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Title: An Investigation into the Causes of Speaking Prokl&xperienced by
Learners of English at Tertiary Level

ABSTRACT

This study was carried out to investigate reasohsstudents for not
speaking in English speaking classes as well agigos suggested by students to
overcome problems in speaking classes. This stisdytaed to find out the influence
of individual differences such as gender, markh; perceived success, and field of
study on speaking problems experienced by partitgpa

The study was conducted at Canakkale Onsekiz Mantersity with 235
participants in the spring term of 2008-2009 Acauerviear from Preparatory
Classes and English Language Teaching Department& Was collected through a
guestionnaire that sought to collect informatioma®ning problems experienced
and suggestions for solving these problems. Thea dattained from these
guestionnaires were analyzed through SPSS 16.0.

The findings of the questionnaire showed that participants mostly
experienced problems related to their languageiqieoty, content knowledge and
materials and methods. Solutions offered by stigdarg mostly related to contextual
factors, materials and methods and affective ansbpal factors.

Gender seemed to influence problems experierdete students tend to
experience more problems related to classroom twinanguage proficiency and
teacher stated by male and female students as ¢hesgories while female students
seemed to experience more problems related totiafeand personal factors. Self-
perceived success had a negative correlation tprablem areas. Students’ marks
were negatively correlated to classroom climatenteat knowledge, language
proficiency and teacher. Concerning the field ofdgt preparatory students reported

more language proficiency and teacher related pro$l

The study concludes that having a more positig leumanistic classroom
climate, encouraging learners to speak Englisterating their mistakes and giving

them more opportunities to practice English mayéleful for speaking classes.



il
Tez Adi : Universite (Brencilerinin Ygadiklariingilizce Kongma Problemlerinin
Sebepleri Uzerine Bir Agairma

OZET

Bu calgma, konygma aktivitelerinde grencilerin ingilizce kongmama
sebeplerini ve korgma siniflarinda y@nan problemler icin @enciler tarafindan
One sdrilen ¢ézamleri atarmak icin yapilmgtir. Bu ¢calsma ayrica cinsiyet, not, 6z
basari algisi ve bolum gibi bireysel farkhliklaringi@ncilerin ygadigi problemler
Uzerinde etkisi olup olmagini argtirmistir.

Bu calyma Canakkale Onsekiz Mart Universitesi'nde, 2008-
2009 Akademik Yili Bahar doneminde Hazirlk Simflae ingiliz Dili Egitimi
Bolumunden toplam 235 katilimciyla gercekiieimistir. Gerekli veri, @rencilerin
konwma ile ilgili yasadiklari problemleri ve bu problemlerin ¢6zimu iganulan
Onerileri tespit etmeyi amaclayan bir anket yarglentoplanmgtir. Bu anketden elde
edilen veriler SPSS 10.0 ile analiz edgtiri

Anketten elde edilen veriler,giencilerin daha c¢ok dil yeterldi, icerik
bilgisi, materyal ve yontemlerle ilgili olarak seryasadgini gostermitir. Ogrenciler
tarafindan 6ne surilen ¢ozumler daha c¢ok fdktorler, material ve yontem ile
duyussal ve ksisel ozellikler ile ilgilidir.

Cinsiyet faktérinin y@anan problemleri etkiledi gortlmistir. Erkek
ogrenciler sinif ortami, dil seviyesi vegi@tmenden kaynakll daha ¢ok problem
yasarken, kiz @grencilerin ise duygsal ve ksisel faktorlerle ilgili daha ¢ok problem
yasadiklari tespit edilnstir.. Oz baari algisi bitlin problem tirleriyle negatif
korelasyon gostermektedir.g@ncilerin notlari da sinif ortami, icerik bilgisidil
seviyesi ve @retmen faktoriyle negatif korelasyon icindedir.gréncilerin
bolumleriyle ilgili olarak, hazirlik sinifi grencileri dil seviyesi ve gretmen ile ilgili

daha cok problem gadiklarini belirtmglerdir.

Bu calgma, daha olumlu ve insancil bir sinif ortaminin abmmin,
ogrencileri kongma icin desteklemenin, hatalaring@ortyle yaklamanin ve onlara
Ingilizce pratik yapilmasi igin vyeterli firsat verésinin gereklilgini ortaya

cikarmstir.
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CHAPTER ONE

INTRODUCTION

1.0 INTRODUCTION

This chapter starts with the background of theltat first and it continues
with purpose of the study and research questiomsn Bignificance, assumptions and
limitations of the study are stated briefly. Thatlgection of this chapter will be
organization of the study.

1.1 BACKGROUND OF THE STUDY

In foreign language teaching context speakingnis of the most neglected
skills and we can state many reasons for this tsstmaThe first reason is that, the
other skills —writing, reading and listening- aresessed more than speaking. The
second one is that as the learners live in Turtesy do not have chances to use the
foreign language outside the class in natural ggttAnother reason may be that
assessment and measurement of speaking skill i® moemplex as it involves

grammar, vocabulary and fluency at the same time.

We can see this negligence in language teachetads through out the
history because language teaching methods in thtedich not ascribe importance to
speaking skill as a part of language teaching. niegrand teaching grammar of a
language were considered to be more significantifstance, the focus of Grammar
Translation Method was on grammar, structure anthoneation of patterns. With
the effect of social and economic changes througtieuworld, the aim of language
teaching has changed and in 1960 the Communicaawguage Teaching (CLT)
gave importance to function of the language as waslistructure. In this method,
language is considered to be a tool for commumna{Nunan, 1987). For this

reason, speaking has gained importance in langeaghing since 1960s.

In foreign language teaching context, being ablspeak a language means

having an amount of communicative competence tation in that language (Ur,



1996). Speaking skill has a fundamental place anuthgr skills and because most
of the communication depends on speaking skill. disénctive feature of speaking

is due to the fact that most communication is aslvell as the observation that all
four skills may be involved in the speaking procées most people, mastering the
art of speaking is the single most important aspédearning a second or foreign

language, and success is measured in terms obifity &0 carry out a conversation

in the language (Nunan, 2002). Therefore, speak@apmes a vital component and
has a vital role in language learning process. l@nother hand developing speaking
skill is difficult process for many learners beoaulsis process can only be mastered
through a great amount of practice (Ur, 1996). thas reason, the need to practise
the target language and the need to teacher lsahwev to speak English can be

clearly seen.

In order to speak in the foreign language efietyi, practice is the key
factor. Practising speaking necessitates studembsparticipate in speaking activities
but most of the time students feel reluctance takpn the target language. There
may be different reasons for this situation. Hauak of self- confidence, being not
ready to speak, being unable to say somethingiaglshy are stated as reasons for
not speaking by Ur (1996), Tsui (1996), Nunan ()9%hd Altay (2004).
Understanding these problems and individual diffees of students can serve us to
organize speaking lessons according to needs démsts. Thus, we may have more
effective speaking classes.

Not only problems but also solutions regardingvhio help our students in
speaking classes have also been made many regsarSbene of these solutions
stated by Tsui (1996), Nunan (1999), Wheeler (190%linowski (1989),Ur (1991),
Long and Porter (1985), Ellis (1984), Brumfit (19&4e having opportunities to wok
in smaller groups, having realistic and interestisgeaking topics, having
opportunities to practise inside and outside thesscland having native speaker
teachers.

Different educational contexts may have differiempact on students. Many
of the problems and solutions reported in literatare related to non-Turkish
context. However, many of the solutions are alskated to English medium



educational contexts. Problems and solution iredncational institution such as
Canakkale Onsekiz Mart University where the languaiginstruction is Turkish may
be different. Therefore exploring our students’ jjeons and their suggestion for
solving these problems can be fruitful in orderh@ve an idea about speaking
problems faced by our learners and understand #soditions to overcome these
problems.

1.2 PURPOSE OF THE STUDY AND RESEARCH QUESTIONS

This study aims to find out the problems and iclifties that are
experienced by our students in speaking classes.alte tried to discover our
students’ ideas and suggestions to solve theselgpnseb and overcome the

difficulties.

Considering the aims stated above, following aede questions are
investigated and reported in this study:

RQ1.What kinds of problems do the students experignsgeaking classes?
RQ1a-What kinds of problems do the students experiesleted to classroom?
RQ1bWhat kinds of problems do the students experiemtated to content
knowledge?

RQlcWhat kinds of problems do the students experieetsted to language
proficiency?

RQ1dWhat kinds of problems do the students experieataed to affective and
personal factors?

RQl1leWhat kinds of problems do the students experiezlated to teacher?
RQ1fWhat kinds of problems do the students experiealed¢ed to materials and
methods?

RQlgWhat kinds of problems do the students experigetaed to contextual
factors?

RQ2.What are the students’ suggestions and solutiongrfiblems of speaking?

RQ2aWhat are the students’ suggestions and solutieteed to classroom?



RQ2bWhat are the students’ suggestions and solutioekted to content
knowledge?

RQ2cWhat are the students’ suggestions and solutiofaste® to affective and
personal factors?

RQ2dWhat are the students’ suggestions and solutieteged to teacher?
RQ2eWhat are the students’ suggestions and solutieiated to materials and
methods?

RQ2fWhat are the students’ suggestions and solutiefeged to contextual factors?
RQ3 Is there significant difference between the gendé the learners and their
problems in speaking?

RQ4. Is there a difference between the English markshe learners and their
problems in speaking?

RQ5.1s there a relationship between the self-percemattess of learners and their
problems in speaking classes?

RQ6. Is there a difference between department of k@rand their problems in

speaking?

1.3 SIGNIFICANCE OF THE STUDY

Teaching to speak English or any foreign languiagea higher education
level is a serious matter and may be problematicregs. Many reasons can be stated
for this problem. For instance, students are confiagn different backgrounds and
for this reason their needs are different in orspeet. On the other hand, all the
participants in this study had the desire to sgeaglish. Some of the participants are
going to be teachers of English and they are gamgise English at least to
communicate with students in the class. In thipees this study gains importance as
it aims to find out the speaking problems.

This study makes an important contribution toeagsh area of teaching
speaking at tertiary level. What makes this studigue is that, the aim of the study
was not just to identify problems; it also triedfited out students’ ideas and solutions
for these problems. Such a study had not been ctedlbbefore. Moreover, there is

no similar study conducted in Turkey.



The findings of this study will be useful for Histp teachers and
academicians at this university and will give thetea about the reasons of not
speaking English in the class and think about tbein solutions. This study will
also reveal whether there is relation between genldwel, success and self-

perception of the students with the problems thgyegenced.

The findings of this study will be beneficial ftine research area and the
people who want to study in this field. This stwdyl also be helpful for curriculum
designers, materials developers, teacher traingmsgramme coordinators and
administrators for a better language instructiot practice.

1.4 ASSUMPTIONS OF THE STUDY

This study was conducted under several assungptiéirstly, it was
assumed that students are well aware of their enabland can verbalize their
reasons for not speaking in the classroom. Secpiitdlyas assumed that students
were conscious of their learning needs and theyeeaily express their opinions on
how they can be more successful in speaking inigimgind also they can judge their

level of success objectively. Thirdly, they werdliwg to participate in this study.

1.5 LIMITATIONS OF THE STUDY

This study has a number of limitations. This gtuehs conducted in two
different departments of Canakkale Onsekiz Martvigrsity. The first group was
preparatory school students who were from sevesphdments. The second group
was the prep class and the first class of Engleiglage Teaching Department. This
study was conducted at COMU at tertiary level fus treason; it is not possible to
generalize the findings for other universities afwt primary and secondary

education.



1.6 ORGANISATION OF THE THESIS

This thesis was organized into six chapters.

Chapter One presents the background of the sttdiyst and it continues
with purpose of the study and research questiohenTsignificance, assumptions,
limitations and organization of the study are stdigefly.

Chapter Two presents relevant literature aboutroanicative competence

of language learners and skill development prorespeaking a foreign language.

Chapter Three continues with literature reviewuwlieaching speaking and

affective and individual factors which affect spieakprocess of learners.

Chapter Four includes information about impleragah of the research and
how the study is done in terms of methodologicakpective. This chapter also
presents the information about participants, sgttinstruments, data collection and
data analysis procedures. Finally, the findingstha pilot and main studies are
presented.

Chapter Five presents statistical analysis ofitita of the main study. The

findings of the analyses are also discussed itights of the research questions.

Chapter Six presents the summary and the resultseostudy and draws
conclusions in the light of findings. In this chaptimplications about the study and

suggestions for further research are also presented

1.7 SUMMARY OF THE CHAPTER

This chapter started with the background of thalys at first. Secondly,
purpose of the study and research questions areergesl. Then significance,
assumptions and limitations of the study are statezfly. In the last section of this

chapter, the organization of the thesis is presente



CHAPTER TWO
LITERATURE REVIEW
COMMUNICATIVE COMPETENCE & SKILLS DEVELOPMENT

2.0 INTRODUCTION

In this chapter, relevant literature about commative competence is
presented at first. Speaking as a language skdllthe role of speaking in language
classes is also presented. This chapter also temdiseview of the studies done on
skill development process in foreign language teechnd learning.

2.1 KNOWLEDGE OF LANGUAGE

The studies done in foreign language teaching mavestigated the ways of
teaching how to use the language effectively. Thibecause the aim of language
teaching is to enable students to acquire requaeguage skills to communicate in
target language. A speaker of a language should theevcapacity to utter the sounds
and make sense of others’ utterances. However, wherknows a language, one is
supposed to understand and be understood by o#mulep This condition of
common understanding is necessary for communicatomccur (Fromkin and
Rodman,1988). In this respect, it can be said thaguage knowledge consists of
two components which armriginally thought to becompetenceand performance

and these are discussed briefly below.

2.1.1 COMPETENCE AND PERFORMANCE

Terms competence and performance have been edchy different
authors. For example; according to Savignon (1983y)petence is what one knows,
while performance is what one does. Chomsky (196&mphasizes the distinction
between them by stating that competence is “thaksye hearer's knowledge of his
language” and performance is “the actual use gfuage in concrete situations.” He
further notes that competence involves a speakdilzation of linguistic rules

which then helps to constitute internal grammaraaspeaker. On the other hand,



performance involves using this grammar in undeditey and forming language

production.

In language teaching context, Brown (1994:31)nés competence as the
knowledge of a language or a system (grammar, waah structure, etc) and the
non observable ability to do something while parfance, according to him, is the
“production” (speaking or writing) or “comprehensioof something (listening or
reading). In addition to these differences, ChomgK®80) supported that
competence is independent and different from the af language; however
performance is dependent on the speakers, sityaiwh other factors. He made a
distinction between competence and performancéandtroduced the grammar that
a child has in early ages but he did not expresgalsand functional rules of a
language and importance of interaction and practith other speakers. He also
supported that competence is static knowledgelesrand the subject of linguistics.
It has been claimed that the term ‘competence’ dagsexplain how we use the
language. For this reason, Hymes (1972) added é¢hm t'communicative” to
“competence” (Hedge, 2000: 45). Hymes also intreduthe topic of performance
(communicative competence) suggesting that linguisiles of language were

neglected in Chomsky’s view about language.

Hymes, as he was a sociolinguist, dealt with foeial and cultural
knowledge that a speaker is supposed to know ierotd understand linguistic
forms. For this reason, his view covered “not dkipwledge but also the ability to
put that knowledge into use in communication” (Hed2000:45) .Thus not only the
knowledge of language but also the ability to ube tanguage has gained

importance. Details of communicative competenceaevewed below.

2.1.2 COMMUNICATIVE COMPETENCE

The term ‘communicative competence’ was firstradtuced by Hymes
(1972) who thought that Chomsky's notion of compete was too narrow and
unable to explain some aspects of language (Bra@®4). Hymes (1974) states the
concept of communicative competence which can bal@mnative to Chomsky’s

linguistic competence. Communicative competence eV both linguistic



competence and sociolinguistic and conversatidibig.sThese skills aid speakers to
know when, how, where, and whom to say somethirygné$’ original idea was that
speakers of a language have to have more than grcaincompetence in order to
be able to communicate effectively in a languadmeytalso need to know how
language is used by members of a speech communagdomplish their purposes.
Brown (1994) supports Hymes by stating that comicatihie competence is that
aspect of our competence that enables us to comwve)interpret messages and to
negotiate meanings interpersonally within speciftontext. Communicative
competence, therefore, involves linguistic and prafic knowledge such as
grammar, pronunciation or vocabulary, but also kpeaare supposed to know
when, why, and in what ways to produce languagdis(EL994, Florez,1999,
Savignon, 1983).

In the light of these discussions, the distinttivas made between
knowledge about language forms and knowledge thaieeded to communicate
effectively. At this point, it can be said that damge has two vital components,
“form” and “function” and they cannot be separafesim each other (Brown,1994).
Following Hymes, Canale and Swain (1980) identifiedr different components of
communicative competence: Grammatical competensegourse competence, socio-
linguistic competence, and strategic competencethtir definition, these four
components and sub-categories constitute commuurecabmpetence. These are
explained briefly below.

2.1.2.1 Grammatical Competence

Grammatical competence includes correct use ofisvand structures in the
target language. For this reason, this term coseedling, pronunciation, vocabulary,
word formation, and linguistic semantics (HedgeQ@®ule ,1999). Hedge (2000)
sees grammatical competence as an integral padomwimunicative competence
because grammatical competence helps learners dersiand and use English
correctly and this enables them to be more flug®akers. Shumin (1997) also
supports her by stating that learners must knowvage of words and sentences,

the sounds and how these sounds are stressectificspuations.
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Stern (1983) states referring to grammatical cetemce that language user
knows the rules governing his native language amdcdmn ‘apply’ them without
paying attention to them. At this point it can laédsthat it is the competence which
enables speakers of a language to form meaninghieésces (Trask, 1993). Similar
to this, Alptekin (2001) states that grammaticampetence describes the term
“accuracy” in usage of language rules. To sum up,ofider to communicate
effectively, before all else, a speaker is suppdseldave grammatical competence
because it is not possible to be communicativelynmetent without being

linguistically competent (Faerch, Haastrup andip$in ,1984).

2.1.2.2 Discourse Competence

Brown and Yule (1983) define discourse as “lamgua use”. Thus, this
term covers everything from simple dialogues toglawitten passages or books.
According to Brown (1994:228), discourse competeiscene’s ability to joint the
words and structures to form a meaningful expressikrown also notes “While
grammatical competence focuses on sentence-leaeirgar, discourse competence
is concerned with intersentential relationship.’other words, the abilities needed to
produce and comprehend consistent texts or mes$agesdiscourse competence
(Canale and Swain, 1980). Likewise, Alptekin (20@hhphasizes that discourse
competence is related to connection of sounds, svandl sentences to form a whole.
He also states that as these connections are itnpkce general knowledge of the

world and context gain importance.

2.1.2.3 Socio-Linguistic Competence

Hymes (1972:277) defines sociolinguistic compegeas to know “when to
speak, when not, what to talk about with whom, whelnere and in what manner”.
In addition to this, according to Savignon(1983p\8n (1994),Alptekin (2001), and
Richards and Rogers (2001) sociolinguistic competennecessitates a
comprehension of social context in which languagepioduced: the status and
background of speaker, the knowledge they talk tiland the role of interaction. In
order to assess the appropriateness of speakingeaek a full context in which the

utterance is produced.
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Socio-linguistic competence is also called asagpnatic competence” or
“illocutionary competence” by Hedge (2000) and Hedgates that a successful
communication depends on appropriateness of spokemritten messages to the
social context. This appropriateness, accordingCémale (1983), involves both
appropriateness of meaning and appropriateneserof. fHere it may be said that
grammatical competence is an inseparable part ofolgmguistic competence.
However, in Levinson’s (1983) point of view, pragia refers to the relation of

linguistic elements and speakers of a language.

Olshtain and Cohen (1991) state that, concernsariolinguistic
competence, the rules of speaking are connectdd seitial and cultural elements.
Thus, the language that a speaker uses to apologizeke request depends on the
social status of speakers, age, sex, and oth@rgat¢iowever, the social context of a
language may differ from culture to culture. Fastreason, Brown (1994) suggests
that a speaker is supposed to know what is acdep#aidal what is not by users of
target language, furthermore appropriate timingseptable comments, ways of
asking and responding questions, knowing how tatrearbally and non-verbally
during an interaction are required conditions tdarstand sociolinguistic aspect of a

language.

2.1.2.4 Strategic Competence

It is possible that while performing a foreigmdmage, speakers may have
difficulty in conveying their ideas because of sdimguistic factors. Therefore, they
may be discouraged to speak or get stuck in coatiers. If they succeed to keep
the conversation going in the act of difficulti¢hjs means that they demonstrate

their strategic competence successfully.

Strategic competence is thought to be the mogbitant component of
communicative competence by Berns (1990) and Br@i@94) because it is the
competence to compensate incomplete knowledgengtiistic, sociolinguistic and

discourse rules. Considering speaking, strategipetence includes the capacity to
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know when to take turns, how to start and end avemation and clear up
communication and understanding problems (Shun984).

According to Yule (1999) strategic competenceenefto the ability of a
speaker to form messages effectively, work outialiffies and solve possible
problems in communication and interaction. SimylarlCanale and Swain
(1980),Yule (1996) and Richards and Rogers (20Q@adesthat having strategic
competence means to know how to deal with problenteal communication and
how to keep the conversation going. Similarly, &lph (2001) notes that strategic
competence involves using communication strategiesiderstand incomplete rules
of language when one cannot remember a word orreakses that there is a

misunderstanding of the message.

Strategic competence adds to the quality of autgwn. In Canale’s point of
view (1983:11), strategic competence includes tliforte “to enhance the
effectiveness of communication”. Similar to hiswjeYule and Tarone (1990:181)
defines strategic competence as “an ability tocsele effective means of performing
a communicative act that enables the listener deredo identify the intended
referent”. For this reason, it is assumed that@hmunication strategies are parts of
one’s strategic competence. As Brown (1994) statrategic competence is the
process we master the language to communicatedifferent situations, people use
certain communication strategies in daily life. $@esituations may be selling a
product, persuading a friend or taking permissioomf parents which require

different strategies.

The term ‘communicative competence’ defined by&a and Swain (1980)
has been changed a lot over the years and Bacht®&9)(called it as ‘language
competence’. This language competence has two: paganizational and pragmatic
competence. In organizational competence, he plarasmmatical competence
(vocabulary, morphology, syntax and phonology) edual (discourse) competence
(cohesion and rhetorical organization). In pragmatompetence, illocutionary
competence and sociolinguistic competence takeepMtereas, Bachman (1990)
sees strategic competence a separate and imppednif communicative language

ability and serves an “executive” function.
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2.1.2.5 Intercultural Competence

Intercultural communicative competence has dgrhattention of many
scholars and educators (Alptekin, 2002) and has lodfined in different ways.
Meyer (1991:137) defines intercultural competense“tae ability of a person to
behave adequately and in a flexible manner whefraaed with actions, attitudes,
and expectations of representatives of foreigrucedt’. This flexibility and adequacy
involves being aware of differences between attleas cultures and being able to
deal with problems caused by these differencesoilteg to Fantini (2005), ICC is
the ability that is necessary to communicate effebt with the people who are

different from us.

Xie and Shuang (2007) stated that intercultucahjgetence was seen as a
final goal of intercultural education. In this resp the knowledge of target culture is
important. A person’s intercultural competencehie key factor that is needed to
have a successful communication. Because of digalnil language and lack of

knowledge of culture, communication may fail.

According to Byram, Nichols and Stevens (2001heré are four
components of intercultural competence: knowledgéls, awareness and attitudes.
In addition to this, Fantini (2005:1) states themponents of Intercultural
Communicative Competence as: “a variety of trand eharacteristics, three areas or
domains, four dimensions, proficiency in the hoshguage, varying levels of

attainment throughout a longitudinal and developtalgrocess.”

The traits and characteristics are importantrdeoto decide which abilities
form individual's personality and which abilitiearc be developed through training.
Generally accepted traits or characteristics of BEE€ flexibility, humour, patience,
interest, curiosity, empathy, etc. In addition hist ICC includes abilities in three
areas: to set and keep relationships, to communivoath less break down, to
collaborate in order to reach a common goal. He atsted the four dimensions of
ICC as: knowledge, positive attitudes, skills amag@eness. From these dimensions,
awareness is thought to be improved with the héldevelopments in knowledge,

positive attitudes and skills. In turn, awareness also help their improvement. The
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fourth dimension of ICC stresses that the abilitgdmmunicate in the host language
can improve the development of ICC. Having a latk ¢oreign or second language
restricts learners to think and act in the worldytlare newly encountered. The last
dimension of ICC involves developmental levelankans that some charts are used
in order to observe and assess one’s developmeiliffenent levels through learning
process. These levels may be basic, intermedidt@enaed and native-like.

Briefly, the position of ICC is similar to commigative competence but it is
different because of great emphasis on the cultwahtext. Rather than
communicating effectively with others, ICC involveemmunicating with others
“who identify with specific physical and symboliengronments” because of their
cultural background (Chen and Starosta,1996:358).

2.2 SPEAKING AS A LANGUAGE SKILL

2.2.1 KNOWLEDGE AND SKILL

According to Bygate (2001) one of the most imaottproblems in foreign
language teaching is to prepare learners to be tblase the language. This
preparation process depends on the language teaeher to what extent these
teachers understand their aims. It is certain tbabe able to speak a foreign
language, a person should know grammar and voagbulast because of this, some
sections of a language lesson are assigned to teechim but in order to speak a
foreign language only knowledge of grammar or vodaty is not enough. Because
the learners are supposed to take and pass anexaah in which their oral
proficiency is evaluated. For this reason, theydnsemething to practise the
language. Here, it is important to know other eleta®f language teaching and they
may be included in teaching programmes to get bedseilts (Bygate, 2001). At that
point, Bygate makes a distinction between knowledgd skill. When we give
learners a chance to speak English or when wehest, we can see the difference
between knowledge and skill in using it. Bygate panes learning to drive a car and
using a language. In both facts, a learner shoaNe the knowledge at first hand and

then needs practice to be skilful and proficiendn€erning the difference between
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knowledge and skill he states: “A fundamental défece is that while both can be

understood and memorized , only a skill can beatad and practised”(p:4 ).

In the context of learning to speak a foreigmglaege, one just knows how
to produce the sentence and use them in approedtiegs (knowledge) but other
problems such as giving immediate decisions, amgnghe speech or solving
unforeseen problems appears later which may bedolthen one is skilful enough
to speak the target language effectively. For temson, Bygate (2001) notes that
only knowledge of a language is not sufficient atsoust be used in action.

2.2.2 ORAL SKILLS AND INTERACTION

In oral communication, Bygate (1987) states twuadk of skills: These are

motor- perceptive skills and interaction skills.€Ele will be explained briefly below.

Motor-perceptive skills involve perceiving, recalling and articulating the
sounds and structures of a target language indiveat order. Mackey (1965) states
that in oral production choosing the correct ordérwords is as important as
choosing the correct sounds, patterns and intamatial he also gives importance to
do something in order while one is speaking. Ineotd communicate, a learner is
supposed to transfer motor-perceptive skill inte 0§ language appropriately. For
this reason, interaction skills must be developgtebrners of target language.

In Bygate’s (1987) point of viewnteraction skills are the skills of using
knowledge and basic motor- perception skills taest communication. These skills
involve making decisions about communication. Faneple, deciding how to say,
what to say, when to say etc. according to intenttd a speaker. According to
Wilkins (1975), interaction skills are the onestthan be developed and these can
include controlling one’s own language productiom daving to make one’s own
choices. In addition to this, Bygate (1987) statest interaction skills include the
competence to use language to meet definite dematdsh affect the speech

process. These demands will be discussed in tvegoaes below:
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Processing conditions: These are connected with inner conditions of
speech. The time factor is important in planninggeghof speech. This is because, in
prepared speech, a speaker has enough time tapthorganize his/her ideas and
choose appropriate vocabulary according to sitnat@n the other hand, most of the
oral production takes place at the time of speakingur daily lives, for this reason
the words are decided, uttered and understooceatame time. This situation makes

it difficult for a speaker to produce language whig accurate or fluent.

Reciprocity conditions: In speech process, as there are at least two
participants. The relation between them constitugéegorocity condition. To give an
example; a speaker has to choose appropriate viacgland message considering
the listener and this situation requires to be ifilex during the communication

process.

2.2.2.1 Speaking as a Language Skill

Different definitions of speaking have been psgab by different authors.
Although they emphasize different perspectives,twudraommon in many definitions
is that speaking is a tool for communication (Sa&@07). For example, Fulcher
(2003:23) defines speaking as “the verbal use nfuage to communicate with
others”. However, Ur (1996) emphasizes the abitity function in the target
language. She says the competence to communicatianmguage means speaking in
the target language. This ability obviously inwedv an interactive meaning
construction process as stated by Florez (1999) adiines speaking as the period

of forming meaning by producing, receiving and gsging knowledge.

Speaking has a fundamental place among all démguage skills. Nunan
states this by referring to popular children’s gt@inderella. “If listening is the
Cinderella skill in second language learning, tepeaking is the overbearing elder
sister” (Nunan, 2002 :238). This statement can densan indicator of priority of
speaking over listening skill because of communieateatures of speaking. The
distinctive feature of speaking is due to the thett most communication is oral as
well as the observation that all four skills mayibeolved in the speaking process

(Ur, 1996). To most people, mastering the art odagmg is the single most
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important aspect of learning a second or foreigglage, and success is measured in
terms of the ability to carry out a conversationtie language (Nunan, 2002).
Therefore, speaking becomes a vital component a@sdahvital role in language
learning process. For this reason, it will be usébdudiscuss the role of speaking

briefly below.

2.2.2.2 The Role of Speaking in Language Class

Chastain (1998) emphasizes the roles of speakitgnguage learning and
he further discusses them in three different waysterms oflanguage classes,
secondlanguage learningandin relation to the other skills. To start with, in
languageclassesthe learners are aware that they are suppossgktk at least one
foreign language in order to communicate with tkepgde of other countries for this
reason they see speaking as the most essentiaastiltheir first goal in language
learning process. Similarly, Hedge (2000) supptiits view by stating that being
able to speak English effectively is an importaoalgor learners. Moreover, when
the teacher gives opportunity to the learners &akpn target language, participate in
conversations and express themselves, they wiibbe to use the target language to
function. Therefore, the language class will beoaia environment. In this respect,
another role of speaking is stated by Chastain&L88 being a tool to take part in
the activities in the class. Another point is thahguage students need to practise the
target language by speaking so they want to comratsmiand interact with the
classmates. Through this communication and interacthey express themselves
and negotiate meaning and they may feel relaxekegstake part in natural speaking
atmosphere. Similarly, when the students involveanversations, they feel that their

contribution is important. Hence, speaking may lpeosivating factor for students.

Besides these roles of speaking in languageedagsalso has vital roles in
second and foreign language learningAccording to Chastain (1988), when
language students have chances to practise thet targguage in the class, they tend
to learn new items in listening and reading ad#sitas they may feel the need to use
them orally in conversations in the future. Thuayihg opportunity to speak is a

motivating factor for students. He further statbatt speaking helps students to
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activate their general knowledge to form a mesdageral activities as well as
linguistic knowledge.

When we analyze the role of speakingrelation to the other language
skills and in language learning sequence, it is obvibat g¢peaking skill can not be
developed in isolation. Also, development of spegkskill depends on the input
from listening, reading and writing lessons. Simiyla speaking skill serves to
improve other three skills and provides the basegfowth in them in language
learning process (Chastain, 1988). Harmer (199fpaus this view by stating that
one skill can not be developed apart from othdtsski

As mentioned above, speaking has a crucial rolanguage learning. For
this reason, while teaching a second or foreigguage, it is important to consider
that language is not something abstract, it is@ for communication and the
learners learn it best when they use it. On therdtland, as using a language means
speaking that language, this part thought to bertbst challenging side of language
learning. The section below will discuss relateasmns about this.

2.2.3 SKILLS DEVELOPMENT

To be able to be proficient at any activity, aso@ should develop certain
skills in the learning process. As Ellis (1994)tas$a learning a language, like all skill
learning processes, requires transforming knowléalgeperformance. In addition to
this, Bygate (1987) states the similarity betwesariing to drive a car and learning
to speak a foreign language. In previous one, raée&nows all the rules and use the
car but until he uses it at traffic he can not beraficient driver. When learning a
language, a learner first acquires linguistic itersd then learns how to produce
sounds. After the items are internalised, it canshigl that language development
takes place and automatisation occurs graduallyweder comprehension,
communication, and automatisation are necessarpaoents of skill development
and fluency. In order to investigate skill develapr process, Anderson’s ACT
(Adaptive Control of Thought) model (1980) can ledpiful.
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2.2.3.1 Anderson’s Act (Adaptive Control of Thougt) Model

This model shows how declarative knowledge besonpeocedural
knowledge. In Anderson’s model, declarative knowgkedis knowledge about
something, whereas procedural knowledge involveswkedge of how to do
something. These terms will be explained brieflioie

a) Declarative knowledge:This type of knowledge is usually expressed
verbally or declared. For this reason the contentdeclarative knowledge can be
described. According to O.Malley and Chamot (19@@clarative knowledge may
also include recollection of order of acts or tigufe of objects. The appearance of
an animal or organization of our room may be giemnan example. It may be
assumed that declarative knowledge is kept in kengr memory. Briefly,
declarative knowledge becomes procedural knowleaftgr time passes and this

process needs practice.

b) Procedural knowledge Anderson (1980) states that when we use the
same knowledge all over, we may not focus on tHe iself and it becomes
automatic. As shown in this example, one’s abtlityise and comprehend a language
or use knowledge of something to solve a problemansexample of procedural
knowledge given by O.Malley and Chamot (1990). @& other hand, the time that
the acquisition of this ability takes differs a intterms of declarative and procedural
knowledge. O.Malley and Chamot (1990) suggestdbatarative knowledge may be
obtained more quickly as procedural knowledge tadeger time as in the example
of language acquisition which needs practice toran@. Anderson (1976) also states
that this acquisition of procedural knowledge oscgradually by performing the
skill.

According to Anderson(1983,1985), this skill asifion process takes
place in three stages:

1. Cognitive Stageiln this stage, learners have a chance to obsewetd
do a task and try to study it themselves afteruesion. As the knowledge can be

described, it is declarative. Memorization of vadaby and rules of language or
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learning by observation may also take place in stage. The learners can describe
how to speak in the foreign language but they ateskilled enough.

2. Associative stageln this stage, errors made by learners are detexdni
and reduced. With the continuing declarative priedemn, performance of speakers
develops. Simply, declarative knowledge turns priacedural knowledge but it does
not disappear completely. It is because, even flapaakers of a language think of

the rules of that language from time to time.

3. Autonomous stageln this stage, performance of learners becomesrbet
and automatic as errors become less. With the dfgtpactice, the skill has become
automatic. O.Malley and Chamot (1990) note thdteskiperformance grows slowly.
An activity can be learned in one trial but as laege learning is a complex skill, it
can only be mastered after relatively long perib@ractice. Based on these sections
introduced by O.Malley and Chamot (1990), Ur (199€)ggests a similar

classification for this process.

2.2.3.2 Penny Ur’s Skill Development Process

This process goes through these three stages:

1. Verbalization: At this stage, teachers demonstrate or explamrd or
rule in the target language and use them in a mghricontext and learners are
supposed to understand it.

2. Automatization: At the second stage, teachers encourage students t
practise skill o gain fluency and teacher obsethiem.

3. Autonomy: At the last stage, learners become more autongmous
proficient and creative as they develop themselVks.role of the teacher is to

support, challenge and encourage them.

She also notes the importance of practice byngtahat language skills can
only be mastered by speaking activity for this omaghe vital role of the teacher is to

provide chances of practice for students in languagsons.
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2.3 SUMMARY OF THE CHAPTER

In this chapter, firstly general information abéubwledge of the language
is presented. After that, the aspects of commurEatompetence are reviewed
briefly. The chapter also includes relevant litaratabout knowledge and skill, oral
skills and interaction, skill development processd asome models of skill

development.
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CHAPTER THREE

TEACHING SPEAKING & AFFECTIVE AND INDIVIDUAL FACTOR S

3.0 INTRODUCTION

This chapter starts with a brief historical revieWwteaching speaking, the
role of speaking in different language teachinghuds through out the history. The
problems that learners of foreign language expeeeénelated to speaking skill are
also summarized in this chapter. In addition tes,thhe affective and individual

factors which affect the speaking process of laaraee stated briefly.

3.1 HISTORY OF TEACHING SPEAKING IN ELT

The aims of language teaching have changed thriotgh out the history.
Two decades ago, the success or failure of studeate assessed according to
accuracy of language they produced but today lagguearners are supposed to
communicate effectively in foreign language in orde be considered successful
(Riggenbach and Lazaraton 2001). As Kay! (200Ggstan today’s world, teaching
speaking necessitates development of learners’ eonwuative skills because this is
the only way for learners to explain their thouginsl adapt themselves into different

communicative situations and follow social and wnalt rules.

According to Egan (1999), even tough speaking dagtal importance in
foreign language teaching methodology, for a longetit was treated as an
undervalued skill. For this situation, Thanasol(2302) makes an explanation that in
the past knowing grammatical rules, memorizatiod &manslation activities were
given more importance. These activities were thotmbe fundamental in Grammar
Translation Method. When Europeans started trangefior business and for personal
aims, the chances of communication increased, tloéiged the need to teach and
learn the languages of Europe. For this aim, (DiMethod) F. Gouin (1831-1896)
and Gouin schools enabled people to understanadetbe to study speaking skills and

he worked on new methods in language teachinghthcta vital effect in language
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teaching. Gouin introduced the idea that languagming necessitates making use of
speaking which may be related to some physicalitie8 for example opening or

closing a window, walking, standing, etc. (Rich&&odgers, 2001).

In the mid 1950’s, with the emergence of Audiondual Method, oral
language skills gained importance in foreign lamgugeaching. At that time, the only
technology used was a tape-recorder which wasrhespeaker model for learners.
Bygate (2001) states that ALM gave importance puirbefore output and repetition
was the starting point. Because ALM was influendeoin the principles of
behaviourism, language was thought to be an obislers@haviour.

Even though ALM gave priority to spoken languagfee focus of this
method was on correct pronunciation and correaingrar as the activities include
practices of patterns, structures, drills and pnmmation. The objective of using
language for communication in natural settings waglected. However, other
methods such as Silent Way, Community Languageniegrand Suggestopedia all
emphasized development of oral language. The aithesfe methods was to enable
learners to speak the foreign language especiailyam excellent pronunciation like
native speakers. Although these methods suppored use of language to
communicate, the main focus was still on the kndgteof the target language. As
can be seen, there were definite deficiencies ee¢methods which can be thought
as a reason of emergence of Communicative LangDeaehing in the late 1960s.

In CLT, the language was thought to be used foeammgful
communication. Therefore, instead of perfect pramtion, achieving
understandable pronunciation was aimed. (Littlewod®81, Nunan 1987). As
Widdowson (1978) stated using language to learnldhguage became the basic
principle of CLT and also fluency and accuracy weogh given importance. At that
time, teaching speaking became more important asesult of effects of

communicative approaches (Pica et al 1996).

This communicative approach can be effectiveha dases where teachers

provide chance for learners to improve their apiit speak. As Cheon (2003) states
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teachers must use communicative activities effettivfor the development of

speaking.

Speaking can be learned by interacting. In Cleg] fife circumstances are
used and that necessitates communication. Witluskeeof CLT, learners will have
chances to communicate and interact in the taegefuage. Teachers should provide

opportunities for these communicative activitié&y ,2006)

Communicative Language Teaching which has bequopelar recently has
influenced other language teaching approaches atdoas. Cooperative Learning,
Content-based Instruction, Task-based Learning, &uhtent and Language
Integrated Learning have their roots in Commumeatianguage Learning. In this

respect, some basic features of these methodbeviliscussed below.

Cooperative Learningwas developed in the USA in 1960s and 1970s as a
response to traditional methods which are mostgher-centred. Cooperation means
working together in order to accomplish shared gohal this respect, Olsen and
Kagan (1992) define cooperative learning as a gmttpvity in which learning is
dependent on socially structured information exgeabetween learners. Learners
are responsible for their own learning and they supposed to increase others’
motivation. Until all the members of the group sssfully understand, the group
goes on working on the given assignment. Thusay be said that cooperative
learning is student-centred and group centredeas@ime time. The learners are given
chances to work in small groups for this reasoeythave more opportunities to
interact with each other and to work cooperativéty.the context of cooperative
learning, teachers are supposed to create appi@@naironment in which students
have chances to interact with each other.

The primary aim of language in Cooperative Laagnis communication.
Listening, reading, writing and speaking skills aso important. According to
Richards and Rogers (2001), fostering communicatiatiner than competition

between learners may be the main objective ofrti@ghod.
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Content-Based Instruction (CBI) may be seen as development of
principles of Communicative Language Teaching egfigahe principles which are
related to the importance of meaning in languagecatibn. CBI is a teaching
method which emphasises learning about somethitigerrahat learning about a
language. According to Richards and Rogers (200B), refers to an approach in
which language teaching is organized around a obmte knowledge that students
are supposed to acquire rather than linguistic kedge or rules. Content has
different meanings but here it is a subject mdttat students learn or communicate
through language. In this respect, syllabus isgiesl according to a meaningful
context with functional and pragmatic activitiehefe are many advantages of CBI;
for example learning environment may be more istéang, motivating and
enjoyable. Students may feel more independent andident. In addition to this,
taking information from other sources can develupking and note-taking skills of
students. The vocabulary knowledge of students atsty develop and they have a
wider knowledge of the world. On the other han@ré¢hare some disadvantages of
CBI. To start with, as students do not focus omlege learning, they may feel that
they are not improving their language. In addittonthis, in monolingual classes,
students tend to speak in their mother tongue ass ieasier and quicker to

communicate.

Content and Language Integrated Learning (CLIL) has gained
importance with the expansion of European Uniorth@sneed for communication
became central. CLIL may be defined under two hegli Firstly, it is related to
learning a subject through English or another tprédanguage. Secondly, it includes
learning a foreign language by studying a subjduickvis content based. In CLIL
classroom, subjects such as history or physictaaght by using target or foreign
language. Darn (2006) states the principles of Cadt foreign language is used to
teach the content and it is integrated into theicuium, language learning is based
on real life situations and errors are seen asralatesults of learning because
fluency is more important that accuracy. AlthoughlChas many advantages, there
are some drawbacks for example, using CLIL requeféective teachers in terms of
ELT and some students may not be accustomed to testory or geography through

a foreign language.
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Task- Based Learningis a language teaching method which focuses on
specific tasks to teach how to communicate. In otdeunderstand Task-Based
Learning, task should be defined at first. In fgrelanguage teaching context, tasks
are activities which are carried out by learnemsthis respect, Task-Based Learning
can be defined as an approach in which communeaind meaningful tasks have
significant role in foreign language learning aedrhing process is more important
than product. Nunan (1999) states that Communiedtanguage Teaching and Task-
Based Teaching is interrelated. Because of thisk tzased learning has gained
attention among applied linguists (Richards and deesl 2001). TBL claims that
language can be learned better when learners learees to use the language as a
tool for communication. In other words, languageowti be used for real
communication purposes instead of controlled aatiwi The focus of classroom is
on the task which students are supposed to compéstause tasks are designed to
facilitate learning and students learn by tasksbgracting and communicating.

3.1.2 THE DIFFICULTY OF SPEAKING SKILL

There are a number of opinions and studies wimehtion the difficulty of
speaking skill in language learning context. Thengwn point in them is speaking is
the one which is learned last by the students aisdthought to be the most difficult
of all four skills. (Bailey and Savage 1994, Fulc2003, Richards and Renandya
2002, Brown and Yule 1993, Alderson& Bachman in inag 2004 ).

According to Brown (1994), there are many featwich make speaking a
challenging language skill to learn. Firstly, spokanguage has contractions, elisions
and reduced forms which the learners are not famwith, as they are different from
full form. Also, he emphasizes that usage of sland idioms may be difficult for
students. The pronunciation is another challengiclg of speaking as it includes
stress, rhythm and intonation of target languageh#&ps, the point which makes
speaking the most difficult skill is that, interaect with at least one speaker is
inevitable. For this reason, a speaker is supptsédfil lots of demands at the same
time as observing and comprehending other spe#hkieking what to say, how to
contribute to conversation, producing utterances taying to guess its effect. For

this reason, many learners are shocked or disaj@obinhen they use the foreign



27

language for the first time because they are napgmed for spontaneous
communication and to meet its needs. For this reastassroom activities that
develop learners’ ability to express themselvesubh speech would therefore seem

an important component of a language course (U199

As a conclusion, the difficulty of speaking r@ésurom the distinct features
of speaking the differences between speaking skillwriting skill in order to
investigate the difficulty of speaking deeply. hetnext section below, problems that

are experienced in foreign language classes acastisd briefly.

3.1.3 PROBLEMS FACED IN EFL SPEAKING CLASSES

The problems met in speaking lessons may resartt fnany factors which
are related to students, teachers or curriculuncoAting to Ur (1996), Tsui (1996),
Nunan (1999) and Altay (2004) reluctance of stusleot speak was seen as the
teachers’ biggest challenge. Similarly, Ur statest inhibition, being shy, fear of
negative criticism and having nothing to say amtirggproblems. Moreover, type of
speaking classes and activities and talking timstwdents and teachers may also be
problematic for learners as noted by Ur (1991) Atabek (2006) .

In order to analyze these problems, we have raadlassification which had
seven items that may be reason for speaking difiésuin our classes.

3.1.3.1 Classroom climate:This category includes the problems related to
the type of environment that is created for stusldiyt school, teachers and peers.
Also, the size and physical conditions of the c¢lass and the relationship and
interaction of students and the teacher will toned below (Ur, 1991; Wheeler,
1994; Dobson, 1998; Aydin, 2001;Atabek,2006)

The most obvious problem related to classroomatk is, the class size. Ur
(1996) emphasizes this problem by stating thatirgd classes some students have
more opportunities to speak while others remaiensivhich creates some dominant
and some passive students. Jin et al. (1998) &sothat if there are large classes the

students cannot use pair and group work. In lalggses, talking time of students is
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naturally not equal. (Tsui 1996; Ur 1991, Dobso889Nheeler 1994, Nunan 1999,
Atabek 2006,Dobson 1988)

The effect of the use of mother tongue has seagrichportance. Especially
in monolingual classes, as all the students haweséime mother tongue, they find it
easy to speak in mother tongue as they think theyaing to be understood better.
(Lawtie and Dobson 1988, Atabek 2006, Wheeler 1994,1991). Ur (1996)
maintains that learners find speaking in the motbegue more natural. Another
interference of mother tongue is that learnerg thigk in their mother tongue and
then try to translate it into the target languagdin (2001) also expresses a problem
reported by students that when teachers asks questi speaking activities, another
students answer instead of selected student. Relatspeaking activities, another
problem reported by Lawtie and Wheeler (1994) & there is a chaos and disorder
and this situation bothers both students and teache

3.1.3.2 Content knowledgeThis category includes students’ knowledge
about speaking topics, cultural and social conceptereign language. Having lack
of knowledge, being able to prepare before theviies and cultural unfamiliarity
are stated as problems related to content knowlegigdr (1991), Dobson (1998),
Marwan (2007) and Shumin (2007).

Ur reports that students have difficulty in spagkbecause they do not have
enough information about the topic that their fderare talking about. In addition to
this, Dobson (1988) and Marwan (2007) emphasizéntipertance of being prepared
before speaking activities because when studemtspepared and aware of the
speaking topic, they are able to produce betteeraittes. Perhaps the most
significant problem is cultural unfamiliarity (Bulsrand Joyce,1997; Shumin 1997;
Xiaohong ,1994).They argue that the social anducailtconcepts of English are
strange for the learners and this situation becanesbstacle for them to speak in

the target language.

3.1.3.3 Language proficiencyin this category the problems related to the

level of students and their competence to speakiran@ded. Being unable to
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understand spoken language or pronunciation i®dtas a problem by Atabek
(2006) and Tsui (1996) related to language praiicye

The most obvious problem about language profogienf students is that
they are not able to understand what is being spokéhe class (Atabek 2006, Tsui
1996), accent and also stress (Fulcher 2003,BundsJayce 1997). For example,
with regard to not understanding Atabek reportg tha students did not want to

speak because they did not understand what wag bpoken in the classroom.

Pronunciation can also be problematic area famkers in speaking classes.
Being unable to pronounce the words in English (8hy 1997) and understand
listening passages (Shumin 1997, Atabek 2006)dateck problems. In addition to
these problems, Fulcher (2003) and Burns and J@@@7) claim that learners of
English have difficulty in forming grammatically wect sentences.

3.1.3.4 Affective & personal: This category is related to problems about
students’ emotions and feelings, personalitiesgesits’ self assessment and self-

perception.

Concerning affective and personal factors, utnghess to speak in the
target language is on of the important problemsstidents. Ur (1991), Altay
(2004),Liu and Jackson (2008), Burgoon (1976), T4906), Nunan (1999), Burns
and Joyce (1999), Matsuda (2004) Burns and Joy2@7§1 Shumin (1997) express
the unwillingness to communicate in the target legge as a problem in speaking
classes. Related to the problem of unwillingnessbk (2006) notes that the learners
think that English is an unnecessary lesson fos ti@iason speaking is not a
motivating activity for them and in Ur's (1996) moiof view students think that

speaking English in the class is not natural.

Ur (1991), Tsui (1996), Aydin (2001) and Pappaetif2002) and indicate
that students are afraid of making mistakes andgoeriticized and also they are
afraid of speaking in front of their friends Thesen of this fear may be that they do
not want to be the centre of attention (Ur,1991|kibg, 2001; Liu and Jackson,
2008). As the learners’ personal features affeeir thpeaking production, being not
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talkative (Xiaohong 1994, Burgoon 1976, Atabek 200@eling shy (Ur 1991,
Dalkilic 2001, Dobson 1988), being introverted (@wn 1976, MC. Crockey 1991)
or lack of self confidence (Dalkilic 2001, Matsu#d@04, Marwan 2007, Shumin
1997) may be reasons of not wanting to speakithesituations in which learners
do not have self-confidence, they do not think ttety can compete with better
students in the class ( Aydin, 2001) because as(I986) states students are afraid
of being ridiculous and being laughed at. Accordingbobson (1988) and Aydin
(2001) they do not want to speak because theirem® being corrected while they
are speaking. Liu and Jackson (2008) introducel#aabers do not want to take risks
while speaking English. The reason of this probiemevealed by Dalkili¢ (2001)
and Aydin (2001) as learners’ friends and teachenge high expectations about

them.

The most common problem in this category is statents feel anxious
when they are supposed to speak English. (Hilld€g96, Jackson 2002, Liu 2006,
Tsui 1996, Ely 1986,Burgoon 1976, Mc Crockey 199t,Crockey & Richard 1987,
Horwitz & Cope 1986, Dalkilic 2001,Liu and Jacksd@08, Mc. Crockey 1977,
Macintrye& Gardner 1994, Horwitz 1995, Proulx 199%oung 1991,Ur 1991,
Worde 1998, Marwan 2007, Burns and Joyce 1997, 8hd®9097, Atabek 2006).
Another problem related to anxiety is reported hyrwitz and Cope (1986), Aydin
(2001) and Liu and Jackson (2008) ,that learnezk daxious when they know that
their speech is going to be assessed.

In this respect, affective factors and the effeocf anxiety in language

teaching and learning will be discussed in thig pathe study.

Affective Factors

Affective factors relate to the learner’s emosbatate and attitude toward
the target language. In Arnold’'s book Affect in lgalmge Learning (1999), the
affective factors are dealt with from three perspes: the learner, the teacher and
the interactional space. Only when we take alléhet consideration we can reach a

positive atmosphere of learning. The classroom Ishbe an area in which the
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students can feel they are “learning as a wholsgmemwith body, mind, emotions, in
harmony with one another” ( Stevick 1996:12).

As foreign language teaching has been affectgasghology and there are
numerous studies which are conducted to find cairéfationship between language
learning and affective variables. Among the affextivariables, anxiety and
motivation have gained importance (Wei ,2007).A banof studies have been done
in order to see the effects of anxiety and motoran learning ( Clément, Dornyei
& Noels 1994; Gardner, Day & Maclintyre, 1992; HamyiHorwitz & Cope, 1986;
Macintyre & Gardner, 1991; Phillips, 1992;Yan, 1998ung, 1991).

In this part of the study, some of the primargetive factors will be

discussed briefly.

Anxiety

Many researchers have identified “anxiety” infeliént ways. For example
Spielberger (1983:15) stated that anxiety is “ajextlve feeling of tension,
apprehension, nervousness and worry associatedanithrousal of the autonomic
nervous system”. In the same way, Omrold (2006)ndsfanxiety as a feeling of
uneasiness and apprehension because of the reaulad. It has also been called as
an emotional response to “a threat to some valaiettie individual holds essential to
his existence as a personality” (May, 1977; p. 20%¥act, both of these definitions
share some common terms as they are all connedtbadfeelings of uneasiness,

frustration, self-doubt, apprehension and worryo{&m, 1980)

Virtually, all of us, from time to time have aefeng of uneasiness or worry
about an event because we are not sure what itoroet will be. A variety of
physiological symptoms can be seen with the anxietiuding a rapid heartbeat,
increased perspiration and muscular tension. Is tbgard, anxiety may seem to
similar to fear but it is different in one importarespect: Although we are usually
afraid of something in particular, ( a lion for exampl&ye usually don’t know
exactly why we ar@anxious. And it is difficult to deal with anxiety when wean’t
identify its cause. ( Lazarus 1991 cited in Omi2006)
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Researchers have emphasized that anxiety can laive positive and
negative affects on learning. Considering the ¢dfeof anxiety in learners’
performance, it is necessary to make a distinctomiween facilitating and

debilitating anxiety.

Facilitating and debilitating anxiety

These terms were first introduced by Alpert andbét (1960 cited in
Young, 1992).

Facilitating anxiety: Some researchers suggested that anxiety may be
helpful in some aspects because a little anxietyhedp for a better performance. For
example Scovel (1978) suggests that anxiety isfileip keeping students alert. On
the other hand he (1991) states that althoughitiailg anxiety has positive effects

on learners' performance, too much anxiety mayltresa poor performance.

Debilitating anxiety: Debilitating anxiety can be called as harmful iatx
as well. Some researchers found negative relatipristween anxiety and learning
because a big amount of anxiety affects performaridearners in a negative way
and it hinders the learning process. Macintyre §)%Xxpressed that only when the
task given to the students is simple, anxiety carfdeilitating. When the task is
difficult, anxiety will affect the learning in a gative way. When students have high
level of anxiety, they do or perform lower thanyhean (Hill 1984, Tobias1980,
Zeidner, 1998 in Omrold).

Apart from facilitating and debilitating anxiet@pielberger (1966 in Young

1991) introduced the terms state, trait and sibmatspecific anxiety.

State anxiety

State anxiety is experienced in a particular theéore a specific situation

for example before the examinations. According tovB (1994), state anxiety is

experienced in a situational level in relation dong event.
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Trait anxiety

Spielberg (1983) defines this kind of anxietyaggerson’s being anxious in
any situation and this is a stable personalityuieabf an individual. If a person has
high level of trait anxiety, many situations wikemn threatening to him/ her. If the
level of trait anxiety is low, his person will balm and relaxed. Brown (1994) states

that trait anxiety is a permanent situation.

Situation specific anxiety

An anxiety which is experienced is a well- defirstuation (Macintyre and
Gardner, 1991a). The difference is that, subjectstested with their anxieties in a
limited situation, for example before a test ordvefspeaking in front of a group of
people.

To sum up, many language learners become anxiduen they are
supposed to speak in target language and thistgnrfuences learning process in a

negative way.

Other affective and personal factors are statexfliibelow.

Motivation

Motivation of students is an important factor einfluences the amount
of they learn. It may be defined as “a force thaergizes, sustains, and directs
behaviour toward a goal” (Eggen&Kauchak, 2007: 298)other words, motivation
is a key consideration in determining the prepagsdrof learners to communicate
(Nunan, 1999). Brown (1987) defines motivation a “inner drive, impulse,

emotion, or desire that moves one to a particidaod” (Brown, 1987:114).

Omrold (2006) states that motivation affects laage learning process in
many ways. For example, motivation has an effedhernchoices that learners make,
their preferences, their behaviours and also ratbtia enables learners to determine

goals for themselves and help them to reach thes#s.gin addition to this,
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motivation causes an increase in learner’'s endrglythey spend for activities they
are interested in. Similarly, the time that spgntdarners on a task may be increased
and this may affect their learning and success great way. Motivated students
probably will pay more attention to the informatiand attention is significant for
learning the subject meaningfully. When studentssed academically, they will be
proud of themselves and their being in the groupl more meaningful for them.
Also, being successful will result in being acceptand respected by their friends.
The motivated students to learn and participatedassroom activities are those who
tend to achieve mostly. In other words, it may dad that motivation helps

performance of learners to improve.

Self- esteem

Self-esteem may be defined as “belief in your owapabilities and
knowledge of yourself” (Brown, 1994:136). Withouinse degree of self-esteem, one
cannot be successful in any cognitive and affectaativity. According to
Coopersmith (1967) (in Arnold 1999) the term sealfeem refers to the evaluation
that a person makes with regard to herself or Himsalso shows one’s approval or
disapproval and capacity to achieve something andog worthy. In a brief
explanation, self- esteem is a personal decisiondi¥idual which is demonstrated

in the attitudes toward oneself.

According to Brown, self-esteem is thought to dtable and difficult to
change but as no trait is stable for all situatigedf-esteem has been divided into
three levels. The first one is global self-este@nuational (specific) self-esteem
refers to an individual's worthiness in some situad for example school or work.

The third one is task self-esteem which refergptxml tasks or special situations.

The studies done in this field showed that sstéem is an important role in
improving one’s motivation and willingness to learmanguage. In language classes,
self-esteem has a positive effect on both the Istguperformance and emotional
well-being of the student. However, whether setees causes an effective learning

or learning causes high self- esteem is still aenaff question.
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Inhibition

Inhibition may be closely related to self-esteenil. iAdividuals try to
protect their ego as a defense which can be sediffénent degrees and forms. This
process of building defense starts when we borncantinues into adulthood. When
people have high self- esteem, they can easilydsti#fificulties and their defenses
become lower. As for the people who have low ssiéem, they have more

inhibitions to protect their ego. (Brown,1994)

In second or foreign language learning procdss, certainly known that
this process involves making mistakes and this satral situation. Even while
learning our mother tongue, we all makes mistakes @ogress with the help of
them. It we wait to speak until we are completalyesof our utterances, we may
never produce even a sentences. However, thesakesscan be seen as threats to
one’s ego. As Brown states, when learners do sonwethrong while learning a

foreign language, he/she becomes critical and shiin&t others also do.

Empathy

Many researchers and educators have identifiqguaty in different ways.
According to Brown (1994:143), empathy is the att“putting yourself into
someone else’s shoes” and trying to understand’stfeelings and ideas. Another
definition is made by Guiora (1972:142) “a proce$scomprehending in which a
temporary fusion of self-object boundaries permés immediate emotional
apprehension of the affective experience of andtliehas been difficult to define
empathy but there is a general consensus abodethetion of Guiora. According to
Hogan (1969 cited in Brown, p. 144), there are h@oessary aspects to development
of empathy; “first an awareness and knowledge a&'wwn feelings and second
identification with another person”. It means thgberson can not exactly empathize
until an individual knows himself/ herself well. \&this more, in oral communication
it is easier to empathize because one can get immeettedback at the time of
speaking. Empathizing can also occur with non-Mecbenmunication but language

is still primary tool for empathizing.
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Risk-Taking

Like other affective factors risk taking is saaifor language learning
process. It refers to the learners’ willingnessntake mistakes, defend extraordinary

situations and deal with difficult or challengingplems.

According to Rubin and Thompson (1982), langulageners are supposed
to make intelligent guesses, being willing to toyrething that new to them and take
the risk of being wrong. In second language leagrmgh risk-taking can yield
positive results but it may be just the opposite.

The silent student in the classroom is one whesdaot want to appear
foolish because of making mistakes. Self —estemms to be closely connected to a
risk taking factor. As Brown (1994) states, if agw:n has a high self-esteem, s/he
does not think being embarrassed because of himkas and he takes the risk of
doing wrong. In language classes, Brown adviseddhehers to encourage students
“to value them as persons for those risks they vakimgly” and also to “tame” high
risk-takers who are the dominant in the class falatcing the opportunities of
students to participate (Brown, p.141). For th&sason, language learning
environment should support risk taking and mistadtesuld be considered as natural

parts of learning process.

Ambiguity Tolerance

Ambiguity is defined as not having enough infotima about a topic by
McLain (1993). Similarly, Budner (1962) in (Ertenca Topkaya ,2005) states that
ambiguous situations can be in three differentdyqad these are: new, complex and
contradictory situations. In classroom environmelgarners can encounter
ambiguous situations even when they meet new graicathatructures for the first

time and this situation can cause anxiety (Ehrri889; Oxford, 1999).

As for the ambiguity tolerance, it may be saidttit is “acceptance of
uncertainities”. This term can be turned into laaggl learning field as “an ability to

deal with ambiguous new stimuli without frustrationwithout appeals to authority.
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It allows for indeterminate rather than rigid caiagation” (Ellis, 1994: 518). In this

respect, learners who have ambiguity tolerance thesghselves more relaxed when
they encounter new structures, uncertainities ankihawn items. Chapelle and
Roberts (1986) found out, that learners who hagh holerance of ambiguity are
more successful in some tasks. For this reasomay be said that ambiguity
tolerance is a significant factor in learning aefgn language.

3.1.3.5 TeacherThis category is related to the teachers’ persteslres,

how they treat students in and outside the class.

Pappamihiel (2002) ,Worde (1998), Wheeler (1983te the importance of
giving clear instructions as the learners may matewstand what they are going to do
in the lesson without receiving clear instructioigacher talking time has been
reported another teacher related problem (Yaping98MAlrabaa,1991; Ward,
1984;Dobson,1988) Teacher talks most of the timthénlesson and does not give

much opportunity for students to talk.

Teacher intervention or patience can also bebl@m. For example, Aydin
(2001) indicates that teachers interrupts studetite speaking mostly in order to
correct the mistakes or if a teacher is impatibat/she does not let students be silent
as expressed by Tsui (1996). For this reason, déesumay not be willing to take part
in speaking activities or learners may feel anxiou$ront of a teacher who forces

them to speak in a relatively short time.

According to Ward (1984) and Atabek (2006), aroitroblem experienced
by students is that teacher adjusts everythingeawants. In such a class, learners
may feel that they are not important and valuabléearning process or their ideas

are not taken into consideration by their teacher.

Students’ perceptions of their teacher is alspartant. In some situations
students think that their teachers are not competerihey are not native speakers
and teachers do not give importance to speakin akd speaking activities
(Atabek,2006).
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3.1.3.6 Materials & methodsThe problems in this category are related to
the materials and methods that are used in sped&sspns. The most common
problem in this category concerns level of spealastyvities. For example Fioa
Lawtie and Dobson (1988) and Atabek (2006) repbet learners think that
speaking activities are not appropriate for thewel, they are either too difficult or
too easy for them. They also note that speakingites are boring and this becomes
a reason for unwillingness to speak. In the samg ®arac¢ (2007) states that for an
effective speaking lesson, material should be ratitig, interesting and challenging

for students.

Sarac (2007) states that as teachers are suppmgeliow a course book
and a curriculum, speaking skill may usually beleetgd in the book because most
of the time little attention is paid for speakingtigities and practices. Anna
Lazaraton and Watts (1989) and Atabek (2006) aiscuds that speaking skill isn’t
paid attention in the course book. So, the needsashers and the aims or priorities
of course book may not match. This is probably bhseamany teachers think that

teaching grammar is the main principle of languagehing. (Karaata,1999).

3.1.3.7 Contextual factorsContextual factors are related to environmental
and outside factors which effects learners’ spapkierformance. As Atabek (2006)
states in his study, learners think that thereoisneed to speak English outside the
class or English is not related to their departmEnt this reason, they may not be
motivated enough. In addition to this, Dilamar (1P8tates the problem of lack of

chances to practice English outside the class.

3.1.4 SUGGESTIONS FOR SPEAKING CLASS

Besides problems that are experienced in speaklagses, there are
numerous solutions stated by educators and reszarclihese solutions will be

discussed in seven categories below.

3.1.4.1 Classroom climate:Related to this category, the size of the
classroom has significant importance because @884), Brumfit (1984),Long and
Porter (1985), Malinowski (1989), Ur (1991), Alrabf1991),Wheeler (1994), Tsui
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(1996) and Nunan (1999) state that when learners bpportunity to work in small
groups, they may have more chances to practisettingguage. In addition to this,
teacher waiting time is also a problematic issagest by Tsui (1996) Students wants
teacher to wait longer after they ask question aminate a student to speak Tsui
(1996) also states that changing types of questiwnaccepting different answers
would be a good attempt for speaking activitiese Types of speaking activities are
also important factor because learners prefersteakactivities and task in the class
as stated by Haozhang (1997), Malinowski (1989) Atadbek (2006). In addition to
this, the physical features of classroom is impurtasue because learners prefer to
walk in the class and move easily (Tsui 1996, Nut299, King 2002).

3.1.4.2 Content knowledge In order to have a more effective speaking
classes, Haozhang, (1997) states that students lmeutsdught how to solve their
problems when they have difficulty in speaking. Banty, Ur (1991) emphasizes that
teachers must use a more comprehensible languatle iclass and instructions of
teachers must be clearer to understand. Becaudenssudo not understand what they

are supposed to do if the instructions are not clea

3.1.4.3 Language Proficiency:Concerning language proficiency, Tsui
(1996) states that teachers should give importémaaeaning rather than function
because in some situations, students know the agbtver but they may have
difficulty in forming fully grammatical sentences addition to this, Fangzhi (1998)
supports that evaluating students’ performance givichg them feedback can help

students to be better speakers of English.

3.1.4.4 Affective and Personal Factordn this category, the necessity of a
more sincere classroom is stated by Tsui (1996) atabek (2006). In addition to
this, Dilamar (1991), Riggenbach and Lazaraton {)3%@ipport that teachers should
encourage students to speak and help learnerghgainself-confidence which is an

important factor to take part in speaking actigtie

3.2.4.5 Teacher:Solutions for speaking problems related to teacaetor
mostly state that teachers should speak in taagglage and be a model for students
(Gebhard 1982, Ur 1991,Valdez 1998, Atabek 2006mil&ly, teachers are
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supposed to encourage learners and help them gHhoosfidence as stated by
Dilamar (1991).

3.1.4.6 Materials and Methods: Solutions concerning materials and
methods, the most important factor is the type afemals. Materials that are used in
speaking classes should be realistic, interestmyemjoyable for students as stated
by Fangzhi (1998). In addition to this, Haozhan®9@) and Atabek (2006)
emphasize the necessity of using technologicaktookpeaking classes and having
native speaker teachers to motivate students drattatheir attention to the lesson.
Similary, Ur (1991) states the importance of chnggshe activities at the appropriate

level for students.

3.1.4.7 Contextual factorsConcerning contextual factors, a speaking club
may be helpful thus that students will be able riacfpise the target language. In his
study Atabek (2006) also emphasized the neceskftyming a speaking club in the
school. In addition to this, teachers should helpriiers to use English outside the

class.

3.2 SUMMARY OF THE CHAPTER

In this chapter, history of teaching speakingdiscussed briefly and
difficulties of teaching speaking is presentedhe tight of literature. Problems of
speaking and solutions are also stated as welbrag ®f the affective factors which

influence learners’ speaking performance.
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CHAPTER IV
METHODOLOGY

4.0 INTRODUCTION

This part includes information about implememtatiof the research and
how the study is done in terms of methodologicalspective. This chapter also
presents the information about participants, sgttinstruments, data collection and
data analysis procedures. Finally, the findingsthad pilot and main studies are
presented.

4.1 RATIONALE FOR THE METHODOLOGY OF THE STUDY

In this part of the study, the reasons why thestjonnaire method was
selected in the process of gathering data will Bplagned by reviewing the

methodological literature.

4.1.1 QUESTIONNAIRE AND INTERVIEW

In researches conducted in foreign language iegcheld and social
sciences, many research methods and instruments been used so far. Among
these methods, interviews and questionnaires ast widely used by researchers. In
data collection process, both questionnaires atehviews may be advantageous
from time to time. In the section below, these twethods will be discussed briefly

based on relevant literature.

Doérnyei (2002) states that the tool we use tdecbldata can differ
according to our aim. If the researcher wants lang detailed answers for questions,
interviews may probably be more useful in orderdach our aims as interviews
contain open-ended questions. Nunan (1992) supportdy expressing that open-
ended questions can reveal the statements of iparits better. Using interviews can
help us to get more accurate data because intthaisns of misconceptions because

an interviewee has a chance to ask for explanarodarification however in the
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guestionnaires a participant can leave some statsnwait if they are difficult to
comprehend (Ekmekgi 1999 cited in Demir 2005). @a other hand Oppenheim
(1992) lists the drawbacks of interview method asing interviews in order to
collect data takes longer time, it is not econoiitteere can be some bias, it may be
difficult to reach a large group of sample and &ynbe difficult to analyse and assess
the findings of the study. As for the disadvantagesides of interviews, Nunan
(1992) adds that interviews may not be objectiveabse the personal features of
interviewer may affect the nature of interview. &lshere may be some bias in
interview techniques as the participants are notkdnterviewer may be stronger
and may affect the interviewee.

In recent years, using questionnaires in socténses have become
widespread and become more popular than intervié@ppenheim 1992). This
popularity can be explained with the features gjuastionnaire in both preparation

and administration process.

A guestionnaire is defined by Oppenheim (19923 agnificant instrument
to collect required data and its aim is to “measu@riestionnaires are used to collect
guantitative data as they contain closed type questand alternative answers are
given by the researcher. Participants are supposezhd and mark the choice which

they think more accurate for them.

The advantages of using a questionnaire aredstgteDornyei (2002), as
they are easy to constitute, multi-dimensional gaoid they can collect data from a
large amount of sample. While the number of quastim an interview relatively
limited, questionnaires have many items and theye ggome choices for the
participants for this reason it is appropriate $e tor quantitative studies.

Oppenheim (1992) further emphasizes that whileird@rview needs an
individual to ask questions respectively, with asfibnnaire researchers may ask
many questions at the same time and reach largapgr

Nunan (1992) states that items in a questionraare both contain open-

ended and closed type questions. Closed type questire easy to collect and
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analyse the answers. On the other hand, closedjiygsions in a questionnaire have
also disadvantages. Oppenheim (1992) states,ttisaimpossible to know what the
participants really expressed and their own opimidrecause they may feel
constrained as they are supposed to make a chwmioegathe alternative statements
given by the researcher. In order to preuvaetfeeling of not expressing themselves,
a researcher should add “other” or “please specitgins at the end of the

guestionnaire.

In this study, a number of participants is comapigely large and there are
too many questions that should be answered bycpaatits. Therefore, questionnaire

method is thought to be the most appropriate totHis study.

4.2 OBJECTIVES AND RESEARCH QUESTIONS

This study aims to find out problems and diffi@d that students
experience while speaking English. Besides deswithiese problems, the study also
aims to find out students’ ideas and opinions alibatpossible solutions of these
problems and suggestions to overcome these diffsul

In this study following research questions arestigated and reported:
RQ1.What kinds of problems do the students experignsgeaking classes?
RQla-What kinds of problems do the students experiesleted to classroom?
RQ1bWhat kinds of problems do the students experiemtated to content
knowledge?

RQlcWhat kinds of problems do the students experieetsted to language
proficiency?

RQ1dWhat kinds of problems do the students experieataed to affective and
personal factors?

RQl1leWhat kinds of problems do the students experiezlaged to teacher?
RQ1fWhat kinds of problems do the students experiealeded to materials and
methods?

RQlgWhat kinds of problems do the students experigetaed to contextual
factors?

RQ2.What are the students’ suggestions and solutiongriiblems of speaking?
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RQ2aWhat are the students’ suggestions and solutieteed to classroom?
RQ2bWhat are the students’ suggestions and solutioglkted to content
knowledge?

RQ2cWhat are the students’ suggestions and solutiofste® to affective and
personal factors?

RQ2dWhat are the students’ suggestions and solutieteged to teacher?
RQ2eWhat are the students’ suggestions and solutiatated to materials and
methods?

RQ2fWhat are the students’ suggestions and solutiefeed to contextual factors?
RQ3 Is there significant difference between the gendé the learners and their
problems in speaking?

RQ4. Is there a difference between the English markshe learners and their
problems in speaking?

RQ5.1s there a relationship between the self-percemattess of learners and their
problems in speaking classes?

RQ6. Is there a difference between department of k@rand their problems in

speaking?

4.3 METHODOLOGY OF THE STUDY

4.3.1 DEVELOPING THE QUESTIONNAIRE

The questionnaire that was used in this study prapared in three phases.
The first phase involved collecting qualitative aldhrough an opinionaire whereas
the second phase involved blending theoretical udsons with the problems
identified in the qualitative phase of the studieThird phase involved validation of
the questionnaire. These phases are explainedai below.

4.3.1.1 Phase I: Opinionaire

In order to reach the necessary data to formgthestionnaire which was
used in this study, we have developed a qualitasimevey form (see Appendix
A).This form aimed to explore students’ reasonsnior speaking and problems they

experience in English speaking activities. The falso tried to find out under which
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conditions students might be more active and moaceessful in speaking classes. In

this form three main questions are asked to owlestis:

1.Do you have difficulty while speaking English?
2.What are these difficulties?

3.What do you suggest to overcome these difficafftie

120 forms were put into envelopes and handedi@wstudents who were
chosen randomly from the attendance list. We hadp@%icipants who attended
preparatory classes at Canakkale Onsekiz Mart Wsitye Their departments were:
Physics, Archaeology, Foreign Trade and Europeaon)iravel Management and

Accommodation Management

From ten different classes, the envelopes werengio the students as an
invitation; their names were written on the envekp The participants were
informed verbally that their participation in théudy would not influence their
grades and their names and personal informatioriddamat be revealed, just seen by
researchers. 89 students returned the forms ammrgiyn The problems that were

reported by our participants are presented in Thable

Table 1: Problems reported by our participants

Crowded classes Having difficulty in pronunciation.

Multi level classes Planning what to say in Turkish

Being unable to express oneself Difficulty of uredanding listening

Being unable to say Lack of concentration

Shortage of content knowledge Lack of self-confaen

Shortage of vocabulary Fear of making mistakes.

Lack of knowledge of the tenses. Fear of beinghaddoy friends.

Difficulty in forming sentences. Speaking Englishiot natural.

Lack of knowledge of grammar Being anxious whileapng English

Lack of background knowledge Knowledge of beingked by teacher
Lack of importance given to Hesitating because of thinking a lot while
speaking skill by the teacher speaking (lack of fluency)

Mismatch between lesson Being unable to understand teacher while
difficulty and student level speaking English

Negative classroom interaction Low self-esteem

Lack of time given by the teacher Uninterestedhess

Not challenging teachers Being unable to contrelléimguage

Lack of practice outside the class Time of classes




46

Besides these problems, our participants expletisair ideas that have
great importance to solve these problems. In Tablihe suggestions and possible

solutions that our students stated are presented.

Table 2: Suggestions and solutions for speaking pbotems reported by our
participants

Having background

Having more vocabulary knowledge
Having enough grammar knowledge
Knowing how to study

Being more relaxed

Having self-confidence

Studying more

Being eager to speak

If I like English

More sincere classroom

More Turkish explanations by the teachers
Teachers trusting students
Encouraging teachers

Not focusing on grammar while speaking
English is mostly spoken in class
More tolerant teachers

Teachers revising the subjects
Interesting lessons

Using technological tools

Interesting speaking topics

English related to my department
More practice

Getting help outside the class

A separate speaking lesson

Using English outside the class
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4.3.1.2 Phase Il : Blending Findings from the Opionaire with

Literature

In order to form the questionnaire that will lsed in this study, we
also searched the relevant literature and the efudibne in this field. These are also
discussed in Section 3.1.2 of literature revieweSghproblems and solutions can be
categorized into meaningful groups. Tables beloesgnt the problems stated by
previous studies. Table 3 shows the problems tleat wdentified in the literature
(i.e. Atabek,2006; Aydin, 2001; Dobson,1988; Haozhal997; Jin et al., 1988 ;
Lazaraton, 1998; Nunan, 1999; Tsui, 1996; Ur, 19%heeler, 1994 ) related to

classroom climate.

Table 3 : Problems identified in the literature rehted to classroom climate

Talking time of students is not equal as some stisd@alk more
Speaking in mother tongue because of monolingaakels

There is a chaos and disorder in speaking actviti¢he class.
Lack of chances to speak because of crowded classes

Some students answer more quickly when the teadksrquestion.

g wNE

Related to problems about content knowledge thpeeblems were
identified in the literature and that are shownTeble 4 (i.e Based on Burns and
Joyce, 1997; Dobson, 1998; Marwan,2007; Shumirr,12%, 1991; Xiaohong,
1994).

Table 4: Problems identified in the literature relaed to content knowledge

1 Being unfamiliar to the cultural and social conseptEnglish.
2 Being unable to express oneself
3 Being unable to speak English because of not h@iegared

In the literature about speaking problems ofrees five problems were
identified related to language proficiency and ¢hpsoblems are shown in Table 5
(i.e Based on Atabek, 2006; Burns and Joyce, 19Bultcher, 2003; Pappamihiel,
2002;Shumin, 1997 ; Tsui,1996; Wheeler, 1994; Woi®98).
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Table 5 : Problems identified in the literature relted to language proficiency

Being unable to understand what is spoken in thgscl

Having difficulty in forming fully grammatical seances.
Being unable to understand the stress in English.
Being unable to pronounce the words in English.

Being unable to understand what is listened in iEhdésson.

> 01~ W NP

Being unable to understand what to do in the lesson

Concerning affective and personal factors 18 lerob were identified in
the literature. Table 6 shows problems relatedffeecive and personal factors (i.e.
Based on Altay,2004 ; Atabek, 2006; Aydin,2001;dhan,1976; Burns and Joyce,
1997; Burns and Joyce, 1999; Dalkili¢,2001; Dobsk988; Ely,1986; Hilleson,
1996;Horwitz & Cope, 1986; Horwitz, 1995; Jacks2@02; Liu and Jackson, 2008;
Liu, 2006;Maclintrye& Gardner, 1994; Marwan,2007;tMala, 2004; Mc Crockey &
Richard 1987; Mc. Crockey, 1977; Mc. Crockey, 198lilnan, 1999; Pappamihiel,
2002; Proulx, 1991; Shumin, 1997; Tsui, 1996; 891, Worde, 1998; Xiaohong,
1994; Young, 1991).

Table 6 : Problems identified in the literature relted to affective and personal

factors
1 Feeling of anxiety while speaking English.
2 Not being a talkative person.
3 Fear of making mistakes.
4 Fear of being laughed at
5 Speaking English in class is not natural
6 Unwillingness to communicate in English.
7 Fear of being criticised
8 English lesson is unnecessary
9 Unwillingness to take risks while speaking Esilgli
10 Being anxious because of evaluation of speech
11 High expectations of peers
12 Unwillingness to be centre of attention in the slas
13 Lack of self-confidence
14 Being shy
15 Being introverted
16 Being corrected while speaking
17 Being unable to compete with friends in the class.

18 Fear of speaking English in front of peers
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In the literature about speaking problems ofriees seven problems were
identified related to teacher and these problerasshown in Table 7. (i.e. Based on
Alrabaa, 1991; Atabek,2006; Aydin,2001; Dobson, 8&9Bazaraton ,1998; Tsui,
1996; Ward, 1984; Yaping, 1998)

Table 7 : Problems identified in the literature rehted to teacher

1 Teacher’s impatience/negative attitude

The amount of teacher talking time

Lack of opportunities to speak given by teacher
Teacher’s authoritarian manners

Incompetent teachers as they are not nativkepea

Importance given to speaking activities by treecker

~N O o WODN

Being interrupted by the teacher while speaking.

Concerning materials and methods five problemsewdentified in the
literature. Table 8 shows problems related to &ffecand personal factors (i.e.
Based on Atabek,2006; Dobson,1988; Lazarator;19@nan, 1999;Watts, 1989).

Table 8: Problems identified in the literature rehted to materials and methods

Speaking activities are boring.

Speaking activities are easy
Speaking activities are difficult

Importance given to speaking activities by the seurook

a b~ W N P

It is not necessary to speak English to learn Ehgli

In the literature about speaking problems ofrlees seven problems were
identified related to contextual factors and thesdblems are shown in Table 9. (i.e.
Based on Atabek, 2006; Dilamar, 1991)

Table 9 : Problems identified in the literature rehted to contextual factors

1 It is not necessary to speak English outside tagscl
2 Irrelevancy of English to the departments of stislen
3 There is no real environment to practice outsigeclhss.
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The findings of different studies related to $ions of speaking problems
stated in tables below. Table 10 shows solutioeatitled in the literature related to
classroom climate (i.e. Based on Alrabaa,1991; Bitui884; Ellis,1984; Harmer
,1991; King, 2002;Long and Porter,1985; Malinows889; Nunan,1999; Tsui,
1996; Ur,1991, Wheeler,1994).

Table 10 : Solutions identified in the literature related to classroom climate

1 Having opportunity to work in smaller groups
2 Having opportunity to move in the class.
3 Having less crowded classes

In the literature about solutions one problem videntified related to
affective and personal factors and this problershiswn in Table 11 (i.e. Based on
Atabek,2006; Tsui, 1996).

Table 11 : Solutions identified in the literature related to affective and personal

factors

1 A more sincere classroom

Table 12 shows solutions identified in the litara related to teacher(i.e.
Based on Atabek,2006; Dilamar,1991; Fangzhi,1998; ebHard,1982;
Haozhang,1997; Lazaraton, 1998; Riggenbach andratarg 1991; Tsui, 1996; Ur,
1991, Valdez,1998).

Table 12 : Solutions related to teacher

1 Being taught how to overcome the difficulties whsgeaking

Teachers using more comprehensible English.
Teachers making more clear explanations.
Giving importance to the meaning instead of form
Evaluation of students’ improvements
Encouraging teachers

Helpful teachers for students to gain self confaen

Teachers speaking English more to be a model tolesits

© 00 N O o b~ WwN

Teachers checking the activities more carefully.
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In the literature about solutions eleven solugiovere identified related to
materials and methods and these solutions are slhowiable 13 (i.e. Based on
Atabek,2006; Fangzhi,1998; Haozhang,1997; Lazayal®®1; Malinowski,1989;
Sharma,1987; Tsui, 1996; Ur, 1991).

Table 13: Solutions identified in the literature related to materials and methods

Having more time to answer the question

Being asked different types of questions
Accepting different answers

Realistic speaking activities

Using realistic materials

Playing games in English

Singing songs in English

Using technological tools more

© 00 N o o b~ W DN PP

Having native speaker teachers in lesson

[
o

Speaking topics at the appropriate level

[ —
[

Interesting speaking topics

In the literature about solutions one solutionswdentified related to

contextual factors and this is shown in Table 1el.@ased on Atabek,2006)

Table 14 : Solutions related to contextual factors

1 Having a speaking club

After the relevant studies in the literature wanalysed, we have combined
these problems with our students’ statements. @heegrocess was also applied for
solutions and suggestions which are stated in ormlesvercome these speaking

problems.
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4.3.1.3 Phase Il : Expert Opinion

After the first draft of the questionnaire wasn@d, we determined seven
categories which these problems and solutions geton These categories were:
classroom climate, content knowledge, languageigweoicy, affective & personal
factors, teacher, materials & methods and contéxactors. To check how valid the
categorization of problems and solution to thesabl@ms, validation was sought
through expert opinion. To do this, three expergpleyed as teacher trainers at
Canakkale Onsekiz Mart University were invited &ad questionnaire items and
comment on the classification of the items. We heaguested them to place the
statements in the questionnaire according to tilsesen categories and they did
necessary marking. For most of the statement, thlesse experts reached an
agreement as they stated the same things. Foiffteeedt comments, two items out
of three were seen adequate for the grouping. Acagrto these results, grouping of
statements were adjusted and the questionnairecavestructed. The questionnaire
also included some check statements to ascertancarceful the students were while

filling in the questionnaire.

The statements were written in Turkish in ordemntake them understood
easily. For Turkish, proof reading was done byuakiBh specialist employed at
Canakkale Onsekiz Mart University. She analyzedrieaning of statements and
grammar to check whether the students understandaime meaning that | want to

express. After the proof reading, necessary caomstand changes were done.

4.3.2 PILOTING THE QUESTIONNAIRE

4.3.2.1 Objectives

The pilot study was conducted in order to seetldrethere is a problem in
administration of data collecting instrument, cotrethe necessary parts or
misunderstandings and make changes if necess#&min@ithe questionnaire before
the main study helped us to assess the clarityicéxess, duration and layout of the

guestionnaire.
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4.3.2.2 Setting

This study was conducted in the fall term of 22089 Academic Year at
Canakkale Onsekiz Mart University, Compulsory d@pptional Prep Classes. In
these prep classes, students take 24 hours Ehegisbn in a week and after one year
of education, even though they can not be sucdedbiey can attend their own
departments but they have to be successful in &ngiroficiency test until they
graduate university. In prep classes, the ainoigddvelop four skills at the same
time. The students are placed into three levelsordony to their grades of

proficiency exam done in the first week of prepamnaschool.

4.3.2.3 Participants

The participants were elementary level studentSlass | which consists of
24 students. The class also had 15 male and 9desnalents. This prep class has
24 hours of English in a week. Unlike recent yedinese students do not have
separate lessons for skills. They just have 24 dionain course lesson. For this
reason, they do not have a speaking lesson ,eifhale 15 shows gender

distribution of students in Pilot Study

Table 15. Gender Distribution of students in PilotStudy

CLASS FEMALE MALE TOTAL
Elementary 15 9 24

4.3.2.4 Instrument

The questionnaire used in the study to collech diam students consists of three
parts.
Part | : Personal information of students
Part Il: Problems of students in speaking classes
Part Ill: Solutions and suggestions of studentsteel to speaking problems
The first part of the questionnaire consistedeseary personal information

of students that will be used for the analysis atad These were nationality, gender,
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department, age, English proficiency level, Englislark and self-perception of
students.

The second part of the questionnaire aims todimdwhat kind of problems
that our students experience in speaking classkethanpart contained 64 statements.
The aim of part three was to learn possible sabstiand suggestions of students
related to speaking problems and this part hadtgt®rmmeents. The statements in the
guestionnaire were designed according to liketesaad had these five options:
| strongly agree (5)
| agree (4)
| am indecisive (3)
| disagree (2)
| strongly disagree (1)

4.3.2.5 Procedures for Data Collection

This pilot study was conducted in the spring t&in2008-2009 Academic
Year by the researcher herself. The students weesn ghe questionnaire and asked
to read the instruction which explains the aimha& study , what they should do and
what they are supposed to do. They were also Batdheir contribution is important
for this reason; they were requested to be sinaederealistic while answering the
guestionnaire. The participants were also givenughotime to complete the
guestionnaire. It took approximately 20 minutedilloin the questionnaire so this

was thought to be long enough.

4.3.2.6 Data Analysis

Data was analysed not for content but for reastiom students. It has
been observed that the length of time was aroundm@utes to fill in the
guestionnaire. This was considered long enoughny 2002). Students did not
report any serious misunderstandings. They werg@yhapout the clarity. However,
some students mentioned that writing their persam@rmation at the beginning
made them irritated. Following suggestion from liberature (e.g. Dérnyei, 2002)

this section was placed at the end of the quesdioain
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4.3.3 MAIN STUDY

4.3.3.1 Objectives

The main objective of this study was to invedegaroblems that our
students experience in speaking lessons. The @olafithese problems and possible
suggestions of students were also sought. Resgaedtions can be seen in section
4.2.

4.3.3.2 Setting

The main study of the thesis was carried out amakkale Onsekiz Mart
University. The students were in preparatory classel English Language Teaching
Department. The questionnaire was applied in thengpterm of 2008-2009

Academic Year by the instructors of English.

4.3.3.3 Patrticipants

In this study there were two groups of particigaThe first group was
preparatory class students. The participants @pamatory classes were beginner,
elementary and pre-intermediate students. Neallgfahe students have the same
mother tongue, Turkish. The students in preparasmyool were from different
faculties and different departments. These depatsnare Physics, Archaeology,
Foreign Trade and European Union, Travel Managenaemt Accommodation
Management.

The second group was English Language Teachingamaent. These
students were either in preparatory class or infitts¢ class. Distribution of the
participants according to their gender, nationasityd department can be seen in
Table 16.
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Table 16: Demographic information about participants

Frequency Percent
Gender Female 140 59.6
Male 95 40.4
Total 235 100
Frequency Percent
TC 227 96.6
Nationality Other 8 3.4
Total 235 100
Frequency Percent
Archaeology 23 9.8
Physics 35 14.9
Foreign Trade and EU 13 5.5
Travel Management 21 8.9
Departmen Accommodation Management 22 9.4
t ELT 1¥class 93 39.6
ELT Preparatory Class 14 6.0
Other 14 6.0
Total 235 100

As it can be seen from Table 16 above, 140 ferstaldents and 95 male
students participated in this study. In additionthcs, 96 % of participants were
Turkish and the 3.4 % of participants were fromfelgnt nationalities. The
participants who took part in this study were frahfferent departments. These
departments were Archaeology, Physics, Foreignel'eatl European Union, Travel
Management, Accommodation Management and Englisiguage Teaching. The

mean value of age was 19,80.
4.3.3.4 Instruments
The questionnaire that is described in secti@2#4 was used to collect

data. This questionnaire has three parts. The st aims to find out speaking

problems and difficulties that our students expergeand the second part asks for the
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possible solutions and suggestions to overcomeetipesblems and the last part
includes the personal information about our stuslésdge Appendix B).

4.3.3.5 Procedures for Data Collection

The study was conducted in the spring term of822009 Academic Year.
For the prep classes, the researcher gave thesaegasstructions for students and it
was explained that their contribution is importéot this study and it would not
affect their marks in the school. Also, they wexelained that the finding would be
just seen by the researchers. They were requésted sincere and realistic while
answering the questionnaire. The participants was® given enough time to

complete the questionnaire. 20 minutes were entu{h in the questionnaire.

4.3.3.6 Data Analysis

The data obtained from the questionnaire wasyaedlwith the use of SPSS
16.00 for Windows (Statistical Package for SocieileSces) data editor. In order to
answer the research question 1 and 2, mean vakresfigured out. For the research
guestions 3, T-test method was used to exploreeagedifferences and independent
sample test procedure was employed while in reBequestion 4 and 5 pearson
correlation coefficient were calculated to find aelationship between students’
problems and perceived success and English mahieiachool.

4.4 SUMMARY OF THE CHAPTER

This chapter presents information about implesmgon of the research and
how the study is done in terms of methodologicaspective. This chapter also
includes the information about participants, settimstruments, data collection and
data analysis procedures. Finally, the findingstha pilot and main studies are

presented.
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CHAPTER FIVE

FINDINGS AND DISCUSSION

5.0 INTRODUCTION

This chapter presents statistical analysis ofitita of the main study. The

findings of the analyses are also discussed itights of the research questions.

5.1 RESEARCH QUESTIONS

This part presents the findings to the followregearch questions, which

will be treated under individual sub-headings.

RQ1. What kinds of problems do the students expeeién speaking classes?
RQ1a- What kinds of problems do the students egpee related to classroom?
RQ1b-What kinds of problems do the students expeeieelated to content
knowledge?

RQ1c-What kinds of problems do the students expeeeelated to language
proficiency?

RQ1d-What kinds of problems do the students expeeieelated to affective and
personal factors?

RQ1le-What kinds of problems do the students expegieelated to teacher?
RQ1f-What kinds of problems do the students expegaelated to materials and
methods?

RQ1g-What kinds of problems do the students expeeeelated to contextual
factors?

RQ2. What are the students’ suggestions and sokifmr problems of speaking?
RQ2a-What are the students’ suggestions and sotutelated to classroom?
RQ2b-What are the students’ suggestions and sokitelated to content
knowledge?

RQ2c-What are the students’ suggestions and sokitelated to affective and
personal factors?

RQ2d-What are the students’ suggestions and sokitelated to teacher?
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RQ2e-What are the students’ suggestions and spfutadated to materials and
methods?

RQ2f-What are the students’ suggestions and solsitielated to contextual factors?
RQ3. Is there significant difference between thedges of the learners and their
problems in speaking?

RQA4.1s there a difference between the English mafkise learners and their
problems in speaking?

RQ5. Is there a relationship between the self-pegdesuccess of learners and their
problems in speaking classes?

RQ6. Is there a difference between departmergarhkers and their problems in

speaking?

5.2 PROBLEMS EXPERIENCED IN SPEAKING CLASSES

The questionnaire used in this study involvedlenms related to speaking
classes in different categories. These were prablesfated to classroom climate,
content knowledge, language proficiency, affectarel personal factors, teacher,

material and methods and contextual factors.

5.2.1 RQ1. What kinds of problems do the studentsxperience in speaking

classes?
To find out which problems were more frequentiyperienced, firstly
means of each category of problems were calculdiedse are presented in Table

17.

Table 17. Problems experienced in speaking classes

Problems Mean Std.
Deviation

Language proficiency 2.90 .69524
Content knowledge 2.79 .84381
Materials and methods 2.79 .94879
Contextual factors 2.66 .74504
Classroom climate 251 .63260
Affective and personal 2.31 .64307

Teacher 2.26 .65345
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As can be seen from Table 17, the most frequesxkperienced problems
concerned some sort of a lack of language proftgigmean= 2.90) which means
that students experience problems as they are ampetent in speaking. Lack of
language proficiency is followed by lack of contémowledge (mean=2.79). The
problems related to materials and methods (meaB¥aie expressed as the third
factors. Participants reported reasons relatedntextual factors (mean=2.66). The
problems related to classroom were also importaith \2.51 mean. The less
frequently expressed problems were about affectened personal factors

(mean=2.31) and teacher (mean=2.26).

Such a finding was in keeping with observationghe literature in that
related to language proficiency Shumin (1997) akidbek (2006) stated that being
unable to understand what is listened and spokethenclass is a problematic
situation for students. In addition to this, F@ct{2003), Burns and Joyce (1997)
state that learners of English have difficulty iormhing grammatically correct
sentences. Concerning problems related to contewledge, Ur (1991) reports that
students have difficulty in speaking because theyndt have enough information
about the topic that their friends are talking abdwnother significant problem was
reported by Burns and Joyce (1997), Shumin (199@phong (1994) and they state
that the social and cultural concepts of English strange for the learners and this
situation becomes an obstacle for them to spedlkeiniarget language. For the third
category, materials and methods, Sara¢ (2007)dstatg for an effective speaking
lesson, material should be motivating, interesaing challenging for students. She
also stated that as teachers are supposed to fallosurse book and a curriculum,
speaking skill may usually be neglected in the bbekause most of the time little
attention is paid for speaking activities and pcas. So, the needs of learners and
the aims or priorities of course book may not matstcording to Karaata (1999)
many teachers think that teaching grammar is thén rpainciple of language
teaching. Concerning contextual factors, as Ata(®)06) revealed in his study,
learners think that there is no need to speak Bmglutside the class or English is not
related to their department. For this reason, tin@y not be motivated enough. In
addition to this, Dilamar (1991) stated the problefrlack of chances to practice
English outside the class. These problems statedu participants and the

mean values will be discussed below.
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5.2.1.1 RQla- What kinds of problems do the students exp&nce related to

classroom?
This research question treated problems our gyaatits experienced
concerning the classroom climate. To answer theston, descriptive statistics was

resorted. Table 18 presents mean values of probiepasted.

Table 18.Problems related to classroom climate

Problems N Mean Std.
Deviation
Monolingual classroom 235 3.56 1.320
Disorganized activities 235 2.95 1.139
Faster classmates 235 2.67 1.105
More talkative classmates 235 2.62 1.253
Insincere relation 235 2.20 1.270
Crowded class 235 2.17 .963
Disrespectful peers 235 2.02 .998
Poor rapport with classmates 235 1.90 .999
Total 235 2.51 .63260

The most frequently reported problem was by li@rmonolingual nature of
the classroom. Students reported that (mean= 3tt&§) find it easier to speak in
Turkish as everybody speaks Turkish in their cl&ssides this, the students find it
unnatural to try to communicate in English. Follogi the monolingualism,
“disorganization in speaking activities” (mean=%).%as stated as a problem by our
students. They find some activities chaotic as m&tngents try to talk at the same
time and they find it difficult to speak as someifids are always quicker to take
turns in speaking activities so some students nreswer questions before their
friends (mean=2.67), so all the students can ne¢ legual time to speak in English.
For this reason, there are “more talkative pear&gn=2.62) and silent ones.

Among the less frequently experienced problems viiereng a poor rapport with
friends (mean= 1.90) and peers not respecting eters ideas (mean=2.02). These

findings are also illustrated in Figure 1.
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Figure 1. Problems related to classroom climate

Problems related to classroom climate
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Such a finding was in keeping with observationghe literature in that
classes being monolingual will influence studenise of L2 instead of L1. For
example, Dobson (1988), Atabek (2006) and WheedléB4) also mentioned that
when everybody speaks the same L1 students mafyndoit natural to speak in L2
and opt to speak in L1 instead. Similar findinggevalso reported by Ur (1996) and
she supports that learners find speaking in thénendbngue is more natural. As for
the disordered speaking classes, Lawtie and Wh€Ed®4) reported that there is a
chaos and disorder in speaking activities andditigation bothers both students and
teachers. Another problem reported by both thealitee and our study is the
problem of crowded classes as Ur (1996) statesyawded classes students do not
have equal chances to speak in the target langaradydor this reason this situation
causes some dominant and some passive student.alin1998) also stated that if

there are large classes the students cannot usanpbgroup work

5.2.1.2 RQ1b-What kinds of problems do the studen&sxperience related to

content knowledge?

This research question worked on the problemda thar subjects
experienced related to content knowledge. In orderanalyse these problems,
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descriptive statistics was used and Table 19 simogan values of problems stated by

our students.

Table 19: Problems related to content knowledge

Problems N Mean Std. Deviation
Unfamiliarity to cultural concepts 235 2.95 1.103
Nothing to say 235 2.95 1.161
Unable to express oneself 235 2.78 1.162
Having no idea about the topic 235 2.46 1.122
Total 235 2.79 .84381

The most frequently expressed problems were atheutultural and social
concepts of English and nothing to say. Studermsrted that they feel themselves
unfamiliar to the cultural and social concepts dtiBh and American culture and see
this situation as a drawback in learning procesgh\tthe same mean (mean=2.95),
another problem reported by participants is thaitban not find anything to say.
When they have a chance to be prepared for spetakpngs beforehand, they believe
that they can perform better. Following these twobfems, students reported that
they are not able to express themselves and tbemsiin the target language
(mean=2.78). The less frequently expressed prolesthat learners have no idea
about the speaking topic (mean=2.46) and this naange difficulties in speaking as
they are not prepared. These are illustrated iargig.

Figure 2. Problems related to content knowledge

Problems related to content knowledge
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These findings were similar to the literature lgsia about the speaking
problems. As for the social and cultural concepisins and Joyce (1997), Shumin
(1997), Xiaohong (1994) state that the social anidual concepts of English are
strange for the learners and this situation becanesbstacle for them to speak in
the target language. The findings also supportl98§), as she reports that students
have difficulty in speaking because they do notehamough information about the
topic that their friends and teachers are talkinguh The problem of having no idea
about the topic was also expressed by Dobson (1&88)Marwan (2007) and they
emphasized the importance of being prepared bé@rapeaking activities because
when students are prepared and aware of the sgetgic, they are able to produce
better utterances. Ur (1991) and Dobson (1998) edpwmrted that learners of a

language may not be able to express themselvée ilatget language.

5.2.1.3 RQ1lc-What kinds of problems do the studentxperience related to

language proficiency?
This action worked on the problems that our stibjexperienced related to
language proficiency. In order to analyse thesdlpros, descriptive statistics was

used and Table 20 presents mean values of prolsietesl by our students.

Table 20. Problems related to language proficiency

Problems N Mean Std. D.
Thinking Turkish, trying to speak English 235 3.75 1.101
Speaking slowly 235 3.58 1.168
Lack of vocabulary knowledge 235 3.32 1.197
Difficulty in forming grammatical sentences 235 B.0 1.212
Differences between written and spoken English 235 2.99 1.296
Inability to understand the idioms in English 235 82 1.063
Inability to understand the stress in English 235 .692 1.141
Inability to pronounce 235 2.55 1.121
Inability to understand what is listened 235 2.30 .032
Inability to understand what is spoken 235 2.04 3.99
Total 235 2.90 .69524

The most frequently reported problem was thatlea think and organize
their sentences in Turkish but then they try toakp&én English (mean=3.75).
Connected to this statement, speaking slowly wldeviong problem with a mean

value of 3.58. This shows that students try to oizg@their ideas and choose correct
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words beforehand for this reason they speak slawtyexpress this as a problem. As
our students are beginning and elementary levptep classes, speaking slowly is a
common fact among starters. The third frequent lprobis related to vocabulary
knowledge as participants reported that they haaddquate vocabulary knowledge
(mean=3.32) and therefore they may not find appatgiocabulary items to form
sentences to express themselves. Students regbgateported that they find it
difficult to form fully grammatical sentences (me&01). In this respect, students
are right to complain about correctness becauseetnehers focus on the structure
while students try to organize their ideas and fond appropriate vocabulary items.
Following these expressions, the difference betwesiten and spoken English was
stated as a problem (mean=2.99) because learnees fofeign language have
difficulty in pronunciation of target language. dnr case, as the focus of the course
book and the teacher is on grammar, speaking isllysa neglected skill. Our
participants want to practice on pronunciation agish more in the class because

they do not have such a chance outside the class.

Inability to understand idioms in English( mear82 and inability to
understand the stress of English (mean=2.69) wemng the less reported problems
by our students. The idioms are peculiar to thaglage and that culture, for this
reason when they do not have information aboutidBriand American cultures; it
becomes impossible to understand the idioms andsphr In addition to this, our
students have difficulty in realizing the stressl arsing it at the right time and this
ability grows in the course of time with the helfgooactise in the target language. As
it can be seen from Table 20, the less frequentperenced problems were that
students are not able to understand what theynlistethe class (mean=2.30) and
what is spoken in the class (mean=2.04). Therefil@a@ners lose interest in the
lesson, do not want to take part in the activitied become unsuccessful.

These are also illustrated in Figure 3.



66

Figure 3. Problems related to language proficiency

Problems related to language proficiency
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Such findings were also found in the literatstudy especially about the
mother tongue interference. This problem was atpmnted by Xiahong (2004) for
the Chinese students that learners first thinkhgrtmother tongue and then try to
translate it into the target language. Relatedetatesice structure, Fulcher (2003),
Burns and Joyce (1997) state that learners of &mdiiave difficulty in forming
grammatically correct sentences. Another problemutllanguage proficiency of
students is that they are not able to understarat vg8hbeing spoken in the class.
Similar findings were also stated by Atabek (20@6)d Tsui (1996). Having
difficulty in understanding accent and also stréBsiicher 2003, Burns and
Joyce,1997), being unable to pronounce the wordsniglish (Shumin, 1997) and
understand listening passages (Shumin 1997,Atabeg)2are related problems that

are found in related literature.

5.2.1.4 RQ1d-What kinds of problems do the studen&sxperience related to

affective and personal factors?

This research question worked on the problems thar subjects

experienced related tdffective and personal features of students. lerora analyse
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these problems, descriptive statistics was res@medTable 21 presents mean values
of problems stated by our students.

Table 21. Problems related to affective personal tors

Problems N Mean Std. D.
Fear of making mistakes 235 2.99 1.283
Anxiety of being evaluated while speaking 235 2.89 1.244
Reluctance to be centre of attention 235 2.77 1.233
Level of speaking activities 235 2.68 1.076
Feeling anxious 235 2.63 1.167
Reluctance of taking risks 235 2.56 1.151
Being not talkative 235 2.51 1.265
High expectation of peers 235 2.47 1.095
High-level speaking activities 235 2.39 1.000
Being shy 235 2.37 1.275
Fear of being ridiculed 235 2.28 1.179
Fear of being criticised 235 2.17 1.151
Being introverted 235 2.14 1.203
Lack of courage 235 2.13 1.177
Mistakes being corrected 235 2.13 1.162
Competing with peers 235 2.12 1.176
Speaking English is not natural 235 2.01 1.175
Lack of self-confidence 235 1.97 1.113
Unwillingness to communicate in English 235 1.90 959
Lesson of English is unnecessary 234 1.46 941
Total 234 2.31 .6430

The most frequently reported problem was thatl&aeners are afraid of
making mistakes while speaking (mean=2.99). They nwd have self- confidence or
they may not want to be criticized negatively by tteacher. Concerning this
problem, they reported that they feel anxious bseaof being evaluated while
speaking (mean=2.89). At this point, the teacheranners and attitudes towards
mistakes gain importance and students do not veabetcorrected while speaking.
Students respectively expressed that they do not teabe centre of attention in the
class. (mean=2.77). This item is related to bemgfident to take turns in class and
the need to practise in small groups before spgakiriront of whole class because
they stated that they feel anxious while speakingligh in front of their friends and
teachers (mean=2.63). Following these problemsnégs also reported that speaking
activities are not in the appropriate level forrntheeither too difficult or too easy
(mean=2.68). They do not want to take risks whdeaking in the target language

(mean=2.56), it means that if they are not compjletere about their opinions, they
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prefer to be silent. Another reason for not spagkimglish is that, they are not
talkative anyway (mean=2.51). They already do rp#ak much in their mother

tongue, so it is not possible to expect them ta Baent speaker of English.

The learners also expressed that they face pnsbia speaking English
because their classmates have higher expectatiorthex speaking performance
(mean=2.47). Here, the problem of level of classéses because in the classes in
which there are students from different proficiereyels of English, there will be
more successful students and less successful lBoethis reason, students expressed
that the level of speaking activities are highantkheir level (mean=2.39).

Among the less frequently expressed problemslesiis expressed that they
do not want to communicate in English (mean=1.9@) according to them, lesson of

English is not necessary (mean=1.46). These firsdamg illustrated in Figure 4.

Figure 4. Problems related to affective and persomdactors
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These findings were also similar to the finding$terature study. The most
common problem in this category is that studentl fnxious when they are
supposed to speak English as stated by Hilleso®6(19ackson (2002), Liu (2006),
Tsui (1996), Ely (1986), Burgoon (1976), Mc Crocké&y991), Mc Crockey &
Richard (1987), Horwitz & Cope (1986), Dalkilic (20, Liu and Jackson (2008),
Mc. Crockey (1977), Burgoon (1976), Macintrye& Gaed (1994), Horwitz (1995),
Ely (1986), Proulx (1991), Young (1991),Ur (199Wprde (1998), Marwan (2007),
Burns and Joyce (1997), Shumin (1997), Atabek (R0OB6 Table 21 shows, the
items of feeling anxious while speaking and feeliagxious because of being
evaluated are among the first five items. As Liud alackson(2008), Horwitz &
Cope(1986), Aydin (2001) report that learners &elious when they know that their
speech is going to be assessed by the teachefintiregs of this study also support
Ur (1991), Pappamihiel (2002), Tsui (1996) who oaadé that students are afraid of
making mistakes and being criticized and also #reyafraid of speaking in front of
their friends (Aydin,2001). The reason of this fesy be that they do not want to be
centre of attention as stated by Ur (1991),DalK2@01), Liu and Jackson (2008).

According to Dobson (1988) and Aydin (2001) tearhers do not want to
speak because their errors are being correctece whdy are speaking. Liu and
Jackson (2008) also introduce that learners dovaot to take risks while speaking
English. The reason of this problem is revealedhikilic (2001) and Aydin (2001)
as learners’ friends and teachers have high exppmtsaabout them.

5.2.1.5 RQ1le-What kinds of problems do the studenexperience related to
teacher?

This research question worked on the problemda thar subjects
experienced related to teachers’ personal featinaw, they treat students in and
outside the class. In order to analyse these prahledescriptive statistics was

resorted and Table 22 presents mean values ofgmshdtated by our students.
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Table 22. Problems related to teacher

Problems N Mean Std. D.
Teacher talking time 235 2.90 1.130
High expectation of teachers 235 2.84 1.132
Teacher’s authoritative manners 235 2.75 1.368
Teacher’s reaction to being silent 235 2.36 1.118
Incompetent teachers 235 2.30 1.127
Inability to understand teacher’s demands 235 2.27 1.067
Inability to understand teacher’s language 235 2.18 1.103
Giving little importance to speaking 235 2.15 P13
Lack of opportunity to speak 235 2.03 1.006
Too serious teachers 235 2.00 1.092
Being at ease 235 1.89 911
Uninterested teachers 235 1.89 .983
Being interrupted by teacher 235 1.83 978
Total 235 2.2609 .65345

The most frequently reported problem was relateteacher talking time.
Students expressed that teacher talks most ofrtleeinh the class (mean=2.90) and
for this reason the opportunities given to studéatspeak English are fewer than
required (mean=2.03) as participants stated tla@htrs do not give students enough
chances to speak. Following teacher talking timejents reported that teachers have
high expectations about students and studentsksmeperformance (mean=2.84) so
this makes them hesitate before speaking. Theycexgachers to be tolerant because
they need time to be a competent speaker. Thedhilldourth frequent problems are
related to teachers manner as students reporeteters want everything according
to their wishes (mean=2.75) and teachers are metatd after asking questions to
students because teachers can not stand silende whiting for the answer
(mean=2.36). In these situations, teachers eitberimate another student or give the
answer but students want to be tolerated. Ourgyaatits also have less difficulty in
understanding teacher’s demands (mean=2.27) andatigeilage that teacher uses
(mean=2.18).When students do not understand wlegt dre supposed to do, they
will be unwilling to say something. For this reasdime teacher should make clear
explanations considering their level. Another peabrelated to teachers’ feature is
that, a few students find teachers to be too serfmean=2.00). Our students want to
be in a close relation with teachers because tledgve they will speak better only

when they feel themselves relaxed and secure.
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The less frequently expressed problems are, ashées do not force
students, students are too relax (mean=1.89), ¢éea@re not interested in students
(mean=1.89) and teachers interrupt students whég are speaking (mean=1.83).It
is a contradiction that students both want to beemelaxed and at the same time,

they want to be forced by their teachers. Thegs#irfgs are illustrated in Figure 5.

Figure 5. Problems related to teacher
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These findings were also parallel with the inigegton in literature study.
To start with, related to teacher talking time Yapi{1998), Alrabaa, (1991), Ward
(1984) and Dobson (1988) point out that teacakstmost of the time in the lesson
and teacher does not give opportunity for studentalk for this reason students are
not able to practice target language. The probleauthoritative manners of teachers
is also expressed by Ward (1984) and Atabek (2@36)kaying teacher adjusts
everything as he wants and do not value studepigsians. Teacher’s characteristic
features can sometimes be problematic, for exarhpléeacher is impatient, he /she
does not let students be silent as expressed hby1986). Being interrupted while

speaking was also reported by Aydin(2001) and sted out that teachers interrupts
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students while speaking mostly in order to corteetmistakes but being corrected at

the time of speaking causes anxiety for students.

5.2.1.6 RQ1f-What kinds of problems do the studentsxperience related to

materials and methods?

This research question worked on the problems thar subjects
experienced related to materials and methods tieatised in speaking classes. In
order to analyse these problems, descriptive 8tatisvas resorted and Table 23

presents mean values of problems stated by ouerstsid

Table 23. Problems related to materials and methods

Problems N Mean Std. Deviation
Boring speaking activities 235 281 1.284
Giving little importance to speaking 235 2.78 1.233
Total 235 2.79 .94879

As Table 23 shows, two problems are expressedhén category of
materials. The first problem is, the students thhdt speaking activities that are used
in the class are boring (mean=2.81). They do mat fhe question-answer technique
as a useful way to encourage them to speak andwaey more interesting and
enjoyable activities. Students respectively exmédshat the course book they use
does not give importance to speaking skill and lepgaactivities (mean=2.78)
because most of the course books focus on grammdakreowledge of language and
development of skills especially speaking skiligisored.

These findings are also illustrated in Figure 6.
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Figure 6. Problems related to materials and methods
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Such findings were also found in literature stuéigr example Dobson
(1988) and Atabek (2006) reported that speakingvides are boring and this
becomes a reason for unwillingness to speak. Irséime way, Sara¢ (2007) states
that for an effective speaking lesson, materiataukhbe motivating, interesting and

challenging for students.

For the second problem in the table, Sara¢ (2aI30) states that as teachers
are supposed to follow a course book and a cumneuspeaking skill may usually be
neglected in the book because most of the time HEttention is paid for speaking
activities and practices. Lazaraton (1989) and ékaf?006) also mentioned this
problem by stating that speaking skill is not patitention in the course book. So, the
needs of learners and the aims or priorities ofsmbook may not match.

5.2.1.7 RQ1g-What kinds of problems do the student&xperience related to

contextual factors?

This research question worked on the problems thar subjects
experienced related to contextual factors. In ortkeranalyse these problems,
descriptive statistics was resorted and Table 2$gmnts mean values of problems
stated by our students.
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Problems N Mean Std. Deviation
Lack of practice outside the class 235 4.20 1.158
No need to speak English outside the 535 212 1.174
class

English is irrelevant to the department 235 1.68 1.176
Total 235 2.6652 .74504

The most frequently reported problem was by fa& tack of practice

outside the classroom. Students reported that,dbayot have a real environment to

practise English outside the classroom. This prakiiad the highest mean among all

of the statements in the questionnaire (mean=4T. less frequently expressed

problems were, students do not think that it issgeary to speak English outside the

class (mean=2.12) and the lesson of English isral@vant to their department

(mean=1.68) for this reason they do not see spgdknglish as an important aim to

be reached. This is one of the less frequentlyesgad problems in the questionnaire

because there were students from English Languagehing department. For this

reason, it was not possible for them to state Hraglish is not relevant to their

department. These findings are also illustratefigure 7.

Figure 7. Problems related to contextual factors.
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Similar findings were also found in literatureidy. For example, Dilamar

(1991) states the problem of lack of chances totjme English outside the class. In

his study Atabek (2006) also found out that, leesrthink that there is no need to
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speak English outside the class or English is elated to their department. For this
reason, they may not be motivated enough to spegkdh in the class.

5.3 SOLUTIONS

In this part of the study, the possible solutiond auggestions that our students made
will be discussed in the light of research question

RQ2. What are the students’ suggestions and sokifmr problems of speaking?
RQ2a-What are the students’ suggestions and spfutadated to classroom?
RQ2b-What are the students’ suggestions and sokitelated to content
knowledge?

RQ2c-What are the students’ suggestions and sokitelated to affective and
personal factors?

RQ2d-What are the students’ suggestions and sokitelated to teacher?
RQ2e-What are the students’ suggestions and sotutelated to materials and
methods?

RQ2f-What are the students’ suggestions and solsitielated to contextual factors?
5.3.1 RQ2. What are the students’ suggestions andlstions for problems of
speaking?

Table 25 below states the solutions reported bypatticipants.

Table 25 :Solutions experienced by learners

Solutions Mean Std. Deviation
Contextual 421 .62651
Materials and methods 3.95 57389
Affective and personal 3.77 .63639
Classroom 3.76 .65387
Teacher 3.75 .64820
Content knowledge 3.71 71272

As it can be seen from the Table 25, the mosjuieatly expressed solutions

by the learners were about the contextual reasorar{=4.21). At this point it can be
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said that, environmental and outside factors affeatners’ speaking performance.
Secondly, the influence of materials and methodsstated by participants

(mean=3.95) which shows that the process of thakspg lesson and materials used
were thought to be important solutions. Followingede, affective and personal
factors (mean= 3.77) were expressed by studentstres® factors are related to
students’ emotions and feelings, characters, stadeelf assessment and self-
perception. Students respectively suggested thati@at related to classroom
(mean=3.76) and teacher (mean= 3.75). The lessdntly expressed solution was

about the content knowledge (mean=3.71).

5.3.1.1 RQ2a-What are the students’ suggestions asdlutions related to

classroom?

This research question worked on the solutiorst thur participants
suggested related to classroom. In order to analyese solutions, descriptive
statistics was resorted and Table 26 presents wedaas of solutions stated by our

students.

Table 26. Solutions related to classroom

Solutions N Mean Std. Deviation
Foreign students 235 4.45 .801
Working in small groups 235 3.79 1.031
Less crowded class 235 3.57 1.150

Not speaking Turkish 235 3.57 1.208
Moving easily in class 235 343 1.169
Total 235 3.76 .65387

The most frequently suggested solution was bytlier need of foreign
students. Our participants reported that they wepkehk English better if there were
foreign students in their class to practise witleém=4.45).This demand may due to
the fact that as all the students and teachers t@esame mother tongue, the
learners may not feel the need to speak Englishttamdmay not feel the classroom
as a natural environment. If there is not a factomotivate and force them, the
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learners may prefer speaking Turkish. The numbestoflents in English classes
appears to be an important factor for studentsadgbave to speak in front of whole

class may put pressure on students and they mayafegous in such a case.

Practising in groups of three or four students rhalp learners to gain confidence
and to have more speaking opportunities. For #@son, our participants reported
that they want to work in small groups (mean=3.79llowing these, students

indicated that the class should be less crowdeadrir®57). This is because learners
do not get enough chances to practise the targguéae. Participants respectively
reported that they prefer not to speak Turkishhie tlass (mean=3.57), they think
that the more they speak English, the better tlety g

The last solution expressed about the classra@s about the physical
conditions of the class and seating arrangemetiteofows as they reported that they
want to move easily in the class (mean=3.43). Té¢sksl may be put in U-shape order
and in this arrangement , students can both mosigyeand see everybody in the
class. Using individual chair for a student carodle a solution for pair and group
works but it is not possible to arrange the seatmost of the classrooms. These
findings are also illustrated in Figure 8.

Figure 8. Solutions related to classroom
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The findings of this study were quite similar ttte observations in the
literature. The opportunity of working in small ggs was also mentioned by Tsui
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(1996), Nunan (1999), Wheeler(1994), Malinowski §29 Ur (1991), Long and

Porter(1985), Ellis (1984), Brumfit (1984). Relat¢a this, Alrabaa (1991) and

Brumfit (1984) also expressed the need for a leswaed class for students in order
to have a better communication and interaction. ilgweasily in the class was the
less frequent items in the questionnaire but Nu@@®99), Tsui (1996) and King

(2002) also supported the same statement.

The considerable dissimilarity between the figgdiand the literature is that,
the most frequently expressed item, the need eidarstudents in the class, was not
mentioned by any of the studies done before.

5.3.1.2 RQ2b-What are the students’ suggestions asdlutions related to content
knowledge?

This research question worked on the solutiorst tur participants
suggested related to content knowledge. In orderanalyse these solutions,
descriptive statistics was resorted and Table Z&gmts mean values of solutions
stated by our students.

Table 27. Solutions related to content knowledge

Solutions N Mean Std. Deviation
Being prepared for speaking topics 235 3.90 1.002
Having idea about cultures 235 3.66 1.203
Turkish equivalents of words 235 3.58 1.266
Total 235 3.71 71272

Students reported that they would speak Englistteb if they have
opportunities to be prepared for speaking actwitiefore the lesson (mean=3.90).
This may be because of that when the students anemgiic for the first time, they
can feel anxious as they do not have any knowledgeit it. If the teachers give
them specific topics beforehand, they can studytiem and get ready to speak in
the class. Following this, our participants repareat they want to learn more about
English and American cultures (mean=3.66) with lle¢p of their teachers, course
book and sources outside the class. The courseshgs®d in the lessons are either
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American or British publications for this reasocultures of these countries may be
unfamiliar to our students. If they have some basformation about cultures,
customs and life-styles of these countries, thdigbe that they will learn and speak
English better. Learners respectively reported thay want their teachers to give
Turkish equivalent of words (mean=3.58). This dethamay be thought to be a
contradiction as in previous category related sssioom, they expressed their wish
not to speak Turkish in the class. It can also dd that our students suggest that
they will be able to speak English better when tkiegw enough vocabulary. Hence,
lack of vocabulary knowledge is one of the majostables against speaking. These

findings can also be seen in Figure 9.

Figure 9. Solutions related to content knowledge
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The findings of this study were quite similar ttte observations in the
literature. Ur (1991) reports that students havicdity in speaking because they do
not have enough information about the topic thatrtfriends are talking about. In
addition to this, Dobson (1988) and Marwan (200Tpbkasize the importance of
being prepared before the speaking activities salnen students are prepared and
aware of the speaking topic, they are able to predetter utterances. Similar to the
findings of this study, Burns and Joyce (1997),18imu(1997) and Xiaohong (1994)
state that the social and cultural concepts of iBhgire strange for the learners and

this situation becomes an obstacle for them tolspethe target language.
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5.3.1.3 RQ2c-What are the students’ suggestions asdlutions related to

affective and personal factors?

This action worked on the solutions that our ipgrants suggested related
to affective and personal features. In order tolymeathese solutions, descriptive
statistics was resorted and Table 28 presents medans of solutions stated by our
students.

Table 28. Solutions related to affective- persondhctors.

Solutions N Mean Std. Deviation
Studying more 235 4.31 .920
Gaining self-confidence 235 4.20 .969
Teachers encouraging students 235 411 .899
Close relationship with teachers 235 4.00 1.072
Chances for self-evaluation 235 3.88 1.047
More sincere classroom 235 3.84 1.209
Not being evaluated by mark 235 3.68 1.263
Teachers forcing students 235 3.47 1.206
Being criticised negatively 235 3.07 1.309
Being corrected while speaking 235 2.86 1.330
Total 235 3.77 .63639

Affective- personal factors influence learnerpeaking performance to a
large extent. In this category, the most frequerdipressed solution by our
participants is that, they see the need to studsenm speak English(mean=4.31).
This item has one of the highest mean in the quassire which may mean that the
students can make self-evaluation about themseA@rding to these results, our
students see that they should study English madesapress this as one of the most
important solutions for speaking problems relae@ffective and personal factors.
The participants respectively reported that thehea may help them to gain self-
confidence (mean=4.20). At this point it can belthat, a great majority of students
do not feel confident enough to take permissiospiak even though they are willing
to say something and they really need help of ack\ very similar suggestion was
reported by our learners. They expressed that ¢éeacthould encourage them to
speak in the target language (mean=4.11). At tlisitpit can be said that the
learners want to have a tolerable teacher who calerstand and encourage them.
Following these three items, it is not surprisihgttour learners want to have a close
relationship with teachers (mean=4.00). The readathis suggestion may be that,
when the learners are like friends with teachémsy tan feel themselves relaxed and
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peaceful in classes and this may help their spgakerformance to get better.
Besides this, not only with teachers, our studerast to have better relations with
their peers as they reported that a more sincessidom will have a positive effect

on their talks in the class (mean=3.84).

The item which is related to chances for selfhgatdon has one of the
highest mean in this category. The participantsesqed that they want to evaluate
their own speaking performance (mean=3.88). Theacheristics of teachers may
have an effect on this item because the fact teathers evaluate speaking
performances frighten students. A very similar sign was that, the learners do
not want to be evaluated by mark (mean=3.68) becgatting a mark as a result of
speaking performance causes concern and anxietysttments. They may feel
themselves under the pressure of getting a higlk fwairthis reason they can not
concentrate on what they are supposed to say. dlhéosm may be that, instead of
preparing speaking exams for students in which tise just five minutes and a list
of questions to answer, teachers may give markstudents according to their

performances in the class throughout the year.

In respect of evaluation, learners complain aloatitism and they reported
that teachers should not criticise them negatiygigan=3.07). Teachers may solve
this problem by using gentle correction techniqugsing positive feedback and
encouraging students to speak. However, as studsmtsted ,they do not want to be
corrected while speaking (mean=2.86) because tlagyfeel anxious when they are
supposed to use fully grammatical sentences. Herptoblem, teachers can take
notes at the time of speaking and announce thesrwaftds. Also, instead of
explaining students’ errors individually, annourgeiall the common errors that are

made in the class may be a solution. These findiagsalso be seen in Figure 10
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Figure 10. Solutions related to affective and persal factors
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The findings of this study and the findings ire thterature were quite
similar. The findings about a more sincere classr@mvironment were also stated
by Tsui, (1996) and Atabek (2006). For this reasbegan be said that a positive
atmosphere in the class is a required conditiorafoetter communication. The need
to be encouraged by teacher to speak English waseapressed by Riggenbach and
Lazaraton (1991) and Onwuegbuzie (1999). Followtmg, Dilamar (1991) found
out that teachers are supposed to help studemyairioself-confidence. Lack of self
confidence was also seen a problem by Dalkilic 120Matsuda (2004), Marwan
(2007) and Shumin (1997). For the situations inclwhiearners do not have self-
confidence, they do not think that they can competle better students in the class (
Aydin,2001) because as Tsui, (1996) states stadmet afraid of being ridiculous
and being laughed at. According to Dobson (198&) Apdin (2001) they do not
want to speak because their errors are being ¢edethile they are speaking. Liu
and Jackson (2008) introduce that learners do aoit wo task risks while speaking
English. The reason of this problem is revealedhikilic (2001) and Aydin (2001)

as learners’ friends and teachers have high exjpatsaabout them.
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5.3.1.4 RQ2d-What are the students’ suggestions amsadlutions related to

teacher?
This action worked on the solutions that our ipgrants suggested related
to teacher. In order to analyse these solutions;rg#ive statistics was resorted and

Table 29 presents mean values of solutions statedibstudents.

Table 29. Solutions related to teacher

Solutions N Mean Std. Deviation
Helpful teachers in case of difficulties 235 4.20 T74
Teachers speaking English more 235 4.04 1.087
Speaking with teachers alone 235 3.97 1.012
Evaluation of students’ improvement 235 3.97 874
Students’ ideas about the course 235 3.88 1.083
Giving more importance to speaking 235 3.83 1.104
Turkish explanations by the teacher 235 3.81 1.248
Carefully controlled activities 235 3.65 1.074
Meaning not structure 235 3.57 1.183
More explicit explanations 235 3.46 1.181
Having equal opportunities to speak 235 3.41 1.224
More understandable English 235 3.22 1.203
Total 235 3.75 .64820

The most frequently stated item is ,that studerst their teachers to help
them when they have difficulty in the lesson anackethem how to overcome and
how to deal with this difficulty (mean=4.20). Atishpoint, the need to teach learners
how to study the target language arises. For #@san, teachers are supposed to
guide learners to cope with learning problems andesthem. Students respectively
expressed that, teachers should speak English (m@an=4.04) because when the
students are exposed to English in the class,eheher becomes a model for them.
Besides, students do not have any other choicpgattise outside the class. For this
reason, the modelling of their teacher is import&tudents also reported that they
want chances to speak with the teacher alone (n3e@nx Two different reasons
may explain this statement. The first one is thaatdents do not have self-confidence
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to speak in front of the class and they do not whair peers to learn about their
mistakes and the second one is, students wantaitige with teacher alone and
spend more time together. The second probability lwa acceptable especially in
crowded classes in which students do not have dnaygortunities to practise

English.

Following these solutions, our participants espeal that the teacher should
evaluate their improvement in speaking (mean=3T919. evaluation may involve
positive feedback, encouragement or grading. Thiseccause learners feel the need
to realize the progress in their speaking perfolcaan

Students also reported that, they want to expitesis opinions about the
course and methods that are used in class (mea)=38ause they want to know
that their thoughts are important as a human aey want to influence the decisions
made in the class. Furthermore, our students sgpdethat teacher should give more
importance to speaking skill (mean=3.83) becausehiag knowledge of language is
priority for most of language teachers. On the otmend, evaluation of success is
usually made with the results of reading, writingdalistening exams because
speaking skill is neglected most of the time. Imiidn to this, students in high
schools and universities take examinations in tadirtlife which are composed of

only multiple choice questions.

Our participants respectively reported thattdeeher should make Turkish
explanations in the lesson (mean=3.81).At this fpbimay be said that even though
students want teachers to speak English as mugplossible, they are not qualified
enough to understand everything spoken in the &tadhis reason, the students need
Turkish explanations.

The less frequently reported items were havingugh opportunities to
speak (mean=3.41) and the language of teacheuntdshe more comprehensible and

easy to understand (mean=3.22). Figure 11 carsa®o these findings.
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Figure 11. Solutions related to teacher
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The findings of this study were quite similar ttte observations in the
literature. Concerning speaking activities Gebh@@B2) and Valdez (1998) stated
that the teacher should check the speaking aetvithore carefully. In addition to
this, Pappamihiel (2002), Worde (1998), Wheelero@)9note the importance of
instruction because as they state that the lead@nsot understand what they are
going to do in the lesson. Atabek (2006) notes timathers do not give importance to

speaking skill and speaking activities.

5.3.1.5 RQ2e-What are the students’ suggestionsdgolutions related to

materials and methods?

This action worked on the solutions that our ipgrants suggested related
to materials and methods. In order to analyse tlesdions, descriptive statistics

was resorted and Table 30 presents mean valuetuibss stated by our students.
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Table 30. Solutions related to materials and methad

Solutions N Mean Std. Deviation
Native speakers in the lesson 235 4.54 .769
Interesting speaking topics 235 4.40 .808
More pronunciation activities 235 4.30 .875
Materials for real-life use 235 4.09 910
Singing songs in English 235 4.04 1.069
Playing games in English 235 4.03 1.035
Using technologic tools more 235 4.02 976
Realistic speaking activities 235 4.01 961
Acceptance of alternative answers 235 3.91 .965
Asking different types of questions 235 351 1.076
Appropriate level of activities 235 3.48 1.075
More time to respond questions 235 3.11 1.244
Total 235 3.95 57389

As Table 30 shows, the most frequently statedtsml was related to the
need of native speakers in speaking classes (meat)=#articipants reported that
they can speak English better if they have natpeaker teacher in the class. The
reason of this is that students do not think tbagaking English is natural in class as
everybody speaks Turkish. This condition is a wpdead problem in monolingual
classes. Following this item, students expressed $peaking topics should be
interesting and enjoyable (mean=4.40). If the #aty or topics are not related to
students’ interests, it will not be sensible tmkhthat they will speak willingly. At
this point, it may be a good idea to enable stigl&alk about their experiences and
interests at the beginning levels.

Students successively reported that they wattat@e more pronunciation
activities (mean=4.30) because as written and sp&kwglish is different, it becomes
a difficult situation for them to pronounce new @sr For this reason, the teacher is
supposed to focus on pronunciation more or dirdadents to sources Our
participants reported that they want to use realisaterials (mean=4.09) because if
students do not feel that they can use the langtmgeal life situations, they do not

see the need to learn that language. Other suggeseported in the questionnaire
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were, they want to sing a song in English (meamtifey want to play game in
English (mean=4.03), they want to use technological more often (mean=4.02)
and they want to have more realistic speaking #ietsv (mean=4.01).The less
frequently expressed problem was that they neeck rmiare in order to answer the

guestions (mean=3.11). These findings are alsstiited in Figure 12.

Figure 12. Solutions related to materials and methas
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The findings of this study were quite similar ttte observations in the
literature. Related to the level of speaking atitgi Dobson (1988) and Atabek
(2006) found out that students may not want to lsgeaglish when the level of
speaking activities is too high or too level. THagth expressed the importance of
choosing the appropriate level for activities the¢ used in the class and they also
reported that speaking activities are supposecetmteresting for students. As our
participants expressed, Lazaraton and Watts (1&8@)Atabek (2006) found out that
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speaking is a neglected skill in many situationd apeaking skill should be given

more importance in the course book.

5.3.1.6 RQ2f-What are the students’ suggestions aslutions related to

contextual factors?
This action worked on the solutions that our ipgrants suggested related
to contextual factors. In order to analyse thedatisms, descriptive statistics was

used and Table 31 presents mean values of sadugtated by our students.

Table 31. Solutions related to contextual factors

Solutions N Mean Std. Deviation
Using English outside the school 235 454 752
Getting help outside the class 235 4.29 .833

A separate speaking lesson 235 4.24 .950
Native speaker teachers 235 4.18 1.137

A speaking club 235 4.14 1.002
English is not helpful for 235 3.87 1.237
Total 235 4.21 .62651

The most frequently stated solution was abouttm® chances of English
because a great majority of students expressedhatdo not have enough chances
to speak English outside the class (mean=4.54).il@ino this statement, the
participants reported that they can not get helfside the class (mean=4.29) to
develop their speaking skill. With the help of thes/o statements, it may be said
that, students have limited opportunities to peactiEnglish. For this reason,
participants expressed that there should be aaepspeaking lesson in the school
(mean=4.24) and speaking skill should be given mongortance. Students
respectively reported that there should be a napeaker teacher in the lessons
(mean=4.18) and they need a speaking club in wthely have more chances to
practise (mean=4.14). In this case, it is easilgenstood that students can suggest
solutions for practice problems.

The less frequently reported statement is thgti&mis not helpful for other
subjects in the school (mean=3.87).



These findings are also illustrated in Figure 13.

Figure 13. Solutions related to contextual factors
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The findings of this study were quite similar ttte observations in the
literature. As Dilamar (1991)stated, students thimkt they do not have chances to
practise outside the class. Similarly, Atabek (20£l&ted, the reason of not speaking
English may be that students think English is etdted to other lessons or English is

not helpful for other subjects in the school.

5.4. INDIVIDUAL DIFFERENCES

5.4.1. RQ3. Is there significant difference betweethe genders of the learners

and their problems in speaking?

89
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90

5 ©
ie) c =)
o o o) o g o
O] pd = 0 = [ S @
Classroom Female 140 2.4625 .61305 -.12039 -1.435 233 P<.0.15
Male 95 2.5829 .65705
Content Female 140 2.7732 .80795 -.03468 -.309 233 .758
knowledge Male 95 2.8079 .89803
Language Female 140 2.8400 67171 -.16000 -1.739 233 .083
Proficiency Male 95 3.0000 .72155
Affective and Female 140 2.3772 .65611 .14159 1.660 232 .098
personal Male 95 2.2356 61727
Teacher Female 140 2.1236 67122 -.33953 -4.035 233 P<0.000
Male 95 2.4632 57213
Materials and Female 140 2.7679 .92800 -.07425 -.588 233 557
methods Male 95 2.8421 .98192
Contextual Female 140 2.6476 .73919 -.04361 -.440 233 .661
factors Male 95 2.6912 .75675

In order to answer Research Question 3, T-tetfiadewas used to find out

any possible gender differences in problems expeei@ and solutions suggested by

different gender groups. The findings showed thatd is a significant difference in

problems experienced and suggestions related &srolam environment made by

female and male groups as p<.0.15. It may be $aitl male students experience

problems more often that female ones. Consideltegproblems and suggestions

related to content knowledge of students, themoisignificant difference between

female and male students ( p>0.758). On the othadhas Table 32 shows, there

seems to be considerable difference in stated emubl related to language

proficiency between these two gender groups althahig was not highly significant

(p>.05 ) .As for the affective and personal factaggls tended to have more

problems than boys although this was too not vagyificant( p>.05). Male students

have problems related to their teachers more fte6.000). As for the last two

groups, there is no significant difference betw#ase gender groups according to

their problems related to materials and methodsO§>and contextual factors

(p>0.05)
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5.4.2. RQA4. Is there a difference between the Engfi marks of the learners and
their problems in speaking?

Table 33. English mark and success of learners artkdeir problems in speaking

Success Marks
Classroom Pearson correlation -.1%6 -.220%*
Sig. (2-tailed) .002 .001

N 235 235

Content Knowledge Pearson correlation -.489 -.278*
Sig. (2-tailed) .000 .000

N 235 235

Language Proficiency Pearson correlation -.548 - 472%*
Sig. (2-tailed) .000 .000

N 235 235

Pearson correlation -.373 -.108
Affective and Personal Sig. (2-tailed) 000 099
N 234 235

Teacher Pearson correlation -.183 -.304**
Sig. (2-tailed) .005 .000

N 235 235

Materials and Methods Pearson correlation -.141 -.145*
Sig. (2-tailed) .031 .027

N 235 235

Contextual factors Pearson correlation -.237 -.181*
Sig. (2-tailed) .000 .005

N 235 235

Significant correlation coefficients were ideigd between students’ marks
from their English exams and problems they rep&itr example, their marks were
negatively correlated to classroom climate (r=-,320001); content knowledge (r=-
278, p<.001); language proficiency (r=-.472, p4)Q0and teacher (r= -.304,
p<.001). Relationship between marks and problenemenced with regard to
materials and methods (r=-.145, p<.027) and cor{tex{181, p<.005) were slightly
smaller. There was no significant relationship ket affective personal problems
and marks obtained (r=-.108, p<.099). Such relat@s indicated that the lower
marks students get, the more problems they repaxperience.



92

5.4.3. RQ5. Is there a relationship between the $glerceived success of learners
and their problems in speaking classes?

As Table 33 shows above, there is a significhfierence between self-
perceived success of learners and the problemsetkyggrience related to classroom
climate (r=.196, p<.002), teacher (r=-.183, p<))Ghaterials and methods (r=.-
141,p<.031). On the other hand there is no sigmiticdifference between self-
perception of learners and the problems they eepee related to content
knowledge, language proficiency, affective and peas factors and contextual
factors.

5.4.4. RQ6. Is there a difference between dapment of learners and their

problems in speaking?

Table 34. Departments of learners and their problas in speaking

Problems Mean '
N Mean SD difference t df  sig
ELT 107 24743 60456
Classroom Prep 128 55400 65589 -.06769 -816 233 .415
Content ELT 107 26822 .82386
knowledge Prep 128 ,g750 .gs3a3 Loo 0 TL752 233.081
Language ELT 107 26411 56651
proficiency Prep 128 31250 71783 ~48388 5654 233.000
Affective and ELT 107 23235 64337
Personal Prep 128 23165 64534 00708 084 232.933
Teacher ST 197 21323 62785 -23611 -2.798 233.006
Prep 128 3684 65738

Materials and ELT 107 27009 .91078 17797 1435 233 153
Methods Prep 128 58789 97558 ' '

Contextual SLT 197 25826 60239 15182 1.560 233.120
Prep 128 27344 84219 ' '

As Table 34 shows above, there is a significalfteréence between
departments of learners and their problems in gspgakelated to language
proficiency (p<.000) which means that students lieppratory classes experience
speaking problems related to language proficienoyenoften than students who are
in English Language Teaching department. In additeothis, it may also be seen in
Table 34 that there is a significant differencewsstn departments of students and
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their problems related to teacher (p<. 006). It barsaid that students in preparatory
classes face problems related to teacher more tfegrstudents in ELT department.
On the other hand, it is seen that there is a réififee between departments of
students and their problems related to content lkeaye (p<. 081) and classroom
(p<. 415) but these differences are not statisyicanificant.

Table 35 shows departments of learners and théitisos related to speaking

difficulties.

Table 35. Departments of learners and their solutios

. Mean
Solutions . .
N Mean SD  differe t df sig
nce
ELT 107 38729 .67873 2.370 233 .019
Classroom Prep 128 34719 62025 .20102
Content knowledge ELT 107 37383 .74820 oaoag 32 233 666
Prep 128 36979 .68407
Affective and  ELT 107 38816 .60710 2.448 233 .015
Personal Prep 128 36797 .64798 20193
Teacher ELT 107 37913 .62731 7318 861 233 390
Prep 128 37181 .66577
Materials and ELT 107 40132 .60874 1.470 233 .143
Methods Prep 128 39030 54034 020
Contextual ELT 107 42835 .65445 Jaggs 1603 283 110
Prep 128 41523 59820

As it is seen in Table 35, there is a significalitference between
departments of learners and their solutions reletedassroom climate (p<. 019) and
affective and personal factors (p<.015) which meé#mst students in English
Language Teaching Department suggest solutiondeset categories more than
preparatory class students. On the other hande tl®emo significant difference
between departments of learners and their solutielsgded to content knowledge,
teacher, materials and methods and contextual riactb means that there is no
significant difference in statements of studentgiaparatory classes and English

language teaching department in these categories.
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5.5 SUMMARY OF THE CHAPTER

In this chapter, statistical analysis of the ddténe main study is presented. The

findings of the analyses are also discussed itights of the research questions.
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CHAPTER SIX
CONCLUSION AND IMPLICATIONS

6.0 INTRODUCTION

In this chapter, firstty methodology and finding$ the study will be
summarized. After that, necessary conclusionsbélimade and methodological and
pedagogical implications will be presented. The Ilsection of this chapter will

present suggestions for further research.

6.1 SUMMARY OF THE METHODOLOGY

This study has attempted to find out the speakidplems of students and
solutions that they suggested. In this study, dats collected through a
guestionnaire with a 5-point likert scale. The quesaire had two sections. The
first section sought students reaction concernihg they feel reluctant to speak in
the classroom while the second part asked studeraffer suggestions for solving
their problems. The questionnaire was administeéoe@35 students at Canakkale
Onsekiz Mart University in 2008-2009 Academic Yealhe data was analyzed
guantitatively on SPPS to find out answers to neteaguestions concerning

problems experienced and solutions offered by stisde

6.2 SUMMARY OF THE FINDINGS

The findings showed that our participants expeeenproblems related to
their language proficiency, content knowledge, mal® and methods more
frequently. In addition to this, according to thedings the solutions of participants
were mostly related to contextual factors, materaadd methods and affective and

personal factors.

In this study, in the light of the findings, iar be clearly seen that our
students experience problems more often as theynaneonolingual classes, they
hesitate while speaking English , they are notipieit to speak English. In addition
to this, they are afraid of making mistakes ang thecome anxious while speaking.
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However, the speaking activities are boring ang theve not enough opportunities
to practise the language outside the class.

Considering these problems, the most frequemntiytions expressed by our
participants were: having foreign students in thess; being prepared before the
speaking activities, having teachers who encoustgéents, having good relations
with teachers, having native speaker teachers énléssons, having interesting
speaking topics, using English outside the clasisbaing able to get help outside the

class.

For a more effective speaking class, helpingnlea in case of difficulties
and encouraging them to speak English may be aiti@ngplutions suggested by our
participants. Moreover, our students think thathess should provide more positive
classroom environment in which learners feel comfde enough to talk. Our
participants also would like to have interestingl amjoyable activities because it
becomes difficult for them to speak about a sulijest they are not interested in and
have no idea about. In addition to this, studenshwo be given longer teacher wait-
time and more patience by teachers. As for teachearacteristics, our students

would like to have native speaker teachers and mbeenational classmates.

6.3 CONCLUSION

This study set out to investigate problems that siudents experience in
speaking classes. In the light of this study, it ba said that our students can identify
their problems related to speaking activities i@ thass and they can also state their

suggestions which will help them become betterqarérs of speaking.

This study concludes that problems experiencedurystudents are related
mainly to insufficient language knowledge, lackcohtent knowledge, and methods
and materials used in the classroom. Contextuabrf@enay influence how natural
speaking English can be perceived. Such problenysimsél in our students a strong
reluctance to speak in speaking classes and gelvet/ in activities developed by

the teacher.
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To help our students, students’ suggestions eahdbpful. To this effect,
improving the learning environment and enhancirgrieed for using the language
for communication as well as revising pedagogicatfice in the classroom, paying
attention to creating more affect-friendly atmogghecan address students’

expectations.

6.4 METHODOLOGICAL IMPLICATIONS

This study may be improved through triangulatipnusing interview and
observation techniques during the data collectiwasp. Collecting data only through
a guestionnaire may not be productive at a dedeed as it does not offer any

chance to elaborate on student responses.

This study was conducted at Canakkale Onsekizt Maiversity, where
English is not the language of instruction. Therefat is not possible to generalize
the findings of this study to different educatiorantexts where English can
functions as the medium of education. Further, #tisdy focused on students
studying English at the tertiary level. Students different age groups may
experience different problems and have differemfgsstions of solution as to how
they might be able to perform better in speakirag®bs. For this reason, following
studies can be conducted to find out these problefndifferent samples in the

country and a comparative study can also be coadustthis context.

6.5 PEDAGOGICAL IMPLICATIONS

Although it may not be possible to generalize riégults of this study, the
findings seem to indicate some basic implicatiomsspeaking classes. In order to
have more effective speaking classes following dssumay be taken into

consideration:

Classroom Environment: Speaking classes should be more homogeneous.
Homogenous classes can provide students with eapprtunities. They may not
feel inferior to speak in front of their friends dathey may gain self-confidence.

Moreover, having learners opportunities to work @nakctise the language in small
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groups will be a realistic understanding for larggialassrooms. Similarly, Ellis
(1984), Brumfit (1984),Long and Porter (1985), Mahlvski (1989), Ur
(1991),Wheeler (1994), Tsui (1996) and Nunan (199®0 emphasized the

importance of working in small groups for studermtgéraction.

Content Knowledge Students may be given speaking topics or vocapula
items beforehand. If they are given chances torbpased, they may produce better
utterances. Dobson (1988) and Marwan (2007) alppasti the need to be prepared
before speaking lessons to get a better speakinfprpmnce. Furthermore, in
language classes basic information about English Aamerican cultures may be
given to attract students’ attention and interestBarns and Joyce (1997) and
Shumin (1997) stated before.

Affective and personal factors:Teachers should find ways to encourage
students to speak in the class and help them gdiftanfidence. Dilamar (1991)
also emphasizes the role of a teacher in helpimgnéss gain self-confidence.
Classroom environment should be relaxed and stressand students and teachers
should be in a close relationship so that studerdyg feel themselves comfortable
instead of anxious. Tsui (1996) and Atabek (20G®)atate the importance of a more
sincere classroom for a better and more effecinguage learning. Concerning the
mistakes, the corrections of teachers should bes dorpositive and gentle way.
While students speak English, teachers shouldtérnnpt students because students

feel themselves more anxious when they are beingaed.

Teacher: Teachers should provide more positive and enj@yaldssroom
environment and teachers should consider the remdisnterests of students while
making the choice of topics and contents. Furtheemoeachers should try to
increase self-confidence of students and minimigeism negatively. In language
classroom, teachers should help learners when tieg difficulty and try to give
equal opportunities to learners to speak EnglislozHang (1997) also emphasizes
the need for helpful teachers when students haffeeudy. Another implication
about teacher is that teachers should speak Eragishuch as possible to be a model
for students and help learners to believe in benéthe activities as well as teaching
them communicative strategies. Gebhard (1982), azl(l998), Ur (1991) and
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Atabek (2006) also emphasize the necessity of &raciwho speak in foreign
language because teachers are supposed to be bfanadedents.

Materials and methods Related to materials and methods, choosing
interesting and enjoyable speaking topics may legmers to be willing to take part
in speaking activities. Ur (1991) also states inguace of interesting speaking
activities in enhancing students’ motivation andetiast. In addition to this, as
Fangzhi (1998) also stated, singing songs or ptpgames can help for a more
effective speaking class. If students feel the nefe@h activity, they can work on it
more willingly and warm-up and pre-speaking ad@gtshould be used in order to

equip students with necessary vocabulary and semtructure.

Contextual factors. Related to contextual factors, a speaking clutukh
be formed in the school so that students will He &b practise the target language. In
his study Atabek (2006) also emphasized the ndgesfsiorming a speaking club in
the school. In addition to this, teachers shoulg hearners to use English outside the

class.

6.6 SUGGESTIONS FOR FURTHER RESEARCH

Future researchers can focus on experimentalagndes to understand
whether what students suggest to be actually waerdt eontribute to students
classroom performance. To do this, controlled ciionaé can be formed to test the

effectiveness of different pedagogical activitiesl @lassroom applications.

Longitudinal studies can be done in this cont@kis study was conducted
at tertiary level. Students of different level aage groups may experience different
problem and expectations in speaking classes. &uagearch can be conducted on

primary and secondary level learners.
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6.7 SUMMARY OF THE CHAPTER

In this chapter, firstly methodology and findingk the study are
summarized. After that, necessary conclusions amdenmand methodological and
pedagogical implications are presented. In thedastion of this chapter, suggestions

for further research are presented.
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APPENDICES

APPENDIX A : QUALITATIVE SURVEY FORM

DERSLERDE INGILiZCE KONUSMA iLE ILGILI SORUNLARI TARAMA
FORMU

Sayin katilimci,

Bu form, Canakkale Onsekiz Mart Universitelitegsze Basli ve Zorunlu Hazirlik
siniflarinda, @rencileriningilizce kongma ile ilgili yasadiklari problemlerin tespiti ve ¢ézimii
hakkinda @rencilerin digiincelerini almaylr amaclamaktadir. Vergiogz icten cevaplar sizleri
daha iyi anlamamiza yardimci olacaktirsafyda sorulan sorularin gou ya da yany cevabi
yoktur. Ayrica verdiiniz cevaplar kesinlikle notlarinizi etkilemeygtgibi, kimlik bilgileriniz de
kesinlikle gizli tutulacaktir. Bu formda belirtiniz ifadeler tamamen gizli kalacak ve gtramacilar
disinda hi¢c kimse gérmeyecektir. Bu yuzden, lutfgagadaki sorular agik ve mimkin olglunca
detayl olarak cevaplamaya gatnz. Katkilarinizdan dolagimdiden tgekkur ederiz.

BOLUM 1: KISISEL BILGILER

Uyruk: TC ()  Dger ()

Cinsiyet: Kiz () Erkek ()

Bolum:

Yas:

Seviye: Starter ( ) Elementary ( ) Pre-intediate ( ) Upper-intermediate ( ) Advanced (
Ingilizce kongmada kendinizi nasil gerlendiriyorsunuz?

Cok bagarisiz( ) Bgarisiz ( ) Orta ( ) Bauh () CokBganli ( )

Bu donem aldiiniz ara sinav notunuz nedir?

Genel olarak sinavlardaki (vize ve quizlerydraniz igin ne soyleyebilirsiniz?

Cok bgarisiz( ) Bgarisiz ( ) Orta ( ) Barh () CokBganli ( )
BOLUM 2: GORUSLERINiz

1. Derstengilizce kongurken herhangi bir sikinti duyar misiniz?
Her zaman () Bazen () Nadirén ) Hicbir zaman ( )

a) Cevabiniher zaman, bazega danadirenise, lutfen sikinti ya da sikintilarinizin nedeinie
yaziniz. (Birden fazla neden yazabilirsiniz.)
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2. Derstdngilizce kongurken veya etkinliklere katilirken kendimiaha rahat hissederdim ger



APPENDIX B: QUESTIONNAIRE
iNGILiZCE DERSINDE KARSILA SILAN
KONUSMA PROBLEMLER i TARAMA ANKET i

Sayin katilimcl,

Bu anket siz grencilerimizin ingilizce dersinde korna ile ilgili yasadiklari problemleri tespit
etmeye ve ¢6zUmu hakkindasdiicelerinizi @renmeye yoneliktir. Bu ankette i ya da yank cevap

yoktur. Sorulara vere@aiz icten ve gergekci yanitlar, @i sonuclara ulanamizi sglayacaktir.

Bu anket 3 bélimden ojmaktadir. Birinci bélimde sizlere gigel bilgileriniz sorulmaktadir ancak
isminiz istenmemektedir. Bu bolimde uygun kutiicyX) isareti koyarak doldurunuzkinci ve tgunci

bélumlerde ise sizlere bazi ifadeler verilmekte bee ifadelere ne oranla katifiniz sorulmaktadir. Bu
ifadelere olmasi gerelgi gibi degil, icinizden geldgi ve gercek durumu yansitacakkilde, ne derece

katildiginizi (X) isareti koyarak belirtiniz.

Verdiginiz cevaplar kesinlikle notlarinizi etkilemeyecélksisel bilgileriniz de gizli tutulacaktir. Bu
formda belirttginiz ifadeler tamamen gizli kalacak ve stramacilar dsinda hi¢ kimse gdrmeyecektir.

Katkilarinizdan dolayimdiden tgekkir ederiz.

ORNEK: Asagidaki ifadeye “Katiliyorum” demek istiyorsaniz, féin 4’0 karetleyiniz. Aagida size

bir 6rnek verilmgtir.

. £ =

g E | gl 2 2

QL 35 2 S| 9| @ g
< 5 5 NI =X 5
=9 9 n| = = F
c > = = E| € €
2% % |5 B 237
v8 ¥ | Y| x| &

1 | Ingilizce dersini seviyorum. 5 4 3 2 1

ANKET SORULARI BOLUM1 :
Asagida numaralandiriimis ifadeleri okuyunuz ve her durum ile ilgili géruslerinizi ( X ) isareti ile

belirtiniz.
: £
S 2
> o
- : - 5} >
Ingilizce dersinde kongurken gicluk > £
cekiyorum c¢inkd, =l . gl &
[} > = o [}
x|l g ¥ 2 x
| = 2] E|l €
3| S| S| 2| @
0| © 8| B| ©
¥ Y| X | ¥ ¥
1 Siniftaki arkadgarim fikirlerime dger vermiyor. 5/ 4] 3| 2| 1
2 Sinifta bazi grenciler daha ¢ok kogtugu icin 514|321
konusma sureleri gt degil.
3 Siniftaki arkadgarimin hepsi Turk oldgu igin, 51413 |21
Turkce kongmayi tercih ediyorum.
4 Konwma aktivitelerinde sinifta bir karklik 5141321
oluyor.
5 Sinif cok kalabalik oldtu icin yeterince kogma |5 |4 | 3 | 2| 1
firsatim olmuyor.
6 Osretmen soru sordwnda, arkadgarim benden |5 |4 [ 3 | 2| 1
Once cevap veriyor.
7 Siniftaki arkadgdarimla iligkilerim iyi degil. 51413 2|1
8 Osretmen-@renci iliskisi sicak dgil. 51413 2|1
9 Konuulan konu hakkinda bilgim olmuyor. b A 3 2 1
10 | Ingilizcedeki kiiltiirel ve sosyal kavramlara 514|321
yabanciyim.
5143 |21
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Onceden soyleyeceklerimi kafamda tasagad!

"
TER

11 | i¢in yava konuuyorum.

12 | Soyleyecek bigey bulamiyorum. 5 2

13 | Kendimi ifade edemiyorum. 5 4 2

14 | ingilizcedeki deyimleri anlayamiyorum. 5 @ 2

15 | Sinifta kongulanlari anlayamiyorum. 5 4 P

16 | Gramer olarak hatasiz cimle kurmakta 5 3 ]2
zorlaniyorum.

17 | Ingilizcedeki vurgulari anlayamiyorum. 5 |4 2

18 | Ingilizce kelimeleri telaffuz edemiyorum. 5 W@ 2

19 | ingilizce dersinde dinlediklerimi anlayamiyorum. %13 |2

20 | Yeteri kadar kelime bilmiyorum. 5 4 P

21 | iIngilizcede yazik ve okungun farkli olmasi 5 3|2
konwsmami zorlatirnyor.

22 | Turkce dginiip,ingilizce kongmaya ¢akiyorum. | 5 3| 2

23 | Kongma konulari tstesinden gelebilgoa 5 3|2
seviyede dgil.

24 | Ingilizce kongmak beni engelendiriyor. 5 3| 2

25 | Konykan birisi dgilim. 5 312

26 | Hata yapmaktan korkuyorum. 5 |4 2

27 | Benimle alay edilmesinden korkuyorum. 5 |4 2

28 | Siniftaingilizce kongmanin dgal olmadgini 5 3 ]2
distndyorum.

29 | ingilizce iletsim kurmak istemiyorum. 5 2

30 | Elstiriimekten korkuyorum. 5 2

31 | ingilizce dersinin gereksiz olgunu digundyorum. | 5 3| 2

32 | Siniftaki kongma aktivitelerinin seviyesi benim | 5 3|2
icin kolay.

33 | ingilizce kongurken risk almak istemiyorum. 5 4 2

34 | ingilizce kongmamin dgerlendiriimesi beni 5 3|2
endielendiriyor.

35 | Siniftaki arkaddarimin benden cok fazla beklentisb 3|2
oldugunu digindyorum.

36 | Sinifta ilgi odg olmak istemiyorum. 5 2

37 | Kendime glvenim yok. 5 4 P

38 | Cekingenim. 5 3|2

39 | icine kapanik bir insanim. 5 4 2

40 | Konuwurken hatalarim dizeltildi icin konusmak 5 3|2
istemiyorum.

41 | Siniftaki dger iyi 6grencilerle rekabet 5 3|2
edebilecgimi distinmiyorum.

42 | Siniftaki kongma aktivitelerinin seviyesi benim | 5 3|2
icin zor

43 | Cesaretim yok. 5 D

44 | Ingilizce @&renmek icin kongmaya gerek yok. 5 2

45 | Gsretmen devamlingilizce konguyor, 5 3|2
anlayamiyorum.

46 | Gsretmenlerimin ne istedini anlayamiyorum. 5 Y.

47 | Gsretmenimin sessiz kalmamiza izin vermemesi| 5 3|2
beni rahatsiz ediyor.

48 | Dersin blyuk bir kismindgtetmen konguyor. 5 3| 2

49 | Gsretmen derste bize yeterince kema firsati 5 3|2
vermiyor.

50 | Gsretmen derste hgeyin kendi istgi 5 3|2

126



127

dogrultusunda olmasini istiyor.
51 | Ingilizce kongabilmek icin az da olsa kelime 5141321
bilmek gerekir.

52 | Gsretmenler, ana dilledingilizce olmadg igin 514|321
yeterli deil.

53 | Qgretmen kongma etkinliklerine 6nem vermiyor. 5 4 3 p 1

54 | Gsretmen kongmami kesiyor. 5 4 3] 2 1

55 | Gsretmenlerimiz ciddi oldgu icin konymak 5141321
istemiyorum.

56 | Gsretmenlerimiz ilgisiz davrangiicin konuymak |5 |4 | 3 | 2| 1
istemiyorum.

57 | Gsretmenler bizi fazla rahat biragtigin 51413 |21

konusmak istemiyorum.
58 | Gsretmenlerimin benden cok fazla beklentisi 5141321
oldugunu diginiyorum.

59 | Siniftaki kongma aktiviteleri sikicl.

2]
N
w
N
N

60 | Arkadalarimin 6niinde korgmaktan korkuyorum.| 5 4 3| 2 1

61 | Kitapta kongma becerisine yeterince 6nem 5141321
verilmiyor.

62 | Sinif dgindaingilizce kongmaya gerek yok. 5 4 3 2 1

63 | Ingilizce kendi boliimumle ilgili dal . 51413 |21

64 | Sinif dginda pratik yapacak gercek bir ortam yok. 514 |13 |2

Farkl sorunlar ygyorsaniz lutfen belirtiniz:

BOLUM 2:
Asagida numaralandiriimis ifadeleri okuyunuz ve her durum ile ilgili géruslerinizi ( X ') i sareti ile
belirtiniz.

. £
S =
> o
S >
2 =
ingilizce konusma derslerinde daha baarili olabilirim g .| E| B
. =| g| g| 2| ¢
€ger, o| 3| £| 5| @
x| 5| o 2 =
| > 2| gl €
% =S| 8 | @
0| B 8| ©| @
Y| X[ X| ¥ ¥
1 Daha kucik gruplarda ¢gina imkanimiz olsa 5 4 3 2 1
2 Sinifta rahatca hareket edebilsek 5141321
3 Sinif mevcudumuz daha az olsa 514 |3|2]1
4 Sinifta hi¢ Tirkce korgmasak 5/ 4| 3] 2 1
5 Daha sicak bir sinif ortami olsa 5 |4 |13 |2 |1
6 Siniftaingilizce kongabilec&imiz yabanci grenciler 5141321
olsa
7 Ingiliz ve Amerikan kiltiiriiyle ilgili bilgi verilse 514(3|2]1
8 Daha ¢ok cagsam 514(3|2]1
9 Konwmami kendim dgerlendirebilsem 5. 4 3 2 1
10 | Ggretmenin konsmamizi notla dgerlendirmeyecgni 514(3|2]1
bilsek




11 | Geretmenler dersin nasgleénecegiyle ilgili bizim de 51432
fikrimizi alsa

12 | Ggretmenin kongmamizi olumsuz efgirmeyecegini 51432
bilsek

13 | Sinif mevcudumuz daha ¢ok olsa 4

14 | Gsretmen bize soruyu cevaplamak icin yeterince zamah | 4 | 3| 2
verse

15 | Farkli tipte sorular da sorulsa 5 |4

16 | Alternatif cevaplar da kabul edilse 514 3|2

17 | Gsretmen, konsurken giclik ysadgimizda nasil 514 3|2
Ustesinden gelebilegimizi 6gretse

18 | OGsretmenler daha andair bir ingilizce kullansa 5| 4 3 2

19 | OGsretmenin aciklamalari daha net olsa 4

20 | Ogretmenler bilmediimiz kelimelerin Turkce 514]3|2
karsiliklarini sdylese

21 | Opretmen bizi kongmamiz icin desteklese 5 B 12

22 | Opretmenler @renciyi biraz daha zorlasa 5 A4 B |2

23 | Opretmenlerle arkadagibi olabilsek 5| 4| 3] 2

24 | Opretmenler, 6z guvenimizi kazanmamizda yardimeci ¢l§a| 4 | 3| 2

25 | Ogretmenimiz olabildii kadaringilizce kongup,bize 54|32
model olsa

26 | Gsretmenimiz etkinlikleri daha dikkatli kontrol ets 51 4| 3| 2

27 | Gsretmeningilizce kongmamiz icin it firsat verse 5 4 3 2

28 | Gpretmen derste kogma becerisine daha cok énem |5 |4 | 3| 2
verse

29 | Gsretmenle birebir korgma imkani olsa 5 4 3 2

30 | Anlamadgimizda @retmen Turkce aciklamalar yapsa 5 |4

31 | Konwma aktiviteleri gercekgci olsa 5 4 B P

32 | Gsretmen climle yapisina giede ne soylediimize 51432
Oonem verse

33 | Gsretmen @rencilerin ilerlemelerini dgerlendirse 5| 4| 3] 2

34 | Kullanilan materyaller gercek hayatla ilintilsa 5|1 4| 3| 2

35 | Derstdngilizce oyunlar oynasak 5 4 3 P

36 | Derstdngilizcesarki tsrensek 5/ 4| 3] 2

37 | Derste daha ¢ok teknolojik araclar kullansak 513

38 | Derslere ana dilngilizce olan insanlar davet edilse 5 |4

39 | Konygma aninda gretmen hatalarimizi dizeltmese 5 |4

40 | Konuma konulari benim seviyemde olsa 5 |4

41 | Konwma konulari ilgi ¢ekici olsa 5 4 3 2

42 | Telaffuzlailgili daha fazla ¢ana yapilsa 5 4 3 2

43 Bir kongma kuliibimz olsa 5 4 3 2

44 | Ayri bir kongma dersi olsa 5 4 3 2

45 | Onceden korgma konularina hazirlanma imkanimiz olsa 4

46 | Ingilizceyi okul dginda kullanma imkanimiz olsa b B B3 |2

47 | Ingilizcenin kendi béliimimde goregim derslere 51432
faydasi olsa

48 | Ders dyinda yardim alma imk&nim olsa 5 |4 |3

49 | Yabanci gretmenlerimiz olsa 5 4 3 2
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Farkli 6nerileriniz varsa litfen belirtiniz:

BOLUM 3 : KiSISEL BILGILER

Uyruk: T.C.( ) Rer ()

Cinsiyet: Kiz () Erkek ()

Bolum:

Yas:
Sinif:
1. Sémestingilizce notunuz:

0-29 () 30-39 () 40-50 )(

Ingilizce kongmada kendinizi nasil gerlendiriyorsunuz?
Cok bgarisiz () Bgarisiz () Orta ()

Basarili () Cok Barili ()
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