
medium classes”, ltem 25 “English-medium classes move so quickly | worry about
getting left behind”, Iltem 26 “I feel more tense and nervous in English-medium classes
than in mother tongue classes” and Item 28 “When I'm on my way to an English-
medium class, 1 feel very sure and relaxed” aim to identify the test anxiety of the
students. The frequency table created to answer the third sub-question “To what extent

do students experience fear of exams in EMI classroom?” is presented in Table 9:

Table 9
Frequency table for the third sub-dimension
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| tremble when | know that I'm going to be called on 50 26.3 47 24.7 4523.73719.511 5.8
in English-medium classes.

It would not bother me at all to take more English- 46 24.2 34 17.95931.13216.81910.0
medium classes.

During English-medium classes, | find myself
6 thinking about things that have nothing to do with
the course.

24 12.6 42 22.15528.94624.22312.1

8 | am usually at ease during tests in English-medium 31 16.3 43 22.65327.94121.62211.6
classes.
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10 | worry about the consequences of failing in English- 29 15.3 34 17.92915.37237.92613.7
medium classes.

11" do not understand why some people get so upset 26 13.7 41 21.66132.12814.73417.9
over English-medium classes.

12 In English-medium classes, | can get so nervous 21 11.1 34 17.94021.06232.63317.4
when | forget things | know.

16 Even if | am well prepared for English-medium 42 221 33 17.43719.54624.23216.8
classes’ exams, | feel anxious about it.

17 | often feel like not going to English-medium classes. 78 41.1 27 14.23920.52714.21910.0

20 I can feel my heart pounding when | am going to be 41 21.6 51 26.83820.04021.12010.5
called on in English-medium classes.

21 The more | study for an English-medium test, the 50 26.3 48 25.33618.92513.23116.3
more confused | get.

2o | do not feel pressure to prepare very well for 27 14.2 42 22.12513.25026.34624.2
English-medium classes.

o5 English-medium classes move so quickly | worry 20 15.3 54 28.44523.73820.02412.6
about getting left behind.

| feel more tense and nervous in English-medium 53 27978 25.32111.14121.62714.2

26 :
classes than in mother tongue classes.

When | am on my way to an English-medium class, 132 16.8 29 15.35830.54523.72613.7
feel very sure and relaxed.

When Table 9 is examined, more than half of the students (n=97, 51%) “disagree”
with the statement “I tremble when I know that I’ going to be called on in English-
medium classes.” while 48 of them (25.3%) “agree” with the statement. 45 students
(23.7%) have no specific idea. So, it can be inferred that the students do not get excited
when they feel they are going to be called on in English-medium classes.

When Table 9 is examined, 80 students (42.1%) “disagree” with the item I
wouldn’t bother me at all to take more English-medium classes” While 50 of them
(26.8%) “agree” with the statement. 59 students (31.1%) have no specific idea about
the statement. In conclusion, it can be concluded that students would be bothered if they
needed to take more English-medium classes.

It can be inferred from Table 9 that 69 students (36.3%) “agree” with the item
“During English-medium classes, | find myself thinking about things that have nothing
to do with the course” While 66 students (34.7%) “disagree” with the statement.
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Accordingly, it can be inferred that students think about different things that have
nothing to do with the course when they are in English-medium classes.

When Table 9 is examined, 74 students (38.9%) “disagree” with the item. “I'm
usually at ease during tests in English-medium classes.” While 63 students (33.2%)
“agree” Thus, it can be inferred that students are excited during tests in English-
medium classes.

As seen in Table 9, 98 students (51.6%) “agree’” with the item “I worry about the
consequences of failing in English-medium classes.” While only 63 students (33.2%)
“disagree” 29 students (15.3%) does not have a specific opinion about the statement.
Accordingly, it can be concluded that students worry about failing English-medium
classes.

As Table 9 shows, 67 students (35.3%) “disagree” with the item “I don’t
understand why some people get so upset over English-medium classes.” when 62
students (32.6%) agree with the statement. 61 students (32.1%) neither agree nor
disagree. So, it can be concluded that students understand the reasons to get upset over
English-medium classes.

When Table 9 is examined, half of the students (n=95, 50%) “agree” with the item
“In English-medium classes, I can get so nervous when I forget things I know.” While
55 students (29%) “disagree” On the other hand, 40 students (21%) “neither agree nor
disagree” with the statement. Thus, it can be inferred form the answer of the
participants that they get very anxious when they forget the things they know in
English-medium classes.

As seen in Table 9, 78 students (41%) “agree” with the item “Even if I am well
prepared for English-medium classes’ exams, I feel anxious about them.” While 75
students (39.5%) “disagree” with the statements. Accordingly, it can be inferred that
students get nervous when they have an exam in English-medium classes even if they
are well-prepared.

When Table 9 is examined, more than half of the students (n=105, 55.3%)
“disagree” with the item “I often feel like not going to English-medium classes” while
46 students (24.2%) “agree”. It can be said that students are eager to go to EMI classes.

As Table 9 shows, 92 students (48.4%) “disagree” with the item “I can feel my
heart pounding when I am going to be called on in English-medium classes” while 60
students (31.6) “agree” with the statement. It can be said that students do not get
excited when they feel that they are going to be called on in EMI classes.
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When Table 9 is analyzed, more than half of the participants (n=98, 51.6%)
“disagree” with the item “The more | study for an English-medium test, the more
confused I get”. 56 students (29.5%) “agree” with the statement while 36 of them
(18.9%) “neither agree nor disagree”. It proves that students do not get confused while
they are getting prepared for the exams of EMI classes.

As Table 9 shows, 96 students (50.5%) “agree” with the item “l do not feel
pressure to prepare very well for English-medium classes”, while 69 of them (36.3%)
“disagree”. It can be concluded that students doesn’t feel much pressure for getting
prepared very well for EMI classes.

When Table 9 is examined, almost half of the students (n=83, 43.7%) “disagree”
with the item “English-medium classes move so quickly I worry about getting left
behind”. On the other hand, 68 students (32.6%) “agree” with the statement. Thus, it
can be concluded that students do not feel left behind in EMI classes. They do not think
EMI classes move so quickly.

As seen in Table 9, more than half of the participants (n=131, 53.2%) “disagree”
with the item “I feel more tense and nervous in English-medium classes than in mother
tongue classes”. On the other hand, 68 students (35.8%) “agree” with the statement.
Accordingly, it can be inferred that, when compared to the classes in their mother
tongue, students are not more tense or nervous in EMI classes.

When Table 9 is examined, 71 students (37.4%) “agree” with the item “When I am
on my way to an English-medium class, I feel very sure and relaxed”. However, 61
students (32.1 %) “disagree” with the statement. It can be inferred from the
participants’ answers that students do not feel tense or nervous while they are going to
EMI classes.

In conclusion, when Table 9 is analyzed, students are not tense or nervous in
general atmosphere of EMI classes; however, when it comes to test anxiety, they
express some fear of evaluation. It can be seen that they experience some anxiety in the
exams of EMI classes.

4.2.2. Research Question 2: Is there a significant difference between anxiety levels

of the freshman, sophomore and junior year students?

Total scores obtained from the scale were compared to answer the second research
question “Is there a significant difference between anxiety levels of the freshman,

sophomore and junior year students?”” Descriptive statistics according to class level are
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presented in Table 10:

Table 10
Descriptive Statistics According to the Class Level (ANOVA)

Std.
Year N Mean Deviation  Std. Error Minimum Maximum
EMCAS Freshman 94 91.8830 13.45071 1.38733 61.00 126.00
Sophomore 58  95.2414  17.73025 2.32810 68.00 124.00
Junior 36  99.3889  12.96870 2.16145 68.00 122.00
Total 188 94.3564  15.01570 1.09513 61.00 126.00

When Table 10 is examined, the total scores obtained from the scale differ
significantly according to undergraduate level, (F (2.185) = 3.488, p <0.05). The total
scores (X = 95.24) of the sophomore students were statistically higher than the total
scores (X = 91.88) of the freshman year students. On the other hand, the total scores
(X =99.38) of the junior year students were statistically higher than the total scores of
freshman (X = 91.88) and sophomore (X = 95.24) year students. It can be concluded

that there is a statistically significant difference among three class levels.

4.3. Findings of the Qualitative Data

4.3.1. Research Question 3: What are students’ opinions on FLA in EMI

classroom?

In order to find answers to the third research question of the study, a semi-
structured 7 questions interview was used. The data was transcribed by the researcher
and content analysis was conducted. Codes and themes created for each interview
question are presented in this chapter.

4.3.1.1. Findings of General Opinions on EMI

The findings obtained from the analysis of students' general opinions about
English-medium instruction and their frequency distributions are presented in Table 11.
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Table 11

Frequency Distributions of General Opinions on EMI

Theme Codes f
Being necessary and useful 12
Being advantageous 11

Being useless
General Opinions on EMI

4
Being prestigious 3
Being effective for learning English 1

1

Should be optional

As seen in Table 11, most of the students (f=12) think EMI is necessary and useful
for them. Some answers related to this code are presented below:

S1: “...I think English-medium instruction is very useful for us. I find it very

necessary to have content classes in English...”

S5: “...I strongly preferred studying at an EMI university. Because | am sure of
that EMI classes are very useful for my academic career and my future. | think
everybody should consider studying at an EMI university.”

As seen in Table 11, 11 students find EMI advantageous. Some answers related to
this code are presented below:

S4: “...In my opinion, studying at an EMI university is very advantageous for

us. It has a lot of benefits for our future...”

S9: “...For me, EMI has a lot of advantages for personal development and
academic career. I didn’t specifically choose to be here, but I'm really pleased to

study at an EMI university...”

When Table 11 is analyzed, it can be seen that four students have negative opinions
about EMI. Some answers related to this code are presented below:



50

S2: “...1don’t think EMI is a must. It is good to learn things via EMI, but what
if you are not good at English? | would be easier and more meaningful to study

at a Turkish-medium university...”

S13: “...Of course EMI has advantages; however, I don’t think it is a must in
higher education. Especially, when it is applied wrong, it becomes really useless

and it causes problems...”

As Table 11 shows, three students think EMI is prestigious. Some answers related

to this code are presented below:

S6: “...I think graduating from an EMI university is very prestigious for a
person. It is a good qualification to write on your Curriculum Vitae. It is a plus

in your work life.”

S10: “...I think being a graduate of an EMI university is a good impression

when you apply for a position.”

When Table 11 is examined, it can be seen that one student thinks EMI supports his

English skills. The answer related to this code is presented below:

S3: “...In my opinion, EMI has positive effects on English practice. Before |
started university, | had not been able to understand and speak English as much
as | can do now. | listen to the lecture, give presentations, ask and answer
questions, take exams in English. Communication in the classroom is mostly in
English. It helps me improve my English skills. That’s why I find it very

useful...”

As seen in Table 11, one student thinks EMI should be optional and students should

study whether in EMI or TMI. The answer related to this code is presented below:

S9: “...EMI shouldn’t be a compulsory way of teaching. Schools should offer
both EMI and TMI. In this way, students can choose whichever they want and

they can be more successful in their departmental courses...”
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4.3.1.2. Findings of Advantages of EMI

The findings obtained from the analysis of advantages of English-medium
instruction for students and their frequency distributions are presented in Table 12:

Table 12
Frequency Distributions of Advantages of EMI

Theme Codes f
Meeting and exploring new cultures 13
Better job opportunities 14

Reaching academic resources easily

Advarigies of ERg Improving English skills

Social Prestige

P W w O

Original terminology

Table 12 shows that most of the students (f=13) think EMI helps them meet and
explore new cultures. Some answers related to this code are presented below:

S8: “...EMI is very advantageous because it provides interaction with other
cultures. You can have opportunity to meet new people, people from other

countries and this gives you a broader vision in life...”

S10: “...Studying at an EMI university allows you to meet new cultures and new
people from these cultures. Because of the fact that medium of instruction is
English, a lot of foreign students from different countries come to our school to
study. For example, | have a lot of friends who come from other countries. | can

learn they culture and teach them our culture. It is a big advantage for me...”
When Table 12 is analyzed, it can be seen that most of the students (f=14) think
EMI provides better job opportunities. Some answers in this context are presented

below:

S12: “...I think the most important advantage of EMI is the possibility of finding
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better jobs in the future. Today, it is very important to know English to be able
to find a job. If you are graduated from an EMI university, it is more likely to

have a better job...”

S10: “...In today’s world, it is a must to know English in every part of life.
When you study at an EMI university, you are one step further. I think finding a
job will be easier. You are likely to find a job in international companies or
abroad...”

Table 12 shows that five students think EMI helps them to reach academic

resources easily. An answer related to this code is presented below:

S4: “...Studying at an EMI university provides you some benefits in your
academic studies. For example, when you are required to do a scientific
research, you can review the related resources easily, because you know English

and you are familiar with the English terms of your context...”

As seen in Table 12, some students think studying EMI improves their English

skills. Some answers related to this code are presented below:

S14: “...EMI helps me to improve my English. Because everything is in English
at school, we read, listen, speak and write in English. I really helped me practice
English. Since | started university, my English has been much better than

before...”

S15: “...To be honest, my English were not good when I started university. I had
concerns about EMI classes. However, as far as | can see now, my English
getting better day by day. I think it is a benefit of EMI. Because when you have
to learn, you learn. My English skills are developing thanks to studying at an

EMI university...”

When Table 12 is analyzed, it is seen that three students consider social prestige as

an advantage of EMI. An answer in this context is presented below:
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S11: “To be honest, studying at an EMI university is cool. It has some prestige
in the community. When you graduate knowing another language, having
departmental courses in that language, it creates a good impression...”

As seen in Table 12, one student thinks that EMI is advantageous in term of
providing original terminology for your department. The answer related to this code is

presented below:

S1: “...Studying in an EMI university and taking all your courses and exams in
English provides you English terminology of your subject. It is a bid advantage
for you in your academic studies. For example, | am an architecture student and
thanks to my classes, | learn English meanings of architectural terms. Being
familiar to these words makes it easy to read and analyze articles or books

related to the subject...”
4.3.1.3. Findings of Disadvantages of EMI

The findings obtained from the analysis of disadvantages of English-medium

instruction for students and their frequency distributions are presented in Table 13:

Table 13
Frequency Distributions of Disadvantages of EMI

Theme Codes f

Inadequacy in the course knowledge

Difficulty in understanding the lecture

Disadvantages of EMI . . .
g Restricting academic creativity

B R S B N

None

It can be inferred from Table 13 that four students suggest EMI has a disadvantage
in terms of gaining adequate course knowledge. The answer related to this code is

presented below:

S13: “... The most important disadvantage for me is that I miss things in the

lesson. And the problem is, these things are related to my department. Because
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the medium of instruction is English, I believe that I do not get all the necessary
information that will help me do my job in the future. There is always something
missing. We ask each other after the lessons but we see that nobody has an

idea...”

As seen in Table 13, three students think EMI negatively affects their understanding
of the lecture. Some answers related to this code are presented below:

S2: “...The disadvantage of EMI is the hardships which occur during the lesson
in terms of understanding. Sometimes | have a really hard time when | do not
understand the lecture and miss some key points. Because the lectures are given
in English, there may be some words that | do not know and that is why | miss

some important parts of the lectures...”

S7: “...1do not understand everything in the lectures. It is a big problem because

| cannot learn the subject thoroughly...”

As seen in Table 13, one student thinks EMI restricts academic creativity. The

answer related to this code is presented below:

S15: “...Language of instruction restricts me. I cannot explain everything I
know neither in the class nor in exams. | know lots of things but when it comes

to explain them in English, verbally or written, I have to stop...”

When Table 13 is analyzed, it can be concluded that most of the students (f=7)
think EMI has no disadvantages at all.

4.3.1.4. Findings of General Feelings on EMI

The findings obtained from the analysis of general feelings of students on English-

medium instruction and their frequency distributions are presented in Table 14:
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Table 14
Frequency Distributions of General Feelings on EMI

Theme Codes f

Feeling confident

Feeling excited

General Feelings on EMI Feeling shy

= W M~ ©

Afraid of getting behind

When Table 14 is analyzed, it can be inferred that most of the students (f=9) feel
confident during EMI classes. Answers related to this code are presented below:

S5: “...In EMI classes, | feel more confident and relaxed than Turkish-medium
classes. Because Turkish language has more complex structures than English

does; it is easier for me to understand an English lecture...”

S10: “...T don’t feel stressed in EMI classes, I'm really self-confident. | have
enough knowledge of English that will help me to understand the lecture, that’s

why [ am always confident and sure in EMI classes...”

As seen in Table 14, four students feel excited during EMI classes; 3 students feel
shy and 1 student is afraid of getting behind in EMI classes. Answers related to these

codes are presented below:

S13: “...1 cannot say that | feel very good in EMI classes. | get really excited and
nervous during the lecture. Especially when | need to ask questions about the
lecture, | get really shy and excited. Everything moves really quickly, 1 am afraid

of getting behind, because I cannot understand everything the lecturer says...”

S2: “...I'm excited and frightened. I feel happy when I understand what is being
told. In parallel to this, I am worried that | cannot understand what the teacher
tells me many times and | think that the education | received is not good

enough...”
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4.3.1.5. Findings of Speaking English in EMI Classes

The findings obtained from the analysis of speaking English in EMI classes and its

frequency distributions are presented in Table 15:

Table 15
Frequency Distributions of Speaking English in EMI Classes

Theme Codes f

Being confident 9

Speaking English in Getting nervous 5
EMI Classes Feeling excited 2
1

Confusing the words

As it is seen in Table 15, most of the students (f=9) feel confident when speaking in
EMI classes. The answers related to this code are presented below:

S4: “...When I need to ask questions, I easily ask them. I don’t get shy or afraid.
Because I know that if I don’t ask the things that I don’t understand, I cannot be
successful in that subject. When the teacher asks me questions, | try to explain even
if 1 cannot speak fluently. If I need help or do not know the meaning of a word, |

ask the instructor...”

S8: “...Even if I cannot speak English perfectly, I try to speak in the lectures. I ask
questions and give answers; | try to participate in the lecture. Our teachers are
really helpful, they appreciate our efforts. That’s why; | try to give answers when |

am asked...”

Table 15 shows that five students are nervous when they are required to speak in
EMI classes. An answer related to this code is presented below:

S2: “...As I mentioned before, I have difficulty in understanding things and asking
questions. When | need to talk, | need to ask something I don't understand, or when
| have to answer a question that the teacher asks, | get nervous and feel bad.

Because | find it difficult to express myself in English...”
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Table 15 shows that two students explained that they feel excited when they need to
speak in EMI classes. An answer related to this code is presented below:

S7: «“...1 feel tense and excited. I can fully construct the sentence in my mind, but I
have difficulty speaking. | get so excited that | stop asking something | want to ask.
Because, | am afraid of being criticized by my friends. I'm afraid to be criticized by
the teacher, so | stop asking questions...”

According to Table 15, one student states that he confuses the words when he is
needed to speak in EMI classes. The answer related to this code is presented below:

S15 “...When I need to talk in lessons, I mix some words with similar words. It
makes me a little nervous. Most of the time the teacher corrects my mistake.
However, | know that | need to learn more words to reduce my mistakes and speak
more fluently...”

4.3.1.6. Findings of Effects of EMI on Exams and Achievement

The findings obtained from the analysis of effects of EMI on exams and their
frequency distributions are presented in Table 16:

Table 16

Frequency Distributions of Effects of EMI on Exams

Theme Codes f

Creating high anxiety level in exams 12

Effects of EMI on Exams and Difficulty in understanding the questions 11
Achievement Difficulty in answering the questions 10
Resulting in failure 8

No effects 3

When Table 16 is analyzed, it is seen that most of the students (f=12) states that
EMI has negative effects in terms of exams. According to these students, EMI creates
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high anxiety level in exams. Some answers in this context are presented below:

S12: “...The fact that the questions are in English affects my level of anxiety.
1Because | am worried that there will be a word that | do not understand, that I will
never understand the question or that |1 will not make true sentences to answer it.

This is why EMI exams are more stressful...”

S10: “...I get really stressed in the exams, because there are many things to be
stressful when it comes to exams. For example, sometimes, when you do not
understand just one word, you can miss the whole question, so you fail. It gets me

really nervous...”

As seen in Table 16, 11 students think that EMI causes difficulty in understanding
the questions in the exams. Some answers related to this code are presented below:

S2: “...The exams of EMI classes are difficult. Perhaps the questions will not be
difficult if they are in Turkish but when they are in English you have difficulty in
understanding the questions and answering them by forming English sentences. So

the exams are really difficult...”

S9: “...Although I read some questions for many times, I cannot understand them,
which may affect my level of anxiety. | have fear of failure. For example, | will
probably fail in the last exam because | did not understand the questions and the
teacher did not translate them into Turkish; so four questions remained

unanswered... ”

Table 16 shows that 10 students have difficulty answering the questions in EMI
exams. Also, 8 of them states that EMI results in failure in the exams. Some answers

related to these codes are presented below:

S15: “...Because of the words I don't understand or can't remember at that moment,
exams in English affect my grade. | can think of a Turkish sentence but | have
difficulty translating it into English. That's why my desire to answer questions

disappears. I want to let go and quit ...”
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S7: «...Exams in English definitely affect my success. Since | am not a native, | try

to answer some questions thinking in Turkish. This causes me making mistakes...”

S2: “...Exams in English really affect my performance. I think I would get higher

grades if the questions were in Turkish...”

As seen in Table 16, three students stated that EMI does not affect their anxiety

levels or achievements in the exams. An answer related to this code is presented below:

S3: “...I don’t get nervous because of the fact that the questions are in English. I
does not affect my performance in the exams. | can understand and answer the
questions in English. If I know the answer of a question, | can write it both in
English and Turkish. It doesn’t matter...”

S8: ... Exams being in English does not affect my performance, laziness does. If |
study, | can answer the questions no matter in English or in Turkish. However,

when I do not study for an exam, I fail even the exam is in my native language...”

4.3.1.7. Findings of Students’ Suggestions for EMI Classes

The findings obtained from the analysis of suggestions for EMI classes and their
frequency distributions are presented in Table 17:
Table 17
Frequency Distributions of Students’ Suggestions for EMI Classes

Theme Codes f

Teachers should summarize the lesson in Turkish. 10
EMI should be selective.

Teachers should improve themselves in English.
Native teachers should conduct EMI classes.

Students’ Suggestions for
EMI Classes Teachers should simplify the language of

N N O

expression.
Preparatory school should review its programme. 1

Teachers should make lessons fun. 1
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When Table 17 is analyzed, it can be concluded that most of the students (f=10)
suggest that teachers should summarize the lesson in Turkish. The answers related to

this code are presented below:

S5: “...Sometimes, in subjects that we do not understand, teachers can summarize

the subject in Turkish...”

S11: “...I think that at the end of each lesson, teachers should summarize the
subject in Turkish to make sure that the subject is well understood by everybody in

the classroom...”

S14: “...It is good that the lessons are taught in English, I already support this.
However, in my opinion, some important subjects should be summarized in Turkish
after being discussed in English...”

As seen in Table 17, eight students suggest that EMI should be selective. An
answer about this context is presented below:

S4: “...1 think EMI should be selective. Students may take courses in English if
they want to. If they think that they will not be successful in EMI classes, they can

have their lessons in Turkish...”

S6: “...I am studying architecture. English is needed for me because lots of
resources are in English. However, for some departments, English is not so crucial.
These students can get education in their mother tongue. That is why EMI should
be selective and everybody should decide whether to choose it or not according to

their aims and the needs of their departments...”

When Table 17 is examined, it can be inferred that five students think teachers need
to improve their English skills. Some answers related to this code are presented below:

S15: ““...I think many teachers do not have enough knowledge of English to explain
the subject in English. | think they should improve their English skills. Many
teachers teach the subject in Turkish instead of English. It's a little weird in a 100%



61

EMI university...”

S9: “...I don't understand anything when some teachers speak in English. | think
they should be able to speak English well enough to explain the subject in
English...”

As seen in Table 17, two students suggest that EMI classes should be taught by
native teachers. The answers related to this code are presented below:

S2: “...In order to solve some understandability problems in EMI classes, the
institution can hire foreign teachers from abroad who have profession in content

courses...”

S15: “...1 think EMI courses should be taught by native teachers. In this way the
content may be more understandable. Because when we ask a question, Turkish
teachers are tend to answer them in Turkish. It is no good, because the question can
be in the exam and we have to answer it in English. Not all teachers but some
teachers explain some deeper subjects in Turkish. I think this is wrong because we
take exams in English. To be able to solve this, native teachers should teach EMI

classes...”

When Table 17 is analyzed, it can be seen that two students suggest that teachers
should simplify their language of explanation in EMI courses. An answer related to this

code is presented below:

S7: “...on the other hand, some teachers may simplify their level of explanation in
EMI classes. Sometimes the instruction can be too complex for us to understand.
They may stop for a second and explain a term they use which students may not be
familiar with. | think it is very crucial for students to understand the lecture

better...”

As seen in Table 17, one student suggests that preparatory school’s program should
be revised. The answer related to this code is presented below:
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S13: “...I think most of the problems we encounter in EMI classes result from our
English level. In preparatory class, all the necessary information should be given to
prepare us for departmental courses. | think there are some deficiencies in this part.
The program of preparatory school should be revised. For example, they can start
academic English courses to prepare students and teach some English terminology
related to their departments. | think this is really important. If you lack English

knowledge, how can you succeed in an EMI university?...”

As seen in Table 17, one student suggests that teachers should make EMI classes

The answer related to this code is presented below:

S10: “...Because it is hard for us to gather attention into EMI classes, teachers
should find some ways to make the lesson fun. They can take advantage of games
or stories. So it might be easier to get our attention. Because when the language of

expression is English, you can blow out after a while...”

This chapter included both quantitative and qualitative findings of the data collected

through the instruments. The following chapter focuses on the discussion of these

findings by comparing the previous research on the literature.
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CHAPTER V

DISCUSSION

5.1. Introduction

In this chapter, the discussion of the findings from both data collection instruments is
presented. Findings are interpreted and discussed according to the themes created in the
scope of research questions of the study. Previous studies that are related to the present
study are discussed and the results are compared to the results of the present study.

5.2. Effects of EMI on Anxiety Levels of Students

Research Question 1: How does English-medium instruction affect anxiety levels of

students?

With the aim of investigating the anxiety levels of the participants, a 33-item adapted
questionnaire EMCAS was used. The total average score obtained from the scale was
X'=94.96 which means that there is a moderate negative relationship between FLA and
EMI. This finding of the study is in concordance with those of Cagatay (2015) and
Hong (2012). There have been numerous studies in the literature, which was concluded
moderate negative relationship between language anxiety and some other factors since
Horwitz et al. (1986) developed FLCAS, which was a valid instrument to measure FLA
(Bruce & Young, 1986; Horwitz et al., 1986; Macintyre & Gardner, 1991). Some
researchers claim that is the learners have anxiety in the learning process, it becomes
really challenging for them to be successful (Gardner, 1987), whereas some studies
suggest that a degree of anxiety supports learning process and help them become
successful in classroom tasks and exams (Scovel, 1991). However, there are more
studies in the literature revealing that there is a significant negative relationship between
FLA and performance. For instance, in their study which investigates the relationship
between FLA and performance of language learners, Demirdas and Bozdogan (2009)
found out a statistically significant negative relationship between language anxiety and
language performance of the students. Similarly, Hamamc1 and Hamamci (2015) had
stated that FLA had an undeniable effect on language learning.

Accordingly, it can be concluded from the total scores of EMCAS that EMI has
caused a moderate level of FLA on students; and although there might be some rare
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positive effects, it may cause some negative effects on learning via EMI.

Between the sub-dimensions of the scale, the highest score (X = 43.37) is obtained
from the third sub-dimension of the scale which is “Test Anxiety”. Second highest score
(X'= 32.61) is obtained from the first sub-dimension which is “Communication
Apprehension”. The second sub-dimension of the scale “Fear of Negative Evaluation”
got the lowest score (X = 18.97).

Test anxiety had the highest scores in this study and it can be concluded that
students’ anxiety is mostly caused by test anxiety in EMI classrooms. According the
results of this sub-dimension of the scale, students mostly agreed that they think about
different things in EMI classes and they strongly disagreed that they are at ease during
the exams of EMI. On the other hand, it was found that students feel nervous in the
exams of EMI and they are concerned about the consequences of failing in the exams. It
is generally observed that, although students do not feel anxious in general atmosphere
in EMI classes, when it comes to the exams, they experience a higher level of anxiety.
This finding of the study does not comply with Chan and Wu (2004) and Aydin (2008).
Because in their research, the highest points were obtained from fear of negative
evaluation sub-dimension of FLCAS. In Hong’s (2012) study the highest points were
from communication apprehension. This is also in contrast with the findings of the
current study.

Either negative or positive, test anxiety has an influence on learners (Alam &
Halder, 2018). A normal degree of test anxiety may help students to succeed in their
exams whereas a high level of it can result negative effects on students’ mental,
physical and emotional well-being. As in this study, test anxiety is a very common issue
among students. In this specific study, it is supposed that, since the students take their
departmental exams in English, they are afraid of not being able to understand the
questions and find trues words to answer them. Consequently, they experience high
levels of test anxiety in EMI exams.

Communication apprehension, being the first sub-dimension of the EMCAS, was
not highly experienced by the students in this study (X = 32.61). From their answers, it
can be concluded that, students are mostly relaxed in terms of communication with the
lecturer and other students in the classroom. They also stated that they would not feel
nervous when speaking to a native speaker in English. Moreover, when they do not
understand the explanations the lecturer makes or the feedbacks the lecturer gives, they
do not feel bad. Although students seem to be very confident and relaxed when
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communicating in EMI classes, there is one aspect about which they feel high level of
anxiety. Many students confirmed that they panic when they need to speak without
preparation in EMI classes. Thus, it is seen in the study that unprepared talking in
foreign language is a source of anxiety in EMI classroom. Nisa (2017), focuses on
similar problems in her research on students’ speaking anxiety in English foreign
language. The study concluded that students who are anxious believe that they cannot
speak in English and as a result of this get nervous when they need to speak and make
mistakes. According to Nisa (2017), this belief in failure leads students to put less effort
and miss the opportunities to practice and develop better speaking skills in English.
Similarly, the currents study indicates that students need some guidance and help to be
encouraged to communicate without being afraid of making mistakes.

The lowest points in the scale were obtained from the third sub-dimension of the
scale, fear of negative evaluation (X = 18.97). Students do not believe that the other
students are better in English than they are; and they do not get afraid of volunteering
answers in front of other students. They do not fear that they will be laughed at if they
say something wrong. They also do not seem being afraid of the feedbacks of lecturers.
The self-confidence that students have in EMI classroom may be considered as some
important feature of the classroom created by the lecturers. It shows that the lecturers
does error correction correctly and manages the classes wisely.

The only concern of the students under this sub-dimension of the research was that
being anxious when teacher asks them questions that they are not prepared in advance.
This conclusion complies with the unprepared speaking anxiety, which has been
revealed in the previous section.

However, the results of fear of negative evaluation sub-dimension of the scale are
inconsistent with the results of other studies found in literature. Aydin (2008), for
instance, concludes in his study that the main source of FLA is fear of negative
evaluation. Balemir (2009) also indicates fear of negative evaluation between the
primary causes of FLA.

5.3. Comparison of Anxiety Levels of the Freshman, Sophomore and Junior Year
Students

Research Question 2: Is there a significant difference between anxiety levels of the

freshman, sophomore and junior year students?
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It was concluded in the current study that the total scores obtained from the scale
differ significantly according to undergraduate level. The total scores (X = 95.24) of the
sophomore students were statistically higher than the total scores (X = 91.88) of the
freshman year students. On the other hand, the total scores (X = 99.38) of the junior year
students were statistically higher than the total scores of freshman (X = 91.88) and
sophomore (X = 95.24) year students. It can be concluded that there is a statistically
significant difference among three class levels.

According to the results obtained from the quantitative data, junior year students
obtained the highest scores of anxiety that resulted from EMI. Second highest scores
belonged to sophomore year students whereas freshman year students got the lowest
scores. This result shows that EMI caused anxiety increases as the degree of education
rises. In their study on the factors associated with FLA, Onwuegbuzie, Bailey and Daley
(1999) came up with a similar finding. Their study also indicated that freshmen and
sophomore students had lower levels of FLA than junior and senior year students did.

Consequently, the results of the second research question show that level of anxiety
increases as the function of the study year increases. This may result from students’
future anxieties. As they get closer to graduation, their anxiety of failure naturally
increases and this have a connection with anxiety in EMI; because all their exams and
instruction of delivery is in English. As they get older, their concerns about future starts
to grow and they automatically feel more anxious. On the other hand, freshmen’s lower
levels of anxiety may be a result of their preparatory school experience. As they are new
graduates of prep school, they may have high self-confidence and positive perceptions
toward English. However, as they move to higher levels of study, the course subjects get
harder and because lack of practice and self-study in English, they start to encounter sone
EMI related problems.

5.4. Opinions of Students toward FLA in EMI Classroom
Research Question 3: What are students’ opinions on FLA in EMI classroom?
Findings from the semi-structures individual interviews are categorized as Opinions
of Students toward FLA in EMI Classroom; and the discussion of findings from
qualitative data collection procedure of the research is presented under this title.
Concerning General Opinions on EMI, it was found out that students mostly find
EMI necessary, useful advantageous. However, there have been a few negative opinions
such as being useless. Findings in this aspect show that students mostly have positive
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general opinions toward EMI and most of them find it advantageous. This finding
complies with the findings of Turhan’s (2018) study in which she investigated lecturers’
opinions on EMI.

Concerning perceived advantages of EMI, students clarified different benefits of
studying in EMI. Students’ perceived advantages of EMI are found to be meeting and
exploring new cultures, better job opportunities, reaching academic resources easily,
improving English skills, social prestige and opportunity to use original terminology in
departmental courses. These findings show that students find EMI advantageous and
they are aware of that these advantages will provide a brighter future for them. In
accordance with some students’ answers, Smith, in Wilkinson (2004) stated that EMI
may be useful for the improvement of English language abilities. In a similar way,
Zare-ee and Ggolami (2013) remarked that EMI might be useful for reading and
understanding international academic resources and by using them, it provides sharing
information throughout the world since it is a global language.

Regarding the perceived disadvantages of EMI for students, students stated a
limited number of disadvantages such as inadequacy in the course knowledge, difficulty
in understanding the lecture and restricting academic creativity while half of the
students stated no disadvantage. The findings show that there is limited number of
disadvantages of EMI perceived by students. One significant disadvantage may be the
difficulty in understanding the lecture. This fact is possibly resulted from students’ poor
knowledge of English and not being advanced enough to understand EMI lectures. In
the study of Basibek, et al. (2013), it was also mentioned as a disadvantage, because
students’ English proficiency were not adequate to cope with EMI.

On the other hand, the findings obtained from the analysis of general feelings of
students on EMI included feeling confident, feeling excited, feeling shy, being afraid of
getting behind. The results showed that students were often felt positive towards EMI
because they were mostly confident in EMI classes. Only a few students experienced
negative feelings towards EMI. These findings correspond to Atik’s (2010) study,
which indicated that although they sometimes had difficulty, students had positive
perceptions of EMI.

In terms of speaking English in EMI classes, the findings included being confident,
getting nervous, feeling excited and confusing the words. The results showed that most
of the students feel confident when they speak in EMI courses; however, there are some
students who encounter some problems of mixing vocabulary and getting excited when
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they intend to speak. One of the students also suggests that he gets so excited when he
needs to ask a question in EMI classes, he refrains from asking that question. So, it can
be concluded that although most of the students have confidence in speaking in EMI
classes, there are a few students who encounter some problems in speaking. Chou
(2018) indicated some similar results in his study. The research found out that EMI
sometimes resulted in difficulty in speaking English.

As being one of the most significant aspects, effects of EMI on exams was analyzed
and the results included creating high anxiety level in exams, difficulty in understanding
the questions, difficulty in answering the questions, resulting in failure, no effects. The
results showed that students are mostly anxious in exams of EMI. They encounter
difficulties in understanding the questions and in finding the suitable vocabulary to
answer them. Some students stated that, their failure of departmental courses were not
due to the context of the lecture, it was due to the exams in English. This finding of the
study is in contradiction with Ghani’s (2015) research; as he found no significant
relationship between students’ anxiety levels and achievement.

In terms of students’ suggestions for EMI classes, numerous ideas were gathered
from students. These include “teachers should summarize the lesson in Turkish, EMI
should be selective, teachers should improve themselves in English, native teachers
should conduct EMI classes, teachers should simplify the language of expression, and
preparatory school should review its program”. The results showed that many students
were in favor of use of Turkish in EMI classes. They suggested that teachers could
summarize the lecture in Turkish at the end of each lecture. This finding of the study
coincides with Karakas’s (2016) study, which investigates the views of lecturers on use
of mother tongue in teaching content courses via EMI. The results of the study showed
that most of the Turkish lecturers were in favor of using Turkish in EMI classes and
letting students use their mother tongue when necessary. However, this suggestion
would be very inappropriate in multilingual classes where international students are
present. Some students suggested that EMI should be selective. That is, students may
choose to study in EMI or not. One student suggested that students should be able to
choose EMI if they think it would be useful for studying in their departments. Some
students, on the other hand, suggested that teachers should improve their English levels.
They stated that they had difficulty in understanding some lecturers speaking English
and this caused inadequacy in learning course content. A few students suggested that
native teachers should conduct EMI courses. In that way, they think the delivery of
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instruction would be clearer and they would understand the lecture better. A few
students suggested that teachers should simplify the language of instruction. They
complained the excessive use of complex terminology and advanced level of English,
which made understanding harder. Finally, some students suggested that preparatory
program should review its program in order to prepare students for content courses in
English. Integrating an EAP course into preparatory program might be useful in terms
of providing pre-knowledge for students who will take EMI in their departmental
courses.

This chapter presented a discussion of the findings by comparing the related
literature and answering the research questions. The following chapter includes the

conclusions, implications, limitations and suggestions for further studies.



70

CHAPTER VI

CONCLUSION AND SUGGESTIONS

6.1. Overview of the Study

This study mainly examined the FLA levels of the students who study at an EMI
university. The study followed a concurrent triangulation design mixed method research
methodology. The data were collected using both quantitative and qualitative data
collection instruments.

The quantitative data were collected via and adaption of Horwitz’s Foreign
Language Anxiety Scale. First, the necessary permission was obtained from the
researcher and the 33 items of the scale were modified for EMI classroom. The adapted
scale was piloted and it was validated. It was a 5-point Likert type scale, ranging from 1
(Strongly Disagree) to 5 (Strongly Agree). The scale also had three sub-dimensions
such as: communication apprehension, fear of negative evaluation and test anxiety. The
findings were categorized according to the sub-dimensions. The scale was implemented
to 190 students from three different departments and three different levels of higher
education.

The quantitative data, on the other hand, were obtained from a semi-structured
interview from with 7 open-ended questions. The questions were structured according to
the sub-dimensions of the quantitative data collection instrument. 15 students were
interviewed and the interviews were transcribed. Themes and codes are generated and

the transcripts were analyzed.

6.2. Conclusions

The results of the quantitative data indicated that there was a moderate relationship
between FLA and EMI. Moreover, the obtained results proved a significant difference
between the FLA levels of freshman, sophomore and junior year students of EMI. It can
be concluded that the most anxious group was third year students and the least anxious
group was first year students. This means that as students get close to university
graduation, their anxiety levels increase. Concerning the sub-dimensions of the
quantitative data collection instrument, the highest level of anxiety was test anxiety,



71

which means students tends to become more anxious in the exams of EMI. That is
followed by communication apprehension, which is the second highest level of anxiety.
Some students expressed their nervousness in some unprepared speaking situations. The
lowest level of anxiety type was fear of negative evaluation. That is, students mostly do
not experience the anxiety of being criticized by their peers and lecturers.

In relation to the results obtained from qualitative data analysis of the study, semi-
structured interviews revealed students’ opinions on EMI. It can be concluded from
students’ answers that they have positive opinions and feelings toward EMI. Although
the students are in favor of EMI, they indicated some suggestions such as integration of
a short summary of the content in Turkish and some modifications in English
Preparatory Programs at universities in order to prepare students for EMI.

6.3. Implications

Findings of the present study reveal that students need to be encouraged in EMI
classes in many ways. It is understood from the findings that the biggest problem for
students is the anxiety in exams of EMI classes. In order to reduce their anxiety, exams
should be revised by the lecturers. The language of the questions may be simplified and
the most understandable structures may be used. Moreover, universities should take
precautions for test anxiety that is prevalent among EMI students.

On the other hand, as it is stated in students’ responses to interviews, one problem
they encounter in EMI classes is about listening skills. They stated that they missed lots
of things the lecturer told in EMI class. To help overcome this problem, lecturers should
create a more encouraging and motivating atmosphere using attention gathering
materials and strategies. Writing, on the other hand, is an important skill for EMI
students because of the fact that they write in the exams and prepare their papers in
English. It is stated in the interviews with the students that they had difficulty in finding
correct vocabulary to answer the questions in the exams. In order to solve these
problems and indirectly reducing students’ anxiety levels, lecturers should work in
collaboration with English Preparatory Program. If necessary, additional listening,
speaking, reading and writing courses should be given besides departmental courses.

On the other hand, as stated in students’ answers, lecturers should be aware of the
factors that make students anxious in EMI classes. If they know what makes students
nervous during an EMI lesson, lecturers can take precautions. They may try new
strategies to make students more relaxed in EMI classes and EMI exams. International
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exchange programs can be a good motivation source for the students with high anxiety
levels in EMI. That is, both EMI students and the lecturers should take part in
international exchange programs.

It can be concluded from the findings of the present study that students are highly
anxious when they cannot learn academic terminology related to their departmental
courses. It causes them not to recognize new words during the lecture and they may not
understand the lecture. In order to overcome these challenges, departmental courses and
English Preparatory Program teachers should work together. EAP and ESP programs
should be included in English Preparatory Program. In this way, students can get
familiar with departmental terminology beforehand.

One of the most important findings of the study was that the students expressed
their anxiety when they do not understand the lecture sufficiently. According to
students’ answers, the lecturers should make the content more relevant. They should
include visual support in their way of instruction. Visualizing the content can give
students a broader understanding of the verbal instruction. Relating the subject to real
life situations is also a useful strategy to use in EMI classes. Lecturers should make the
content as meaningful as possible for the students to create a better understanding.

In conclusion, findings of the present study may show that there is need for urgent
regulations toward EMI. Both departmental courses and English Preparatory Programs
should be revised for a more fruitful EMI environment. The first thing to do is to
provide a higher level of English to students in order to be successful in their
departmental courses.

6.4. Recommendations

Within the scope of the conclusions obtained from this study, some
recommendations to students, lecturers and Council of Higher Education can be offered
related to EMI matters.

For the students studying in EMI programs, it can be recommended that they should
make more effort to improve their English skills. They should try to participate in the
lessons as much as they can and they should not use mother tongue as a way of escape.
Students should always keep in mind that school is the only place for them to practice
English, so they should make advantage of every opportunity to speak English. On the
other hand, students should try to use peer teaching and learning method, which is one
of the best ways to construct English knowledge (Angelova, Gunawardena & Volk,
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2006). They should always interact with their classmates, ask questions and manage
group work. Finally, they should explore their learning style in order to overcome the
struggles that may occur when getting EMI.

For the lecturers, it can be recommended that they should choose appropriate
teaching methodologies according to the requirements of the learners to support their
departmental terminology and pronunciation abilities. Furthermore, English Preparatory
School should also give more classes in their departments to prepare learners for their
academic studies. Students' academic vocabulary deficiency should also be taken into
account during the curriculum design phase and students should be given the required
assistance. In order to enhance their teaching and research performance, lecturers should
be provided with latest trends in second language teaching strategies. They should
always be alarmed to let students use all their English knowledge to enhance classroom
interaction and they should always encourage them. Additionally, lecturers should
embrace a multilingual view and flexible teaching strategies and use modern language
teaching approaches that allow learners with low language of instruction to use their
complete knowledge to enhance their understanding of content, second language
acquisition and classroom interaction. On the other hand, it is recommended that
lecturers should not be the only authority in the classroom. That is, they should give
space to students to feel comfortable and feel free to explain themselves. Moreover,
lecturers should not do all the talking in the classroom. Instead, they should direct
students to speak and explain their ideas. It is very crucial for lecturers to create an
environment that will help students develop positive attitudes toward EMI. The lecturers
should analyze the situations clearly and find the deficiencies. For example, in the
present study, students stated that they find it difficult to speak and explain their ideas in
English. To overcome this, lecturers should focus on encouraging students to talk in
classroom. Also, in order not to create an uncomfortable teaching environment, lecturers
should not force themselves or students just to use English in the classroom. Sometimes
they can use mother tongue, if necessary. In this way, they can create a comfortable
teaching environment and a mutual understanding.

For the Council of Higher Education, it can be recommended that they can start
EMI in an earlier phase of education because it can be seen that most of the problems
students encounter are related to their poor English knowledge background. In addition,
some teacher training programs can be organized for the lecturers of EMI. First, a need
analysis can be done and a program can be planned. It would be very useful for
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implementations of lecturers. In addition, an “Academic English Program” can be
included in English Preparatory Programs of the schools. Students can attend these
programs according to their departments and get a prior knowledge of terminology
before they move into their departmental courses. On the other hand, one big step would
be to include “English for Academic Purposes Program” in English Teaching
departments in Education Faculties. In this way, candidate teachers can have some
valuable knowledge for giving English-medium courses for different subjects in the

future.
6.5. Limitations of the Study

Since the research site was a newly established university, this research was
conducted with a limited number of students. In addition, because of the same fact,
there were no senior year students in the university. That is why, this research included
freshman, sophomore and junior year students. Senior year students anxiety levels may
be considerably higher, but this research could not assess that.

On the other hand, data collection instruments in this study were questionnaire and
semi-structured interview questions. These two instruments focus on only students’ own
claims. They may not be frank enough about their anxiety situation. One more data
instrument tool, for instance observation form could be included in this study.

Since the current study’s findings are collected from three departments, the results
are limited with the students of these departments. They cannot be generalized. The
anxiety levels of students from other disciplines may differ according to their
departments.

Finally, as the students included in this study share the same first language and the
university has a restricted amount of global learners, EMI processes have been assessed
only with the participation of Turkish students. In order to analyze the effects of EMI on
anxiety levels of students in a broader scope, there is also a need to undertake studies in

a more multilingual setting.
6.6. Suggestions for Future Research

The current study investigates students’ anxiety levels in EMI classroom from only
students’ perspective. Further research can be conducted with both students and teachers
in order to examine the problem from lecturers’ perspective. Moreover, involving

parents and conducting interviews with them can also Show the effect of parents on
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students to study in an EMI university.

In the present study, a questionnaire and an interview were applied. For further
research, use of classroom observation forms may be recommended to see both students
and lecturers in the setting of classroom while processing EMI classes. Conducting a
research on process of EMI can reveal some different causes of anxiety in EMI classes
and some new strategies for solution.

The present study was conducted in a small and newly established university.
Further research can be carried out in a bigger scope including more participants. Since
it is a newly established university, this study does not include senior year students.
However, senior year students’ anxiety levels may show a significant difference when
compared to other levels because their concerns are graduation and getting a job.
Further research can be done by including senior year students.

Since the present research does not study the effects of demographic variables on
students’ anxiety levels; further research can be done by integrating demographic
characteristics of participants such as gender, age and departments to see if these
variables have a significant difference upon FLA.

Findings of the present study reveal a significant negative relationship between
EMI and test anxiety. Further research may focus on test anxiety and aim to reveal the
underlying causes, which result high levels of anxiety of exams. The research in this
context may provide some solutions to this common problem of EMI students.

Finally, the present study only handles the students in one institution. Further
research may compare the anxiety levels of two different institutions in order to have a
better understanding of anxiety caused by EMI. Also, this research was conducted in a
%100 EMI university. In order to see the difference, further research can be conducted
in a partial EMI university and the results may be compared.
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APPENDICES

Appendix 1

Ogretim Dili Ingilizce Olan Simiflarda Yabanc Dil Kaygi Olgegi

Degerli Katihmcl,
Bu anket formu, égretim dili ingilizce olan yiiksekdgretim kurumlarinda yabanci dil kaygisini arastiran bir
tez calismasi igin bilgi toplamak Uzere hazirlanmistir. Elde edilecek bilgiler tamamen bilimsel amagh
kullanilacak olup, isim belirtme gerekliligi bulunmamaktadir. Ankette yer alan sorulara igtenlikle ve HICBIR
SORUYU ATLAMADAN vyanit vermeniz, arastirmanin bilimsel gecerliligi ve guvenilirligi agisindan biyik
onem tasimaktadir. Bu anketi cevaplayarak ¢alismaya saglamis oldugunuz katkidan dolayi ¢ok tesekkir
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ederim.
Giilsah GELIK GARIP
Cukurova Universitesi
ingiliz Dili Egitimi
BoSlim Mezun Oldugu Okul 1.Simf
Gastronomi ve Mutfak Sanatlari Fen / Anadolu Lisesi > St
Mimarlik Meslek Lisesi
- - 3.Simif
Turizm Isletmeciligi Kolej
N - [ og e - og e g
Ogretim Dili Ingilizce Olan Simiflarda 5 g ¢
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1. Ogretim dili ingilizce olan derslerde konusurken kendimden asla emin [11[2]1[3]1[4]1][5]
olamiyorum.
2 Ogretim dili ingilizce olan derslerde hata yapmak beni [1]1[2]1[31[41[5]
endigelendirmiyor.
3. Ogretim dili ingilizce olan derslerde bana s6z verilecegi zaman [11[2]1[3]11[4]11[5]
titriyorum.
4 Ogretim dili ingilizce olan derslerde, égretim elemaninin séylediklerini [11[2]1[31[4]1][5]
anlamamak beni korkutuyor.
5. Ogretim dili ingilizce olan derslere daha fazla girsem bile sikilmam. [1]1[2][3]1[4]11[5]
6. Ogretim dili ingilizce olan derslerde kendimi dersten baska seyler [1]1[2]11[311[41[5]
dugunudrken buluyorum.
7. Siniftaki diger arkadaglarimin yabanci dil konusunda benden dahaiyi |[1] [2][3] [4][5]
olduklarini dugtndyorum.
8. Ogretim dili ingilizce olan derslerin sinavlarinda genellikle rahatim. [1]1[2][3]1[4]11[5]
9. Ogretim dili ingilizce olan derslerde hazirliksiz olarak ingilizce [11[2]1[3]11[4]11[5]
konusmam gerektiginde panik olmaya basliyorum.
10. Ogretim dili ingilizce olan derslerde basarisiz olmamin sonuglari beni [11[2]113114][5]
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endiselendiriyor.

11 Bazi insanlarin 6gretim dili ingilizce olan derslerde neden mutsuz
olduklarini anlamiyorum.

[11[2][3][4][5]

12. Ogretim dili ingilizce olan derslerde bildigim seyleri unuttugumda gok
sinirlenebiliyorum.

[11[2][3]1[4][5]

13. Ogretim dili ingilizce olan derslerde sdz hakki almaya utaniyorum.

[11[2][3]1[4][5]

14. Ana dili ingilizce olan biriyle konusurken gerilmem.

[11[2][3][4][5]

15. Ogretim elemaninin yapti§i diizeltmeyi anlamadigimda Gzullyorum.

[11[2][3]1[4][5]

16. GOk iyi hazirlanmis olsam bile, 6gretim dili ingilizce olan derslerde
kaygili hissediyorum.

[1]1[2][3][4][5]

17. Ogretim dili ingilizce olan derslere gitmeyi istemiyorum.

[11[2][3]1[4][5]

18. Derslerde ingilizce konusurken kendime giiveniyorum.

[11[2][3][4][5]

19. Ogretim elemani, yaptigim her hatay: diizeltecek diye korkuyorum.

[11[2][3][4][5]

20. Ogretim dili ingilizce olan derslerde bana seslenildigi zaman kalbimin
garptigini hissedebiliyorum.

[11[2][3][4][5]

21. Ogretim dili ingilizce olan derslerin sinavlara ne kadar ¢ok calisirsam
kafam o kadar karisiyor.

[11[2][3][4][5]

29 Ogretim dili ingilizce olan derslere gok iyi hazirlaninca kendimi baski
altinda hissetmiyorum.

[11[2][3][4][5]

23 Siniftaki diger arkadaslarimin ingilizceyi benden daha iyi
konustuklarini her zaman hissediyorum.

[11[2][3][4][5]

24 Siniftaki arkadaglarimin 6ninde ingilizce konugurken ¢ok gerildigimi
hissediyorum.

[1]1[2][3][4][5]

o5 Ogretim dili ingilizce olan dersler 6yle hizli ilerliyor ki, geride
kalmaktan endiseleniyorum.

[11[2][3][4][5]

26, Ogretim dili Ingilizce olan derslerde, ana dildeki derslerde
oldugumdan daha gergin ve sinirli hissediyorum.

[1]1[2][3][4][5]

27, Ogretim dili ingilizce olan derslerde konusurken geriliyorum ve kafam
karisiyor.

[11[2][3]1[4][5]

28. Ogretim dili ingilizce olan derslere giderken kendimi rahat ve giivenli
hissediyorum.

[11[2][3][4][5]

29. Ogretim gérevlisinin sdylediklerini kelimesi kelimesine anlayamayinca
sinirleniyorum.

[11[2][3][4][5]

30. ingilizce konusabilmem igin 6grenmem gereken kurallarin sayisi beni
boguyor.

[11[2][3][4][5]

31 ingilizce konusurken diger arkadaglarimin bana gilmelerinden
korkuyorum.

[11[2][3][4][5]

32 Ana dili ingilizce olan insanlarin yaninda kendimi muhtemelen rahat
hissederdim.

[11[2][3][4][5]

33, Ogretim elemani, hazirlanmadigim yerlerden sorular sordugunda
geriliyorum.

[11[2][3]1[4][5]
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English-medium Classes Anxiety Scale

gly Disagree
Neither agree nor
disagree

Disagree
Agree

1. | never feel quite sure of myself when | am speaking in English-

medium classes.

U1 | Strongly Agree

| Stron

[11[2][3][4][5]

| don't worry about making mistakes in English-medium
classes.

[11[2][3][4][5]

| tremble when I know that I'm going to be called on in English-
medium classes.

[11[2][3][4][5]

It frightens me when | don't understand what the teacher is
saying in the foreign language in English-medium classes.

[11[2][3][4][5]

It wouldn't bother me at all to take more English-medium
classes.

[11[2][3][4][5]

During English-medium classes, | find myself thinking about
6. things that have nothing to do with the
course.

[11[2][3][4][5]

| keep thinking that the other students are better at languages
than | am.

[ [2][3][4][5]

8. | am usually at ease during tests in English-medium classes.

[11[2][3][4][5]

| start to panic when | have to speak without preparation in
English-medium classes.

9.

[11[2][3]1[4]1[5]

10, ! worry about the consequences of failing in English-medium
classes.

[11[2][3]1[4]1[5]

11! don't understand why some people get so upset over English-
medium classes.

[11[2][3][4][5]

12.In English-medium classes, | can get so nervous when | forget things |

know.

[11[2][3][4][5]

13. It embarrasses me to volunteer answers in English-medium
classes.

[11[2][3][4][5]

14.] would not be nervous speaking the foreign language with
native speakers.

[11[2][3][4][5]

15.1 get upset when | don't understand what the teacher is

[11[2][3][4][5]
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16 Even if | am well prepared for English-medium classes, | feel
anxious about it.

[11[2][3][4][5]

17.1 often feel like not going to English-medium classes.

[11[2][3][4][5]

18.1 feel confident when | speak in English-medium classes.

[11[2][3][4][5]

| am afraid that my language teacher is ready to correct every

19. mistake | make.

[11[2][3][4][5]

o lcan feel my heart pounding when I'm going to be called on in
Englrsh -medium classes.

[11[2][3][4][5]

21 The more | study for an English-medium test, the more confused

| get.

[11[2][3][4][5]

o | don't feel pressure to prepare very well for English-medium

classes.

[11[2][3][4][5]

3! always feel that the other students speak the foreign language
better than | do.

[11[2][3][4][5]

4! feel very self-conscious about speaking the foreign language in
front of other students.

[11[2][3][4][5]

Englrsh -medium classes move so quickly | worry about getting
Ieft behind.

[11[2][3][4][5]

26! feel more tense and nervous in English-medium classes than

in mother tongue classes.

[11[2][3][4][5]

- | get nervous and confused when | am speaking in my language
class.

[11[2][3][4][5]

g When I'm on my way to an English-medium class, | feel very
sure and relaxed.

[11[2][3][4][5]

-9, | g€t nervous when | don't understand every word the lecturer

says.

[11[2][3][4][5]

I feel overwhelmed by the number of rules you have to learn to
speak a foreign language.

[11[2][3][4]1[5]

1 | am afraid that the other students will laugh at me when | speak
the foreign language.

[11[2][3][4][5]

, | would probably feel comfortable around native speakers of the
forelgn language.

[11[2][3][4][5]

33.1 get nervous when the lecturer asks questions which | haven't

prepared in advance.

[11[2][3][4][5]
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Appendix 3
Semi-Structured Interview Form (Turkish Version)

GORUSME SORULARI

1.Yabanc1 dilde egitim hakkindaki genel goriisleriniz nelerdir?

2.Sizce 6gretim dilinin Ingilizce olmasimin avantajlari nelerdir?

3.Sizce 6gretim dilinin Ingilizce olmasmin dezavantajlari nelerdir?

4.Opretim dili ingilizce olan derslerde kendinizi nasil hissediyorsunuz?
5.Derslerde Ingilizce konusmaniz gerektiginde kendinizi nasil hissediyorsunuz?
6.0gretim dili Ingilizce olan derslerin sinavlar1 hakkinda ne diisiiniiyorsunuz?

7.0gretim dili Ingilizce olan derslere yonelik 6nerileriniz nelerdir?
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Appendix 4

Semi-Structured Interview Form (English Version)

INTERVIEW QUESTIONS
1. What are your general opinions about foreign language education?
2. What do you think are the advantages of having the language of instruction in
English?
3. What do you think are the disadvantages of having the language of instruction in
English?
4. How do you feel about the language of instruction in English?
5. How do you feel when you need to speak English in class?
6. What do you think about the exams of the courses in which the language of
instruction is English?

7. What are your suggestions for courses in English?
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Appendix 5

Consent Mail 1

Re: Request: "Foreign Language Classroom Anxiety Scale” Message 2of 2 (4 | [ »
From  Horwitz, Elaine K 1" m =
To Giilsah cELiK L'

Date  2017-10-18 20:25
| sppreciste your interest in my work. | believe that there have already been several Turkish translstions of the FLCAS
Subject to the ususl requirsments for acknowledgment, | am pleased fo grant you pemission to use the Forsign Language Classroom Anxiety Scale in your research. Specifically, you must acknowledge my suthorship of
the FLGAS in any orsl or written reports of your research. | also request that you infem me of your findings. Some scoring infermation about the FLGAS can be found in my book Becoming & Language Teacher: A
Practical Guide to Second Language Learning and Teaching, Pearson, 2013.

Best wishes on your project,

Elaing Horwitz

On Oct 18, 2017, at 11:30 AM, Gillsah CELIK «ggelik@baskent.edu.tr> wrote:

Dear Madam,

I am a postgraduate student at Cukurova University and an English language instructor at Baskent University, writing my dissertation titled "Investigating Foreign Language
Anxiety in English Medium Instruction Environment: The Case of a Turkish Private University”, under the direction of my supervisor Prof.Dr.Yasemin Kirkgoz. I would request your
permission to adopt and use your "Foreign Language Classroom Anxiety Scale” instrument in my research study. I will translate the survey into Turkish and adopt it to English
Medium Instruction Classroom. I would be grateful if I have your permission to use it.

Regards

Giilsah CELIK
Baskent University, Turkey
School of Foreign Languages
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Appendix 6

Consent Mail 2

Re: Request: FLAS Message 1of 1 |4 | [ »
From  Selami Aydin L' a=

To  Gilsah CELIK L' B

Date  2017-10-24 11:32 v

A

Gilzah Hocam, T would like ta thank you for your interest in our study. Please feel free to adopt and use the scale. T would be also happy if you please inform me about the results of your
study,

Best regards,

2017-10-23 21:44 GMT+03:00 Gillsah CELIK <gcelik@baskent.edutrs:
Dear Mr. Aydin,
I am a postgraduate student at Cukurova University and an English language instructor, writing my dissertation titled “Investigating Foreign Language Anxiety in English Medium Instruction
Environment: The Case of a Turkish Private University” I would request your permission to adopt and use your Turkish version of "Foreign Language Classroom Anxiety Scale” instrument in

my research study. [ would be grateful if I have your permission to use it. You can be sure that T will acknowledge your authorship on all copies of the instrument and send a copy of the
results to your attention upon completion of the study.

Regards

Gillsah CELIK
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