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Abstract

Flipped learning has emerged as an innovative approach and provided interactive
opportunities for students who are rapidly adopting new technologies. In a flipped
classroom, learners are required to do cognitively challenging and engaging tasks
in class instead of trying to do this “heavy work™ at home. With the spread of the
COVID-19, a new concept has also appeared: distance or online flipped instruction,
which basically refers to flipping synchronous online classes. To this end, the
present study attempts to find out the possible influence of conventional flipped
instruction along with online flipped instruction on EFL learners’ self-regulated L2
learning strategy use and foreign language classroom anxiety while teaching
speaking skills. Nearly 80 A2 level students at Middle East Technical University
participated in the study. Four intact classes were randomly assigned to one of the
two treatment groups: experimental and control. The experimental group students
started to use Google Classroom application besides their regular classes. In the
experimental group, students were required to watch videos and take notes on
various topics before the actual lesson. The influence of the flipped learning model
on learners’ self-regulatory behaviours and foreign language classroom anxiety was
analyzed by comparing control and experimental groups’ survey results before and
after the implementation of the flipped instruction. Finally, to get a deeper
understanding, semi-structured interviews were conducted with ten students to

explore the learners’ views in the experimental group as well.

Keywords: flipped learning, blended learning, self-regulated L2 learning strategy

use, foreign language classroom anxiety



Oz

Ters-yuz 6grenme modeli, yenilikgi bir yaklasim olarak ortaya ¢ikmistir ve yeni
teknolojileri benimseyen o&grenciler icin etkilesimli firsatlar sunmaktadir. Ters-ylz
o6grenme modelinde, dgrencilerden bilissel olarak zorlayici olan bu “agir is yukana”
evde yapmaya c¢alismak yerine sinifta yapmalari beklenmektedir. COVID-19un
yayllmasi ile birlikte yeni bir konsept ayrica ortaya ¢ikmis oldu: temel olarak ¢evrim
ici senkron ters-yuz edilmis dersler anlamina gelen uzaktan ya da ¢evrim igi ters-
yuz 6grenme modeli. Bu ¢alisma, geleneksel ters-ylz 6gretim modeli ile gevrim igi
ters-yiiz dgretim modelinin, Iingilizce’yi yabanci dil olarak dgrenen égrencilerin 6z
duzenlemeli yabanci dil 6grenme strateji kullanimlari ve yabanci dil sinif kaygi
duzeyleri Uzerindeki olasi etkilerini tespit etmeye ¢alismaktadir. Bu galigmaya Orta
Dogu Teknik Universitesinde A2 diizeyindeki yaklasik 80 hazirlk 6grencisi katild.
Dért siniftaki 6grenciler ters-yliz 6grenme ve ylz yluze geleneksel 6grenme olarak
rastgele kontrol ve deney gruplarina ayrildilar. Deney grubunda, 6grencilerin yuz
yuze derslerinden o©Once video izlemeleri ve c¢esitli konularda not almalari
beklenmigtir. Bu yontemin ogrencilerin 6z duzenlemeli yabanci dil 6grenme strateji
kullanimlar ve yabanci dil sinif kaygi duzeyleri Uzerindeki etkisi, deney ve kontrol
grubu ogrencilerinin  uygulamadan o©Once ve sonra katlacaklari anketlerin
karsilastirimasiyla analiz edilmistir. Son olarak, yari yapilandirilmis goérismeler,
ters-ylz 0O6grenme modelindeki o6grencilerin  tutumlarini  anlamak amaciyla
gerceklestiriimigtir.

Anahtar sozciikler: ters-yiz 6grenme, harmanlanmis 6grenme, 6z-dizenlemeli
yabanci dil 6grenme strateji kullanimi, yabanci dil konusma kaygisi
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Chapter 1
Introduction

This section presents an overview of the study that aims to examine the
impact of the traditional and distance/online flipped classroom model on English as
a foreign language learners’ use of L2 self-regulation learning strategies and foreign
language anxiety. First, the chapter introduces the statement of the problem and
significance of the study, followed by the research questions formulated to guide the
present study. Then, the chapter presents the assumptions, limitations and
definitions of key terms used in the study.

Statement of the Problem

Facilitating learning by using internet technology is increasingly becoming an
important goal in education. Teachers from all disciplines who are interested in
online technologies are striving to create an online learning platform that meets the
needs of their diverse learners. Like all other disciplines, foreign language education
has been exposed to various curricular and methodological changes over the past
decade. It can be easily seen that the way students interact with their teachers and
their peers is constantly changing. The idea of ‘school’, ‘curriculum’ and ‘teacher’
and our perceptions of such concepts might change as technology becomes an
indispensable part of our lives (Facer, 2011). In today's world, “people are
surrounded by technology in every sphere of their lives” (Karakas & Kartal, 2020,
p.53), and almost every student uses smartphones, tablets and computers along
with various types of multimedia resources to obtain information. It is needless to
mention that learning and teaching a foreign language through technology offers
greater opportunities. Firstly, the ubiquitous nature of technology enables students
to access visually effective learning materials at any time and, by the same token, it
guides and assists teachers in planning lessons by utilizing various sources on the
internet. For instance, mobile devices are currently seen as the most effective
educational tools. The main strength of using these devices in education is that so
many learners have these devices already, which does not necessitate training, and
this explains the reason for integrating them into education (Mason & Rennie, 2008).
Secondly, learners can connect to other learners or users of the target language in
real time (synchronously) or at different times (asynchronously), thereby providing

opportunities for authentic language practice (Stanley, 2013). To illustrate,
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technologies like wikis or youtube can be regarded as information networks that
enable the community to interact and express their opinions with others (Gouseti,
2014). Communication and collaboration skills can also be improved through
various social networking sites like Edmodo and Google Classroom allowing
teachers to share links, assignments and files with their students in a safer way.
Another positive impact of technology is the autonomy students experience in the
learning environment. Egbert (2009) states that students must become involved,
independent learners during e-learning and build skills to work individually to
succeed. Yet another important benefit of technology is that it helps with
accessibility, meaning “the teacher can better meet the needs of students with
disabilites and learners drawn from a broader range of social and economic
backgrounds” (Fisher, Exley & Ciobanu, 2014, p.11).

The use of ICT in foreign language learning continues to evolve; however,
there seemsto be a gap between the activities students want to do and the activities
teachers do in class. Although every tech-savvy student uses smartphones and
laptops to search for online sources, some teachers still use only boards and chalk
to educate them. Some schools are still using textbooks as their only teaching
sources, and some teachers even reject the use of technology, claiming that
students gain only superficial knowledge. While institutions blame teachers for their
reluctance to use technology, teachers consistently complain that they are not
offered adequate training by their institutions. From the lack of training to
infrastructure, there are too many factors to blame. However, the philosophy behind
using any kind of technology in education is to present the ways for learners to gain
the knowledge for themselves, to excel at their own pace and assess their progress
instead of just sitting and listening to the teacher. To improve their language skills
through technology, students desperately need their teachers’ guidance. Klopfer,
Osterweil, Groff and Haas (2009, p.3) confirm this view and argue that that if there
were not recent technologies such as Web 2.0 tools and digital games, students
could still learn the lessons but there would be a big difference between the subjects
that are taught in class and the issues students are exposed to outside the class.
In this sense, technologies can become a way to create meaning, and they give
students the chance to participate in meaningful learning (Jonassen & Strobel,

2006). Thanks to technology integration, students acquire the skills to use
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technology resources and get involved in genuine learning experiences as well.
Students are given an opportunity to learn technology tools, and they have the
chance to experience authentic learning with the help of technology integrated
learning environments. (Skoretz and Cottle, 2011; as cited in Cydis, 2015, p.70). In
a study conducted by Dietrich and Balli (2014), fifth-grade students were asked
about classroom learning and technology. The findings of their study demonstrated
that interactive whiteboards, iPads, and computers were an engaging and
interesting way to learn for many students. Their comments also revealed that

technology encourages active involvement when students control the technology
without getting help.

Responding to the needs and interests of the new generation is not the only
concern. In Turkey, even after spending many hours in the classroom, students
often have trouble reaching fluency in English. This is especially evident once they
are admitted to English-medium universities which require them to complete a one-
year intensive language preparation program. These programs aim to offer
academic English to students so that they can pursue their undergraduate studies
without any difficulty. However, in these programs teachers usually follow the
syllabus which is mostly prepared based on the units of a specific course book.
While it is true that the coursebook provides benefits, incorporating presentations in
photographs, graphs, color drawings and tables, it cannot offer immediate feedback.
The sound and visual immersion of digital technologies along with the additional
materials offered in different formats facilitate differentiated instruction. Regarding
the use of technology to differentiate learning, Smith and Throne (2009) suggest
that by adding short video clips, games, presentations and podcasts that inspire
students to learn, language teaching can be more engaging and fun. Similarly, Altay
and Unal (2017) suggest short videos to busy teachers who want to keep up with
the syllabus. Furthermore, the exercises presented in the textbook might not be
sufficient to practice the content when students refer to their textbooks to revise the
topic later. Therefore, when teachers only depend on course books and limit what
students should learn to the objectives written on the syllabus, their creativity and
willingness to use additional materials along with the technology disappear within
time. Students might not attain the required proficiency level because over time

students may tend to believe that the knowledge presented in the textbook is
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enough to learn the target language, and they might not be aware of the limitless
opportunities presented outside the classroom.

Blake (2013) suggests that the student-centered classroom can be
accelerated by incorporating technology into the curriculum properly. Thus, teachers
should know the power of automated tools and the different ways they can be used
for teaching languages (Kessler & Hubbard, 2017). Generally, teachers who have
difficulty keeping up with the advancements often lack the confidence and the skill
to implement technology in various ways in the classroom. Chellapan and Meer
(2016) claim that even if teachers received supportive and productive ICT training,
they might not feel comfortable and confident while applying what they have learned.

Employers are challenging their workers to expand their expertise and
improve their skills to meet the ever-changing needs of a digital world as the
economy becomes universal; thus, people must use their full potential to self-
regulate their learning (Herin, 2007). To be successful, learners should be actively
involved, expand their knowledge and reflect on their work, which can only be
accomplished by utilizing the self-regulated learning strategies. Technology-
enhanced learning environments are of high importance in that they can play a
significant role in fostering self-regulated learning skills. As Harris, Lindner and Pina
(2011) state that to help learners to become self-regulated learners, online learning
environments might be ideal settings to give them responsibility for their learning.
Developing self-regulated learning habits in our students is necessary for tertiary
education to achieve its long-term aims of creating autonomous and lifelong learners
of the future (Nilson, 2013). A growing body of research shows a positive association
between self-regulated learning (SRL) and information and communication
technology (ICT). For instance, Lai and Gu (2011) examined 279 students at a
university in Hong Kong. Students’ self-regulatory behaviours outside school were
investigated. The participants were studying Chinese, French, German and many
other languages at the time of the experiment. Findings showed that students were
highly interested in technology, and they were heavily involved in web 2.0
technologies. Therefore, students need more promising learning models such as
blended learning that give them more flexibility, encourage self-monitoring and lower
their classroom anxiety.

15



Foreign language classroom anxiety also causes reluctance to use the target
language on the part of the learners. Some scholars (Horwitz et al., 1986; Macintyre
& Gardner, 1991) assert that there is a clear link between student achievement and
foreign language anxiety in the classroom. Some students feel anxious when they
are asked questions. When learners find communicative tasks challenging, they
become less willing to take chances in using the target language, so communicative
tasks are frequently neglected in class. According to Aydin (2008), learners are
scared of unpleasant judgments because they feel unable to make a proper
impression due to perceptions of other students, native speakers and the teacher.
This situation leads to avoidance of the use of foreign language in social settings. It
would not be wrong to say that among the issues that cause foreign language
classroom anxiety, the most noticeable problem is students’ lack of preparation. In
his study, Hamouda (2013) found that 49% of participants became anxious as the
instructor posed questions they had not planned or thought in advance. The findings
of this study also support the idea that traditional face-to-face instruction does not
require much self-discipline on the part of the students. Therefore, this type of
instruction should be reinforced by various online information sources that learners
can select for themselves. In the literature, there are some studies in which different
types of technological devices are used to alleviate EFL learners’ speaking anxiety
(Gerencheal, Mishra and Tesfay, 2019; Ataiefar and Sadighi, 2017; Rachman and
Sunarti, 2019; White, 2014; Lu, Lee and Lin, 2019).

White (2014) examined ten Japanese undergraduate students who were
going to attend a language course abroad at a university in Australia. Students
participated in authentic English lessons in online video format for a while before
going abroad. The video program was used as an assignment. Hence, students
could practice their speaking skills without having to speak in front of their friends.
The findings of this study indicated that students who are planning to study abroad
could mitigate their anxiety with the help of authentic listening and speaking videos.

In Ataiefar and Sadighi’'s (2017) study, an online software program called
Voice Thread, was used to increase learners’ communicative capacity by reducing
their anxiety. 15 EFL learners used this voice conferencing technology to enable
them to practice their speaking. The results revealed that using the suggested tool

reduced learners’ anxiety. The researchers assert that the lack of anxiety seen in
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the respondents could be attributed to the relaxing environment created by the
program, in which learning activities were pleasant and enjoyable.

Most recently, Gerencheal, Mishra & Tesfay (2019) conducted a study to see
the opinions of 38 EFL learners and ten teachers about the role of Technology-
Assisted Language Teaching (TALT) in mitigating learners’ foreign language
anxiety. Quantitative and qualitative data proved the effectiveness of TALT in
reducing the EFL learners’ English anxiety. Further, Rachman and Sunarti (2019)
explored learners’ speaking anxiety, their success in speaking, self-efficacy and
their opinions about the tasks and activities performed using WhatsApp activities.
To gather the data, they used a questionnaire, speaking test and interview. The
findings show that integrating smartphones into teaching can significantly decrease
the FLCA and allow learners to get better results in speaking English.

Li (2016) states that students themselves are able to accept accountability
for learning the content in the flipped classroom teaching model, manage their
learning activities, internalize and individually develop their linguistic and cultural
knowledge, and fulfill the teachers’ assigned tasks, which inevitably play a
significant role in fostering autonomous learning. As these students master their
learning processes outside of school, the stress and fear they mostly experience in
the class environment will decrease, and they will be more ready and enthusiastic
for their future assignments. Many factors influence foreign language learning within
each school and these factors either contribute to the learners’ success or cause
their failure. Instead of seeing technology as a threat, educators and administrators
should utilize various instructional technologies in an effort to foster more self-
regulated learning environments. Even if some teachers are less willing to benefit
from technology in their teaching practices, the field of distance education and
blended learning has been getting more and more attention day by day. Now, there
is a worldwide shift from face-to-face instruction to a more technology-based
ubiquitous learning environment. The COVID-19 pandemic, which has resulted in
schools closed worldwide, has made distance learning a necessity and contributed
to an explosion of research in online education all across the globe. The current
study was also affected by the outbreak of this unprecedented pandemic. After the
universities were closed, the spring semester was held in distance learning mode at

the university where this research was conducted. Therefore, the flipped learning
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model was implemented in two ways: conventional flipped learning and distance
flipped learning. Further and detailed information is presented in the following

chapter.
Aim and Significance of the Study

To increase the standard of education at higher institutions, educators have
been looking for ways to teach the students the necessary skills they will need later
in their workplace. Developing programs that give choices to students and respond
to their needs and interests should be the priority of all parties involved. The ability
to use technology effectively is one of the most vital skills students are required to
learn in the 21st century. This pressure forces teachers to re-evaluate their teaching
styles (Basal, 2015). For the last decade, the flipped teaching model has caught on,
and this teaching philosophy has been adopted by many teachers from all around
the world. Although the idea of preparing videos was attributed to two teachers,
Jonathan Bergmann and Aaron Sams, who recorded their lessons for the absent
students (Bergman & Sams, 2012), this teaching philosophy has actually existed for
a long time. Many teachers used variations of their own flipped learning formats in

the past. What is unique about flipped learning today is how it is introduced in
existing educational contexts, particularly in higher education (Cresap, 2015).

The flipped classroom is one of the blended learning models that inverts what
is commonly known as classwork and homework (Wells & Holland, 2017). In this
model, the content of the lesson can be available to students at any time.
Traditionally, students listen to lectures and take notes in class while they do their
practice at home. In the flipped classroom, students work on the new content by
themselves in their own time, often in a pre-recorded video format, and in the
classroom they apply, analyze and create the knowledge with engaging activities in
a collaborative environment. The flipped model encourages a form of education that
imposes the primary responsibility on students and make them become “agents”
instead of “objects” in the learning process (Granados-Bezi, 2015). In addition,
teachers have the opportunity to check, track and guide every person at each lesson
(Larcara, 2015). The world is also perfectly adapted to the flipped learning
classroom model, with students constantly pursuing learning through digital and
interactive media and as educational institutions invest in information technology
systems and digital environments (Green, Banas & Perkins, 2016).
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Roehling (2017) points out that the flipped learning and flipped classroom are
not the same terms; shifting lectures outside the class does not lead to a real flipped
learning experience. Teachers must implement four pillars into their teaching
practice to succeed in flip instruction (Flipped Learning Network, 2014). The first
pillar is flexible environment that requires teachers to rearrange the learning
environment and time in order to help students interact and reflect on their learning.
The second pillar is the learning culture that shifts traditional, teacher-centered
learning into more active, student-centered learning so that students can participate
actively during the lesson. The third pillar requires teachers to determine the
concepts that can be delivered outside the class and design the materials to
maximize active student participation during the lesson. The final pillar is the
professional educators. This means that the importance of the teachers’ role in the
flipped classroom is even more than the conventional classroom. Teachers take
even more responsibility for giving students constructive feedback in real time,
reflecting on their practices and connecting with other educators to further the

instruction.

Although the flipped teaching model has been implemented in various
contexts and countries until now, it is still an uncommon instruction model in Turkey.
There are still some teachers who reject the idea of using online dictionaries during
the lesson, let alone flipped learning. Today, even tech-savvy teachers’ interests in
new technologies do not go beyond superficial classroom use. In the flipped learning
model, the ultimate goal is to create an active learning environment by involving
students in higher-level learning and critical thinking experiences during class time
(Honeycutt, 2016). The flipped learning model mostly requires students to focus on
the video content and take effective notes. However, even high-achievers might lack
self-discipline skills. This being the case, this research is particularly significant and
valuable for teachers who are willing to use novel technologies because it adds to
the ongoing discussion on how flipped instruction can be best employed to enhance

learners’ self-regulated learning skills.

This study aims to extend the current knowledge of traditional and online
flipped classroom models. Some of the research looking at the issue of flipped
learning has been intended to reveal the influence of flipped classroom strategies

on students’ achievement in various disciplines (Tune, Sturek & Basile, 2013;
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Asikksoy & Ozdamli, 2016; Karaca & Ocak; 2017; Albalawi, 2018). Other studies
have tended to focus on the comparison of flipped and lecture-based classrooms
(Adnan, 2017; Graziano & Hall, 2017; lyitoglu & Erisen, 2017; Boyraz & Ocak,
2017). These research studies revealed that compared to non-flipped classrooms,
students in flipped classrooms performed better academically, and students also
showed positive perceptions towards flipped learning. As a consequence of the
findings of the studies mentioned above, flipped learning appears to be an effective
pedagogical model and set good examples of the kind of practices that might be
developed in other educational contexts. As stated by Gardner (2015), most
research studies try to explain the flipped classroom and its benefits, providing
recommendations on how it can be best employed. There are not many studies that
focus on the challenges related to the flipped classroom. Furthermore, the existing
research fails to explain the effectiveness of the online/distance flipped classroom
model on certain foreign language skills like speaking skills of EFL learners.

Speaking English fluently is of great significance, especially in universities
where the language of instruction is English. Upon completion of the university,
students are expected to speak and write English very well. However, improving
speaking skills requires endless hours of practice, and there is almost no opportunity
existing outside the classroom. In other words, the strategies that students can use
for meaningful communication might be present on the Internet, but how they can
use this information to be engaged in-group discussions or to monitor their progress
might be missing. The difficulty students often experience while trying to produce
the language is that they can never be sure whether they speak accurately and
fluently. The use of the flipped instruction model for EFL speaking is a newly
emerging field. As Nunan (2005, p.3) asserts, “this area of research is in its infancy”.

While this research study was being conducted, deadly COVID-19 pandemic
broke out and resulted in school closures in many countries all around the world,
including Turkey. As an alternative solution, the distance education implementations
began almost in every educational context in order to curb the spread of the virus.
All of a sudden, technology and distance education became an essential part of
education. The university where this research study was conducted also adapted to
the new situation, all classes were put online, and all instructors found themselves

teaching online using various virtual learning platforms and tools. During the first
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five weeks of the study, the experimental group was taught using the traditional
flipped learning model while the control group was taught using traditional face-to-
face education. However, during the coronavirus lockdown, the experimental group
received instruction through the online flipped learning model whereas the students
in the control group learned the content through the synchronous online format. Due
to these unexpected circumstances, distance/online flipped learning had to be
implemented instead of conventional flipped learning after five weeks of the
implementation period. Therefore, the current research study might be one of the
very first recorded studies focusing on distance/online-flipped learning. To the best
of our knowledge, this could be the first study that analyzes the impact of
conventional and online flipped learning models on learners’ foreign language
anxiety levels and self-regulated L2 learning strategy use.

There is a growing body of literature that relates the flipped learning model to
self-regulated learning (Lai & Hwang, 2016; Sletten, 2017; Cakiroglu & Oztirk,
2017; Shyr & Chen, 2018). These studies are mostly inspired by a combination of
pedagogical approaches encompassing the constructivist and connectivist learning
theories. The social constructivist theory of Vygotsky assumes that a person
communicates with another speaker within his/ her zone of proximal development —
specifically, in a context where the learner can succeed at a higher level thanks to
the assistance (scaffolding) provided by an interlocutor (Lightbown & Spada, 2013).
Today, the guidance and help for the learner through the ZPD can be adequately
practiced by instruments (learning takes place outside) and by cooperation where
the knowledge is created by the members of the group (Mattar, 2018). The social
constructivist view implies that students play a pivotal role in managing their learning
and must embrace responsibility and building their own understanding (Calabrese
& Faiella, 2011). When viewed from this aspect, concepts like active learning, self-
regulation, and learner autonomy are all interrelated and emphasize the
enhancement of students’ direct involvement in the teaching-learning process.

On the other hand, connectivist theory, which was first introduced by George
Siemens (2004), is a revised version of the constructivist theory of education for the
modern age (Mattar, 2018). In connectivism, the learning starts when knowledge is
constructed by learners interacting with and engaging in a learning community

(Goldie, 2016). “Connectivism integrates principles from chaos, network, and
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complexity and self-organization theories, underpinned by the epistemology of
connective knowledge, pedagogy, and theories of innovations in technology”
(Siemens, 2004). In the connectivist approach, network learning takes place with
the tools and services to provide learning opportunities. According to connectivism,
there are two significant skills that facilitate learning: the ability to search for reliable
and up-to-date information and the ability to filter secondary information (Kop & Hill,
2008).

In conventional and distance flipped learning models, students are expected
to use their digital literacy to access the information outside the classroom. They
can also create learning communities to share information, their experience and
resources with their friends. Students do not have to limit themselves with the
materials offered by their teachers in order to complete the tasks outside the
classroom. To illustrate, while watching a video, they might ask a question at any
time to their peers via educational network sites such as Google classroom.

Therefore, this study is based on connectivist theory as well.

This research study is also valuable in that a mixed-methods research design
was developed, combining both qualitative and quantitative approaches. “The self-
regulated L2 learning strategy use” scale, which was developed by Koksal and
Dundar (2018), was used in the study. They (2018) found that the self-regulated L2
learning strategy use scale may be used to perform studies to identify the foreign
language learners’ self-regulatory behaviours, and this scale can also show what
extent learners use these strategies in their language learning process. Therefore,

this 35-item questionnaire was considered a good fit for this research.

This study has the potential to contribute to find out whether conventional and
distance flipped classroom models help learners diminish their foreign language
anxiety. In language classrooms, there are different types of students, from
perfectionists who feel more confident speaking when they come to class prepared
to introverts who do not like to be the center of attention while speaking in the target
language. By offering choices, teachers promote differentiated and self-directed
learning. Students receive the knowledge outside of the class by using a wide range
of educational resources that their teachers offer them. Hence, the flipped
classroom model creates a win-win situation for teachers and learners. By

converting an English lesson, teachers might improve students’ learning outcomes
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and promote active engagement in class. Contrary to popular belief, the instructor’s

classroom role does not depreciate in a flipped classroom. Along with revolutionizing

technologies, teachers’ role gain prominence and evolve from information providers

to facilitators and mentors (Adnan, 2017).

Research Questions

The main research question of the study is; “What is the influence of the

conventional and distance flipped learning on EFL learners’ self-regulated L2

learning behaviors and foreign language anxiety while teaching speaking skills?”

Based on this main research question, the sub-research questions are

formulated as in the following:

1.

Is there a statistically significant difference between the pre-test and the post-
test results of the experimental and the control groups regarding their foreign
language anxiety levels?

Is there a statistically significant difference between the pre-test and post-test
results of the experimental and the control groups regarding their self-
regulated L2 learning strategy use?

Is there a statistically significant difference between the experimental and
control groups’ foreign language anxiety levels after the implementations?

Is there a statistically significant difference between the experimental and the
control groups' post-test results in terms of their use of self-regulated L2
learning strategies?

What are the students’ perceptions of their conventional and online flipped
classroom learning experiences?

What is the influence of COVID-19 pandemic on students’ participation in
speaking activities in an online learning environment?

How can the delivery and the practices of conventional flipped instruction,
distance flipped instruction, and synchronous online instruction be improved
in EFL settings?
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Assumptions
In this study, it is assumed that:

1. Learners’ foreign language anxiety levels and self-regulated L2 learning
strategy use can be measured through the scales of the study.

2. The data collection instruments in the study are reliable and valid enough.

3. As the participant students have signed a consent form, it is assumed
that they all participate in the research voluntarily, attend the classes
regularly, and answer the questions honestly.

4. Ten students in the experimental group agree to be interviewed, provide
honest responses to the interview questions.

5. All students in the experimental group have watched pre-assigned videos
and read the texts before face-to-face sessions.

6. The findings of the study are based on the participant students’ real
perceptions concerning the use of self-regulated learning strategies,
foreign language anxiety levels, flipped learning experience and their
motivation.

Limitations

The current study has certain limitations to acknowledge before generalizing
the findings. The research specifically aims to find out whether the flipped learning
model helps students become more self-regulated learners and discuss one another
on a variety of topics without feeling anxious. The research confines itself to the
prep-school students at one state university in Turkey, as it will take a great deal of
time to gather the responses of a wide range of learners from different state and

private universities.

At the beginning of the spring semester, students in the experimental group
experienced flipping face-to-face lessons. Students’ speaking performance was
going to be assessed, and it was intended to investigate the impact of the flipped
learning model on students’ speaking performance. However, after five weeks of
intervention, universities were closed due to COVID-19 pandemic, and the school

administration decided to remove the speaking component from the syllabus. As a
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result, students’ speaking skills were not assessed. It is unfortunate that the study
did not include the impact of the flipped model on learners’ speaking achievement.

The most important limitation is that after five weeks of conventional flipped
instruction, the instruction model had to be changed. Universities were closed
quickly after the first wave of the pandemic. The researcher adopted the
distance/online-flipped learning model to teach the content in the experimental
group and adapted the principles of the flipped learning model to an online
environment. The purpose of the study and the students’ role remained the same.
Students also requested to continue their speaking lessons in the same format on
Zoom platform. The only difference was that the group learning space in the
conventional flipped learning model took place in a virtual classroom instead of a
real classroom setting. On the other hand, the content was delivered synchronously
in the control group. At the end of the study, students did not find any difference
between conventional and distance flipped learning models in terms of instructional
practices, materials and the classroom activities. Despite this limitation, the study
definitely adds to our understanding of the possible impact of the flipped learning
model on learners’ self-regulatory behaviours and foreign language anxiety.

Another issue was that all students were expected to take part in distance
education by using various platforms and tools during the lockdown period.
However, not all students had a computer or internet access. Those who had one
had to share it with their parents or siblings. It is evident that learning a foreign
language online always brings some challenges for disadvantaged students. Not
only the challenges teachers and students need to handle but also the benefits they
experience in other contexts and disciplines might differ significantly from the current
study. Therefore, caution should be exercised when interpreting the findings.

Definitions

Self-regulated Learning (SRL): Self-regulated learning is a process by

which learners initiate strategic actions to carry out a task and monitor their learning
environment (Bernacki, Aguilar & Byrnes, 2011).

Self-Regulatory Behaviors: Metacognitive and strategic actions that

learners get involved with in order to carry out a learning task (Bernacki et al., 2011).
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Blended Learning: The incorporation of well-planned and complementary

face-to-face and online approaches (Garrison & Vaughan, 2008).

Flipped Learning: It is a teaching method in which learners’ first interaction
with new ideas moves from the group learning space to the individual learning sapce
in the way of structured practice, and the group space is turned into an active,
engaging learning environment where the instructor guides learners as they learn
the subject matter and apply concepts (Talbert, 2017).

Foreign Language Classroom Anxiety: “The feeling of tension and

apprehension specifically associated with second language learning” (Macintyre &
Gardner, 1994, p.284).

Asynchronous Online Communication: It is a way of communication which
does not include teacher-student real time interaction, which can be facilitated

through tools such as e-mails, forums, blogs, wikis, or video/audio recordings
(Hsiao, 2012).

Synchronous Online Communication: A term that identifies
communications that take place simultaneously between two or more individuals. It

is the simultaneous involvement of all communicants in the communication process,
but not usually at the same place (Roberts, 2010).

Information Communication Technologies (ICT): Technology that has

applications to disseminate information and the communication of individuals and
organizations across time and/or space (Barnard-Brak, Lan & Paton, 2011).

Technology-Enhanced Learning Environment (TELE): Learning contexts

that are enriched and reinforced by the use of one or more technology (Barnard-
Brak et al., 2011).

Virtual Learning Environment (VLE): An online system used in learning
situations which offers a range of resources and tools including space to upload

teaching materials, forums, student monitoring, assessment, etc. (Walker & White,
2013).

COVID-19 (Coronavirus pandemic): It is defined as an illness caused by an
unprecedented coronavirus now called severe acute respiratory syndrome
coronavirus 2 (SARS-CoV-2; formerly called 2019-CoV), which was first identified
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amid an outbreak of respiratory illness cases in Wuhan City, China (Cennimo,
Bergman & Olsen, 2020).

Conclusion

This chapter has provided an overview of the present study which focuses on
the impact of conventional and distance flipped learning models on students’ self-
regulated L2 learning behaviours and foreign language classroom anxiety. The
significance and aim of the study with the research questions have been presented.
The limitations of the study have been mentioned as well to present the unexpected
challenges that appeared during the study. Finally, the definitions of the core
concepts have been offered to enhance the readers’ understanding. The next
chapter will be based on the review of the related literature.
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Chapter 2
Literature Review

Language Learning with Technology

Technology has made considerable strides in the field of foreign language
teaching over the last twenty years. Teachers are not alone in their ambitions to use
technology in education. Learners have also been keen to embrace innovations and
use digital devices in their studies quite a bit lately. “No longer tied exclusively to
desktop computer workstations, language students routinely use wireless mobile
devices—laptops, tablets, and smartphones—to access lessons, to engage in
development projects, and interact with other learners” (Otto, 2017, p.19). Since
they have been interested in technology since birth, members of this era are most
commonly referred to as “digital natives” and “z generation” (Hicks, 2011). With the
help of tools and applications language learners of this generation have learned to
use in their studies, they improve their language skills even further.

The introduction of technology to language classrooms has created many
new educational experiences for students, and it has revolutionized the way
students connect with their teachers and friends. One of the most significant benefits
of using multimedia learning materials in language teaching is that they offer
complete freedom and a flexible learning environment for students. Internet fosters
autonomous learning, thus offering choices through a wide range of web-based
sources. Most of the tasks are independent based, and students gradually take
more responsibility of their own learning. Walker and White (2013) draw our
attention to the authoring software, which is available for mobile use. They suggest
that learners can use them independently in short blocks of time, for example, when
waiting for a bus. Similarly, Terantino (2013) suggests that via multidimensional
target language conversations, which could include text, photos, multimedia and
access to other internet services, Facebook has the ability to facilitate cooperation.
This shows that students who participate in such social media sites have to do it
actively. In other words, at some point in their internet use they will need to
communicate, share their thoughts/comments as they get to know other users.
Therefore, it is obvious that technology can facilitate collaborative learning among
students and can also encourage them to reflect on their learning.
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Another benefit on the part of the learners is the accessibility of the online
content and the materials. A decade ago, people did not even know what the cloud
was and how they could use it in education. Now tech-savvy teachers are learning
the ins and outs of technology and search for new tools to further their knowledge.
By using the Internet and in-class technology, teachers can access a multitude of
online resources and lesson plans and incorporate multimedia learning activities
(Berson, Bolick, Waring & Whitworth, 2006). It is generally accepted knowledge that
online learning is beneficial to instructors who create flexible environments in which
students choose time and place to learn a language. In other words, people no
longer see the classroom as the only place to acquire knowledge and assist student
engagement. Many teachers using technology in the class provide anecdotal
evidence that their students are inspired and interested, and this is also a crucial

justification for learning new technologies (Stanley, 2013).

Although some professionals and researchers assert that web generation or
the “digital natives” are radically different from the older generation, the beliefs
underlying these claims are not acknowledged or validated by current scientific
evidence (Wu, 2013). Despite the common belief, technology does not dehumanize
the students. On the contrary, it changes the way teachers communicate with their
students and enhances student-teacher interaction in and outside the class.
Besides, in the online world, all kinds of community interactions are available, from
peer discussion to real interactive learning activites (Ko & Rossen, 2010).
Technology can be a very interactive and engaging tool, offering a source of natural
language in the class, both written and verbal, and inspiring individuals to create the
language more easily (Stanley, 2013). Therefore, teachers need to know all about
the principles and practices of computer-assisted language learning (CALL), and
they should have the expertise in applying them to their own classroom
environments (Kessler & Hubbard, 2017). These new educational models might
seem to cause new challenges especially for newly graduated teachers and require
them to know various aspects of the technology. Regarding the use of different
technologies, Shoffner (2013) suggests that language education programs can
support both reflection and technology, developing pre-service teachers’ reflective

thinking as well as their technological content knowledge.
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Blended Learning

Educators have been using dozens of teaching options to engage learners
fully. Several teaching methods have been reported in the literature to promote
active learning and collaboration using technology over time. Some of them include
problem-based learning, collaborative learning, active learning, competency-based
education and blended learning (Duch et al., 2001, Alavi, 1994, Dori et al., 2003,
Canado & Luisa, 2013). All these technology-enhanced learning methods are based

solely on one principle: student engagement is the focus of the instruction.

One of the most valuable models which promote active student engagement
is “blended learning” which is defined as “to combine or mix modes of web-based
technology (e.g., live virtual classroom, self-paced instruction, collaborative
learning, streaming video, audio, and text) to accomplish an educational goal’
(Driscaoll, 2002, p. 1). The definition of blended learning has evolved and varied over
time. Everyone has a different perception of what blended learning means. Thorne
(2003) proposes that blended learning can be considered as a chance to combine
the technological advances provided by online learning with the participation
presented in the conventional learning setting. Garrison and Vaughan (2008) further
state that it acknowledges the strengths of in combining verbal and text-based
interaction and produces a special combination of asynchronous and synchronous
forms of communication in that the percentage of face-to-face and online learning
experiences can differ significantly. Graham (2006, p.5) defines blended learning as
“‘part of the ongoing convergence of two archetypal learning environments”.
Graham’s definition of the blended learning illustrates how the exponential growth
of technological advances over the half-century has affected learning experiences
in the distributed world (see Figure 1).

As demonstrated by Graham (2006), blended instruction does not
necessarily mean a decrease in face-to-face class time. Instead, students are
expected to interact with the content and to be actively engaged throughout the
learning process. (Cavage, 2012). In order to foster students' engagement and
ensure the teacher's blend addresses the issues in class, teachers should consider
the design stage meticulously. Achieving the potential of blended instruction
requires careful thinking in the design process (Vaughan, Cleveland-lnnes &
Garrison, 2013).
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Figure 1. The combination of conventional face-to-face and distributed
environments

Reprinted from “Blended learning systems: Definition, current trends, and future directions”
by Graham, C.R., Handbook of blended learning: Global perspectives, local designs (p.5), 2006,
Pfeiffer Publishing, San Francisco. Copyright 2006 by Pfeiffer Publishing.

“The concept and practice of blending learning opportunities are not new, but
in today's digital age, what is new is the range of possible components in a blend”
(Marsh, 2012). Blended learning can be carried out through any asynchronous tool.
The main challenge is not making technology interesting, but integrating technology
effortlessly into a program tailored to the issues at hand (Bersin, 2004). The
experience in blended instruction has demonstrated that well-planned blended
lessons not only improved students’ learning but also enhanced their retention of
information in large classroom settings (Amaral & Shank, 2010). Therefore, probably
the most challenging part of the deployment of blended learning strategies is to

design courses through which both synchronous and asynchronous contact are
accomplished to support a more student-centered approach.

Lesiak-Bielawska (2012) points out that blended learning is a very practical
teaching method as well, particularly in the context of learner autonomy. It offers

continuous access to learning resources, facilitates meaningful learning and
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enables learner autonomy thanks to its flexible nature. In a typical student-centered
class, the teacher's role is to create a learning environment that focuses on learners'
needs and abilities. The rationale behind blended learning is to encourage self-
directed learning. Therefore, the teacher plans the blend and motivates their
learners to become more autonomous.

Tayebinik and Puteh (2013) investigated the benefits of blended learning and
compared it with face-to-face instruction through relevant literature reviews. They
reported that blended learning is more advantageous than mere e-learning and
provides learners with many benefits, such as increased communication, improved

academic performance, active participation.

Not all students have the same opportunity to attend the school of their
choice. Blended learning models, however, make it possible to gain an academic
degree for those who live far from schools, as it does not require regular commuting.
Unlike distance learning, blended learning models do not create the feeling of being
isolated as learners have face-to-face interaction with their teachers as well as other
learners through either online synchronous contact or face-to-face. Teachers can

teach more than one person at a time, and this can be particularly useful in closing
teacher shortages in regions where the number of teachers is not sufficient.

Although teachers have tried various types of e-learning practices over the
last two decades, blended learning seems to gain much more attention than others
do. However, there is not only one type of blended learning model in higher
education. The literature categorizes blended learning into various groups, to name
a few, flex model, rotation model, enriched-virtual model, and flipped model.

Studies on Blended Learning Practices

The interest in using technological devices and applications in language
classrooms has led to an explosion of research. Blended learning, or hybrid
learning, has been the limelight of many scholars interested in varied delivery
teaching methodologies. Teachers blend their classes for different reasons, but the
ultimate goal is to create a new learning environment where various components of
face-to-face instruction and e-learning are integrated to offer an active and effective
learning experience. As stated by Cavage (2012), combining these two

environments together offers a great opportunity that addresses a range of learning
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preferences and needs of the learners and teachers. However, creating a successful
and engaging blended learning environment demands considerable attention than
merely integrating online and face-to-face learning spaces within a program
(McCarthy, 2016). When the literature studies are examined, it is very obvious that
blended learning produces fruitful results in foreign language classrooms (Shih,
2010; Keshta & Harb, 2013; Yang, Chuang & Tseng, 2013).

Muscara and Beercock (2010) conducted a study by integrating wikis in the
Moodle learning management system. During the constructivist blended learning
course, 35 undergraduate students created ten wiki groups to examine key
language skills (grammar, new vocabulary etc.) from the film excerpts they chose.
At the end, the course was found to be very effective in stimulating collaboration
and interaction among learners.

Larsen (2012) carried out a study to explore the use of blended learning
experiences of ESL writing students in an intensive English course. Results showed
that students work more independently and focused as well as being more
autonomous. Besides, students reported that they really enjoyed learning in the

blended environment and they favoured this form of learning to more traditional
classes.

A very recent study was conducted in secondary school English classes by
Wong, Hwang, Choo Go & Mohd Arrif (2020) to assess the effectiveness of blended
learning on academic performance, learners’ autonomy and motivation. This quasi-
experimental study where 116 students participated revealed that there was no big
difference in both groups’ academic performances. On the other hand, learner
autonomy and motivation constructs were found to have a positive impact on
learners.

Another comprehensive study was performed by Xu, Glick, Rodriguez, Cung
& Warschauer (2020) who aimed to analyse the possible effects of a technology-
enhanced blended program on learners' English course scores and course
attendance rates at a university. The data analysis showed that compared to
conventional teaching, blended learning had a crucial, positive effect on learners'
grades and course attendance rates.
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Flipped Learning

Among various types of blended models, “the flipped model is one of the most
popular and universal models in recent years” (Bergman & Sams, 2012).In its purest
form, flipped classroom, also known as inverted classroom and backward class, is
defined as flipping the conventional way of teaching. Generally, this method whose
applications are mainly in the physical sciences has recently been the focus of
educational researchers in various disciplines (Asiksoy & Ozdaml, 2016). The
flipped classroom model emerged whilst teachers, Jonathan Bergmann and Aaron
Sams, were teaching chemistry at a high school in a rural area of Woodland Park,
Colorado. In 2007, they started recording their live lessons so that absent students
could make up for the classesthey missed. After a while, the recorded lectures were
also appreciated by the students who attended the class. At that time, the idea of a
flipped classroom was attributed to Jonathan and Aaron. However, they emphasize
that they did not create the term “flipped classroom”, and other educators used
various screencast videos as instructional tools (Bergmann & Sams, 2012). Since
the first appearance of flipped learning philosophy, numerous studies have been
conducted to illustrate not only positive but also negative aspects of the flipped
classroom.

“The main “flip” implied in this model refers to the organisation of teaching
and learning processes and activities” (Gavranovi¢, 2017, p.499). Students are
expected to watch pre-recorded video lectures or read additional materials as many
times as they wish on their own time before the class hour. It is described as “a
pedagogical approach in which direct instruction moves from the group learning
space to the individual learning space, and the resulting group space is transformed
into a dynamic, interactive learning environment where the educator guides students
as they apply concepts and engage creatively in the subject matter” (Flipped
Learning Network, 2014, p.1). Taylor (2015) claims that teachers are not “a sage on
the stage” anymore in flipped learning. On the contrary, they are “mentors on the
side” which ensures that they are less prominent in the class and are now regarded
as facilitators in the teaching and learning process. Instead of reinforcing students’
knowledge outside of the class, in the flipped classroom model, learners are
expected to internalize the knowledge with some engaging activities in class. In

traditional classroom teaching, a 50-minute class period does not allow all students
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to practice the content they have learned in the lesson. This is especially true for the
lessons where students’ spoken interaction and production skills are practiced. In
these lessons, not all students have the same opportunity to speak the target
language and get feedback from their teachers and peers due to time constraints.
However, in the flipped classroom model, content is offered through digital materials
outside the class, and interactive tasks are conducted by the teacher during the
lesson. This way, the students are sent home to work on the next topic rather than
left struggling with what they have just studied (Hojeij & Ozdemir-Ayber, 2017).
However, planning and implementing a flipped classroom go beyond the definitions
and theoretical knowledge. There is no single right way that is selected and pursued
by all when it comes to the implementation of the flipped instruction. Despite the
varieties in the understanding of the flipped instruction, all educators share one
common goal: student engagement. Honeycutt (2013) states that certain subjects
allow teachers to apply flipped learning strategies more easily than others, but each
lesson plan has the potential at least one moment that can be flipped. Likewise,
Sams and Bergmann (2012) suggest that careful consideration should be given to
whether a video is an acceptable instructional medium for the intended educational
outcome. An effective flipped learning model necessitates a well-structured lesson
plan that motivates learners. If flipped activities are assigned without structure and
organization, teachers will create a chaotic environment, and students will quickly
become frustrated (Honeycutt, 2013). Therefore, the purpose of the lesson and the

learning outcomes of the flipped classroom should be made clear in advance.

This teaching model is different from a conventional class in that the lesson
is presented not through lecturing but through various tools outside the classroom
(Chellapan & Meer, 2016). The first advantage of the flipped classroom is that it
offers the opportunity for independence. In flipped mode, students will learn the main
topic online first, often through short but well-structured videos, rather than by joining
a lecture same as before (Reidsema, Hadgraft & Kavanagh, 2017). Therefore, this
type of instruction allows students to manage their time, reflect on their learning
process and develop a sense of commitment. Students who are already familiar with
the content can move quickly while those who have difficulty understanding the
content can pause the video to take notes or rewatch. As stated by Gavronovic

(2017), the flexibility aspect of the flipped model enables learners to choose the
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learning environment and the time they want to spend on studying. They can decide
on their own study routines.

Another highlighted advantage of the flipped learning model is the teachers’
presence in class to offer practice whenever students demand because merely
listening to the lectures at home may not always indicate that learning has occurred.
Regarding the use of videos in the flipped teaching model, Cockrum (2014)
emphasizes that flipped learning is about being student-centered and spending
more time developing and creating in-class opportunities for learning. Similarly,
Bergmann and Aaron (2012) observed that although educators pay more attention
to the videos, in a flipped classroom the biggest advantage is not the videos. The
essential aspect of flipped instruction that should be considered meticulously is the
design of the in-class time. Once the teachers have established learning objectives
and provided the knowledge outside the classroom, their only concern is to make
use of the class time effectively. As teachers create extra time in the class, they will
be able to communicate even more with particular students and foster a more
meaningful connection with them (Voss & Kostka, 2019). Therefore, flipping helps
teachers successfully meet the needs and expectations of their students whilst
promoting cooperative learning in the classroom environment (Mehring, 2018).

COVID-19 Pandemic and Online / Distance Flipped Learning

The outbreak of COVID-19 in 2020 has brought unexpected challenges to
education, but it has also presented opportunities to online education (Liu, Zhang,
Ye & Wu, 2020). The emergence of unexpected pandemic has affected students of
all grades all over the world. Many universities and colleges have adjusted to the
new circumstances quickly, thereby redesigning their syllabuses, timetables, and
the content of their courses and so on. The rapid transition to online teaching has
forced many teachers across the world to rearrange their teaching. While some
schools have only uploaded worksheets and videos to their LMS and left the
students to their fate, others have arranged online sessions through
videoconference platforms like Webex, Zoom and Google Meet; and some others
have combined online synchronous tools for in-class interactions with asynchronous
tools as pre and post-class materials. Given all these rapid changes, it is no surprise
that the disruption of the educational activities has affected the students most.

Although the benefits of asynchronous and synchronous virtual learning seem to
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outweigh the disadvantages at first sight, the current literature also presents some
perplexing and frustrating factors for some students and teachers who struggled to
get online during the COVID-19 pandemic. First of all, the change in the nature of
education has led to some problems in the implementation of e-learning. Full online
teaching involves comprehensive instructional planning, teaching resources such
as multimedia content, as well as technical support staff; however, because of the
rapid and unexpected emergence of the COVID-19, most academic staff encounter
difficulties such as the lack of online teaching expertise, early planning and
adequate support from the distance education units (Bao, 2020). Secondly, both
teachers and students have faced technical problems while studying and teaching
at home. Not all teachers and students have accessto online resources and internet
facilities. Access to the internet and digital technologies, along with the absence of
an e-learning program and assessmentresources, restricts what teachers canteach
(Mallizar, Almanthari, Maulina & Bruce, 2020). In a recent study, Zhang, Wang,
Yang & Wang (2020) studied the opinions of secondary school teachers on e-
learning obstacles they were exposed to during the COVID-19 at four levels:
instructor, curriculum, student and school. The study has revealed that the group
that experienced the most difficulties throughout the pandemic was the students. In
the study, many participants acknowledged that the use of e-learning platforms and
applications was difficult, and students lacked the technological knowledge and
skills as well. In addition, respondents also agreed that the access to internet and

devices caused problems in the learning process.

With the spread of the COVID-19, distance/online teaching activities have
become widespread in Turkey as well. Some universities and colleges which have
already launched their Learning Management Systems (LMS) such as Moodle,
Blackboard and Canvas before the pandemic did not have much difficulty
familiarizing their students and teachers with these platforms. In the lockdown
period, these higher education institutions utilized the combination of pre-recorded
video lectures with live lectures to support “real time” interaction between students
and teachers. As the most popularized instruction model recently, the flipped
instruction model which incorporates online and face-to-face learning seemed to
work well in distance education. In the conventional flipped learning model, students

are assigned lecture materials to be viewed outside the classroom and the class
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time is used for more engaging and interactive activities such as discussions,
feedback and presentations. The coronavirus pandemic and the lockdown period,
however, have made it nearly impossible to get face-to-face education and
necessitated online classes. Therefore, in conventional flipped learning what used
to be called as “group learning space” have turned into “online group learning space”
in distance flipped learning, and students have started to practice the target teaching
point during their online synchronous sessions instead of real classroom setting (see
Table 1.) Thus, a new concept called distance or online flipped learning has entered
our lives. Distance flipped learning can be described as an active learning method
in which course materials are sent to learners through asynchronous communication
tools so that they can explore the content of the course deeply and acquire higher
levels of application during the synchronous online lessons. This new instructional
mode has appeared and become prevalent with the closures of the schools during
the COVID-19 pandemic period.

Table 1. In the distance flipped learning model, the place where the group learning

occurs changes

Conventional Flipped Learning Distance Flipped Learning
INDIVIDUAL LEARNING SPACE INDIVIDUAL LEARNING SPACE
CONTENT DELIVERY ASYNCHRONOUS CONTENT DELIVERY

lecture notes/ pre-recorded videos/ PPT lecture notes/ pre-recorded videos/ PPT

presentations/ reading texts presentations/ reading texts
GROUP LEARNING SPACE GROUP LEARNING SPACE
FACE TO FACE CLASSES SYNCHRONOUS ONLINE CLASSES

Interactive learning environment/ engaging Interactive learning environment/ engaging
activities/ discussions activities/ discussions
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Flipped Learning and Social Constructivism

Constructivism has emerged as a reaction to the behaviorist movement,
which was influential during the 1940s. Vygotsky’s work has laid the foundations of
social constructivism. Upon monitoring the interactions among children, he
concluded that language develops mainly from social interaction, and in a supportive
and interactive environment (Lightbown & Spada, 2013). As for the classroom
setting, students work collaboratively with the other students and their teachers in a
supportive and encouraging learning environment. The components that make
constructivist theory attractive to educators are its views on the significance of
meaning - making and the active role that students play in the learning process
(Jones & Brader-Araje, 2002). This learning philosophy stresses the views of the
students and considers the opinions of students as the main body of thought, and
as the active creators of the knowledge (Xu & Shi, 2018). Thus, a “constructivist”
curriculum should be learner-centered and involve self-assessment activities (Mirici,
2006) and in the classroom environment, the instructor should offer students
experiences that enable them to hypothesize, anticipate, ask questions, analyze,
examine, visualize and create (Wang, 2011). The constructivist approach in
teaching requires learners to become active members of the class and stop being
passive listeners by devoting more time for peer cooperation and inquiry-based
learning (Alsowat, 2016).

Educational technologies have become more advanced with the advent of
digitalization in their ability to convey subject matter visually, effortlessly and
interactively (Schifter & Stewart, 2010). Kaufman (2004) argues that video and
computer-based technologies have become excellent learning instruments that
expand human capacities and experiences for social interactions. Call enables EFL
learners to construct meaning in a digital environment (Lacina, 2012). Therefore,
teachers who have a social constructivist stance have started to use an assortment
of technologies to assist students to become expert learners who construct their
knowledge through experience with their social interactions. Learners construct
knowledge themselves with the help of technology. Blogs, social media sites and
virtual worlds allow learners to enhance their skills and articulate themselves to
others. Besides, their involvement in the construction of knowledge maintains a

productive learning environment. The use of technology for educational purposes
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requires interaction not only among learners but also between the learners and the
instructor, and this interactivity/cooperation holds to the social constructivist
approach. In a flipped classroom, the introduction of new learning content is
supported by adding the previous knowledge. Class time is spent on constructing
more meaningful and complex knowledge, and the teacher allows the learners to
work more on high-level skills. Therefore, as stated by Enonbun (2010), the teacher
must be eager to change his/her role from being the only person who disseminates
the knowledge to the one who designs and construct the learning content in order

to boost the learners’ energy and stimulate them towards achieving optimum

performance.
Traditional Model Flipped Model
Studentsare Students and
responsiblefor = Creating ™y teacherswork
homework in together
theselevelsof E ; during the
valuatin
understanding 8 school dayon
2 theselevels of
Analyzing learning.
— Applying ) —
Teachers New material
introduce is introduced
new to students
material to outside of
students. class as their
homework.

Blooms Taxonomy

Figure 2. Ways that Bloom’s Taxonomy is applied to traditional vs. flipped

classroom activities. Reprinted from Bloom’s Taxonomy in Flipped Classroom, (Williams, B,
2013).

Concerning Bloom's revised taxonomy (2001), flipped learning means that
students perform the lowest stages of cognitive work outside the class (acquiring
the information and understanding) and concentrating on the upper forms of

cognitive work (implementation, analysis, synthesis, and assessment) within the
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classroom setting, where they can get the help of their classmates and teachers.
This model is not the same with the conventional model in which "first learning"
takes place through class lectures, with students reinforcing knowledge through
homework (Brame, 2013). Honeycutt (2013) emphasizes the value of enhancing
learners' higher-order thinking skills and states that students can search for the
information by themselves and find the answers within a short period of time with
the help of technology. The problem is that students do not always have the ability
to practice of engaging in higher-order thinking skills.

Flipped Learning and Connectivism

Educational styles have changed substantially from teacher-centered classes
to learner-oriented, constructive and interactive educational settings in the 21
century, with the students as the developers of multimedia texts and constructors of
knowledge in and outside the class (Otto, 2017). The theory of connectivism grew
in response to the new ways of learning technology offered (Chien, Chen & Liao,
2019). According to connectivism, learning and knowledge are distributive, that is,
they are not presented in a specific place to students, but instead it includes
networks of connections that are created from interactions and experience among
societies, individuals and the technologies that connect them (Goldie, 2016). The
idea of connectivism is that in a networked world, learning is a network forming
process, and the knowledge is a network product (Siemens, 2013). Technological
tools carry information which has been created by people. Learners can connect
and learn with individuals from all over the world via apps, social networking sites,
discussion boards and so on. Eventually, these learners expand their knowledge
and add their own viewpoints on a topic. Sometimes students learn a topic in the
classroom without understanding some aspects or internalizing the essential points.
For instance, if the students are audio-visual learners, they might refer to sources
presented in forms other than the lecture and check some videos on YouTube to
get a deeper understanding of the topic.

Although Siemens (2004) regards connectivism as a new learning theory,
Mattar (2018) proposed that connectivism should be regarded as a renewed version
of constructivism, making Vygotsky's idea of zone of proximal development (ZPD)
more flexible and stretching it to include learning that lies outside the learner, in

social networks and technological tools. Similarly, Bell (2011) argues that
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connectivism alone is insufficient to explain learning, and it should not be seen as a
theory without important qualitative studies. In the current study, the students were
expected to watch pre-recorded video lectures or read the assigned texts before the
lesson and in the class; they constructed new knowledge through interaction with
their friends and the teacher. When viewed from this aspect, the flipped learning
method is supported by social constructivist approach. On the other hand, whilst
watching the videos before the lesson, at times students needed extra information
related to the topic because they were required to answer some additional questions
on the note-taking sheet or they interacted with their classmates through Google
Classroom. They found essential information through a network connection. From
this standpoint, the flipped learning model also embodies connectivist-learning
principles as some activities required collaborative work among students. Therefore,
this research study integrates a combination of connectivist and constructivist
principles as the theoretical framework.

Studies of Conventional Flipped Learning in EFL Context

When it comes to learning a foreign language, adults are different in many
ways from young children. While children have many advantages such as attending
a foreign language course, practicing their language skills while playing with their
peers in a classroom environment, adults often complain about the lack of time or
opportunities for interaction in the target language. In traditional language classes,
both teaching and the practice must take place within the class time because EFL
learners are incapable of finding the chance to practice their language skills in actual
contexts outside the class (Mehring, 2018). However, the flipped classroom model
might help teachers design activities that are more engaging for face-to-face class

sessions, so their only job will no longer be the dissemination of information.

Previous research studies indicate that flipped classroom pedagogy is
particularly effective in foreign language classes where teachers already struggle
with overwhelming curriculum and have difficulty creating time for oral and written
practice. Aygicek and Yelken (2018) identified some benefits of the flipped learning
model for learners. The findings demonstrated that flipped learning ensures
students to get prepared for the lesson, and it makes the lesson enjoyable and
fruitful. Besides, it supports engagement by creating a cooperative classroom

atmosphere. Similarly, Alsowat (2016) employed experimental research to analyse
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the impact of an EFL flipped classroom-teaching model on students' engagement,
higher-order thinking skills and satisfaction. The results of the research showed
statistically meaningful differences in higher-level cognitive abilities between the two
in favor of the experimental group.

A recent study by Karimi and Hamzavi (2017) investigated the influence of
flipped model of instruction on language learners’ reading comprehension skills. The
study also identified students’ beliefs towards flipped learning. So as to find an
answer to this question, 50 EFL learners joined the study, and they were equally
assigned into two groups, as control and experimental. The results of the study
revealed that the flipped model of instruction had a significant positive impact on the
reading comprehension skills of EFL learners. Besides, flipped learning received the
most positive comments from students in the survey.

Another research performed by Lee and Wallace (2018) studied the impact
of the flipped learning approach on South Korean college students’ perceptions,
engagement in the learning process and achievement. Seventy-nine students
enrolled in the English course. While 39 students learned English using a
communicative language teaching approach, 40 students studied through flipped
learning instruction. The results indicated that the the experimental group achieved
higher average grades in their three final tasks (i.e., exams, writing assignments,
and presentations) than the control group. In addition, the instructor found the
students in the flipped classroom to be more engaged in the learning process than
those in the non-flipped classroom.

Criticisms and challenges

Although the benefits of flipped instruction have been invaluable in the field
of education, and current literature has mostly focused on the positive aspects of
this form of teaching, flipped classroom model has been subject to much criticism,
and the practitioners have already faced numerous hurdles. One of the most
noticeable challenges that educators face is that they cannot find a proper way to
encourage learners to get prepared for the lesson.

Regarding the issue of unprepared students, Honeycutt (2013) suggests that
it is a challenge all educators face regardless of the type of instructional model used.

She claims that the flipped classroom magnifies this problem because it relies on
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the students coming to class ready to engage in active learning situations where
they apply the information from the pre-class work. Mehring (2018) asserts that a
slow introduction of the method should be considered when students feel
overwhelmed by the number of assignments that need to be completed before class
time. Concerning the students who do not watch the videos, Bergmann and Sams
(2012) offered a solution to this problem. In their classrooms, the students who come
to class unprepared are made to watch the videos in class, and they miss the
opportunity to interact with the teacher and to make use of the valuable in-class
activities.

Researchers have also addressed some challenges in the successful
integration of technology in the classroom. Chellapan & Meer (2016) conducted a
case study and changed the course delivery for first-year students at a university in
New Zealand. At the end of the first year, they faced some challenges related to
changing the course. They found that students did not watch the video clips on a
regular basis and engaged with related readings. They also had some problems
with producing the videos students wanted to watch.

Similarly, Wells and Holland (2017) have expressed doubts about the
effectiveness of the flipped classroom model. They conducted a meta-analysis of
the literature on the challenges in deploying online resources to flip the learning in
higher education. Then, they grouped the challenges into six categories based on
themes. Despite the fact that the flipped classroom presents some challenges to the
teachers, there are enormous benefits to be gained from the process. As Stanley
(2013, p.3) suggests, “care has to be taken, therefore, to make use of what we have
available only when it serves the objectives of the curriculum, and to avoid any use

of 'technology for technology's sake”.
Self-Regulated Learning

The terms self-regulated learning and self-directed learning have been
discussed extensively in the literature and “are often used without a clear distinction,
leading to confusion in understanding and the use of inappropriate measurement
tools” (Gandomkar & Sandars, 2018, p.862). As Saks and Leijen (2014) stress,
despite the obvious similarity of the concepts of SDL and SRL, the theoretical

backgrounds and dimensions vary. Therefore, it is essential to note that this study
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presents a comprehensive description of self-regulated learning, addressing its
relationship with the flipped instruction model.

The interest in self-regulated learning (SRL) dates back to the late 1980s,
and since then, it has become a significant aspect of a learner’s academic learning
and performance. There are several different definitions of self-regulation in the
literature. As Miraki, Masoomi and Amjadiparvar (2016) remark, because each
research field follows their own paradigms and each sees self-regulation from their
own window with emphasis on a particular aspect of it, there is not a simple definition
on this phenomenon, and SR enjoys various models. However, almost all based on
the same assumption that focuses on learning in a self-regulatory manner.
According to Zimmerman (1986), self-regulation refers to the degree that people are
cognitively, motivationally, and behaviorally active participants in their learning
process. Similarly, Pintrich (2000) defines it as a constructive and active process
whereby students determine goals for their own learning and then try to observe,
regulate, and control their motivation, cognition and behavior guided and limited by
their aims and the contextual features in the environment. On the other hand,
Bernacki et al. (2011) presented a list of personal attributes of a self-regulated
learner (i.e., engaged, strategic, metacognitive, adaptive and self-initiating). All
these definitions have shown that self-regulation is a sophisticated yet valuable
process that requires students to have the ability and motivation to manage their
learning process.

As the primary purpose of education is to encourage lifelong learning,
providing students with self-regulatory training plays a significant role in their
progress. However, not all students may be ready to manage and regulate their
learning alone, which necessitates teachers offering possibilities to help them
improve some essential strategies and metacognitive processes (Senturk & Mirici,
2019). Some researchers (Garcia & Pintrich, 1994; Zimmerman, Greenberg &
Weinstein, 1994; Graham, Harris & Troia, 1998; Hofer, Yu & Pintrich, 1998;
Colombo & Antonietti, 2011) have also emphasized the significance of instructional
methods and strategies that could be used in training students to self-regulate their
own learning. Even for the high achievers, mastering self-regulation skills is hard as
distractions prevent them from achieving their goals. Hence, teaching self-

regulatory strategies and providing support with feedback help students acquire
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cognitive processes and become more autonomous learners. Current views of SRL
focus mainly on learners’ thinking processes and ignore the significant role of social
interaction, leaving social components of learning relatively untouched (Tung &
Chin, 2011).

According to Zimmerman (1998), there are three phases of self-regulation:
forethought, performance and self-reflection. These phases involve some sub-
processes that appear during learning. The forethought phase incorporates goal
setting and strategic planning, which are affected by a number of beliefs such as a
learner's self-efficacy, goal orientations and intrinsic interest (Zimmerman, 1998).
Performance/volitional control, on the other hand, includes attention focusing, self-
monitoring actions and self-instruction processes. Lastly, in the self-reflection
phase, strategies such as self-evaluation, self-reactions and adaptivity are
emphasized. As seen in the Table 2, Zmmerman's model acknowledges the
significance of self-motivational beliefs. However, previous models of self-regulated
learning overlook the motivational aspect and emphasize the cognitive aspect

mostly.

Table 2
Cyclical Phases and Sub-processes of Self-Regulation (Zimmerman, 1998, p.4).

CYCLICAL SELF-REGULATORY PHASES

Forethought Performance/Volitional control ~ Self-reflection
Goal setting Attention focusing Self-evaluation
Strategic planning Self-instructionfimagery Attributions
Self-efficacy beliefs Self-monitoring Self-reactions
Goal orientation Adaptivity

Intrinsic interest

Self-regulation is not academic achievement or a mental process; instead, it
is the self-directive learning by which learners radically changes their mental abilities
into academic skills (Zimmerman, 2002). Hence, efficient self-regulated learners
should be able to; identify a need to learn (for instance, be able to detect major
deficiencies in their knowledge); make wise decisions with regards to the need

(about what to learn; how and when to learn it; and whom to learn it with and from).
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They also fulfill that need easily and affordably (for example, by gathering data on
the experiences of other learners, then using that data to set and accomplish their

own goals) (Carneiro, Lefrere, Steffens & Underwood, 2012).
Flipped instruction and self-regulated learning

Self-regulated learning is particularly significant in technology-enhanced
learning environments. Flipped instruction requires learners to take more
responsibility for their learning due to the physical absence of the teacher. Students
watch pre-recorded video lessons or visit any digital technology to get prepared for
the upcoming lesson, mostly using their self-regulated learning strategies. The
importance of homework in promoting students’ self-regulatory skills was
emphasized by Zimmerman (1998) as follows:

“Although instructors largely limit students’ learning in school environments,

there is a great opportunity for self-regulation during study and homework, which
students must plan, coordinate and complete”.

Therefore, there is a general belief that learners who are competent to use
SRL strategies benefit more from online learning activities than those who cannot
self-regulate their learning process. Online instruction removes the constraints of
location, time and physical materials and allows students the control their study
routines to a great extent (Cunningham & Bilingsley, 2003; as cited in Barnard-Brak
et al, 2011). Learners’ employment of self-regulation strategies will positively
influence their achievement and itis possible to say that there is a strong relationship
between self-regulated learning and technology-enhanced learning environments.
Bernacki et al. (2011, p.3) state that self-regulation is especially required when it is
easy for the students to get distracted, lose interest or forget the objective of the
task. Ellis and Folley (2011) suggest that to foster self-regulated learning in
students, teachers have to allow and empower them with more choice over the way
in which they study and what they learn. Therefore, one can assume that learners
who use self-regulated learning strategies in their studies make better use of online

learning environments.

In his investigation into the flipped classroom, Cockrum (2014) explored that
students not only developed skills in time management by organizing their daily and

weekly schedule, they also were encouraged and supported in finding ways to
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personalize their learning. Marlowe (2012) further emphasizes that autonomous
learning and differentiation are possible with the use of flipped classroom and
technology. Differentiation is significant to meeting learners’ needs. Independent
study is presented to students through progressive exposure to responsibility, which
facilitates metacognition in the process of learning. Since the flipped classroom
model entails more student-centered learning, the use of self-regulatory strategies

appears to be vital in enabling learners to become more autonomous.
Studies on the impact of flipped instruction on self-regulation

Self-regulation has become a cornerstone of many institutions in designing
their learning and teaching environments as the focus of education is rapidly
changing in today’s world. Now, “learners’ ability to learn is necessary for successful
lifelong learning to improve over the entire lifespan” (Cornford, 2002, p.357).
Therefore, SRL in TELES is considered an important empirical research area among
researchers. To date, several studies have examined the relationship between
flipped learning model and learners’ self-regulation skills (Cakiroglu & Oztirk, 2017;
Sun, Wu & Lee, 2017; Okmen & Kilig, 2020).

In a small-scale study, Moos and Bonde (2016) examined the potential of
integrating self-regulated learning (SRL) prompts in a video designed for the flipped
class model. They found that learners who receive the embedded prompts in the
video are involved in SRL processes (e.g., triggering prior knowledge, observing
understanding and checking the video).

El-Senousy and Alguda (2017) investigated the impact of flipped classroom
strategy on learners’ achievement and self-regulated learning skills for 60 students.
Statistical analysis indicated that FLCS has an effect in enhancing achievement and
self-regulated learning skills of students in the experimental group.

Similarly, in 2018, Shyr and Chen published a seminal article. They
conducted an experimental study to see if flip model could improve college students’
self-regulatory skills. They concluded that students who were exposed to Flip2Learn

system showed readiness and higher SRL abilities for the flipped learning approach
than those in the traditional flipped classrooms.

In a recent study, Cherrez (2020) conducted a study, focusing group

interviews with students learning Spanish to see their SRL abilities in a flipped
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classroom model. She reported that the students were able to set objectives, utilized
strategies to finish their tasks, managed their time effectively, engaged in self-
assessment, selected a quiet learning environment and sought guidance when they
needed after the implementation of the flipped classroom.

Foreign Language Classroom Anxiety

Foreign language classroom anxiety among scholars is still a popular
research subject. Working under a set of rubrics such as speech anxiety, stage
fright, reticence, communication apprehension, and social anxiety, researchers
have spent substantial time and effort defining the phenomena and creating ways
for its assessment (Daly, 1991). Spielberger (1983, p.1) defined anxiety as "the
subjective feeling of tension, apprehension, nervousness, and worry associated with
an arousal of the autonomic nervous system". According to Macintyre (1995, p.91),
“almost everyone has experienced anxiety at some time or in some type of
situation”. The first studies on foreign language classroom anxiety (Horwitz et al.,
1986; Macintyre, 1995) found that students in language classes mostly suffer from
speaking and listening activities. Teachers often experience situations in which
students avoid talking in front of their peers due to various reasons such as lack of
self-confidence, being unprepared and low motivation. For instance, the relationship
between foreign language speaking anxiety and foreign language learning
motivation was examined by Oztiirk (2012). A very large number of students at a
state university attended the study. The results demonstrated that students reported
a low level of foreign language speaking anxiety. He concluded that speaking
anxiety is a unique phenomenon that affects the emotions and achievement of
learners. After the analysis of interviews, the findings also revealed that foreign

language speaking anxiety stems from three significant factors that are a
perfectionist attitude, fear of making mistakes and reactions of other students.

Students feel less uncomfortable for a speaking drill or a prepared speech,
but very anxious when they are called on unexpectedly or to role-play in front of the
rest of their peers (Young, 1986; as cited in Huang, 2012). “In order to reduce the
level of anxiety and boost the self-confidence, EFL learners should have a chance
of getting prepared before asking them to take the turn” (Mutluoglu, 2020, p.324).
Horwitz et al. (1986) claim that foreign language learners exhibit avoidance such as

missing class and postponing homework when they feel anxious in the classroom.
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Therefore, numerous instructors are worried about the possibility that fear and
anxiety might work as an affective filter and prevent students from accomplishing
proficiency in the target language (Aida, 1994). Having a clearer understanding of
what levels of anxiety students display and how they can overcome this feeling
might help reduce learners’ FLCA.

Flipped instruction and foreign language classroom anxiety

Study into the relationship of anxiety to foreign language learning has yielded
mixed and ambiguous findings, clearly indicating that anxiety itself is neither an easy
nor a well-understood cognitive construct, and that it might be early to apply it to the
global and extensive task of language acquisition (Scovel, 1978). The issues
discussed more frequently today are the relationship between FLCA and academic
performance or achievement (Matsuda & Gobel, 2004; Azher, Anwar & Naz, 2010;
Zheng & Cheng, 2018), and learners’ perceptions of FLCA (Zhanibek, 2001;
Kayaoglu & Saglamel, 2013; Mohtasham & Farnia, 2017). It seems that so far little
has explored the association between learners’ levels of foreign language
classroom anxiety and the online learning environment, more specifically flipped
learning model.

In a study investigating the factors that language anxiety can stem from,
Tanveer (2007) found that the social environment learners belong to, their cultures,
social class, their own sense of foreignness whilst speaking a foreign language,
gender and so on are connected to L2/FL anxiety. Similarly, Tercan and Dikilitag
(2015) conducted a study at prep school of a private university in Turkey, and in
their study, high levels of anxiety were identified with respect to specific areas of
speaking skills, in particular the testing of speaking and interacting with the teacher
and speaking in front of the class. They concluded that obsolete teaching and
language assessment methods are the primary sources of recorded levels of
anxiety. Therefore, alternative teaching techniques might be employed to lower
psychological factors that negatively affect students' performance. As general
foreign language anxiety makes students hesitant to communicate with their
classmates, one could expect that some students refer to online learning for that
specific reason and to search for security in anonymity, more than other factors
related to their location or their daily schedule (Pichette, 2009). Consequently, it can

be hypothesized that learners’ participation might increase and their level of anxiety
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might decrease if they are given opportunities to experience flipped learning as an
alternative way to make the learning process less daunting. However, previous
studies of flipped learning have not dealt with learners’ foreign language anxiety
levels in much detail. They have only focused on the effectiveness of the flipped
instruction model on EFL learners’ speaking skills (Kéroglu & Cakir, 2017; Teng,
2018; Bezzazi, 2019; Amiryousefi, 2019).

Studies on the impact of flipped instruction on foreign language anxiety

Realizing the many benefits of flipped instruction, few research studies on
flipped learning have been conducted to see any possible relationship between the
practice of flipped instruction and foreign language anxiety in EFL classes. More
specifically, these studies have been performed to understand whether the flipped
instruction can help learners to deal with anxiety by offering interactive learning
activities online.

In a recent study, Chang and Lin (2019) examined the impact of interactive
response system on willingness to communicate in the context of each of the two
instructional strategies (teacher-led interactive response system and peer and
shared interactive response system) whilst determining how English learning
anxiety shows itself in a flipped learning setting. 85 university students were asked
to participate in the experiment. Two groups were developed and half of the students
were assigned to the experimental group and the other students were placed in the
control group. The findings of the study demonstrated that the combined PS-IRS
teaching strategy has a positive influence on the enhancement of EFL learning in
flipped classrooms, which benefited students’ willingness to communicate and thus
lowered anxiety.

In another study, Jang (2019) aimed to examine the effectiveness of flipped
learning on student anxiety. The study included 61 intermediate level EFL students.
The results showed that flipped learning leads to less anxiety than conventional
learning does, in terms of overall anxiety, speaking anxiety, lower self-confidence in
English ability and native speaker anxiety.

In 2020, Chen and Hwang published an influential paper in which they
discussed the influence of concept mapping-based flipped learning as a listening-

speaking strategy on academic performance, EFL learners’ analytical thinking skills
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and foreing language speaking anxiety. They found that this instruction type has a
positive effect on learners’ speaking achievement and analytical thinking awareness
and can alleviate their speaking anxiety. Similarly, a very recent study was carried
out by Alkan and BUmen (2020), aiming at reducing foreign language speaking
anxiety of CEFR-AL level students by sending them voice or written messages
through the WhatsApp application. Students were required to send their speaking
assignments similarly via WhatsApp. The results indicated that asynchronous online

learning proved to be effective to mitigate learners’ speaking anxiety.

Unlike the studies mentioned above, Hilliard, Kear, Donelan and Heaney
(2020) found that anxiety was a commonly experienced emotion among the learners
in an online cooperative project. In their research, part-time online learners'
experiences of a group project where they were supposed to work collaboratively
online to create a wiki resource and a website were studied. The findings revealed
that anxiety resulted largely from the uncertainty involved in working in such
settings. There were also major individual variations reported for the reasons for
anxiety, including concerns about working with non-active group members, relying
on ‘unknown others’, fear of negative judgement. In view of all the studies that have
been presented so far, one could assume that foreign language anxiety is not stable.
Research can only be made more realistic, precise and therefore helpful in drawing
up applicable teaching ideas if foreign language anxiety is regarded as situation-
specific rather than as a steady and stable property (Kim, 2010).

Conclusion

In this chapter, the related literature about the blended learning model, flipped
learning model, self-regulated learning and foreign language classroom anxiety is
introduced. The definitions of the key concepts presented by various researchers
have been explored. The review continued with the theories of social constructivism
and connectivism that build the conceptual framework of the study. The following
chapter will focus on the research design and the methodology.
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Chapter 3
Methodology

This section presents the methodology of the current study. More specifically,
this part of the paper deals with the research design, setting and participants, data
collection and procedure, instruments along with the data analysis.

Research Design

In this quasi-experimental study, a mixed-methods sequential explanatory
research design was employed, using both qualitative and quantitative data in the
data collection process, multiple sources were utilized such as summative
assessment results, semi-structured interviews, data from the foreign language
anxiety scale and self-regulated L2 learning scale. A mixed-methods sequential
explanatory research designs can be defined as:

“‘Mixed methods research is the type of research in which a researcher or

team of researchers combines elements of qualitative and quantitative

research approaches (e.g., use of qualitative and gquantitative viewpoints,
data collection, analysis, inference techniques) for the broad purposes of
breadth and depth of understanding and corroboration” (Johnson,

Onwuegbuzie & Turner, 2007, p.123). “The mixed-methods sequential

explanatory design, which implies collecting and analyzing first quantitative

and then qualitative data in two consecutive phases within one study”
(lvankova, Creswell & Stick, 2006, p.3).

Quan Data Followed Qual Data
Collection & Collection & Interpretation
. by :
Analysis Analysis

Figure 3. Explanatory sequential design

Reprinted from “Mixed methods desians: Frameworks for organizing vour research methods”
by DeCuir-Gunby, J. & Schutz, P., Developing a mixed methods proposal: A practical guide for
beainnina researchers (p. 87), 2017, Thousand Oaks, CA: SAGE Publications, Inc. Copyright 2017
by SAGE Publications, Inc.

Setting and Participants

The participants of the study were selected via convenience-sampling
method. In the research, participants were "convenient® and readily available
sources of data for the researcher who is also the writer of this dissertation. The
participants were four intact classes (2 experimental, 2 control groups) enrolled in

English preparatory program at Middle East Technical University and the researcher
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was the only English instructor who was qualified to flip a language classroom at the
university. Before the researcher conducted the research, she had already
completed “Flipped Learning 3.0 Certification Level — I’ online program in order to
implement a successfully designed flipped classroom (see Appendix P). The
following table illustrates the information regarding the participant students.

Table 3

Demographic information about the students and classes

N

Total N of students Experimental 41
Control 40

N of class hours Experimental 2
per week Control 2
Gender Girls 38
Boys 43

Proficiency Level A2 81

The data were collected during the Spring Semester of 2019-2020 academic
year. Participant students were enrolled in the English preparatory school after
passing a very competitive centrally administered university entrance exam. They
all had CEFR-A2 level English proficiency based on the scores they achieved on
the placement exam at the very beginning of the semester. The students in this
group have 6 hours of English per week each year. All participants were EFL
learners who speak Turkish as their native language. There were 40 students in the
control group while 41 students in the experimental group. They all gave voluntary
informed consent to participate in the research. They were expected to attend a two-
hour class for about 10 weeks. Throughout the semester, New Language Leader -
Pre-intermediate  Coursebook is used as a textbook to provide students with
academic and general English, and language skills are taught in an integrated way.

The textbook is based on developing learners’ language skills throughout the course
with a wide variety of exercises and tasks.
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Data Collection

Before the research was conducted, the research study was evaluated by
Hacettepe University and Middle East Technical University Scientific Research and
Publication Ethics Committees. Then METU School of Foreign Languages was
applied to for the permission to collect the research data in the department of Basic
English. The first week was allocated to inform the experimental group students
about the structure of the lessons and the rationale behind the flipped teaching. The
lesson consisted of two components: the online part was in the form of video and
additional reading and vocabulary materials while during the lesson learners
practiced the language through communicative tasks. Each week, students were
assigned a short video and a reading material discussing various topics and
expected to take notes along with a form to ensure that students watched the
assigned videos or read the materials before the lesson. During the lesson, students
shared their thoughts through discussion and presentations. Data were collected
over 10 weeks from February 2020 through May 2020. The topics covered in the
control group were the same as the experimental group. The same instructor taught
both groups using the same materials and the procedures. The only difference was

the teaching method.

Both experimental and control group students’ L2 self-regulated learning
strategies and foreign language speaking anxiety levels were assessed through
guestionnaires before the treatment was administered. In two-hour sessions for 10
weeks, the experimental group received traditional and online flipped learning
instruction while the students in the control group practiced their speaking skills by
using face-to-face and online synchronous techniques. All lessons were delivered
online via Zoom platform during the COVID-19 pandemic and at the end of the
semester, no difference was reported regarding instructional practices, materials
and the classroom activities before and after the pandemic. Therefore, at the end of
the treatment period, the same tests (self-regulated learning strategies and foreign
language anxiety) were conducted as post-tests to the learners in both groups. After
the implementation, semi-structured interviews were carried out to collect students’
perceptions concerning the flipped instruction model. Students’ voices were
recorded and then transcribed. The following table shows the procedure of the

study.
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Table 4
Procedure of the research study

Control groups Experimental Groups
Pre test Pre Test
L2 learning self-regulated strategy use L2 learning self-regulated strategy use
Foreign language anxiety Foreign language anxiety
5 weeks traditional instruction 5 weeks flipped instruction

Schools closed due to COVID-19 pandemic
all students started distance education on March 16, 2020.

5 weeks online syncronous instruction 5 weeks online flipped instruction
Post test Post test
L2 learning self-regulated strategy use L2 learning self-regulated strategy use
Foreign Language anxiety Foreign Language anxiety

Instructional Procedure
1. Before the COVID-19 pandemic

The first week of the semester was allocated to administer the pre-tests,
namely foreign language classroom anxiety scale and self-regulated L2 learning
scale. This week was also devoted to present the flipped learning model to the
students in the experimental group. As the students did not know the educational
terminology, the presentation was made in Turkish to ensure they all understood the
philosophy behind it. They were also informed about the classroom applications and
their tasks in detail. A google classroom was set up for the students in the
experimental group for ease of posting the video lectures and the additional
exercises, reading materials etc. The private classroom code was shared with the
students so that they could access the materials sent them before the actual class
hour. Throughout the semester, scenario sections of “New Language Leader Pre-

Intermediate” textbook was covered while implementing flipped classroom model,
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aiming to see whether flipped teaching practices can help students boost their self-
regulation skills and decrease their level of foreign language anxiety while teaching
speaking skills. Therefore, speaking classes which require students to discuss one
another on a variety of topics were employed during the 10-weeks of the treatment
period in both groups. The second week started by uploading the video lecture to
Google Classroom and sharing the link of about 10-min. lecture via whatsapp. All
students in the experimental group was sent the lectures two days before the in-
classflipped session each week. In the experimental group, students were expected
to watch the lectures in their own time as much as they needed. Although the
internet access was necessary to watch the videos, especially for the first 5-weeks
of the treatment, this did not cause a problem for the students as most of them were
living in the dormitory on campus and the videos could be viewed on their smart
phones easily. First, vocabulary items related to the topic were presented in the
videos each week. Then, students were required to take notes and to answer the
guestions on the handout they were given previously (see Appendix D — for Weekly
Reading and Note-taking Handouts). Lastly, essential grammar points, if any, were
explained shortly before ending the video. Therefore, two-hour in-class sessions
were devoted to practicing the target language. Ten minutes of each lesson was
allocated to check students’ questions. Then, students were divided into groups or

pairs for group discussions or presentations depending on the video content.

Figure 4. Sample vocabulary-teaching part of the video lecture

As for the control group, students were not sent any video or extra materials

before the class hour. All activities such as vocabulary, listening and note taking,
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discussions were completed within the lesson. However, it was not possible to give
feedback to all students during the lesson because of the time constraint. The same
units and topics were covered in both groups by the same instructor. The topics

presented in the lectures are as follows:

1st week: describing favourite places, discussion about different climates,

agreeing and disagreeing
2nd week: describing people, choosing a new flat mate, personality adjectives
3rd week: giving advice and reasons about health issues
4th week: describing photos to partners and justifying choices

5th week: discussing common issues in families, expressing opinions about

family matters

1. What is he/she like? (personality)

A: What is your new teacher like?
B: She seems nice and friendly.

2. What does he/she look like?
(appearance)

A: What does your new classmate look
like?

B: He is very good-looking. He is tall and
he has got dark, brown hair and blue
eyes.

3. What does she/he like? (interests)

00:01:20

Figure 5. A sample “Key Language” section of the video lecture
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2. After the COVID-19 pandemic

The coronavirus pandemic has closed many schools and universities across
the country, and the lock-down has created various challenges to both teachers and
students in many parts of the country. Therefore, they have been forced to make
drastic changes in their lives. After one week of uncertainty, the university where the
research was conducted started online teaching. The school of foreign languages
mostly used its learning management system (LMS), OdtuClass, and shared class
materials with the students using the students’ page of the school. Instructors
arranged flexible online sessions for their own classes. Despite the issues disrupting
the education badly, the researcher decided to continue the study to see the
possible consequences of pandemic on students and thus to anticipate the
problems which might arise in the following semester if the disease continues.
Students in both groups were asked whether they wanted to continue speaking
lessons throughout the pandemic, only this time in an online environment. They all
requested to continue practicing their speaking skills in the same way as before.
While the online/distance flipped learning was adopted for the experimental group
students, only online live classes were held for the control group students. Two
hours of classes were held each week for both groups by the researcher. The
students in the experimental group were required to watch the recorded videos and
complete the exercises before the online live sessions. However, the control group
students were only exposed to the materials during the synchronous online
sessions. At the end of the 5-weeks period, two online questionnaires along with
some open-ended questions were conducted. The following topics covered in the
second half of the implementation are as follows:

6t week: discussion about famous scientists and their discoveries
7th week: expressing opinions about the issues in education
8th week: learning vocabulary related to health, talking about the pandemic

oth week: learning vocabulary related to environmental issues, discussing

climate change

10t week: learning vocabulary for crime and punishment, discussing

domestic violence
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Instruments
1. Self-regulated L2 learning strategy use scale

The scale for self-regulated L2 learning strategy use, developed by Koksal
and Dindar (2018) was used in the present study so as to determine self-regulated
L2 learning strategies of L2 learners (see Appendix A). The scale is based on
Oxford's (2011) Strategic Self-Regulation (S2R) Model (as cited in Koksal & Dundar,
2018). It consists of 35 items and designed as a 4-point likert-type scale. The total
score that learners can get from the scale is 140. The learners whose scores are
higher than 70 is regarded as high strategy users while the learners whose scores
are lower than 70 is considered as low strategy users. The value of cronbach’s alpha
is .85, which shows that the scale is reliable and coherent.

2. Foreign language classroom anxiety scale

In order to measure the level of foreign language anxiety levels of the
students, the Foreign Language Classroom Anxiety Scale which was developed by
Horwitz et al. (1986) was adopted. However, the Turkish version of FLCA scale,
validated by Aydin et al. (2016), was used in the present study (see Appendix B).
The original FLCA scale consists of 33 items and the adapted Turkish FLCA version
also includes 33 items with the same content as the original version. The items in
the scale were planned around three categories: communication apprehension, fear
of feedback by peers and teachers, fear of language tests. Students who score 33
to 75 show a low level of anxiety in the language classroom, those with 76 to 119
display a medium and above 120 points reflects a high intensity anxiety.

3. Interview

Ten students were selected for participation inthe semi-structured interviews.
Eight questions were prepared by the researcher and the participants were
encouraged to give their sincere thoughts on the implementation of the flipped
learning model (see Appendix C). The duration of the interview for each student was
approximately 20 minutes. Nunan (1992) states that semi-structured interview gives
the interviewee a degree of power and control over the course of the interview. It
also gives the interviewer a great deal of flexibility. Similarly, Harrel and Bradley

(2009, p.27) point out “semi-structured interviews are often used when the
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researcher wants to delve deeply into a topic and to understand thoroughly the
answers provided.”

Table 5

Data Collection Instruments

Research Questions Data Collection Instrument

Question 1 Questionnaire A - Self-regulated L2 learning strategy use
Question 2 Questionnaire B - Foreign language classroom anxiety
Question 3 Inteniew — Students’ perception on flipped learning model

Data Analysis

The quantitative data were analyzed using both descriptive and inferential
statistics through the statistical package for social sciences. First, the means,
frequencies and the standard deviations of all responses to the questionnaires were
calculated. The preliminary analyses showed normal distribution, the independent-
samples t-test were conducted to evaluate the pre-test scores of both experimental
and control groups to make sure the prior knowledge of the two groups are
equivalent before the intervention. Paired-samples t-test was run to check and
compare the data from control and experimental groups. Then, ANCOVA was
conducted to see any possible difference in the foreign language classroom anxiety
levels (FLCA) for students in the experimental and control groups by using pre-test
as a covariate. The same parametric test was also used for learners’ L2 self-
regulated learning levels of the students to see the impact of the intervention on
post-test results. As for the qualitative data, the researcher obtained the informed
consent and ten students in the flipped-group were asked to share their experiences
of flipped learning in the course and thoughts on the implementation part. Due to
COVID-19 pandemic, all interviews were held on the Zoom platform. Students’
voices were recorded and then the full interviews were transcribed. Inductive
content analysis was adopted to gain insight into students’ perceptions on flipped
learning model. Although inductive content analysis is not guided by any established
gualitative methodologies, it is more straightforward and links the research findings
and the research objectives of the study (Liu, 2016). Besides, it enables researchers

to immerse themselves in the data to allow new insights to emerge (Moretti et al.,
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2011). In this study, the purpose of using the inductive approach is to identify
learners’ satisfaction and preferences. The following steps suggested by Thomas
(2006) were followed for inductive analysis of qualitative data.

1) Preparation of raw data files

2) Close reading of text

3) Creation of categories / themes

4) Overlapping coding and uncoded texts

5) Continuing revision and refinement of category system

Using inductive approach, both open-ended questions and transcriptions of
the interviews were analysed to gain a detailed understanding. The following stages

were followed to conduct inductive analysis for the current research:
1) The transcriptions of the interviews were prepared.

2) In order to derive themes and concepts from the raw data, the transcripts and
the students’ responses to the open-ended questions were read several
times so as to internalize the content.

3) After repeated and comprehensive readings, segments of texts were color-
coded to identify key phrases and make the data available for analysis.
Multiple line-by-line readings and interprations enabled the researcher to
identify major categories and sub-categories relevant to the research
guestions.

4) To ensure the trustworthiness of the analysis, the categories emerged from
the raw data were also assessed by two different instructors in the field.

Recurrent themes were compared and the consensus was reached.
Conclusion

This chapter has presented the overall research design along with the
description of the setting and the participants. The instruments and the procedures
for data collection have been addressed. The next chapter will present the findings
of the qualitative and the quantitative data collected from the questionnaires and the
interviews.
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Chapter 4
Findings

In this chapter, all the qualitative and quantitative data obtained throughout
the research are presented and examined in detail. Descriptive and inferential
statistics were generated to analyse the raw data. The descriptive statistics
performed in this research were frequencies, means and the standard deviations.
Outliers were also checked along with the results of the Shapiro-Wilk statistic to
ensure the normality of the distribution of the scores. In order to collect data from
the students in each group on two different times (pre-test/post-test), paired-
samples t-test was conducted. Then, one-way analysis of covariance (ANCOVA)
was run to assess the impact of the intervention (flipped learning method) while
controlling for pre-test scores. All statistical analyses were performed using IBM
SPSS Statistics Version 26 for Windows and the p value lower than .05 was
considered to be statistically significant. The qualitative results obtained from the
open-ended guestions in questionnaries and the interview schedule were analysed

using inductive content analysis.
Findings for the First Research Question

The study was conducted to find out the answer to the main research
question; “What is the influence of the conventional flipped learning and distance
flipped learning on EFL learners’ self-regulated L2 learning behaviors and foreign
language anxiety while teaching speaking skills?”. As a consequence, a series of
sub-research questions were formulated. The findings of the study are presented
under each sub-research question as given in the following.

1. Findings based on the first sub-resesach question; “Is there a statistically
significant difference between the pre-test and the post-test results of the
experimental and the control groups regarding their foreign language

anxiety levels?

Firstly, normality of the data was assessed by employing statistical tests and
reviewing the distribution graphically. In this study, Shaphiro-Wilk test was run as it
can be used for n < 50. The table below shows that the p value in all tests is more
than .05, which indicates normality. The normality of the distribution of the scores
for each test was also supported by an observation of the normal Q-Q plots.
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Table 6
Tests of Normality

Self-regulated Self-regulated
L2 Learning Foreign Language L2 Learning Foreign Language
Strategy Use Anxiety Lewels Strategy Use Anxiety Lewels
(pre-test)  (pre-test) (post-test) (post-test)

Z Df p* Z Df p* Z Df p* ZzZ df p*
Experimental G (n=41) ,985 41 ,858 ,940 41 ,081 ,982 41 ,745 ,946 41 ,052
Control G (n=36) ,976 36 ,611 ,987 36 ,949 ,949 36 ,099 ,928 36 ,058

*:Shapiro-Wilk

As shown in Table 7, a paired-samples t-test was conducted to evaluate the
impact of the intervention (flipped learning model) on students’ foreign language
anxiety levels. No significant change was observed in participants’ foreign language
anxiety levels from Time 1 (M=97,76,SD=12,755) to Time 2 (M= 98,07, SD=12,303),
t (40) = -,153, p =,879. Based on the results displayed in Table 7, it can be stated
that the flipped instruction did not make any difference to learners’ foreign language

classroom anxiety in the experimental group.

Table 7

A Compatrison of the Experimental Group’s Pre-Test and Post-Test Results

Group N Mean SD df t p
Pre-Test 41 97,76 12,75540 -,153 ,879
Post-Test 41 98,07 12,303

The same analytical test was performed to see whether there is a statistically
significant difference between pre- and post- foreign language anxiety tests of the
control group. As can be seen from the table below, no significant differences were
observed from Time 1 (M=101,89, SD=9,56) to Time 2 (M=99,75, SD=9,93), t
(35)=1,435, p=,160. Results showed that the foreign language anxiety levels of the

students in the control group remained the same at the end of the semester.

Table 8

A Comparison of the Control Group’s Pre-Test and Post-Test Results

Group N Mean SD df t p
Pre-Test 36 101,89 9,567 35 1,435 ,160
Post-Test 36 99,75 9,938
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2. Findings based on the second sub-research question; “Is there a
statistically significant difference between the pre-test and post-test results
of the experimental and the control groups regarding their self-regulated L2

learning strategy use?

A paired-samples t-test was conducted to evaluate the impact of the
intervention (flipped learning model) on experimental group students’ scores on the
self-regulated L2 learning strategy use. It can be seen from the data in Table 9 that
there was a statistically significant difference in participants’ self-regulated L2
learning strategy use from Time 1 (M=92.39,SD=11.8) to Time 2 (M= 96,59,
SD=10.85), t (40) = 2.76, p <.05. The mean increase in self-regulation scores was
4.2 with a 95% confidence interval ranging from -7,264 to -1,127. It is apparent from
this result that students in the experimental group improved their self-regulated L2
learning strategy skills after ten weeks of implementation. However, the reason for
this increase is not the flipped instruction model because the same increase was
also observed in the control group. As for the control group’s pre and post-test
scores on the self-reqgulated L2 learning strategy use, there is a meaningful
difference from Time 1 (M=90,33, SD=9,72) to Time 2 (M=94,89, SD=9,76), t (35)=
-2,636, p < .05. The mean increase in self-regulation scores was 4.5 with a 95%
confidence interval ranging from -8,064 to -1,047. The results indicate that the
students in the control group increased their self-regulated learning tendencies at
the end of the semester, just like the students in the experimental group.

Table 9

A Comparison of the Experimental Group’s Pre-Test and Post-Test Results

Group N Mean SD df t p
Pre-Test 41 92,39 11,800 40 -2,763 0,009
Post-Test 41 96,59 10,854

Table 10

A Comparison of the Control Group’s Pre-Test and Post-Test Results

Group N Mean SD df t p
Pre-Test 36 90,33 9,722 35 -2,636 0,012
Post-Test 36 94,89 9,768
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3. Findings based on the third sub-research question “Is there a statistically
significant difference between the experimental and control groups’ foreign

language anxiety levels after the implementations?”

A one-way between-groups analysis of covariance (ANCOVA) was
conducted to compare the impact of flipped learning model designed to reduce the
students’ foreign language anxiety levels. The independent variable was the
intervention and the dependent variable was participants’ post-test scores, and the
participants’ pre-test scores were used as the covariate in this analysis. Preliminary
analyses evaluating the linearity, homogeneity of variances, homogeneity of
regression slopes and reliable measurement of the covariate ensured that there was
no violations of the assumptions. Based on the results obtained from the present
study, it can be stated that there was no significant difference between the
experimental and th control groups on the post-intervention scores on Foreign
Language Anxiety Test, F (1, 74) = .019, p = .89, partial eta squared = .00. When
students’ post-test results are examined, it is clear that no significant differences
were found between the experimental and the control group students’ foreign

language classroom anxiety.

Table 11
Analysis of Co-Variance for Foreign Language Anxiety Levels by groups

SS df MS F p
Pre-FL anxiety Scores  2267,683 1 2267,683 23,166 ,000
Class 1,902 1 1,902 0,019 ,89
Error 7243,848 74 97,890
Total 762066,000 7

The flipped learning model appeared to have no effect on students’ foreign
language classroom anxiety levels. Both experimental and control group students
had moderate levels of anxiety at the very beginning of the semester and flipped
learning model did not alleviate the students’ FLCA. On the contrary, the pandemic
triggered anxiety, evoking negative feelings such as stress and fear, and students
reported their concerns about their academic performance in the open-ended

guestions as well.

66



4. Findings based on the fourth sub-research question; “Is there a
statistically significant difference between the experimental and the control
groups’ post-test results in terms of their use of self-regulated L2 learning

strategies?”

A one-way Ancova was conducted to compare the effectiveness of flipped
learning model whilst controlling participants’ pre-test scores as covariate. Normality
checks were conducted and the assumptions met. Based on the results obtained
from the present study, it can be stated that there was no significant difference
between the experimental and the control goups on the post-intervention scores on
Self-regulated L2 Learning Strategy Use Test, F (1, 74) = .94, p = .76, partial eta
squared = .001. Results revealed that students’ self-regulatory behaviours appeared
to be unaffected by flipped instruction. The comparison of pos-tests found no

significant difference between the experimental and the control group students’ SRL

profiles.
Table 12
Analysis of Co-Variance for Students L2 Learning Strategy Use by groups

SS df MS F p
Pre-SR Scores  2480,801 1 2480,801 32,964 ,000
Class 7,048 1 7,048 0,94 ,760
Error 5570,706 74 75,280
Total 7144670,00 77

Flipped learning model proved to be ineffective in developing learners’ self-
regulation skills compared to face-to-face synchronous teaching model as the
experimental group did not exhibit greater self-regulation skills than those of in the
control group. The same amount of increase in the development of self-regulation
skills was observed in both groups of students at the end of ten weeks of study. The
results indicate that the COVID-19 pandemic that the students were exposed to in
the last five weeks of the study affected their study routine directly and encouraged
them to take charge of their own learning. Therefore, it could be concluded that
regardless of the instruction students received in the current study, all participants

acquired independent study skills and learned to adjust to change, which inevitably
led to an improvement in students’ self-regulation skills.
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5. Findings based on the fifth sub-research question; “What are the
students’ perceptions of their conventional and online flipped learning

experiences?”

The semi-structured interviews were analyzed using inductive content
analysis. Based on repeated readings, line-by-line coding and the comprehensive
review of the answers to the interview questions, four categories and their sub-
categories emerged from the raw data (as shown in Table 13 below). To meet the
trustworthiness, the categories were discussed with the two other instructors who
hold PhD degrees in ELT and consensus was reached.

Firstly, all students in the experimental group were asked whether there were
any differences between conventional flipped learning and online flipped learning
models. All students reported that they did not see any differences between the two
models in terms of implementation, materials and the instructor. In both flipped
learning models, pre-recorded lectures were shared with the students two days
before the lesson by the same instructor. Students were required to participate in
group and pair-work activities during the lessons in the same way. Basically, the
main principles of the flipped learning were followed in both flipped models.
Therefore, it is possible to say that the type of instruction did not change before and
after the COVID-19 pandemic. Students in the experimental group were exposed to
flipped learning model in general for ten weeks.

In general, flipped learning model as a teaching method received mostly
positive reactions from the participants. Seven out of ten students expressed that
they found themselves more inclined to flipped learning model than lecture-based
learning. The others emphasized that the learning model that includes both
(traditional and flipped) should be adopted. Interestingly, no one wants the
traditional way of teaching as the sole teaching methodology. Specifically, flipped
learning proved to be useful in providing individualized feedback. Three significant
advantages emerged from the analysis. First, pre-class learning tasks such as
videos and readings allowed them to be more active during the lesson. Secondly,
the majority of the students mentioned that being able to replay or rewatch the video
lectures at their own pace was the best aspect of flipped learning. As one
interviewee said: “When the lectures were too difficult to comprehend, | had to listen

to them twice or three times.” Another recurrent advantage reported in the interviews
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was the opportunity to practice the target language more in the class. One
participant commented: “We are not wasting time in class and | can ask more
guestions because | have learned the topic already.”

As for the pre-class materials, students responded favorably to the video-
lectures prepared by the instructor. Extra reading materials designed and integrated
into the flipped program did not receive much positive reaction from the students.
For example, one interviewee said: “/ just took a glance at the reading texts. | found
the listening materials more practical. | like reading from the book. It is difficult to
answer the reading questions on a computer or phone screen”. On the other hand,
three students who read the additional reading texts before the lesson stated that
reading was only effective to learn new vocabulary.

Another interview question was concerned with the students’ feeling of
speaking anxiety or nervousness. When asked whether they felt anxious while
speaking in flipped learning model, nine out of ten students responded that they felt
very nervous no matter what the teaching method. Although the students speak with
one voice about how nervous they get while speaking, they do not hold the same
views for the reasons of anxiety. Half of those interviewed stated that they mostly
worried about not being able to find the correct vocabulary or pronouncing the words
incorrectly. A minority of the participants (20%) felt anxious about making grammar
mistakes.

Lastly, students were asked whether they faced any problems in watching
the video lectures or reading materials before the lesson. Whilst six students
mentioned they did not experience any difficulties, only three students confessed
that they could not watch one or two assigned videos before the lesson. One
problem reported in connection with the COVID-19 pandemic. The student indicated
that after the COVID-19 pandemic, she had to share the rooms with other family
members. Therefore, at the beginning of the coronavirus pandemic she encountered
difficulties while watching the videos.
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Table 13

Themes and sub-themes using inductive content analysis

Themes

Sub-themes

Example sentences

The advantages of flipped
learning model

Being prepared before class

Having the opportunity to
rewatch, pause the video

The chance to practice more
in class

“Since we watch the video at
home, we have the chance to

practice more in the
classroom.”

‘I can replay or pause the
video when I don't understand
the topic. This is especially
good for vocabulary practice.”

Traditional way of teaching

Constraints of time

“The teacher doesn't have
enough time to give feedback
on speaking as there are too
many students in the class.”

“The speaking exercises in the
book are removed mostly due
to time constraints.”

Speaking Anxiety

The fear of making mistakes

Unknown vocabulary

‘I feel incredibly intimidating
while speaking. | guess it's
because of the vocabulary.”

‘I feel nervous while speaking.
| don'’t want to make mistakes
in front of people.”

Problems related to flipped
learning model

The variety of the accents in
the video

‘It was challenging to
understand the listening texts

because of the variety of the
accents in the videos.”

“l think subtitles should be
added to the videos because
sometimes | had to listen
many times to understand the
text.”

To summarize, the analysis of the interviews leads to the following

conclusions:

1. Flipped learning model might be an effective way to enhance speaking
skills as it promotes active engagement and interactive group learning in
class.

2. Thanks to flipped learning model, all students in the classroom can be
given the opportunity to practice communicating in role-plays. Moreover,

they can all receive oral feedback soon after they perform their speaking.
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3. Recorded lectures and other digital technologies that are utilized as out-
of-class materials offer self-paced learning, and students appreciate the
possibility to watch and read the assigned materials at their own pace.

4. Most learners believe the necessity of flipped and blended learning
models in higher education and embrace new technologies effortlessly.

5. Students with low-level of proficiency in the target language sometimes
have difficulty understanding the video lectures without help.

6. Supplementary reading materials are not as effective as pre-recorded

video lectures in flipped learning model.
6. Findings based on the sixth sub-research question; “What is the influence

of COVID-19 pandemic on students’ participation in speaking activities in an

online learning environment?”.

Aside from the devastating health effects it has caused, COVID-19 has
negatively affected students’ learning outcomes. Considering the changes
implemented in an infinitely short time, it was thought that the students’ participation
in speaking activities in an online learning environment might have been affected by
this unprecedented illness as well. Therefore, both experimental and control group
students were asked how often they attended the lectures on Zoom during the online
teaching process. Roughly, 50% of these students say they always or generally
participate in the zoom sessions, compared with 25% sometimes attend the
sessions and 25% of those who rarely or never attend the sessions.

How often did you attend the Zoom sessions during the
Covid-19 pandemic?

60%

50%

40%

30%

20%

10%

0%

B Always-Generally B Sometimes Rarely-Never

Figure 6. The percentage of how often students attended the online sessions
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It was also very significant to reveal the potential problems students
encountered during this period. Therefore, the researcher posed another question
and asked why they could not attend the online lessons and gave them some
options along with a blank box in case they could come up with a different issue. As
can be seen in Figure 7, of all the students who did not attend the sessions regularly,
nearly 35% of the students said that they could not achieve the self-discipline.
Roughly, 30% of the participants also reported lower satisfaction with online learning
platforms in general during the COVID-19 pandemic. They expressed that they had
difficulty using online teaching platforms. While nearly 20% of the students
complained about the lack of internet access, 9 % said that they did not have a
computer or their computer was broken. In addition, 10% of the participants
mentioned that they could study more effectively when they were alone. Apart from
these, five students mentioned that they could not join the online English classes
regularly due to sleep problems. The main conclusion that can be drawn from this
finding is that sustaining learners’ active participation in speaking activities in an
online learning environment was challenging. The difficulties students had to cope
with included those related to the lack of self-discipline, dissatisfaction with the
online learning platforms, the lack of internet access, technical issues and sleep
problems. It is also interesting to note that nobody mentioned pandemic-related
health issues as a problem.

What were your reasons for not attending the
online classes regularly?

35,00%
30,00%
25,00%
20,00%
15,00%
10,00%

5,00%

0,00%

Category 1
W | ack of Intemet Lack of computer
Low motivation Learning preference

B | ow satisfaction with online learning

Figure 7. The reasons for not attending the online classes regularly
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During the COVID-19 pandemic, most of the students have experienced
online learning for the first time in their lives. Hence, it was also very important to
learn their teaching preferences and they were asked which teaching models they
like better: online, face-to-face or a combination of both (blended). They were also
asked to answer this question thinking there is no pandemic. According to the
results, nearly 60% prefer face-to-face teaching while only 3% prefer online
teaching. Interestingly, around 40 % of the students prefer a teaching method which
combines online and face-to-face teaching. Considering the negative effects the
COVID-19 pandemic caused on their social lives, it is not surprising that they did not
choose online teaching as their favourite. The study also concludes that many
students favour face-to-face teaching or blended learning models over pure online
teaching. It is obvious that their preferences do not result from their technological
incapabilities as the university students today are true digital natives who have not
seen life without technology. The main reason behind their choice is the lack of e-
learning readiness. Students were ready for this radical change and their social lives

were highly affected due to lockdown.

Which teaching method do you prefer? Answer this
question thinking there is no pandemic.

70,00%
60,00%
50,00%
40,00%
30,00%
20,00%
10,00%

0,00%
Category 1

Online Teaching Face-to-face Teaching A combination of online and face-to-face

Figure 8. The percentage of which teaching method students prefer
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The influence of COVID-19 pandemic on students’ anxiety in an EFL setting

As the COVID-19 pandemic has caused the greatest disruption of education,
the ongoing face-to-face teaching had to be abandoned at the university where the
research study was conducted. The distance teaching became the new normal. In
order to examine the effects of COVID-19 pandemic on learners’ anxiety levels in
online classes, the following two questions were also added to the post-test for both
groups. Of these questions, one had closed-response choices with an optional
comment box.

1. Have you experienced anxiety while practicing your speaking skills
online?

2. Mark the two most important reasons for your anxiety.

Students’ answers to the first question above revealed that 86% of the
students experienced anxiety while practicing their speaking skills in an online

environment.

Have you experienced anxiety in online classes while
practicing your speaking skills?

100%
80%
60%
40%

20%

Category 1

0%

HYes HNo

Figure 9. The percentage of whether students have experienced anxiety while

practicing their speaking skills

As it is clearly interpreted in Figure 10 below, some of the issues brought up
by the students related to anxiety included the lack of self-study habits, heavy
homework assignments, crowded households/home environment and the lack of
reliable internet connection. The most common anxiety students experience stems

from the lack of skills to study independently. Nearly 40% of the students do not
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know how to study alone. Roughly, 20% of the students have to deal with anxiety
because they cannot finish their assignments on time. Similarly, nearly 20% of the
students suffer from anxiety because of their home environment. While 12%
attributed their anxiety to lack of computers, nearly 10% blamed the lack of internet

access.

Since the transition to online teaching was abrupt, it provoked anxiety among
university students as well. As presented in Figure 10, the most mentioned reason
behind students’ anxiety is their inability to study alone. This particular finding casts
a new light on the relationship between anxiety and self-regulation in the literature.
It can be concluded that the anxiety that the students experienced throughout the
pandemic contributed to the development of their self-regulated L2 learning strategy
use. At first glance, the anxiety seems to be a sadly phenomenon for students;
however, it might turn out to be the reason for them to guide their own learning. In
this study, when confronted with possible failure, students took on the responsibility
of planning, managing and controlling their learning to achieve.

Mark the two most important reasons for your anxiety.

40,00%
35,00%
30,00%
25,00%
20,00%
15,00%

10,00%

0,00%

Category 1

B Lack of internet access M Lack of computer H Assignments Studying alone M Home environment

Figure 10. The percentage of why students experienced anxiety during online

teaching
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7. Findings based on the seventh sub-research question; “How can the
delivery and the practices of conventional flipped instruction, distance
flipped instruction, and synchronous online instruction be improved in EFL

settings?”.

Looking at the the students’ answers to the open-ended questions and
interview questions, it is clear that we have not yet reached sufficient quality in
synchronous and asynchronous online instruction. First of all, issues regarding the
difficulty of the pre-recorded lectures were expressed by the students in the
experimental group. Some videos were found to be challenging and difficult to
understand in terms of the speakers’ accents in the videos. Therefore, students can
be offered subtitle option to facilitate the comprehension of the lectures. The findings
show that no matter how expert the teachers might be, simply recording online
lectures will not necessarily result in positive outcomes for the students. Students’
levels should be taken into consideration and any type of blended or online teaching
programs should be designed accordingly. The schools should be more realistic
about the objectives set for the students to achieve as well. Since the CEFR, as an
internationally recognized framework, forms the basis of current practices for
English Language Teaching (Mirici & Kavakl, 2016), educational authorities,
curriculum developers along with the teachers in the field may refer to the objectives
and the common reference levels determined by the CEFR; then the digital
materials might be developed.

During the COVID-19 pandemic, it was also observed that synchronous
online instruction was easily adopted at the expense of low-quality teaching. Not
only academics but also students lack the essential training required for quality
synchronous instruction. Therefore, from now on, the most important concern of the
higher institutions should be to actively use their learning management systems
(LMS) and to establish units that will provide assistance for instructors and students.
Virtual as well as face-to-face trainings could be held to prepare both parties for
success in online synchronous teaching. As “quality teachers are central to the
training and education of citizens for the competitive and global world” (Mirici &
Yangin Eksi, 2016, p.77), continuing professional development units have the
utmost importance and role for the successful implementation of any innovative
teaching model.
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Conclusion

This chapter has presented the findings of the research questions. Both
gualitiative and quantitative data obtained from the data collection instruments have
been provided comprehensively. The results of the open-ended questionnaires
were also shared with graphs. The following chapter will present the discussion of
the findings, conclusion, pedagogical implications and suggestions. The limitations

and suggestions for further research will be provided as well.
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Chapter 5

Discussion, Conclusion and Suggestions

This chapter begins with an overview of the study. The major findings of the
research are summarized and interpreted in the discussion section. Main
conclusions are stated based on the aim of the study. Last but not least, the
limitations of the study are reported and suggestions for further studies are provided

in this chapter.
An Overview of the Research Study

The starting point of this research was the inability of EFL learners to speak
English even after taking a vast number of classes starting from primary school to
university. The fact that learners still fail to communicate in the target language
suggests that the interpersonal speaking activities students have been exposed to
are not sufficient. This was also stated by Coskun (2016) who analyzed the reasons
for Turkish students’ failure in speaking English. Lack of speaking practice
opportunities and feeling anxious while speaking English were found to be
commonly mentioned causes of failure in his study. Therefore, the main aim of the
current study was to explore the ways to alleviate students’ foreign language anxiety
and strengthen their speaking skills by integrating technology-enhanced language
learning. Additionally, the study was conducted to discover the contributions of the
flipped learning model to students’ ability to self-regulate their learning. To this end,
this pretest-posttest quasi-experimental study was carried out with the students
studying at Middle East Technical University in Ankara in the spring semester of
2019-2020 academic year. As in many schools in Turkey, the coordinators who are
responsible for the syllabus allocated more hours to cover grammar topics during
the lessons and let the instructors skip the speaking exercises in the textbook to
save time. Since speaking skill is one of the essential skills in foreign language
learning, the researcher decided to implement the flipped learning model as it does
not require the delivery of the lecture within the classroom. Four classes were
randomly selected: two classrooms were assigned as control groups and the other
two were assigned as experimental groups. Both quantitative and qualitative data
collection tools were performed to explain the impact of the flipped learning model
on learners’ foreign language anxiety and their use of self-regulated L2 learning

strategies. Before the treatment process, self-regulated L2 learning strategy use
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survey and foreign language classroom anxiety survey were administered to both
groups as pre-tests.

At the beginning of the study, it was aimed to investigate two teaching
methods, namely, traditional and flipped learning model. The control group students
learned the content in a conventional way whereas those in the experimental group
participated in flipped learning model. However, at the end of the 5-week treatment
period, the coronavirus pandemic started to affect the whole world and forced
millions of students to learn online. The researcher did not give up the ongoing
study; rather she viewed this unprecedented challenge as an opportunity to reveal
more information about the Turkish students’ learning attitudes towards online
teaching in the midst of an emergent crisis. Therefore, during the distance-teaching
period, students in the control group continued to learn the content of the lesson
through synchronous online sessions. However, students in the experimental group
received the instruction through online/distance flipped learning method in which
similar flipped learning principles are applied. The only difference was that
synchronous online contact time replaced face-to-face contact time. A total of ten
weeks of English lessons focusing on speaking skills were held by the same
instructor: five weeks before the pandemic and five weeks after the pandemic. At
the end of the semester, both groups of students were asked whether there were
any differences with regard to materials, instructors’ way of teaching and the class
activities before and after the pandemic. All students agreed that there was no
difference in the teaching methods applied before and after the pandemic. At the
end of ten weeks of instruction, the same surveys were carried out as post-tests and
it was found that there was no significant difference between the experimental and
control groups on the post-intervention scores on “foreign language anxiety test”
and “self-regulated L2 learning strategy use test” In other words, neither
conventional nor online flipped learning model was effective in reducing students’
foreign language anxiety levels. Although a significant difference was observed in
both groups in terms of their self-regulated L2 learning strategy use regardless of
the teaching method, there was no difference between the experimental and the
control groups regarding the use of self-regulated L2 learning strategies.

Aside from the quantitative analysis, students’ views on their flipped learning

experiences were collected through semi-structured interviews held with ten
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students. Besides, their opinions and suggestions based on their personal
experiences with the online teaching practices focusing on speaking skills were
gathered. Even though students in the experimental group mostly have positive
feelings towards flipped learning model, both groups of students’ responses to open-
ended questions in the post-test indicate that the pandemic affected some students’
attendance to the online live classes in a negative way for a variety of reasons.

Discussion of the Findings

The purpose of the research was to determine any possible impact of flipped
learning model on students’ foreign language anxiety levels and self-regulated L2
learning strategy use. However, the outbreak of the COVID-19 has shifted the way
we teach markedly. Thus, participants’ perceptions in relation to their experiences
of online teaching were inquired as well. In this section, the results obtained from
the analysis are discussed in four sub-sections:

1) Students’ self-regulation strategy use after the treatment

2) Students’ foreign language classroom anxiety levels after the treatment

3) Experimental group students’ attitudes towards the flipped learning model

4) Students’ experiences of online English classes focusing on speaking in the
COVID-19 pandemic

Students’ self-regulation strategy use after the treatment

The self-regulated L2 learning strategy use questionnaire was distributed as
a pre-test one week before the instruction. The mean scores that the experimental
and control group students obtained from the pre-test were 92.39 and 90.33,
respectively. Therefore, looking at the initial test results, it is evident that there is no
significant difference between groups in terms of their self-regulated L2 learning
behaviours at the beginning of the semester, and learners in both groups are all high
strategy users based on the highest and lowest pre-determined scores. Self-
regulated learners study hard in class, work diligently when doing or studying
homework and they determine the learning strategies that work well, and keep using
them even when the situation is challenging (Macklem, 2015). Considering that the
participant students managed to get a place at one of the top universities in Turkey,

it is not surprising that they are all high strategy users.

To explore the role of flipped learning model as a way to support learners’

self-regulation skills, students’ self-regulated L2 learning strategy use was retested
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with the same survey after the implementation. After the treatment, the mean score
the experimental group obtained was 96.59 whereas the control group’s score was
94.89. Contrary to expectations, no significant differences were observed between
the two groups regarding their self-regulated behaviours. However, at the end of the
treatment period, both groups’ self-regulation skills showed a significant increase.
This unanticipated finding suggests that the flipped learning model does not have
an effect on students’ self-regulated learning. The observed increase in self-
regulated learning in both groups could be attributed to the online teaching period.
These findings, therefore, need to be interpreted with caution because distance
learning might have forced students to self-regulate their own learning more than
usual. For instance, in her seminal research, Patricia (2020) revealed that students
used more platforms and online educational tools after the transition to online
learning than before during the COVID-19 pandemic. This finding is also consistent
with that of Lizarraga, Villanueva and Baquedano (2011) who also found that Web

2.0 tools favoured the practice of SRL cognitive and metacognitive skills.

Teacher commitment is significant when it comes to the improvement of
learner autonomy; however, in a passive classroom environment where learners are
only expected to receive information, it gets increasingly impossible for learners to
become autonomous (Dogan & Mirici, 2017). Moving from classroom to online
teaching, on the other hand, ruined the students’ previous study habits. They were
all required to dedicate themselves fully to their own learning process more than
ever before. It may be that all students benefitted from online teaching practices by
using various strategies to avoid falling behind in their online classes and this might
have helped them regulate and control their learning behaviours.

Students’ foreign language classroom anxiety levels after the treatment

At the very beginning of the semester, foreign language classroom anxiety
guestionnaire which was developed by Horwitz et al. (1986) and translated into
Turkish by Aydin et al. (2016) was administered. The experimental and control
groups’ average pre-test scores were 97,76 and 101,89 respectively, which show a
medium level of anxiety according to the scoring criteria mentioned in the scale.
After the intervention, students in the experimental group scored 98,07 and those in
the control group scored 99,75. Students’ FLCA scores compared after the

intervention still displays a medium level of anxiety. It is interesting to note that
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flipped learning model, either in the conventional format or online format, did not
have a positive impact on students’ FLCA levels. This finding is contrary to that of
Goda, Yamada, Hata, Matsukawa and Yasunami (2017) who found flipped jigsaw
collaborative learning activities might reduce learning anxiety. Similarly, the findings
of the current study is also contrary to that of Rahbar, Saeidi and Ahangari (2020)
whose study showed that flipped classroom had a significant effect on suppressing
language anxiety. Aydin (2018) reviewed some research studies and came to a
conclusion that “e-learning situations do not provoke anxiety among foreign
language learners” (p.204).

A possible explanation for these findings might be that students experienced
some academic uncertainty during the COVID-19 pandemic and the difference in
the teaching technique caused neither positive nor negative change in their anxiety
levels. The important point here is that regardless of the teaching method, Turkish
students suffered from medium level of foreign language classroom anxiety
throughout the semester. These results are in line with Asmal’'s (2019) findings
which also revealed that freshmen studying at a Turkish state university had
moderate level of anxiety in their English language classes. As noted by Cagatay
(2015, p.654), “even the moderate level of this anxiety is alarming and needs to be
dealt with care”. Therefore, it does not matter whether students experience low or
moderate level of FLCA. Students with negative affective feelings might avoid
situations which require oral communication and this will likely result in poor
communicative competence. The reasons for learners’ overall moderate FLCA
levels were further investigated through interviews and open-ended questions
presented in the relevant section.

Experimental group students’ attitudes towards the flipped learning model

Interviews are arguably of great importance to researchers and educators
who seek to learn more about their students’ personal experiences and sincere
thoughts on a specific teaching method. When conducted and supported in

conjunction with the quantitative results, they can provide accurate and new insights
into learning and teaching process.

Another research question in the present study is “What are the students’

perceptions in the experimental group regarding their conventional and online
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flipped classroom learning experiences?”. The experimental group students were
subjected to the flipped learning model two hours for a period of 10 weeks. A video
lecture and additional reading texts along with some vocabulary exercises were sent
to students each week to improve their speaking skills. They were supposed to
complete the assigned tasks before the class hour. Therefore, they had to study
approximately 10 hours outside the classroom at their own pace throughout the
implementation process. Students were interviewed one by one at the end of the
semester. It is interesting to note that the analysis of the qualitative data
demonstrated quite favourable views regarding the flipped learning model. The
students reported several benefits of flipped learning such as being prepared before
the lesson, the possibility to rewatch the video and an increase in the practice of
speaking in class. The following quotes show how the students in the experimental
group benefitted from the flipped learning model while improving their speaking
skills:

“I think flipped learning model is definitely a better way to improve speaking
skills than the traditional way of learning model because | need more time to
understand certain words and structures to be able to speak accurately. However,
in a traditional classroom setting there is no time to receive feedback from the
instructor. Thanks to flipped learning, | feel that | learn the phrases deeply’.

“As far as | know while learning a foreign language the most challenging part
is speaking. In flipped classroom, | can watch the videos many times prior to
attending the lessons. In the pre-recorded lectures, especially vocabulary and
listening parts were quite helpful for us’.

The findings concerning the students’ positive feedback towards flipped
learning corroborate the results of the earlier studies (Chen Hsieh, Wu & Marek,
2016; Fauzan & Ngabut, 2018; Lee & Wallace, 2018; Andujar, Salaberri-Ramiro &
Martinez, 2020). The present study has also revealed that the effective use of class
time makes the language learning process quite different from students’ previous
experiences. While some students considered the flipped learning model
complementary to traditional learning, others stated that they definitely preferred
flipped learning model to the conventional face-to-face teaching. The following
comment was made by one of the students in the experimental group:
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“I really liked the flipped learning model because sometimes | can't
concentrate on the lesson in class or it takes time to understand the new concepts.
Personally speaking, | need time to internalize the new words and sentence
structures so | like flipped learning better than traditional face-to-face teaching’.

This result may be explained by the fact that the old and outdated teaching
methods no longer appeal to today’s digital natives who have been playing with their
mobile devices and computers since their childhood. As Prensky (2001) puts it, our
students’ perceptions have changed to a great extent. In today's educational
system, students are no longer the same as they were in the past.

Another significant result that emerged from the interview is that students
experienced anxiety whilst speaking English no matter what kind of teaching
technique was used. This result is consistent with the quantitative data which also
showed no difference between control and experimental groups with regards to
foreign language classroom anxiety levels after the implementation of the flipped
learning model. Hence, these findings do not support the previous research studies
which have suggested flipped learning is an effective teaching model to reduce
learners’ anxiety (Chang & Lin, 2019; Jang, 2019; Chen & Hwang, 2020). Since
such a finding has not been mentioned elsewhere, it might be related to the
destructive nature of the pandemic. During the COVID-19 period, students might not
have enjoyed the benefits of the flipped learning model much while avoiding from
the lethal virus. Hence, it is normal for the students to experience a certain level of
anxiety.

Regarding the pre-class materials prepared by the researcher, students
highlighted a few problems with the video lectures. Some students mentioned the
difficulty they had while listening to the short video lectures and suggested adding
subtitles to the videos since regional dialects or native accents presented a
challenge to comprehend the dialogues in the listening exercises. A quotation from
a student from the experimental group illustrates how the listening exercises were
challenging for them. He said:

“In my opinion, the transcripts of the pre-recorded lectures should be shared

with the students beforehand so we can check the unknown words or phrases.
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Subtitles might be added to the videos as well because | had difficulty understanding
some parts of the dialogues in the video lectures. The accents are difficult to get’.

This finding is in agreement with Quyen and Loi's (2018) research which
found that fast speed of the speakers in the videos prevented students from fully
understanding the conversations. The students who participated in the study were
basic users (A2 level) based on the common reference levels established by the
Common European Framework of Reference for Languages (2001) (see Appendix
G). Their proficiency levels were determined with the placement test administered
at the very beginning of the semester. Considering the basic users can only
understand the standard speech on very familiar topics, students’ inability to
comprehend the authentic videos is understandable.

Students’ experiences of online English classes focusing on speaking in the
COVID-19 pandemic

Most of the higher institutions, colleges and universities all around the world
have been forced to embrace technology to provide quality education and to make
up for the deficiencies in technology during the COVID-19 outbreak. A lot has
changed in teaching practice since then. Some students have adapted to challenges
over time whereas others have struggled to achieve the learning outcomes for their
courses. To understand the students’ experiences of this new mode of lesson
delivery, namely online teaching, all participant students were asked some
guestions concerning their attendance to the online English classes focusing on
speaking, sources of their anxiety, the challenges they had to deal with during the
pandemic.

The qualitative data contributes a clear understanding of how students felt
about online classes focusing on speaking during the pandemic. A quarter of
students reported that they rarely or never attended the online sessions throughout
the lockdown. What is surprising is that nearly 35% of the students said they did not
attend the sessions as they could not maintain their self-discipline at home. This
finding might be explained by the fact that Turkish students are generally
accustomed to their teachers’ guidance and lack the ability to take control of their
own learning. Hence, they might have displayed a tendency to miss their virtual

classes. This finding corroborates the ideas of Ustlinliioglu (2009), who suggested

85



that Turkish students do not take responsibility for their learning although they have
the ability.

Another problem voiced by the students is the ineffectiveness of online
teaching platforms in general. Some students expressed their dissatisfaction of
online teaching during the pandemic. The told that the classroom environment is a
much better place to learn a language. Students’ discontent with the distance
teaching is likely to be related to online teaching platforms. As a matter of fact, none
of the teachers knew that such a deadly pandemic would disrupt their face-to-face
teaching practices. Both students and teachers were left alone in using virtual
platforms. Therefore, students might have suffered from the complexities of the
learning platforms.

Another interesting finding was that more than half of the students opted for
face-to-face instruction when they were asked to choose between online and
conventional classroom. Though an online learning course provides greater
flexibility and several other benefits, they were not pleased with their online learning
experiences. The results are consistent with those of previous studies (Tichavsky,
Hunt, Driscoll & Jicha, 2015; Abbasi, Ayoob, Malik & Memon, 2020). As students in
lecture-based courses mostly benefit from the interactive elements, social isolation
might have affected their psychology and they might have lost their enthusiasm and
interest for the lessons. As indicated by Crews and Butterfield (2014) students
attach great importance to active learning and classroom interaction during the
lesson, including peer interaction through small groups and discussion.The
following remarks reveal how students felt about distance teaching throughout the
pandemic:

“I couldn’t adjust to learning online within a short period of time and maintain
self-discipline. | think fully distance learning is not as efficient as face-to-face

learning”.

“l think the school setting promotes self-discipline. Learning a language
requires face-to-face interaction”.

When asked whether they have experienced anxiety while practicing their
speaking skills during the online classes, nearly 90% of the students stated that they

experienced anxiety conditions for various reasons. This finding is consistent with
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that of Petillion and McNeil (2020) whose students felt that their learning was
negatively impacted and that they suffered some degree of stress and anxiety
because of the transition to remote learning. Similar findings were also observed in
other earlies studies (Husky, Kovess-Masfety & Swendson, 2020; Murphy, Eduljee,
Croteau; 2020). In particular, the anxiety students have developed because of the
pandemic is largely dependent on the absence of study skills. More than one-third
of the students stated that they did not know how to study alone, and this feeling
caused anxiety. While almost a quarter of students attributed their anxiety to their
home environment, the same number of students responded that the lack of internet
access and the technical issues were the sources of anxiety. Some of them also
reported that they were concerned about not being able to finish their homework on
time since the asynchronous assignments were demanding. These concerns and
experiences of students were also reported by a recent study focusing on the effects
of pandemic-related problems in higher education (Son, Hegde, Smith, Wang &
Sasangohar, 2020). Similarly, Baloran (2020) discovered that the majority of the
students displayed anxiety throughout the lockdown period, and it was also

observed that students were not eager to learn in an online learning environment.

Since the outbreak of the COVID-19, numerous studies in various disciplines
have been conducted to emphasize the significance of psychological effects of the
pandemic on students’ mental well-being (Kecojevic, Basch, Sullivan & Davi, 2020;
Soguat, Dolu & Cangol, 2020; Aslan & Pekince, 2020). It is possible to say that some
students have found this crisis and uncertain future of the pandemic difficult to cope
with. This study has shown that neither of the teaching methods alone helped
students reduce their foreign language classroom anxiety levels due to the COVID-
19 pandemic. However, this unexpected situation has created additional demands
on learners and improved their self-regulated learning behaviours at the end of the
study. Therefore, it would not be wrong to say that this facilitative anxiety help
students change their learning behaviours to attain their goals. Based on the
findings of the study, one can conclude that FLCA may play a significant role in
predicting students’ self-regulated learning behaviours. Further studies need to be
conducted to get a more comprehensive picture of how FLCA affects learners’ self-

regulated L2 learning strategy use.
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Conclusion

This study aimed to determine the influence of the flipped learning model on
students’ foreign language anxiety and self-regulated L2 learning strategy use in
EFL speaking class. Based on the findings of the study, it is necessary to underline
four significant points. Firstly, it was found and observed that the flipped learning
model was ineffective in alleviating students’ foreign language anxiety levels.
Students who practiced their speaking skills through flipped instruction did not show
lower levels of FLCA compared to students in the control group at the end of ten
weeks of instruction. Secondly, flipped learning did not make a difference in
students’ self-regulatory behaviours. Post-test results have shown that both groups
of students could execute the self-regulated learning skills essential to achieve
meaningful learning at the end of the semester regardless of the teaching method.
The findings provide evidence that the anxiety students experienced throughout the
pandemic helped them to promote self-regulation skills and become more
autonomous. Thirdly, students in the experimental group who were exposed to the
flipped learning model for ten weeks expressed their satisfaction with the flipped
learning in interviews. At the end of the semester, the class participation and
students’ views on flipped learning pointed out that this teaching model facilitates
speaking practice and offers interactive opportunities for participation in a highly
motivating classroom environment. Therefore, it can be drawn that the flipped
classroom model stands out as an alternative technique that can be applied in
teaching speaking skills. Finally, the study also revealed how devastating a global
pandemic could be. This unprecedented pandemic has reminded most educational
institutions how much they have depended on their conventional way of teaching.
The schools were closed and face-to-face teaching activities were suspended. As
the schools and the teachers were not ready to teach online, it was the students
who suffered the most. This pandemic also showed that it was unrealistic to place
all students into a class and expect them to learn the same thing, at the same time
and in the same way. The current situation has necessitated changes in the existing
teaching and learning models as the neglected issues will appear again in a future

crisis.

In line with the challenges students have gone through during the pandemic,

this study proposes that the educational authorities can achieve to establish an
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effective learning environment for the students by selecting suitable synchronous
and asynchronous teaching materials and online platforms to maintain the continuity
of formal education in times of crises. This current study also portrays the
significance of taking precautions to stop widening educational inequalities among
students since COVID-19 pandemic has worsened the financial disparities and
affected millions of disadvantaged students badly.

Although the Turkish Council of Higher Education (YOK) has already taken
some steps to improve the online/distance education system and produce solutions
to disruption in higher education, there is still a lack of standardization regarding the
lessons offered by English Preparatory Schools in Turkey. As “the immediate future
is uncertain with new outbreaks and lockdowns looming” (Nerantzi, 2020, p.185),
these schools need to reevaluate their so-called online teaching practices. With the
arrival of the pandemic, promoting life-long learning and learner autonomy has
gained much more prominence. The educational institutions that reject technology-
enhanced language learning “may be perpetuating anti-autonomous attitude for the
student” (Bates, Aimekdash & Gilchrest Dunnam, p.7). It is essential to adopt
autonomy-promoting teaching methods in all language learning contexts in order to
encourage a sense of responsibility among students.

The findings from this study make several contributions to the literature. Prior
to this study, it was nearly impossible to make predictions about how a pandemic
would impact students’ study habits, self-regulation skills and anxiety. The present
study also appears to be the first study which examines the relationship between
foreign language classroom anxiety and flipped learning model in Turkish EFL
context. The insights gained from this study might be used to structure more learner-
centered curriculum development studies which are more responsive to learners’
needs. Flipping a speaking lesson in particular enables teachers to discover their
students’ potential by taking advantage of effective and interactive classroom
activities. Distance flipped learning model focusing on active student participation
and engagement can be regarded as an alternative to conventional flipped learning
model, and it can be integrated into the language curricula seamlessly. As the
rationale behind the distance/online-flipped learning model is the same as the
conventional flipped learning model, either of the two can be adopted by the

teachers depending on the circumstances.
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Suggestions and Pedagogical Implications

This study builds on previous research in flipped learning, but this time

combining two different models: conventional and distance flipped learning. The

present study also highlights the need to incorporate learners’ voices into

emergency remote teaching. By and large, some pedagogical implications and

suggestions could be provided not only for curriculum developers but also teacher

educators and materials designers.

1)

2)

Online teaching is getting popular day by day thanks to the wide variety
of learning opportunities and conveniences it offers. However, a very
significant point to be aware of is that online teaching does not mean
merely accessing online resources/materials or watching youtube videos
to improve listening skills. As educators, we need to recall that online
teaching is still teaching, and preparing a well-designed curriculum that
has both clear content and language objectives students are expected to
achieve takes time and effort. Just like face-to-face teaching, online
teaching has also its challenges, pros and cons. The pertinent message
for higher institutions / educators is that they should always be prepared
for the unknown. The COVID-19 pandemic can be regarded as a
temporary crisis but the fact is that we have reached a point where we
can no longer escape from technology in our lives. As Mirici and Demirbag
(2013) indicated that there is a need for an educational reform to
accompany the technological developments the new generation follows
very closely. Hence, by considering the future scenarios and possible
long-term educational disruptions, higher education institutions need to
work collaboratively with program developers, instructional designers,
professors and the many other parties involved in education to make

sound decisions to ensure the continuity of teaching.

The research findings suggest that students of today, who like keeping up
with the latest technologies, will more likely opt for blended learning
models instead of fully designed online courses if they are given a choice.
Cooperative, engaging and active blended learning environments which
supplement face-to-face teaching should be created to support learners’

individual expression and meaning construction beyond the classroom.
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3)

4)

5)

Blended type of instruction, which offers convenience and flexibility in
terms of both time and place, will be most likely adopted by all parties
involved in education in the future and restructure the earlier definitions of

teaching.

Many senior teachers retired early from teaching as they felt that they lack
the skills and knowledge to keep up with the educational demands of
higher education during the COVID-19 pandemic. Professional
development or teacher education units at schools should organize
informative and practical trainings, addressing their professional needs
related to online learning and teaching. If such units are not available at
schools, the higher education institutions should provide their teachers
with online training opportunities to support professional development and
heighten their awareness of online learning/teaching possibilities.

Even negative emotions like anxiety during the pandemic should be
regarded as normal. Students had to deal with many issues from the
internet access to lack of computers and even conflicts they experienced
in the home environment. Research findings show that a large number of
students experienced anxiety as they did not know how to study
effectively on their own. It is uncertain what we will experience as human
beings in the future. Hence, for the benefits of their learners, it is of great
importance for teachers to place new responsibilities on students in order
to help them acquire self-regulatory learning behaviours.

Speaking skills should be an integral part of a foreign language teaching
program. No matter how long it takes to help students to practice, it should
never be an ignored skill. Flipped learning model is especially convenient
for language teachers who often feel overwhelmed by a large number of
subjects they need to cover in a short span of time. In a class of 20-25
students, it is almost impossible for all students to practice their speaking
skills and receive constructive feedback. However, implementing flipped
learning model in a speaking lesson will allow teachers to allocate more
time to give feedback on students’ oral performance. In order to maximise
speaking practice time in class, the video lectures could be prepared to

teach vocabulary or grammar points in the individual learning space, and
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the teachers can provide students with more engaging and meaningful
higher-order learning experiences in the flipped learning space.

Limitations and Suggestions for Further Research

The present study was based on the impact of conventional and distance
flipped learning models on learners’ FLCA levels and self-regulated L2 learning
strategy use. As it was already discussed in the previous section, this study clearly
has certain limitations. The major limitation of this study is the outbreak of the
unprecedented pandemic. At the beginning of the semester, the aim was to compare
students’ speaking performances before and after the implementation of the flipped
instruction. During the early pandemic period, the speaking exam was cancelled and
the speaking component was removed from the programme by the school
administration, and students’ speaking skills were not assessed. It is unfortunate
that the research did not include students’ speaking achievement. Hence, it would
be interesting to see how fully distance flipped learning model affects students’
speaking performance. A further study is called for to determine the impact of fully
distance/online flipped learning model on the improvement of other skills.

An additional limitation of the study is the unobservable nature of the
students’ learning process. It was nearly impossible to control each and every
student’s behaviour, study routines and their access to technological devices during
the COVID-19 pandemic. Moreover, the data was collected from only one higher
institution and the participants were selected from A2 level EFL learners. This
research study is limited to only 81 students. A note of caution is due here as the
results cannot be generalized to the whole population.

Several questions regarding the teachers’ perceptions and experiences
remain to be answered. To enhance the quality of online teaching practices,
teachers’ motivation and job satisfaction, long-term psychological effects of the
COVID-19 pandemic on teachers’ well-being need to be investigated as well. It was
observed that the mostignored and overlooked factor in education sector during the
pandemic was the teachers’ well-being and psychology which might have had a
huge impact on their online teaching performance during the lockdown. Therefore,
further investigation into foreign language teachers’ attitudes towards distance
learning and teaching is strongly recommended.
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Notwithstanding the limitations, this quasi-experimental study offers valuable
insights into understanding the students’ perceptions of online teaching practices
during the lockdown period. This research is also important for allowing us to see
the effects of conventional and distance flipped learning models on learners’ FLCA
and SRL strategy use. To the best of our knowledge, this might be one of the very
first empirical research which implements both conventional and online/distance
flipped learning models in the field of foreign language teaching.
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(Note: This test was also conducted as post-test)

Degerli Katihmci,

APPENDIX-A: Pretest - Self-regulated L2 Learning Strategy Use Scale

Bu olgegin amaci, Yabanci Diller Egitimi baglaminda kullandiginiz 6z-dizenlemel
yabanci dil 6grenme stratejilerinizi belirlemektir. Olgekten elde edilecek sonuglar
bilimsel arastirma i¢in kullanilacaktir. Katliminiz ve yardimlariniz igin tesekkurler.

Sezen Korkmaz
Instructor of English
stosun@metu.edu.tr

Middle East Technical University
School of Foreign Languages
Department of Basic English

Liitfen size uygun olan secenegi (X) isaretleyiniz.

Kullanildiklar1 baglamlari anlamak igin yabanci dilde 6grendigim yeni
sOzcukleri internetten arastirirm.

" Hicbir

YIGenellikl

NIBazen
HHer

Bagskalariyla ¢evrimigi olarak yabanci dilde pratik yaparak o dilin
yapisi hakkinda cikarimlarda bulunurum.

N
w

Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanilan benzer
sozcuklere dikkat ederim.

N
w

SN

Yabanci dilde ihtiyacim olan s6zcuk aklma gelmediginde kendimi
koth hissetmek yerine baska bir s6zcuk kullanarak motivasyonumu
arttirirm.

Konusma esnasinda dogru sdzcugu bulamadigimda yerine baska
sozcuk kullanmak kendimi o an iyi hissetmemi saglar.

Yabanci dili kullanirken ihtiyacim olan s6zcuk i¢in en iyi gevrimigi
sozlikten faydalanmak kendime olan glvenimi artirir.

Yabanci dil galigirken bagkalariyla beraber galigmay tercih ederim.

N E)

Yabanci dilde bir metinde bilmedigim bir s6zcigun anlamini égretim
elemanima sorarim.

0.

Yabanci dilde bir metinde bilmedigim bir sézcugun anlamini
arkadagima sorarim.

10. Yapacagimiz ¢aligma ile ilgili sdylenenleri anlamazsam,

arkadasimdan bana anlatmasi i¢in yardim isterim.

11. Yabanci dilde yapilan bir konusmay! anlayamadigimda devamliligi

saglamak icin anliyormus gibi davranirim.

'_\

N
w

12. Derslerde yapilan aciklamalara dikkat ederim.

13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirm.

14. Yabanci dil 6grenirken uzun vadede amaclarmi belirlerim.

15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler

belirlerim.

S

N[IN[ININ
wWlwlw|w

ENEIEL)ES

119


mailto:stosun@metu.edu.tr

16. Yaptigim calismalarin baskalariyla iletisim gerektirip gerektirmedigini | 1| 2| 3
disundrim.

17. Mezun olduktan sonra yabanci dili kullanabilecegim olanaklari 1123
dusundriim.

18. Odev yapmaya hazirlandigimda daha dnceden benzer bir seyyapip | 1| 2| 3
yapmadigimi dusunurim.

19. Bilgisayardaki dosyalarmi yabanci dildeki 6devlerimi ve notlarimi 11213
kolay bir sekilde bulabilmek icin dizenlerim.

20. Yabanci dil derslerindeki konularla ilgili disuk not almayi onlemek 11213
icin daha ¢ok calisirm.

21. Calismayi bitirdigimde motivasyonumu arttiracak bir aktiviteyle 112]|3
kendimi odullendiririm.

22.Yabanci dilbilgisi kurallarini (grammar) sinifta anlatimadan énce
okumus oldugum metinlerden anlamaya c¢alismak kendime olan 112]|3
guvenimi arttirir.

23. Yabanci dilde hata yaptigimda kendimi kotl hissetmemeye 1123
calisirm.

24. Yabanci dil derslerinin zor kisimlarini tahmin ederek 112]|3
motivasyonumun bozulmasina engel olurum.

25. Yabanci dilde ¢alismalarimi daha ilging hale getirmek icin 11213
kisisellestiririm.

26. Yabanci dil caligirken sikilirsam yeni bir strateji kullanmam 112]|3
gerektigini dusunurum.

27. Ogrenme stratejilerimi gézden gegirerek hangilerinin uzun vadede 11213
motivasyonumu artiracaginin degerlendirmesini yaparim.

28. Ozellikle uzun bir galisma esnasinda motivasyonumu bircok kez 112]|3
kontrol ederim.

29. Yabanci dilde yapillan konusma esnasinda kullanlan benzer 11213
sozcuklere dikkat ederek kendimi guvende hissederim.

30. Dénem sonunda performansimi gézden gegirmek, ulagsmak 1] 2
istedigim hedef agisindan kendimi iyi hissetmemi saglar.

31. Baskalariyla yabanci dilde ileri duzeyde iletisim kurabilmek igin 112]|3
belirledigim hedefleri gbzden gegiririm.

32. Yabanci dilde iletigim kurarken konugmayi anlayip anlamadigimi 112]|3
kontrol ederim.

33. Yabanci bir insani 6zellikle aksan acgisindan 6rnek alirim. 112]3

34. Yabanci bir insani konusurken yaptigi hareketler agisindan ornek 112]|3
alirm.

35. Yabanci bir insanin geng, yasli ve karsi cinsten birileriyle nasil 11213

iletisim kurdugunu 6rnek alirm.
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APPENDIX-B: Foreign Language Classroom Anxiety Scale

(Note: This test was also conducted as post-test)
Degerli Katilimcilar,

Bu anket akademik bir calisma olup calismanin amaci, ingilizce hazirlik
ogrencilerinin yabanci dil sinif kaygi dizeylerini belirlemektir. Yanitlariniz, bu alanda
calisma yapan ogretmenlere ve arastirmacilara yardimci olacak, onemli bilgiler
sag@layacaktir. Cevaplariniz gizli tutulacaktir. Katliminizdan dolayi tesekkir ederim.

Sezen Korkmaz

Instructor of English
stosun@metu.edu.tr

Middle East Technical University
School of Foreign Languages
Department of Basic English

Kisisel Bilgiler:
Yas: .......... Cinsiyet: Kiz / Erkek Seviye: ..o

Fakllte/ BOIUM: ... o
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Litfen goriislerinizi en iyt tanimlayan segenege uygun kutucugu isaretleyerek asagidaki
sorular1 yanitlaymiz.

1. Tamamen Katiliyorum 2. Katiliyorum 3. Ne katiliyorum ne de katilmiyorum 4.
Katilmiyorum
5. Hi¢ katiimiyorum

1. Yabancidil derslerinde konusurken kendimden asla emin olamiyorum.

2. Yabancidil derslerinde hata yapmak beni endiselendirmiyor.

3. Yabancidil derslerinde bana s6z verilecegizaman titriyorum.

4. Ogretmeninyabanci dilde sdylediklerini anlamamakbeni korkutuyor.

5. Dahafazlayabanci dil dersine girsem bile sikilmam.

6. Yabancidil derslerinde kendimi dersten baska seyler diistinlirken
buluyorum.

7. Digerogrencilerin yabanci dil konusunda benden daha iyi olduklarini
dislndyorum.

8. Yabancidil derslerinin sinavlarinda genellikle rahatim.

9. Yabancidil derslerinde hazirliksiz konusmam gerektiginde panik olmaya
bashyorum.

10. Yabancidil derslerinde basarisiz olmamin sonugclari beni
endiselendiriyor.

11. Baziinsanlarin yabanci dil derslerinde neden mutsuz olduklarini
anlamiyorum.

12. Yabancidil derslerinde bildigim seyleri unuttugumda cok
sinirlenebiliyorum.

13. Yabancidil derslerinde parmakkaldirmaya utaniyorum.

14. Yabancidilimi ana dili olarak kullanan biriyle konusurken gerilmezdim.

15. Ogretmeniminyaptigi diizeltmeyi anlamadigimda iziiliiyorum.

16. Cok iyi hazirlanmisolsam bile yabanci dil dersinde kaygili hissediyorum.

17. Siklikla yabanci dil derslerine gitmeyi istemiyorum.

18. Yabancidil derslerinde konusurken kendime gliveniyorum.

19. Yabancidil 6gretmenimyaptigim her hatayidiizeltecek diye
korkuyorum.

20. Yabancidil derslerinde bana seslenildigi zaman kalbimin ¢arptigini
hissedebiliyorum.

21. Yabancidil dersinin sinavina ne kadar ¢ok ¢alisirsam kafam o kadar
karisiyor.

22. Yabancidil derslerine ¢ok iyi hazirlaninca kendimi baski altinda
hissetmiyorum.

23. Diger 6grencilerin yabanci dili benden daha iyi konustuklarini her zaman
hissediyorum.

24. Diger 6grencilerin 6niinde yabanci dilde konusurken cok sikildigimi

hissediyorum.
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25.

Yabancidil dersleri éyle hizliilerliyor ki geride kalmaktan
endiseleniyorum.

26.

Yabancidil derslerinde diger derslerdekinden daha gerginve sinirli
hissediyorum.

27.

Yabancidil dersinde konusurken sinirleniyorum ve kafam karisiyor.

28.

Yabanci dil dersine giderken kendimi rahat ve givenli hissediyorum.

29.

Yabanci dil 6gretmenimin soylediklerini kelimesi kelimesine
anlayamayinca sinirleniyorum.

30.

Yabancidil konusmam icin 6grenmem gereken kurallarin sayisi beni
boguyor.

31.

Yabancidilde konusurken diger 6grencilerin bana giileceklerinden
korkuyorum.

32.

Ogrendigim yabanci dili ana dili olarak kullananlarin yaninda kendimi
muhtemelen rahat hissederdim.

33.

Yabanci dil 6gretmenihazirlanmadigim yerlerden soru sordugunda
sinirleniyorum.
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APPENDIX-C: Interview Questions on Flipped Learning Model

What is your general opinion about conventional, face-to-face teaching?
What do you like about flipped learning model?

Did you face any problems in watching videos before the lesson?

Did you face any problems in reading materials before the lesson?

How would you rate your anxiety level in class?

How motivated were you to watch videos or read materials before the lesson?

What sort of medium do you think suits you the most: flipped learning or traditional

learning?

What are your recommendations for the improvement of the implementation of the

flipped teaching model?
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APPENDIX-D: Weekly Note-taking and Reading Handouts

[\ V=] 1 =N D - | « =L
Class: .......cooveiiiiiiiciiiirceeeeeeee e e Week 1
Vocabulary
& Notes
Key Language
Items

Read this e-mail. What does he want his staff to do?

E-mail from Diana & Simon’s boss:

Dearall,
We need your suggestions for two countries for our new holidays in
Central and South Asia. Remember, an ideal country offers

a) arange of activities and locations

b) something unusual or different
Our main customers are adventurous young adults, but we’re interested
in some new customers:

- ‘first timers’ — people having anadventure holiday for the first

time
- Older adults (40-65) — active, rich, perhaps retired.

Let’shave a meeting next week to discuss all your ideas.

Now LISTEN to Simon and Diana. They discuss unusual, different
activities for Southern Argentina.

Listen and take notes on the following points.

Strong Points of Argentina Weak Points of Argentina
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Class: .......oo o e e e . WK 2

Vocabulary
& Notes

Key Language Items

Write the oppositesofthe given Robert and Gao Ying share a three-bedroom flat in

adjectives below. London. They are looking for a new flatmate. Robert is

in Poland at the moment and he missed the people who

1. polite cameto see the flat. Gao Ying telephones Robert and
tells him about the different people.

2. friendly

3. confident Listen and complete Robert’s notes.

4. nice

i’
A Namer Nationali i/ Job
!

5. cheerful Martin, Canadian. ’
6. hard-working B Personalily
At firsi, noi very ?
7. clever Nod 5
VoY

—

e 00003 17 .0 J . ) )
Hard-working. Seems *_

8. chatty

T X r - -
C Likes/Dislikes
L"l"?i'fll"'tll'l"'f' 1] -1 F o,
b —— 1 O COORMNG.
5

/ ]
Hates |

7 A
D Appearance

I P 7
LOors "

e i & i
Weg IR S e oo pfatlaa
5‘.\.{-'.{.';_1', a 1 bl 7
— _hair. Like My Bean.
. o,
£ Gao Ying's opinion:
i
I . ¥ Foy W i
f"a".ﬁp;{.',f 2 {rfe .'1»';':';’: “ '__ e PEFS O

Would like to share with a Canadian

Write some other adjectives that describe personality.
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NaME: ..o
Class: .......co i e . Week 3
Notes

Collocations

v' feelrun-down

v lack energy

v to be unable to do sth
v sleepingpill

v' feelhomesick

v loseinterest

Universities often have Student Health and Well-Being Services which provide help and
advice to students who have a range of worries, problems and minor health problems.
Mavis is a health officer at a university. Listen to two students talking to Mavis and

complete the notes.

Name: Abigar/

Year: Fina/

Subject;

Problem: Nervous about exams + noF — we/

Background: Stuz/es uy ’ |
Goes fo bed aF . —, ;ef,_s u? d‘/‘ n
Has — __ _ meals 2 Aay. -
Drinks z lo# of .
Does exercise.

Name: Dane __

Year: (e

Subject: S

Problem: Fee/s

Background: Ao# mzze many
Misses his mothe, ana hey
Onky /zdppy when goes fo » goes
Therve nearhy _
Los/ng m his studses.,
aloei . . L.,
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Notes

Listento the advice which Mavis givesto the students, and complete her notes below.

——........ DB
ADVICE REASON
Abigail
Takemore . _ alittle.
Drink less
No coffeeinthe . | Coffee keeps you
Don’t take pills.
Dane
Joina___ club. Make .
Stop home.
basketball. American and
Change eating
Don’t go to McDonald’s | Need .
Join a cookery : to cook.

Essential Question / Reflection / Unknown Words
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Class: . ..o
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. Week 4

Vocabulary
&
Key Language Items

Notes

charity: (n)
rescue: (n)

vet: (n)

sanctuary: (n)
captivity: (n)
accomodation: (n)
eye-catching: (adj)

foreground...
....in the
background...

The AAl Website Manager, Neil and the Communications
Director, Katie are choosing some photos for the new AAI
website animal rescue page. They have each brought two
pictures to discuss. Listen to theirconversation and answer the
following questions.

1. In what order do they discuss the photos?

oow®»

2. Which two photos do they like most?

Listen and take notes for each picture.

Picture A
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Task 1

vet sanctuary charity eye-catching accomodation

background rescue dramatic foreground obviously

Complete the sentences with the words in the box.

1. The i, provides helpforhomeless people.
The dolphins which are in danger of extinction have been transferred to a sea
................... in the U.S. Virgin Islands recently.

3. Brad needsan ...................... poster for his campaign for president of the
student body.

4. Objectsinthe ....cccoovvvvennnnnenne. seem larger than those inthe .......ccccc.coeee.

5. They weren't sure ifthey could provide food and ..........cccceeevvvnennennne. for the
whole group.

6. His parents noticed a..........c.cvvunee.ns change in his behavior.

7o workers began pulling survivors from the wreckage after
earthquake.

8. Robin failedinthe exam.She .......ccccoeeeiiiiiiiinnnn. didn’tread the instructions
properly.

9. The farmercalledthe............ outto treat a sick cow.
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Class: ..o e e e e e WeEEK S

Notes

pity: (n) sad situation or feeling
ex. Itisa pity shedidn’tinvite us to her wedding.

miss out on: (v) to not have the chance or opportunity to do something you would enjoy
ex. He failed to recover from a leginjury and missed out on a trip to Barcelona.

control / limit: (v) to allow only a certain amount
ex. He has to control his anger.

look after : (v) take care of
ex. Meg is expected tocome home from school and look after her youngersister.

What is the point of doing sth? : What is the advantage or purpose that can be gained from
doing sth
ex. What is the point of shouting at him? This is not his fault.

silly: (adj) foolish, stupid
ex.She gets upsetover silly things.
Ex. He is always making silly jokes.

You will listen to a discussion among adults about the problems an
d responsibilitiesin families. As you listen, match each name (1-4) with theirideas (a-d). Use
each name only once. Before you listento the discussion, read the statements carefully.

Names: Ideas about working mothers and watching TV:

1. Sarah (F) a) TVis part of our modern lives, as normal as eating.

2. Henry (M) b) Mothers shouldtake care of their children at home.

3.Carla (F) c) Most mothers work although they do not need any money.
4.Ben(M) d) SellingTVis the bestway to control the amount of TV young

kids watch.

Essential Question / Reflection / Unknown Words
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SHOULD WE LIMIT THE AMOUNT OF TV YOUNG KIDS WATCH?

Recent statistics show that seven-year-old children have spent more than one year on
watching television. The factis that they more and more often prefertelevisionto other
forms of entertainment, even meetingtheirfriends. Psychologists warn that it can be
harmful to theirmental development.

First of all, televisionisusually one of the first media which children meetwith. It can be
treated as a great source of information and fun. TV channels offera wide variety of
programmes, beginning on cartoons and finishing on exciting films about wild animals.
Watching them, children have an opportunity to expandtheirhorizons and acquire
knowledge which might be useful inschool. What's more, TV seemsto be the most
convenient medium. There's no need to move anywhere, just to push the button and
then we can see completely differentworld. What do busy parents usually do to make
theirfive or six-year-old children notto disturb them? They turn on cartoons on TV, video
or DVD.

On the other hand, it's necessary to mention about dangers carried by TV nowadays.
Children are the most endangered with the bad influence of this powerful medium. The
first aspect we have to consider isthat watching TV can lead to a risk of obesity. Ithas
been proved that children who watch TV habitually are more likely to have problems with
theirweightin the future than theirpeers who watch TV less often. Not only are obese
childrenless fitthan theirfriends, but also they are more endangered with many health
problems. Another hazard is a matter of what children watch. There are many contents
that are unsuitable foryoung people, like violence orporn. These can badly disturb a
process of mental development, make childrenless sensitive. Infact, they are the easiest
victims - people who are to know it bestare the advertisers. Ads addressed to children
create an unreal world and young televiewers are unable to realize that. They are
obviously manipulated. Moreover, watching too much TV can lead to an addiction. The
effects of this can be very harmful. Apart from health aspect, children may find difficultto
communicate with other people and become more aggressive. Difficultiesinlearningare
also possible.

To sum up, it's hard to decide whethertelevisionisreally dangerous thing for young
children or not. All parents should think about it individually. Afterall, they should control
carefully what theirkids watch and choose programmes which are "children-friendly'. Itis
obviousthat young people shouldn’t watch everythingas it goes. In one word, | believe
that kids must be brought up by their parents, not television.

Retrieved from https://sciaga.pl/tekst/81007-82-
young_children_shouldn_t watch_so_much_television_do_you_agree

What do you think? Write your comments.
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Class: .......cooveeeieiiiiiiieeieie e e e e e . WeEk 6
Notes
Key Words
invent: (v)

inventor: (n)
invention: (n)
discover: (v)
discovery: (n)
revolution: (n)

TASK 1.

Listen to an extract from the discussion. Julian Blake thinks that the
printing press is one of the mostimportant inventions and scientific
discoveries of the last thousand years.

Which of these reasons does he mention?

a) People could make books and communicate ideas quickly.
b) Education became possible for everyone.

c) Libraries and universities increased in number.

d) Writing became a way to earn money.
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TASK 2

KEY LANGUAGE
DEVELOPING AN ARGUMENT

da In the notes in Exercise 3a, each arrow

(4, =, <, 1) shows a connection between two ideas.
The arrows represent certain words and phrases
like caused, means that, so, etc. Listen and complete
the sentences below. Use the words and phrases

in the box.

caused is connected to  led to
means that meant that  so

1 1 think this a revolution in
knowledge ...

2 This ideas could spread much more
quickly than before.

3 0t education for everyone.

4 This the fast production of books.

5 The written word became important at work and

people had to read.

6 The printing press writers can
make money.
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ClassS: ......cooeceececr et e e e s e s e e eens. TOPICE Education Week: 7

Notes

Read the text and study the highlighted vocabulary items below.

How Can College Students Become Better
Prepared?

Many of today’s students report that their undergraduate experience had not prepared
them adequately for life after college. Rightly expecting to use their degrees to find jobs
in their chosen career path, they are too often dissatisfied with their employment
outcomes upon graduation.

When we consider the needs of studentswho are preparing for new careers,
internships have the most noticeable benefit.

Internships may have been around for decades, but they weren’t ever high priorities for
many academic institutions that otherwise focused their resources on classroom
learning.

Internship programs take students off campus, giving them real-life experience in their
chosen career field to contrast their more stagnantlectures within the classroom. To
gain temporary, highly useful job experience, students apply for internships at private
companies or nonprofit organizations to do part-time work as they continue to take
classes. Regardless of program, students who participate get practical training and
guidance from professional, hands-on mentors.

Interns not only receive practical work experience, but they also gain opportunities to
learn more about their profession while networking with others who may even be their
future employers.

It's no longer enough to attend classes and get good grades. Instead, college students
should consider whatkinds of extracurricular, interactive,and hands-on experiences their
universities offer, taking advantage of programs that promote truly interactive learning.
Education beyond the classroomis key, and prospective college students should choose
schools with a consideration not just of the campus culture, butalso of the out-of-the-box
opportunities they provide.

For all college students, it's imperative to communicate effectively and work
collaboratively. All should take advantage of communities and initiatives that challenge
themto be intellectually and socially successful.

Retrieved from https://collegesofdistinction.com/advice/is-college-preparing-you-for-real-life/

Written by Tyson Schritter
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Key Vocabulary:

adequately: (adv)in a way that is enough or satisfactory for a particular purpose

adequately = sufficiently, enough

dissatisfied : (adj) not happy with something, not satisfied

ex: His parents are not satisfied with the quality of education.

Regardless of sth : (adv) without consideration for

ex: Regardless of age or income, the allowance is paid.

Priority: (n) the fact or condition of being regarded or treated as more important than
others

ex: The safety of the country takes priority over any other matter.

TASK. Watch the TEDex talk of Eddy Zhong and and answer the following
guestion.

Retrieved from https://www.youtube.com/watch?v=2Yt6raj-S1M&t=2s

Do you agree with Eddy Zhong’s ideas? Do you believe that schools make kids
less intelligent?
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ClassS: ......oviivceie et e e s s e e e TOPICE Health Week: 8

Notes

Read the text and study the vocabulary items below.

As the spread of COVID-19 continues, communities are being asked to reduce close
contact between people. This is called social distancing, and it's an important and
effective way to slow down the spread of this virus. Here's why.

“Social distancing" for all families

Because COVID-19 spreads from person to person, reducing the ways people come in
close contact with each other is essential. Social distancing means staying home as much
as possible and avoiding crowded, public places where close contact with others is

likely. This includes shopping centers, movie theaters, stadiums, even large church
gatherings. This is why most events and gatherings of more than 10 people have been
cancelled, why restaurants and bars are closing, and why many schools have moved to
online learning. For essential trips like grocery shopping, the CDC recommends trying to
stay at least 6 feet away from others.

Self-isolation

COVID-19 can spread from person to person even before symptoms start. So, if
someone in your family starts to feel even slightly ill, run down, tired, or achy, it's
important to stay home and practice “self isolation." This means limiting contact with
others. If more severe symptoms develop, like a fever, cough or shortness of breath, call
your doctor. They will let you know if a COVID-19 test is needed, and what the next
steps should be. If it is believed someone in your family has COVID-19, quarantine will
likely be recommended.

Quarantine

Self-isolation and quarantine both mean you have no contact with the public. However,
quarantine is the term used for those who were exposed to a person with COVID-19 but
have yet to test positive. These people are asked to stay away from others for 14 days or
longer, to make sure they do not spread the virus during this “pre-illness™ or incubation
period.

Why social distancing is important

Social distancing is an essential way to slow down the spread of COVID-19. And it's
important that you follow the social distancing recommendations in your community,
whether you're in one of the high-risk groups or not.

With more and more schools closing and people working from home, it may be
tempting to get kids together for playdates or sleepovers, or to think that gatherings of
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more than 10 people are safe. But social distancing only works if we all participate.
And slowing down or preventing the spread of the virus will save lives.

Remember

The spread of COVID-19 has been rapid and federal, state, and local governments are
doing whatever is necessary to protect all of us from getting sick. While most people
who become infected will have symptoms similar to a cold or the flu, and children seem
less affected by the virus than adults, we all are responsible for protecting those at higher
risk. Steps like social distancing may feel like an inconvenience, but it's the best way
right now to protect our family, friends, and neighbors who may be vulnerable.

If you are concerned that someone in your family may be at higher risk, you can contact
your doctor to discuss what preventative measures may be appropriate for you.

Vocabulary Exercise:

Read the text and fill in the gaps with the correct words.

Symptoms vaccine spreads pandemic

In March 2020, the World Health Organization (WHO) declared COVID-
198 .civiveenn, Data has shown that it .................... from person to
person among those in close contact (within about 6 feet, or 2 meters).
The virus spreads by respiratory droplets released when someone
infected with the virus coughs, sneezes or talks. COVID-19 symptoms
can be very mild to severe. Some .........ccccceeeenee. of the coronavirus
may include fever, fatigue, cough, sore throat, headache, and
decreased sense of smell or taste. Unfortunately, ...........................
isn't currently available for the coronavirus disease 2019 (COVID-19).
No antiviral medication is recommended to treat COVID-19.

Retrieved from https://www.healthychildren.org/English/health-issues/conditions/chest-
lungs/Pages/Social-Distancing-Why-Keeping-Your-Distance-Helps-Keep-Others-Safe.aspx

Written by Corinn Cross

TASK. Watch the “How to Protect Yourself Against Coronavirus (COVID-
19)” video and answer the following question.
https://www.youtube.com/watch?v=-kU8Xv2CYJM

How do you try to protect yourselves from this contagious disease?


https://www.healthychildren.org/English/health-issues/conditions/chest-lungs/Pages/Social-Distancing-Why-Keeping-Your-Distance-Helps-Keep-Others-Safe.aspx
https://www.healthychildren.org/English/health-issues/conditions/chest-lungs/Pages/Social-Distancing-Why-Keeping-Your-Distance-Helps-Keep-Others-Safe.aspx
https://www.youtube.com/watch?v=-kU8Xv2CYJM
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Read the text about global warming and answer the following
questions.

The weather is a common conversation for many people each day. The weather
can change day-to-day or even from hour-to-hour. Onthe other hand, the climate in

an area usually takes a long time to change. It is the average temperature and
conditions in a specific place over along period of time, in years.

The climate in one place on Earth is different than another place. For example,
the climate in a desert may be hot and dry, but in a rainforest, it is usually warm and
humid, and in some mountain areas and other places it will be cold all year long. In
the world today, the words climate change is often heard, and it usually refers to the
process of the Earth heating up, which is often called global warming. The Earth is

about 4.5 billion years old, and during its life, the climate has changed quite often
and has experienced an Ice Age, warming, and everything in between.

The Earth is covered like a greenhouse, which is used by some farmers, florists,

and others to grow plants, it is a 'glass-covered' building that absorbs the heat from
the Sun. Greenhouses are very hot. Of course, the Earth is not covered with glass,
but the greenhouse effect refers to the retention of the Sun's warmth in the Earth's

lower atmosphere by greenhouse gases.

The greenhouse gases include mostly carbon dioxide, methane, and nitrous
oxide. These gases (instead of glass) act as a blanket for the Earth, helping to keep
the Earth warm enough to support life, an average of about 59°F. An increase in the

greenhouse gases causes the Earth to become warmer.

There may be some causes of climate change that cannot be prevented and have

very little to do with people, but there are things related to climate change, which
are most likely caused by human behaviors. Fossil fuels are natural fuels found in
and on the Earth, such as oil, coal, and natural gas. When they are burned, the
gases released into the atmosphere are added to the 'blanket' that is covering the
Earth.

Farming also contributes to the greenhouse effect. Methane gas is released into
the atmosphere when a cow releases its gas - or farts. There are over 1.5 billion
cows in the world releasing methane gas daily, further adding to the 'blanket’
covering the Earth.

One of the greenhouse gases, carbon dioxide, is absorbed by the trees and

forests  throughout the world, and then released as oxygen.
Unfortunately, deforestation, the cutting down of trees and forests to make way for

farms, roads, oil mines, and dams further leads to the greenhouse effect and a
thicker 'blanket'.

A warmer climate can affect the planet negatively. Polar animals' natural habitats
are melting because of warmer temperatures, affecting polar bears, and seals.
Orangutans in the rainforests are losing their homes, and sea turtles are losing

139



nesting beaches because of rising sea levels. Farming in developing countries face
increased rain, floods, and droughts; plus, certain kinds of food items may become
scarce, unavailable, or more expensive for people to purchase.

In summary, there has been climate change before humans began living on
Earth, but the average temperature has increased over the past 200 years. Many
scientists believe it is a result of human behavior, and changing some of those
behaviors will have a positive effect on climate change and global warming.

1. Which of the following refers to the retention of the Sun's warmth in the
Earth's lower atmosphere by greenhouse gases?

a) Deforestation

b) Global warming

c) Greenhouse Effect
d) Methane Release

2. Which of the following does climate change usually refer to?

a) The process of the Earth getting warmer

b) The process of the Earth getting colder

c) The process of the changing climate of the Earth, whether cooler or warmer
d) None of the above

3. What is the synonym of “scarce”?

a) Adequate
b) Sufficient
c) Rare

d) Plentiful

Retrieved from

https://www.softschools.com/language arts/reading_comprehension/science/465/climate _change/
#:~:text=The%20weather%20is %20a%20common.from%20hour%2Dt0%2Dhour.&text=In%20the
% 20world% 20today% 2C%?20the,is% 200ften%20called%20aglobal%%20warming

TASK. Click the link below and watch the “Causes and Effects of Climate Change
| National Geographic ” video and answer the following question.

https://www.youtube.com/watch?v=G4H1N yXBiA

What are the effects of climate change?


https://www.softschools.com/language_arts/reading_comprehension/science/465/climate_change/#:~:text=The%20weather%20is%20a%20common,from%20hour%2Dto%2Dhour.&text=In%20the%20world%20today%2C%20the,is%20often%20called%20global%20warming
https://www.softschools.com/language_arts/reading_comprehension/science/465/climate_change/#:~:text=The%20weather%20is%20a%20common,from%20hour%2Dto%2Dhour.&text=In%20the%20world%20today%2C%20the,is%20often%20called%20global%20warming
https://www.softschools.com/language_arts/reading_comprehension/science/465/climate_change/#:~:text=The%20weather%20is%20a%20common,from%20hour%2Dto%2Dhour.&text=In%20the%20world%20today%2C%20the,is%20often%20called%20global%20warming
https://www.youtube.com/watch?v=G4H1N_yXBiA
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Read the text below and study the highlighted words.
Why Fighting Is a Problem

There’s research to suggest that a child as young as 6 months old can be negatively
affected by harsh parental arguments. But it's not just young kids who are affected
by parents fighting — other studies show young adults, up to age 19, can be sensitive
to conflicts in their parents’ marriage.

It goes to show that children of all ages, from near-infancy through early adulthood,
are impacted by how their parents choose to handle their differences. Researchers
believe high-conflict marriages influence on a child’s mental health. Here are some
of the ways kids are impacted:

Causes Insecurity

Fighting undermines kids’ sense of security about the stability of the family. Children
exposed to a lot of fighting may worry about divorce or wonder when one parent’s
silent treatment is going to end. It can make it difficult for them to have a sense of
normalcy in the family since fights may be unpredictable.

Affects Parent-Child Relationship

High-conflict situations are stressful for parents too. And a stressed-out parent might
not spend a lot of time with kids. In addition, the quality of the relationship may be
affected as it may be difficult for parents to show warmth and affection when they're
angry and upset with the other parent.

Creates Stressful Environment

Overhearing frequent or intense fighting is stressful for kids. Stress can take a toll
on their physical and psychological well-being and interfere with normal, healthy
development.

Long-Term Mental Health Effects

In 2012, a study was published in the journal Child Development that looked at the
effect of parental conflict on children from kindergarten through seventh grade. They
were part of 235 middle-class families in the Midwest and Northeast United States
with an average income between $40,000 and $60,000. When their children were
in kindergarten, the parents were asked about how much conflict they experienced
in their marriage. They were also asked to talk about a difficult topic, such as
finances, and researchers looked at how critical the partners were of one another.
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Seven years later, researchers followed up with the families. Both the kids and the
parents were asked about fighting in the parents’ marriage and the emotional and
behavioral health of the kids. Kindergarteners who had parents who fought meanly
and frequently were more likely to experience depression, anxiety, and behavioral
issues by the time they reached seventh grade.Those aren'’t the only issues kids are
likely to face when their parents fight often. Here are some things researchers have
found when examining the effects parental fighting can have on kids.

Relationship Issues

Being exposed to parents fighting increases the chances that kids will treat others
with hostility. And they may struggle to maintain healthy relationships when they’re
older too if they’'ve grown accustomed to family discord or they may struggle to
identify who they can really trust in life.

Behavior Problems

Parental conflict has been linked to increased aggression, delinquency, and conduct
problems in children. Additionally, children are more likely to have social problems
and increased difficulty in adjusting to school.

Eating Disorders and Physical Issues

Several studies have linked eating disorders, such as anorexia and bulimia, to high
parental discord. A child might also have physical effects from the fighting, such as
sleep problems, stomach aches or headaches.

Substance Abuse

Researchers have found that living in a home with high levels of conflict increases
the odds of smoking, binge drinking, and marijuana use, relative to a low conflict
married-parent family.

Retrieved from https://www.verywellfamily.com/how-parents-fighting-affects-children-s-
mental-health-4158375

TASK. Click the link below, watch the video and take notes. By looking at your notes,
answer the question.

https://www.youtube.com/watch?v=G2ssFwwMHOU

How does arguing in front of children affect them?
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APPENDIX-E: Sample Pre-class Assignments Shared on Google Classroom

sezen tosun
. 15 Nis
Hello Everyone,
| hope that you are all safe and healthy. Here is this week's video and handout for our speaking session. This week we are
going to talk about health, more specifically Coronavirus and you will learn some vocabulary to help you understand the
news related to this pandemic. Attached you will find a reading text and a vocabulary exercise as well.
Best,

How to Protect Yourself ... Mote Taking Sheet.docx
YouTube videosu 2 dakika Word

sezen tosun .

. 11 Mar

Hello everyone! Hers is the video u need to watch this week! Please DON'T forget to read the text in the note taking handout
before listening! Vocabulary and the reading text will help you to understand the discussion better!

11 Mar 2020 17:34
Video

. .~ sezen tosun .
. 6 May (Diizenlenme: 7 Haz)

Hello Everyone,
Hope you are all fine. This week we are going to talk about viclence, more specifically domestic violence. | am sending you a
reading text and a video so that you can be prepared before the session. See u.

1]
Note-taking Handout 10.... M’E 4 How does arguing in fron...
Word ;”Lw 8l YouTube videosu 2 dakika
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sezen tosun
@P 29 Nis (Dizenlenme: 7 Haz)

Hello Everyone,

Hope you are all doing well. This week we are going to talk about Environment, more specifically climate change and global

warming. | am sending you a reading text and a video =o that you can be prepared before the session. Please try to attend at
noon.. See u.

Notetaking Handout Wee...

Causes and Effects of Cli...
Word

I
I : " YouTube videosu 3 dakika

S B>

. sezen tosun
. 6 Mis

Hello Everyone,

This weelk in the speaking session, we are not going to lock at Language Leader. Instead, we will talk about education in
general. Make sure to check out this week's video and handout before the speaking lesson.

How School Makes Kids L... Mote Taking Sheet.docx
YouTube videosu 8 dakika Word

sezen tosun

g 195w :

Hi everyone! Sorry for sending the video z little bit late! Please look at unit 4.3 “scenario part” and complete the notes while
listening!

19 Feb 2020 22:44
Video

> B>
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APPENDIX-F: A sample video lecture on “Describing People-personality &

1. What is he/she like? (personality)

A: What is your new teacher like?
B: She seems nice and friendly.

2. What does he/she look like?
(appearance)

A: What does your new classmate look
like?

B: He is very good-looking. He is tall and
he has got dark, brown hair and blue
eyes.

3. What does she/he like? (interests)

appearance”

ADJECTIVES & THEIR OPPOSITES

. polite

. friendly

. confident

. nice

. cheerful

. hard-working
. clever

. chatty

a. shy

b. horrible
c. rude

d. miserable
e. unfriendly
f. stupid

g. quiet

h. lazy
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APPENDIX-G: CEFR Common Reference Levels

Table 1. Common Reference Levels: global scale

Proficient
User

c2

Can understand with ease virtually everything heard or read. Can summarise
information from different spoken and written sources, reconstructing
arguments and accounts in a coherent presentation. Can express him/herself
spontaneously, very fluently and precisely, differentiating finer shades of
meaning even in more complex situations.

(&

Can understand a wide range of demanding, longer texts, and recognise
implicit meaning. Can express him/herself fluently and spontaneously
without much obvious searching for expressions. Can use language flexibly
and effectively for social, academic and professional purposes. Can produce
clear, well-structured, detailed text on complex subjects, showing controlled
use of organisational patterns, connectors and cohesive devices.

Independent
User

B2

Can understand the main ideas of complex text on both concrete and
abstract topics, including technical discussions in his/her field of
specialisation. Can interact with a degree of fluency and spontaneity that
makes regular interaction with native speakers quite possible without strain
for either party. Can produce clear, detailed text on a wide range of subjects
and explain a viewpoint on a topical issue giving the advantages and
disadvantages of various options.

B1

Can understand the main points of clear standard input on familiar matters
regularly encountered in work, school, leisure, etc. Can deal with most
situations likely to arise whilst travelling in an area where the language is
spoken. Can produce simple connected text on topics which are familiar or of
personal interest. Can describe experiences and events, dreams, hopes and
ambitions and briefly give reasons and explanations for opinions and plans.

Basic
User

Can understand sentences and frequently used expressions related to areas of
most immediate relevance (e.g. very basic personal and family information,
shopping, local geography, employment). Can communicate in simple and
routine tasks requiring a simple and direct exchange of information on
familiar and routine matters. Can describe in simple terms aspects of his/her
background, immediate environment and matters in areas of immediate
need.

Al

Can understand and use familiar everyday expressions and very basic phrases
aimed at the satisfaction of needs of a concrete type. Can introduce
him/herself and others and can ask and answer questions about personal
details such as where he/she lives, people he/she knows and things he/she
has. Can interact in a simple way provided the other person talks slowly and
clearly and is prepared to help.
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APPENDIX- H: Analysis of the L2-SRL Questionnaire - Control group/ Pre-

test
>
[
c a
g |3
z | = n
1. Kullanidiklari baglamlari anlamak igin yabanci dilde 6grendigim 40 (275 | 742

yeni s6zcukleri internetten arastiririm.

2. Bagkalariyla gevrimici olarak yabanci dilde pratik yaparak o dilin

yapisi hakkinda cikarimlarda bulunurum. 0| 1A 597

3. Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanilan benzer |40 |[228 | 877
sOzcuklere dikkat ederim.

4. Yabanci dilde ihtiyacim olan sézcuk aklma gelmediginde kendime
kot hissetmek yerine baska bir s6zcuk kullanarak motivasyonumu | 40 | 215 |,700
arttirrm.

5. Konugsma esnasinda dogru s6zcugu bulamadigimda yerine baska

. > N o 40 |[315 |,802
s6zcuk kullanmak kendimi o an iyi hissetmemi saglar.

6. Yabanci dil kullanimi igin ihtiyacim olan s6zcuk i¢in en iyi gevrimigi

. . RSN 40 315 |52
sOzlukten faydalanmak kendime olan guvenimi artirir.

7. Yabanci dil calisirken baskalariyla beraber calismayi tercih ederim. | 40 | 195 | 846

8. Yabanci dilde bir metinde bilmedigim bir s6zcigin anlamini 40 | 217 | 636
ogretim elemanima sorarim.
9. Yabanci dilde bir metinde bilmedigim bir s6zcigin anlamini 40 | 237 | 628

arkadagima sorarim.

10. Yapacagimiz c¢aligma ile ilgili sdylenenleri anlamazsam,

e S 40 [293 |,829
arkadasimdan bana anlatmasi icin yardim isterim.

11. Yabanci dilde yapilan bir konusmayi anlayamadigimda devamlilig 40 1235 |.802
saglamak icin anliyormus gibi davranirm.

12. Derslerde yapilan aciklamalara dikkat ederim. 40 ]335 |,580

13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirm. 40 1305 |.639

14. Yabanci dil 6grenirken uzun vadede amaclarimi belirlerim. 40 | 288 | 822

15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler 40 (275 | .899
belirlerim.

16. Yaptigim caligmalarin baskalariyla iletisim gerektirip 40 1250 | 877
gerektirmedigini disunuram.

17. Mezun olduktan sonra yabanci dili kullanabilecedim olanaklar 40 345 |.783
dusunuruam.

18. Odev yapmaya hazrrlandigimda daha énceden benzer bir sey 40 1253 | 847

yapip yapmadidimi disunirdm.

19. Bilgisayardaki dosyalarimi yabanci dildeki 6devlerimi ve notlarimi

kolay bir sekilde bulabilmek icin diizenlerim. B e e

20. Yabanci dil derslerindeki konularla ilgili disuk not almayi 6nlemek

icin daha cok calisirm. 10| 200 7T

21. Calismayi bitirdigimde motivasyonumu arttiracak bir aktiviteyle 40 1253 |90
kendimi odullendiririm.

22. Yabanci dilbilgisi kurallarini sinifta anlatimadan 6nce daha
onceden okumus oldugum metinlerden anlamaya ¢alismak 40 [215 | 975
kendime olan guvenimi arttirir.
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23. Yabanci dilde hata yaptigimda kendimi kotl hissetmemeye 40 1250 |.679
caligirm.

24. Yabanci dil derslerinin zor kisimlarini tahmin ederek 40 (230 |.723
motivasyonumun bozulmasina engel olurum.
25. Yabanci dilde ¢alismalarimi daha ilging hale getirmek igin 20 |233 | a2
kisisellestiririm. ’ '
26. Yabanci dil galigirken sikiirsam yeni bir strateji kullanmam 40 (270 | 823
gerektigini disunurum.

27. Ogrenme stratejilerimi gézden gegirerek hangilerinin uzun vadede 40 |245 | 00a
motivasyonumu artiracaginin degerlendirmesini yaparim.

28. Ozellikle uzun bir calisma esnasinda motivasyonumu birgok kez 40 | 263 |.740
kontrol ederim.
29. Yabanci dilde yapilan konusma esnasinda kullanilan benzer 0 |280 | 687
sOzcuklere dikkat ederek kendimi guvende hissederim. ’ ’
30. Dénem sonunda performansimi gézden gecgirmek ulasmak 20 |280 | 701
istedidim hedef agisindan kendimi iyi hissetmemi saglar. ’ ’
31. Baskalariyla yabanci dilde ileri diizeyde iletisim kurabilmek igin 40 | 268 | ,997
belirledigim hedefleri gdzden gegiririm.

32. Yabanci dilde iletisim kurarken konusmayi anlayip anlamadigimi 40 | 3,20 | 687
kontrol ederim.

33. Yabanci bir insani 6zellikle aksan agisindan 6rnek alirim. 40 | 263 1'83

34. Yabanci bir insani konusurken yaptigi hareketler agisindan 6rnek 40 | 235 | ,949
alirm.

35. Yabanci bir insanin geng, yasli ve karsi cinsten birileriyle nasil a0 | 273 | s

iletisim kurdugunu 6rnek alirm.
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APPENDIX- I: Analysis of the L2-SRL Questionnaire - Control group/ Post-
test

Std. Dev.

ko))
g
©

1. Kullanildiklari baglamlari anlamak igin yabanci dilde 6drendigim yeni | 36 | 2,92
sozcukleri internetten arastirirm.

2. Bagkalariyla gevrimici olarak yabanci dilde pratik yaparak o dilin 36 | 156 | 607
yapisi hakkinda cikarimlarda bulunurum. ' '

3. Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanllan benzer 36 | 2,67 | ,586
sOzcuklere dikkat ederim.

4. Yabanci dilde ihtiyacim olan sézcuk aklma gelmediginde kendime
kotl hissetmek yerine baska bir s6zcuk kullanarak motivasyonumu 36 | 2,50 | ,609
arttirmm.

5. Konugsma esnasinda dogru s6zcugu bulamadigimda yerine baska

s6zcuk kullanmak kendimi o an iyi hissetmemi sagdlar. 36 | 3,33 ,586

6. Yabanci dil kullanimi igin ihtiyacim olan s6zcuk i¢in en iyi ¢gevrimigi 36 | 308 | 841
sOzlukten faydalanmak kendime olan guvenimi artirir. ’ ’

7. Yabanci dil calisirken baskalariyla beraber calismayi tercih ederim. 36 | 2,44 | ;773

8. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini égretim | 36 | 2,47 | ,736
elemanima sorarim.

9. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini 36 | 2,47 | ,696
arkadagsima sorarim.

10. Yapacagimiz caligma ile ilgili sdylenenleri anlamazsam, 36 | 283 561
arkadasimdan bana anlatmasi icin yardim isterim. ' '
11. Yabanci dilde yapilan bir konusmay! anlayamadigimda devamliligi 36 | 2,28 | , 779

saglamak i¢in anliyormus gibi davranirm.
12. Derslerde yapilan aciklamalara dikkat ederim. 36 | 3,36 | ,639
13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirim. 36 | 3,14 | ,639
14. Yabanci dil 6grenirken uzun vadede amaclarimi belirlerim. 36 | 2,97 | ,736
15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler 36 | 297 | ,774
belirlerim.

16. Yaptigim calismalarin bagkalariyla iletisim gerektirip gerektirmedigini | 36 | 2,69 | ,668
dusundrdam.

17. Mezun olduktan sonra yabanci dili kullanabilecegim olanaklari 36 | 3,64 | ,593
disunurim.

18. Odev yapmaya hazrrlandigimda daha dénceden benzer bir sey yapip | 36 | 3,03 | ,696
yapmadigimi disunuram.

19. Bilgisayardaki dosyalarimi yabanci dildeki odevlerimi ve notlarimi 36 | 233 1,17
kolay bir sekilde bulabilmek igin dizenlerim. ' 1
20. Yabanci dil derslerindeki konularla ilgili diguk not almayi dnlemek 36 | 292 | 770

icin daha ¢ok caliginm.

21. Calismay! bitirdigimde motivasyonumu arttiracak bir aktiviteyle 36 | 2,44 | ,809
kendimi 6dullendiririm.

22. Yabanci dilbilgisi kurallarini sinifta anlatimadan once daha énceden
okumus oldugum metinlerden anlamaya c¢alismak kendime olan 36 | 2,36 | ,683
guvenimi arttirir,
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23. Yabanci dilde hata yaptigimda kendimi kot hissetmemeye calisirm. | 36 | 2,53 | ,560
24. Yabanci dil derslerinin zor kisimlarini tahmin ederek 36 | 2,56 | ,809
motivasyonumun bozulmasina engel olurum.
25. Yabanci dilde calismalarimi daha ilging hale getirmek icin
kisisellestiririm. 36| 228 .01
26. Yabanci dil ¢calisirken sikiirsam yeni bir strateji kullanmam 36 | 253 | ,774
gerektigini disunuram.
27. Ogrenme stratejilerimi gozden gegirerek hangilerinin uzun vadede
. y g ) - 36 | 2,42 | ,770
motivasyonumu artiracaginin degerlendirmesini yaparim.
28. Ozellikle uzun bir galisma esnasinda motivasyonumu birgok kez 36 | 2,78 | , 722
kontrol ederim.

29. Yabanci dilde yapillan konugsma esnasinda kullanlan benzer 36 | 281 | 577
sOzcuklere dikkat ederek kendimi givende hissederim. ' '
30. Dénem sonunda performansimi gézden gecgirmek ulasmak istedigim 36 | 289 | 747
hedef acisindan kendimi iyi hissetmemi sagdlar. ' ’
31. Baskalariyla yabanci dilde ileri dliizeyde iletisim kurabilmek icin 36 | 2,78 | ,866

belirledigim hedefleri gdzden gegiririm.
32. Yabanci dilde iletisim kurarken konusmayi anlayip anlamadigimi 36 | 3,08 | ,770
kontrol ederim.
33. Yabanci bir insani 6zellikle aksan agisindan 6rnek alirm. 36 | 2,58 | ,806
34. Yabanci bir insani konusurken yaptigi hareketler agisindan ornek 36 | 2,61 | ,838
alirm.
35. Yabanci bir insanin geng, yasli ve kargi cinsten birileriyle nasil
iletisim kurdugunu o6rnek alirm. 36 |264,798
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APPENDIX-J: Analysis of the L2-SRL Questionnaire — Experimental group/

Pre-test

G>)'
- a
S 3o
z | = n
1. Kullanildiklar1 baglamlari anlamak igin yabanci dilde 6grendigim 41 | 2,56 | ,634
yeni sGzcukleri internetten arastiririm.
2. Bagkalariyla gevrimici olarak yabanci dilde pratik yaparak o dilin
41 | 1,61 | ,666
yapisi hakkinda cikarimlarda bulunurum.
3. Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanilan benzer | 41 | 2,54 | ,711
sOzcuklere dikkat ederim.
4. Yabanci dilde ihtiyacim olan s6zcuk aklma gelmediginde kendime
kot hissetmek yerine baska bir s6zcuk kullanarak 41 | 2,37 | ,698
motivasyonumu arttirirm.
5. Konusma esnasinda dogru s6zcugu bulamadigimda yerine bagka
. N O D 41 (2,90 | ,800
s6zcuk kullanmak kendimi 0 an iyi hissetmemi saglar.
6. Yabanci dil kullanimi igin ihtiyacim olan s6zcuk i¢in en iyi gevrimigi
. . AP 41 | 3,05 | ,773
soOzlukten faydalanmak kendime olan guvenimi artirir.
7. Yabanci dil ¢calisirken bagkalariyla beraber ¢aligmayi tercih 41 | 2,05 | ,773
ederim.
8. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini 41 (2,49 | 675
ogretim elemanima sorarim.
9. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini 41 | 2,68 | ,650
arkadagsima sorarim.
10. Yapacagimiz calisma ile ilgili sGylenenleri anlamazsam, 11 | 276 734
arkadasimdan bana anlatmasi igin yardim isterim. ’ ’
11. Yabanci dilde yapilan bir konusmay! anlayamadigimda devamlhigr | 41 | 2,22 | ,822
saglamak i¢in anliyormus gibi davranirm.

12. Derslerde yapillan agiklamalara dikkat ederim. 41 | 3,22 | ,571

13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirm. 41 | 3,12 | ,781

14. Yabanci dil 6grenirken uzun vadede amaclarimi belirlerim. 41 | 2,98 ,908

15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler 41 (3,00 | ,975
belirlerim.

16. Yaptigim caligmalarin baskalariyla iletisim gerektirip 41 | 2,56 ,808
gerektirmedigini dusunuram.

17. Mezun olduktan sonra yabanci dili kullanabilecegim olanaklari 41 | 3,34 ,693
disundrim.

18. Odev yapmaya hazirlandigimda daha énceden benzer bir sey 41 | 2,78 | ,822
yapip yapmadidimi dusunuruim.

19. Bilgisayardaki dosyalarimi yabanci dildeki 6devlerimi ve notlarimi

. . . . ) 41 (2,15 | 1,131

kolay bir sekilde bulabilmek icin duzenlerim.

20. nganm dil derslerindeki konularla ilgili duguk not almayl onlemek 4 | 285| 792
icin daha ¢ok calisirm.

21. Calismay! bitirdigimde motivasyonumu arttiracak bir aktiviteyle 41 | 2,76
kendimi odullendiririm. ,916
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22.Yabanci dilbilgisi kurallarini sinifta anlatimadan 6nce daha
onceden okumus oldugum metinlerden anlamaya ¢alismak 41 | 2,68 | ,879
kendime olan glvenimi arttirir.

23. Yabanci dilde hata yaptigimda kendimi kotl hissetmemeye 41 | 2,39 | ,703
calisirm.

24. Yabanci dil derslerinin zor kisimlarini tahmin ederek 41 | 2,34 | ,762
motivasyonumun bozulmasina engel olurum.

25. Y_apanm qn_d_e calismalarimi daha ilging hale getirmek igin 41 | 229 716
kisisellestiririm.

26. Yabanci dil galigirken sikilirsam yeni bir strateji kullanmam 41 | 2,61 | ,802
gerektigini dusundrim.
27. Ogrenme stratejilerimi gdzden gecirerek hangilerinin uzun vadede 21 | 266 855
motivasyonumu artiracaginin degerlendirmesini yaparim. ’ '
28. Ozellikle uzun bir galisma esnasinda motivasyonumu birgok kez 41 | 2,66 | ,825
kontrol ederim.

29. Yabanci dilde yapillan konusma esnasinda kullanilan benzer 21 | 280 843
sOzcuklere dikkat ederek kendimi guvende hissederim. ’ '

30. Dénem sonunda performansimi gdézden gecgirmek ulasmak
. . LI o 41 (2,93 | ,877
istedigim hedef acisindan kendimi iyi hissetmemi saglar.

31. Bagkalariyla yabanci dilde ileri duzeyde iletisim kurabilmek igin 41 | 2,63 | 1,019
belirledigim hedefleri gdzden gegiririm.

32. Yabanci dilde iletigim kurarken konugmayi anlayip anlamadigimi 41 | 3,12 | ,678
kontrol ederim.

33. Yabanci bir insani 6zellikle aksan acgisindan ornek alirim. 41 12,49 | ,978

34. Yabanci bir insani konusurken yaptigi hareketler agisindan érnek | 41 | 2,22 | ,881
alirm.

35. Yabanci bir insanin geng, yasli ve karsi cinsten birileriyle nasil 41| 259 | 741

iletisim kurdugunu 6rnek alirm.
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APPENDIX-K: Analysis of the L2-SRL Questionnaire — Experimental group/

Post-test

3
- a
S e
z | = N
1. Kullanidiklari baglamlari anlamak igin yabanci dilde 6drendigim 41 | 2,93 | 721
yeni sézcukleri internetten arastirirm.
2. Baskalariyla gevrimigi olarak yabanci dilde pratik yaparak o dilin
41 | 1,88 | ,842
yapisi hakkinda cikarimlarda bulunurum.
3. Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanilan benzer | 41 | 2,78 | ,725
sdzcuklere dikkat ederim.
4. Yabanci dilde ihtiyacim olan s6zcuk aklima gelmediginde kendime
kot hissetmek yerine baska bir s6zcuk kullanarak 41 | 2,66 | ,693
motivasyonumu arttirirm.
5. Konugsma esnasinda dogru s6zcugu bulamadidimda yerine bagka
N A 2 D 41 | 3,10 | ,831
s6zcuk kullanmak kendimi 0 an iyi hissetmemi saglar.
6. Yabanci dil kullanimi igin ihtiyacim olan s6zcuk i¢in en iyi gevrimigi
o . AP 41 | 295 | ,773
sozlukten faydalanmak kendime olan guvenimi artirir.
7. Yabanci dil galisirken bagkalariyla beraber galigmayi tercih 41 | 2,24 | ,799
ederim.
8. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini 41 | 2,56 | ,776
ogretim elemanima sorarim.
9. Yabanci dilde bir metinde bilmedigim bir s6zcugun anlamini 41 | 2,59 | ,836
arkadasima sorarim.
10. Yapacagimiz calisma ile ilgili sdylenenleri anlamazsam, 11 | 283 704
arkadasimdan bana anlatmasi igin yardim isterim. ’ ’
11. Yabanci dilde yapilan bir konusmay anlayamadigimda devamlihgr | 41 | 2,34 | ,617
saglamak i¢in anliyormus gibi davranirm.
12. Derslerde yapilan acgiklamalara dikkat ederim. 41 | 3,49 | ,506
13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirm. 41 [ 3,15 | ,691
14. Yabanci dil grenirken uzun vadede amaclarimi belirlerim. 41 [ 3,00 | ,866
15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler 41 |1 2,95 | ,921
belirlerim.
16. Yaptigim calismalarin baskalariyla iletisim gerektirip 41 | 2,76 | ,663
gerektirmedigini dusunuram.
17. Mezun olduktan sonra yabanci dili kullanabilecedim olanaklari 41 | 3,59 | ,591
disundrim.
18. Odev yapmaya hazirlandigimda daha énceden benzer bir sey 41 | 2,73 | ,837
yapip yapmadidimi dusunurim.
19. Bilgisayardaki dosyalarimi yabanci dildeki 6devlerimi ve notlarimi
: ) ) . ) 41 | 2,76 | 1,135
kolay bir sekilde bulabilmek i¢cin duzenlerim.
20. _nganm dil derslerindeki konularla ilgili disuk not almayi onlemek 41 | 278 | 613
icin daha ¢ok caligirm.
21. Calismay bitirdigimde motivasyonumu arttiracak bir aktiviteyle 41 | 2,49 | 1,028

kendimi odullendiririm.
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22.Yabanci dilbilgisi kurallarini sinifta anlatimadan 6énce daha
onceden okumus oldugum metinlerden anlamaya ¢alismak 41 | 2,83 | ,738
kendime olan guvenimi arttirir.

23. Yabanci dilde hata yaptigimda kendimi kotu hissetmemeye 41 | 2,61 | 771
calisirm.

24. Yabanci dil derslerinin zor kisimlarini tahmin ederek 41 | 2,39 | ,737
motivasyonumun bozulmasina engel olurum.

25. Yapanm clhl_d.e caligmalarmi daha ilging hale getirmek igin 41 | 249 | 779
kisisellestiririm.

26. Yabanci dil ¢caligirken sikilirsam yeni bir strateji kullanmam 41 | 2,83 | ,892
gerektigini disunurim.
27. Ogrenme stratejilerimi gézden gegirerek hangilerinin uzun vadede 21 | 261 | 833
motivasyonumu artiracaginin degerlendirmesini yaparim. ’ ’
28. Ozellikle uzun bir calisma esnasinda motivasyonumu birgok kez 41 | 2,49 | ,840
kontrol ederim.

29. Yabanci dilde yapilan konusma esnasinda kullanilan benzer a1 | 302] 570
sozcuklere dikkat ederek kendimi guvende hissederim. ’ ’

30. Dénem sonunda performansimi gézden gecirmek ulasmak
. . AT o 41 | 2,98 | ,758
istedigim hedef acisindan kendimi iyi hissetmemi saglar.

31. Bagkalariyla yabanci dilde ileri dizeyde iletisim kurabilmek igin 41 | 2,80 | ,749
belirledigim hedefleri gbzden gegiririm.

32. Yabanci dilde iletisim kurarken konugmayi anlayip anlamadigimi 41 | 3,54 | ,552
kontrol ederim.

33. Yabanci bir insani 6zellikle aksan acgisindan drnek alirim. 41 | 259 | ,836

34. Yabanci bir insani konusurken yaptigi hareketler acisindan 6rnek | 41 | 2,22 | ,852
alirm.

35. Yabanci bir insanin geng, yasli ve karsi cinsten birileriyle nasil 41 | 2,66 | 855

iletisim kurdugunu 6rnek alirm.
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APPENDIX- L: Analysis of the FLCA Questionnaire - Control group/ Pre-test

2
- a)
3 e
z | = n
1. Yabanci dil derslerinde konusurken kendimden asla emin 40 | 2,62 | ,925
olamiyorum.
2. Yabanci dil derslerinde hata yapmak beni endigelendirmiyor. 40 | 3,15 | ,949
3. Yabanci dil derslerinde bana s6z verilecegi zaman titriyorum. 40 | 3,32 | 1,228
4. Ogretmenin yabanci dilde séylediklerini anlamamak beni korkutuyor. 40 | 3,03 | 1,310
5. Daha fazla yabanci dil dersine girsem bile sikimam. 40 | 3,73 | 1,261
6. Yabanci dil derslerinde kendimi dersten baska seyler distnurken
buluyorum. 40 | 2,83 | 931
7. Diger 6grencilerin yabanci dil konusunda benden daha iyi olduklarini 40 | 2,90 | ,982
dusunuyorum.
8. Yabanci dil derslerinin sinaviarinda genellikle rahatim. 40 | 3,12 | ,992
9. Yabanci dil derslerinde hazirliksiz konusmam gerektiginde panik 40 | 2,43 | ,984

olmaya basgliyorum.

10. Yabanci dil derslerinde basarisiz olmamin sonuglari beni

. o 40 | 2,15 | 1,231
endiselendiriyor.

11. Bazi insanlarin yabanci dil derslerinde neden mutsuz olduklarini 40 | 3,55 | ,783
anlamiyorum.

12.Yaban0| (.1I.| derslerinde bildigim seyleri unuttugumda ¢ok 40 | 2,15 | 893
sinirlenebiliyorum.

13. Yabanci dil derslerinde parmak kaldirmaya utaniyorum. 40 | 3,68 | 1,163

14. Yabanci dilimi ana dili olarak kullanan biriyle konusurken 40 | 2,88 | 1,202
gerilmezdim.

15. Ogretmenimin yaptigi diizeltmeyi anlamadigimda GizGliiyorum. 40 (2,88 | 1,114

16. Cok iyi hazirlanmis olsam bile yabanci dil dersinde kaygil 40 | 2,83 | 1,010
hissediyorum.

17. Siklikla yabanci dil derslerine gitmeyi istemiyorum. 40 | 2,98 | 1,074

18. Yabanci dil derslerinde konusurken kendime glveniyorum. 40 | 3,08 | ,829

19. Yabanci dil 6gretmenim yaptigim her hatayi dizeltecek diye 40 | 3.88 | 939
korkuyorum.

20. Yabanci dil derslerinde bana seslenildigi zaman kalbimin garptigini 40 | 3,00 | 1,109

hissedebiliyorum.

21. Yabanci dil dersinin sinavina ne kadar ¢ok calisirsam kafam o kadar | 40 | 3,45 | 1,061
karisiyor.

22.Y.aban0|' dil derslerine c¢ok iyi hazirlaninca kendimi baski altinda 40 | 2,63 | 1,055
hissetmiyorum.
23. Diger ogrencilerin yabanci dili benden daha iyi konustuklarini her 40 | 3,37 | 1,102

zaman hissediyorum.

24. Diger ogrencilerin 6ninde yabanci dilde konusurken ¢ok sikildigimi 40 | 2,90 | 1,033
hissediyorum.

25. Yabanci dil dersleri 6yle hizli ilerliyor ki geride kalmaktan
endiseleniyorum. 40 | 3,20 | 1,265

26. Yabanci dil derslerinde diger derslerdekinden daha gergin ve sinirli 40 | 3,03 | 1,074
hissediyorum.
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27.Yabanci dil dersinde konusurken sinirleniyorum ve kafam karisiyor. 40 | 3,50 | ,987
28. Yabanci dil dersine giderken kendimi rahat ve guvenli hissediyorum. 40 | 3,08 | ,829
29. Yabanci dil 6gretmenimin soylediklerini kelimesi kelimesine
anlayamayinca sinirleniyorum. 40 1340 1,128
30. gggjcgrl- dil konugsmam igin 6grenmem gereken kurallarin sayisi beni 40 | 2,60 | 1,172
31. Yabanci dilde konusurken diger 6grencilerin bana guleceklerinden 40 | 3,85 | 1,075
korkuyorum.
32. Ogrendigim yabanci dili ana dili olarak kullananlarin yaninda kendimi | 40 | 2,75 | 1,214
muhtemelen rahat hissederdim.
33. Yabanc! dil 6gretmeni hazirlanmadidim yerlerden soru sordugunda 40 | 3,58 | 1,010

sinirleniyorum.
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APPENDIX- M: Analysis of the FLCA Questionnaire - Control group/ Post-

test

>
c | a8
g |2
z | = )
1. Yabanci dil derslerinde konusurken kendimden asla emin 36 | 2,72 | ,815
olamiyorum.
2. Yabanci dil derslerinde hata yapmak beni endigelendirmiyor. 36 | 253 | ,736
3. Yabanci dil derslerinde bana s6z verilecegi zaman titriyorum. 36 | 3,311,142
4. Ogretmenin yabanci dilde sdylediklerini anlamamak beni
korkutuyor. 361308 1,105
5. Daha fazla yabanci dil dersine girsem bile sikimam. 36 | 3,00 | 1,042
6. Yabanci dil derslerinde kendimi dersten baska seyler dusunurken
buluyorum. 36 |294 | ,924
7. Diger ogrencilerin yabanci dil konusunda benden daha iyi 36 | 2,78 | 1,045
olduklarini digunuyorum.
8. Yabanci dil derslerinin sinavlarinda genellikle rahatim. 36 | 3,14 | 1,018
9. Yabanci dil derslerinde hazirliksiz konugsmam gerektiginde panik 36 | 2,58 | 1,105
olmaya basliyorum.
10. Yabgnm dl! Qerslerlnde basarisiz olmamin sonuclari beni 36 | 206 | 860
endiselendiriyor.
11. Bazi insanlarin yabanci dil derslerinde neden mutsuz olduklarini 36 | 3,22 | 1,017
anlamiyorum.
12. Y_al_)anm <_j|_l derslerinde bildigim seyleri unuttugumda cok 36 | 228 | 882
sinirlenebiliyorum.
13. Yabanci dil derslerinde parmak kaldirmaya utaniyorum. 36 | 3,36 | 1,099
14. Yabanci dilimi ana dili olarak kullanan biriyle konusurken 36 | 3,31 | 1,009
gerilmezdim.
15. Ogretmenimin yapti§i diizeltmeyi anlamadigimda Gz Gliyorum. 36 [ 2,92 ] 1,079
16. Cok iyi hazirlanmis olsam bile yabanci dil dersinde kaygili 36 | 3,25 | ,996
hissediyorum.
17. SKklikla yabanci dil derslerine gitmeyi istemiyorum. 36 |3,22 | 1,017
18. Yabanci dil derslerinde konugurken kendime guveniyorum. 36 | 3,08 | ,806
19. Yabanci dil 6gretmenim yaptigim her hatayi duzeltecek diye 36 | 381 | 856
korkuyorum.
20. Yabarim dlllderslerl.n.de bana seslenildigi zaman kalbimin 36 | 2,07 | 1,108
carptigini _hissedebiliyorum.
21. Yabanci dil dersinin sinavina ne kadar ¢ok calisirsam kafam o 36 | 3,53 | ,878
kadar karisiyor.
22. Yabanci dil derslerine ¢ok iyi hazirlaninca kendimi baski altinda
hissetmiyorum. 36 | 2,67 862
23. Diger ogrencilerin yabanci dili benden daha iyi konustuklarini her 36 | 3,19 | 1,167
zaman hissediyorum.
24. Diger ogrencilerin 6nunde yabanci dilde konugurken ¢ok 36 | 3,22 | 1,045
sikildigimi hissediyorum.
25. Yabanci dil dersleri oyle hizh ilerliyor ki geride kalmaktan 36 | 2.64 | 1,046

endiseleniyorum.
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26. Yabanci dil derslerinde diger derslerdekinden daha gergin ve 36 | 3,22 | ,959
sinirli hissediyorum.

27.Yabanci dil dersinde konusurken sinirleniyorum ve kafam 36 | 342 | 996
karisiyor.

28. Yabanci dil dersine giderken kendimi rahat ve guvenli 36 | 2,69 | ,822
hissediyorum.

29. Yabanci dil ogretr_ngmmm soylediklerini kelimesi kelimesine 36 | 322 | 1,017
anlayamayinca sinirleniyorum.

30. Yab.anct dil konugsmam ic¢in 6grenmem gereken kurallarin sayisi 36 | 239 | 871
beni boguyor.

31. Yabanci dilde konusurken diger 6grencilerin bana guleceklerinden | 36 | 3,50 | 1,028
korkuyorum.

32. Ogrendigim yabanci dili ana dili olarak kullananlarin yaninda 36 | 3,03 | ,941
kendimi muhtemelen rahat hissederdim.

33. Yabanci dil 6gretmeni hazirlanmadigim yerlerden soru 36 | 3,47 | ,845
sordugunda sinirleniyorum.
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APPENDIX- N: Analysis of the FLCA Questionnaire - Experimental group/

Pre-test

3

c a

3 e

z | = )
1. Yabanci dil derslerinde konusurken kendimden asla emin 41 | 2,24 | ,916

olamiyorum.

2. Yabanci dil derslerinde hata yapmak beni endiselendirmiyor. 41 | 3,15 | 1,131
3. Yabanci dil derslerinde bana s6z verilecegi zaman titriyorum. 41 | 3,17 | 1,202
4. Ogretmenin yabanci dilde sdylediklerini anlamamak beni a1 1271 | 1146

korkutuyor. ' '
5. Daha fazla yabanci dil dersine girsem bile sikimam. 41 | 3,54 | 1,142

6. Yabanci dil derslerinde kendimi dersten baska seyler dusunurken

buluyorum. 41 | 2,68 | 1,128

7. Diger 6grencilerin yabanci dil konusunda benden daha iyi 41 | 2,78 | 1,084
olduklarini dusunuyorum.
8. Yabanci dil derslerinin sinavlarinda genellikle rahatim. 41 | 2,98 | 1,107

9. Yabanci dil derslerinde hazirliksiz konugsmam gerektiginde panik 41 | 2,15 | 1,014
olmaya basliyorum.

10. Yabanci dil derslerinde basarisiz olmamin sonuglari beni

. . 41 | 2,02 | ,935
endiselendiriyor.

11. Bazi insanlarin yabanci dil derslerinde neden mutsuz olduklarini 41 | 3,46 | ,977
anlamiyorum.

12. Y_at_>anC| c_il_l derslerinde bildigim seyleri unuttugumda ¢ok 41 | 2,49 | 1,165
sinirlenebiliyorum.

13. Yabanci dil derslerinde parmak kaldirmaya utaniyorum. 41 | 3,32 | 1,213

14. Yabanci dilimi ana dili olarak kullanan biriyle konusurken 41 | 3,12 | 1,122
gerilmezdim.

15. Ogretmenimin yaptigi diizeltmeyi anlamadigimda Gz lilyorum. 41 |1 2,46 | 1,098

16. Cok iyi hazirlanmis olsam bile yabanci dil dersinde kaygili 41 | 2,76 | 1,113
hissediyorum.

17. Sklikla yabanci dil derslerine gitmeyi istemiyorum. 41 13,24 | 1,280

18. Yabanci dil derslerinde konusurken kendime guveniyorum. 41 | 3,17 | 919

19. Yabanci dil 6gretmenim yaptigim her hatay! dizeltecek diye 41 | 339 | 1,022
korkuyorum.

20. Yabar10| dll_derslerlln.de bana seslenildigi zaman kalbimin 41 | 2,88 | 1,122
carptigini hissedebiliyorum.

21. Yabanci dil dersinin sinavina ne kadar ¢cok calisirsam kafam o 41 | 3,37 | 1,067

kadar karigiyor.

22. Yabanci dil derslerine ¢ok iyi hazirlaninca kendimi baski altinda
hissetmiyorum. 41 | 2,49 | 978

23. Diger ogrencilerin yabanci dili benden daha iyi konustuklarini her 41 | 3,32 | ,986
zaman hissediyorum.

24. Diger ogrencilerin 6nunde yabanci dilde konusurken ¢ok 41 | 3,29 | 1,123
sikildigimi hissediyorum.

25. Yabanci dil dersleri dyle hizh ilerliyor ki geride kalmaktan

. . 41 | 2,85 | 1,085
endiseleniyorum.
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26. Yabanci dil derslerinde diger derslerdekinden daha gergin ve 41 | 3,15 | 1,131
sinirli hissediyorum.

27. Yabanci dil dersinde konusurken sinirleniyorum ve kafam 41 | 3.46 | 1,002
karisiyor.

28. Yabanci dil dersine giderken kendimi rahat ve guvenli 41 (2,98 | ,961
hissediyorum.

29. Yabanci dil ogretm_enlmln sOylediklerini kelimesi kelimesine 41 | 3,00 | 1,118
anlayamayinca sinirleniyorum.

30. Yab_anct dil konugsmam igin 6grenmem gereken kurallarin sayisi 41 | 232 | 907
beni boguyor.

31. Yabanci dilde konusurken diger 6grencilerin bana guleceklerinden | 41 | 3,44 | 1,163
korkuyorum.

32. Ogrendigim yabanci dili ana dili olarak kullananlarin yaninda 41 | 3,10 | 1,158
kendimi muhtemelen rahat hissederdim.

33. Yabanci dil 6gretmeni hazirlanmadigim yerlerden soru 41 | 3,29 | 1,006

sordugunda sinirleniyorum.
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APPENDIX- O: Analysis of the FLCA Questionnaire - Experimental group/

Post-test

>
c | 8
g |3
z | S )
1. Yabanci dil derslerinde konusurken kendimden asla emin 41 | 2,41 | ,741
olamiyorum.
2. Yabanci dil derslerinde hata yapmak beni endigelendirmiyor. 41 | 3,15 | 1,014
3. Yabanci dil derslerinde bana s6z verilecegi zaman titriyorum. 41 | 3,27 | 1,096
4. Ogretmenin yabanci dilde sdylediklerini anlamamak beni
korkutuyor. 412,76 | 1,067
5. Daha fazla yabanci dil dersine girsem bile sikimam. 41 | 3,37 | ,968
6. Yabanci dil derslerinde kendimi dersten baska seyler
dusundrken buluyorum. 412,61 1,093
7. Diger ogrencilerin yabanci dil konusunda benden daha iyi 41 | 2,73 | ,867
olduklarini digunuyorum.
8. Yabanci dil derslerinin sinavlarinda genellikle rahatim. 41 | 2,88 | 1,122
9. Yabanci dil derslerinde hazirliksiz konugsmam gerektiginde 41 | 2,39 | 1,022
panik olmaya basliyorum.
10. Yabgnm dl! fjerslerlnde basarisiz olmamin sonuglari beni 41 | 1.83 | 863
endiselendiriyor.
11. Bazi insanlarin yabanci dil derslerinde neden mutsuz 41 | 3,39 | ,945
olduklarini anlamiyorum.
12. Y_al_)an0| <_j|_l derslerinde bildigim seyleri unuttugumda cok 41 | 2,27 | 1,025
sinirlenebiliyorum.
13. Yabanci dil derslerinde parmak kaldirmaya utaniyorum. 41 | 3,61 | ,997
14. Yabanci dilimi ana dili olarak kullanan biriyle konusurken 41 | 3,10 | ,970
gerilmezdim.
15. Ogretmenimin yapti§i diizeltmeyi anlamadigimda Gz Gliyorum. 41 12,83 | 1,116
16. Cok iyi hazirlanmis olsam bile yabanci dil dersinde kaygil 41 | 2,85 | 1,062
hissediyorum.
17. SKklikla yabanci dil derslerine gitmeyi istemiyorum. 41 |3,29 [ 1,055
18. Yabanci dil derslerinde konusurken kendime guveniyorum. 41 | 3,05 | ,805
19. Yabanci dil 6gretmenim yaptiim her hatayi duzeltecek diye 41 | 356 | 950
korkuyorum.
20. Yabarim dlllderslerl.n.de bana seslenildigi zaman kalbimin 41 | 315 | 1,085
carptigini _hissedebiliyorum.
21. Yabanci dil dersinin sinavina ne kadar cok calisirsam kafam o 41 | 3,37 | 1,067
kadar karisiyor.
22. Yabanci dil derslerine ¢ok iyi hazirlaninca kendimi baski altinda
hissetmiyorum. 411229 | 873
23. Diger ogrencilerin yabanci dili benden daha iyi konustuklarini 41 | 2,98 | ,987
her zaman hissediyorum.
24. Diger ogrencilerin 6nunde yabanci dilde konugurken ¢ok 41 | 3,20 | 1,077
sikildigimi hissediyorum.
25. Yabanci dil dersleri oyle hizl ilerliyor ki geride kalmaktan 41 | 254 | 951

endiseleniyorum.
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26. Yabanci dil derslerinde diger derslerdekinden daha gergin ve 41 | 2,98 | 1,107
sinirli hissediyorum.

27.Yabanci dil dersinde konusurken sinirleniyorum ve kafam 41 | 356 | 1,001
karisiyor.

28. Yabanci dil dersine giderken kendimi rahat ve guvenli 41 | 2,76 | ,888
hissediyorum.

29. Yabanci dil ogretr_ngmmm soylediklerini kelimesi kelimesine 41 | 339 | 1,046
anlayamayinca sinirleniyorum.

30. Yab_anct dil konugsmam igin 6grenmem gereken kurallarin sayisi 41 | 2,39 | 1,070
beni boguyor.

31. Yabanci dilde konusurken diger 6grencilerin bana 41 | 3,68 | 1,011
guleceklerinden korkuyorum.

32. Ogrendigim yabanci dili ana dili olarak kullananlarin yaninda 41 | 3,00 | 1,000
kendimi muhtemelen rahat hissederdim.

33. Yabanci dil 6gretmeni hazirlanmadigim yerlerden soru 41 | 3,46 | ,925

sordugunda sinirleniyorum.
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APPENDIX- P: Certificate of Flipped Learning Course

Flipped Learning 3.0
Level - | Certification

Has been achieved by

Sezen Korkmaz

THROUGH SUCCESSFUL COMPLETION OF THE
9 HOUR FLIPPED LEARNING 3.0 LEVEL - | CERTIFICATION PROGRAM
December 10, 2018

Flippad Jon. ooy et
Learning -

- Chief Academic
Global Initiative Officer

Flaa BBanTRG
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APPENDIX-R: Ethics Committee Approval

Tarih: 01/10/2018 18:07
53172-300-E.00000227579
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i
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HACETTEPE UNiVERSITESI
Rektorliik

Sayi : 35853172-300
Konu : Sezen TOSUN Hk. (Etik Komisyon)

EGITIM BILIMLERI ENSTITUSU MUDURLUGUNE i

flgi  :16.08.2018 tarihli ve 51944218-300/00000201697 sayih yaziniz.

Enstitiiniiz Yabanci Diller Egitimi Anabilim Dali ingiliz Dili Egitimi Bilim Dal doktora programi
ogrencilerinden Sezen TOSUN'un Dog. Dr. Hiiseyin OZ danigmanliginda yiiriittigii "Tartiyma Odakh
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impact of discussion -oriented flipped instruction on EFL learners'self-regulated learning, anxiety
and achievement" baslikh tez galismasi, Universitemiz Senatosu Etik Komisyonunun 4 Eyliil 2018
tarihinde yapmis oldugu toplantida incelenmis olup, etik agidan uygun bulunmustur.

Bilgilerinizi ve geregini saygilarimla rica ederim.

e-imzalidir
Prof. Dr. Rahime Meral NOHUTCU
Rektor Yardimcisi

Evrakun elektronik imzah suretine https:/belgedogrul h pe.edu.tr adresinden 6¢0c7f51-¢720-4e3e-b298-98d7e3d012ef kodu ile erigebilirsiniz.
Bu belge 5070 sayihi Elektronik Imza Kanunu’na uygun olarak Giivenli Elektronik Imza ile imzalanmigtir.
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Telefon:0 (312) 305 3001-3002 Faks:0 (312) 311 9992 E-posta:yazimd@hacettepe.edu.tr Internet
Adresi: www.hacettepe.edu.tr
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APPENDIX-S: Declaration of Ethical Conduct
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v all information and documents in the thesis/disseration have been obtained in
accordance with academic regulations;
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« i case of using other peopla's work, related studies have been cited in
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APPENDIX-U: Yayimlama ve Fikri Mulkiyet Haklar1 Beyani

Enatity tarafintan on2y 3421 lisansosil cozimivrsaccumuan tamar ni veya herhangi be kismoni, basil
ikaqit) ve eledtronik formacta arghviams ve 3safgica var lar kosullada <ullamma agma Izninl Hacelleoe
Unversiiesine vorcigimi b didim. By iznie Universitaye verlen kullzmm hadan digindaki - “kri
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