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ABSTRACT

THE EFFECTS OF LANGUAGE ORIENTED EXTRA-CURRICULAR
ACTIVITIES ON 7th GRADE STUDENTS’ PRODUCTIVE SKILLS AND
ATTITUDES TOWARDS ENGLISH LANGUAGE

ERCAKIR KOZAN, Begiim
Ph.D., Department of Educational Sciences, Curriculum and Instruction

Supervisor: Assoc. Prof. Pervin Oya TANERI

October 2024, 314 pages

This study aims to examine the impact of language-oriented extra-curricular
activities (ECAs) on the productive language skills (speaking and writing) and
attitudes towards English of 7th grade students in a public middle school in Ankara.
The study employed a true experimental design with four groups, following
Solomon’s model. The study involved 80 randomly assigned students who
participated in a range of language-oriented ECAs developed and implemented by
the researcher. Quantitative data are gathered through readiness tests, pre- and post-
achievement tests and attitude scales. Mann-Whitney U Test and Wilcoxon Signed-
Rank Tests were used to analyze quantitative data. The results demonstrate that
participation in language-oriented ECAs significantly enhances students' productive
language skills and fosters positive attitudes towards English. The study has
indicated that ECAs not only positively influence language skills but also improve
students' attitudes toward English lessons. These findings contribute to a growing
body of research supporting the effectiveness of ECAs in language education and

provide valuable insights for future research and practice.
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DIL ODAKLI PROGRAM DISI ETKINLIKLERIN 7. SINIF OGRENCILERININ
URETKEN BECERILERI VE INGILIZCEYE YONELIK TUTUMLARI UZERINE
ETKISI

ERCAKIR KOZAN, Begiim
Doktora, Egitim Bilimleri, Egitim Programlari ve Ogretim Anabilim Dali

Tez Yoneticisi: Dog. Dr. Pervin Oya TANERI

Ekim 2024, 314 sayfa

Bu c¢alisma, Ankara'daki bir devlet ortaokulunda dil odakli program dis1
etkinliklerin 7. smif Ogrencilerinin iiretken dil becerileri (konusma ve yazma)
ile Ingilizceye yonelik  tutumlar1  {izerindeki etkisini incelemeyi
amaclamaktadir. Calisma, Solomon modeli dogrultusunda dort gruplu
gercek  deneysel  bir  tasarirm  kullanmistir.  Arastirmaya,  arastirmaci
tarafindan  gelistirilen ve wuygulanan bir dizi dil odakli program dis1
etkinliklere katilan, rastgele atanmis 80 6grenci katilmistir. Veriler hazirbulunusluk
testleri, on test ve son test basar1 testleri ve tutum OoOlgekleri ile toplanmustir.
Toplanan veriler Mann-Whitney U Testi ve Wilcoxon Isaretli Siralar Testi
kullanilarak analiz edilmistir. Sonuglar, dil odakli program dis1 etkinliklere katilimin
ogrencilerin iiretken dil becerilerini 6nemli 6Slciide gelistirdigini ve Ingilizceye
yonelik olumlu tutumlar gelistirdigini gostermektedir. Calisma, bu etkinliklerin
sadece dil becerilerini olumlu yonde etkilemek ile kalmayip, ayni zamanda
ogrencilerin dersle ilgili tutumlarini da gelistirdigini gostermistir. Bu bulgular, dil

egitimi alaninda dil odakli program dis1 etkinliklerin etkinligini destekleyen literatiire
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katki saglamakta ve gelecekteki arastirmalar ve uygulamalar icin degerli bilgiler

sunmaktadir.

Anahtar Kelimeler: ingilizce Ogretimi, Program Dis1 Etkinlikler, Tutum, Uretken

Beceriler, Solomon
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To My Lovely Son, Yagiz KOZAN
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CHAPTER 1

INTRODUCTION

This chapter provides a comprehensive overview, detailing the background
information, purpose, and significance of the study. Furthermore, key terms and
concepts are thoroughly defined and contextualized through references to relevant

literature.

1.1. Background of the Study

Speaking and understanding a second language offers many benefits and
opportunities. These include enhanced social interactions, personal career
development, and cognitive growth (Jasim, 2021). Learning a second language can
also be beneficial for those integrating into a new education system (Hanus, 2016),
especially in cases of forced migration. Additionally, studies suggest that it may
contribute to cognitive health and potentially reduce the risk of memory disorders
(Alladi et al., 2013; Bak et al., 2014). Research by Athanasopoulos et al. (2015)
indicates that learning a second language increases brain activity, which may lead to

the development of new abilities like problem-solving.

People are assessed based on their education, experience, knowledge,
and various language skills (e.g., grammar, vocabulary) when learning
a foreign language (Ellis, 2015). Learning a foreign language can enhance
people's awareness of the world around them by fostering a deeper
understanding of diverse national cultures (Ahmad et al, 2021). This
can lead to being more compassionate towards others, meeting new
acquaintances and developing new perspectives (Thabit & Jasim, 2015). Therefore,
people may pass up all of the chances and advantages listed above if they do not
continue to develop their talents and keep up their second language (Bentz et al.,

2018).



Learning a new language is just one aspect of adjusting to and integrating into a new
community, nation, and educational system (Hanus, 2016). Students also face
challenges adapting to a school setting where their original language is not spoken
and where they must learn rapidly to succeed in everyday life. These challenges can
include navigating divergent cultural values, such as greetings or classroom
participation styles, as well as adapting to new social norms and altered behavioral
and academic expectations (Hanus, 2016). For example, students may find it difficult
to understand teachers' lectures or participate in discussions due to language barriers.
However, various strategies such as school support programs, extra-curricular
activities, cultural competency workshops or student mentoring programs can help

facilitate this integration process.

English dominates various fields like commerce, research, technology, and education
worldwide (Christine, 2017; Dagtan & Cabaroglu, 2021; Rumsey, 2024).
Approximately 2.5 billion people use English worldwide, with only 400 million of
them speaking it as their mother tongue. In contrast, around 1.6 billion people have
acquired English as a second or foreign language. (Prior, 2023; Talbot, 2023).
Proficiency in a second language not only increases employment opportunities
(Rumsey, 2024), but also facilitates genuine cross-cultural connections. Individuals
seeking better job opportunities, competitive advantages or career advancement
should consider learning a second language (Raewf & Mahmood, 2021). The
increasing internationalization of organizations and businesses stimulates the demand
for multilingual employees (Stein-Smith, 2017). In general, employees who are

proficient in a second language often benefit from salary increases and promotion

opportunities.
Proficiency in English yields multifaceted benefits,
transcending mere communication. Beyond facilitating education

and employment access, it fosters social mobility and global connections.
The ability to express oneself effectively in English is often associated
with higher levels of skill in various fields. Countries like Tiirkiye,

with its unique geopolitical position and desire for international



cooperation, recognize the importance of a common language like English (Kirkgoz,

2007a).

English dominates business meetings, agreements, conferences, and literature
(British Council, 2020). Tiirkiye’s developmental initiatives in tourism, trade,
industry, and technology underscore the importance of English proficiency

(Tilfarhioglu & Oztiirk, 2007).

English proficiency extends beyond career opportunities, playing a crucial role
during emergencies and natural disasters. For instance, the COVID-19 pandemic
emerged in 2020 has highlighted the need for clear, cross-border communication,
and effective English skills can be lifesaving (Kirkgoz, 2007a). Similarly, countries
in high earthquake risk zones, like Tiirkiye situated within the Alpine-Himalayan
belt, benefit from English proficiency due to its role in facilitating communication
with international aid and rescue teams (Cekim et al., 2023), because reducing the
risk of a cascading disaster requires effective information and communication tactics
(Alexander & Pescaroli, 2019). This linguistic competence enables effective
communication with individuals from diverse countries worldwide due to 59% of the
internet’s language being English, as well (Statista, 2024). By this way, they can
collaborate with them without wasting time to find a translator to maintain the
communication during an urgent time such as a devastating earthquake. These
factors elevate English’s importance as a significant part of school curriculum and
the need for it especially now that different cultures and communities are engaging
with one another in one way or another. Therefore, being competent in a foreign
language is among the main concerns of a Turkish student in order to keep up with
the swift changes of world in the future and stay in touch with people from other
nations because internationalization requires that almost every professional needs to
be able to speak a foreign language competently to have a prosperity in the market,
among which English occupies a great share (Rizqi-Ciptoaji, 2021).
Furthermore, in an interconnected world, English competence remains
fundamental for students navigating the global job market. Given the reasons

outlined above, integrating English language proficiency into educational programs



is essential, especially in countries such as Tiirkiye fostering international

collaboration.

The 21st century demands that students develop critical skills like communication,
problem-solving, creativity, and collaboration to thrive (Partnership for 21st Century
Skills). Fostering these skills requires diverse learning environments beyond
traditional classroom instruction (G6loglu-Demir, 2021). This is particularly true for
English language learning, where varied activities and approaches are essential for
students to achieve lasting proficiency. Recognizing that children spend a significant
portion of their time outside of school, it's crucial to consider both in-school and out-
of-school experiences. These combined environments significantly impact how
students learn and interact, making them crucial for effective English language
acquisition. English language-oriented extracurricular activities (ECAs) can be
valuable examples of such out-of-school experiences, providing opportunities for
students to develop critical skills, communicate effectively, and achieve lasting

proficiency.

The Turkish foreign language curriculum, English, has undergone three significant
reforms over time (in 1997, 2005, 2012, and 2018) to align with educational
improvements. These reforms aimed to enhance language teaching and learning in
Tiirkiye. However, despite these efforts, research findings suggest persistent
challenges for Turkish students in effective communication (Cakir, 2006; Solak &
Bayar, 2015; Ozmat & Senemoglu, 2021; Oztoprak, 2024; Yildiz, 2016). The nature
of these challenges, whether related to grammar, vocabulary, fluency, or cultural

understanding, is an important area for further exploration.

Tiirkiye was ranked as having low English language proficiency in the Global
Ranking of Countries and Regions 2023 (Education First, 2023). Despite efforts
outlined by the Ministry of National Education (MoNE), students continue to
struggle with productive language skills needed for effective communication (Cakir,
2006). Studies on curriculum evaluation and researches indicate that teaching and

studying a foreign language in Turkey face a number of challenges, as a result,



students may not equipped with language skills effectively (Ag¢am & Babanoglu,
2018; Demir-Ayaz et. al, 2019; Demirpolat, 2015; Erdem, 2016; Giirel & Demirhan-
Iscan,2020).

Middle school emerges as a critical phase for enhancing fundamental
language skills—reading, writing, speaking, and listening—which form the
basis for advanced language competencies. Learning English during these
formative years not only establishes a strong foundation but also facilitates
comprehension of complex language concepts and promotes effective
communication across various contexts. To support this learning journey, students
require regular exposure to the target language outside traditional classroom settings,
complemented by activities aligned with the core curriculum (Zirman, 2023).
Central to this process are language teachers, who play a pivotal role in guiding
students towards proficiency in both written and oral communication (Brown & Lee,
2015; Ly, 2024). Efforts are ongoing to enhance teaching methodologies aimed at
bolstering students' communication skills (Cakir, 2006). However, Sahin (2018)
stated that rather than encouraging students to become proficient communicators in a
foreign language, the language teachers in the current educational system places a
greater emphasis on teaching them about that language. Language teachers
do not employ any additional tasks; instead, they rely on the ones in the book, using
examples that they draw on the board and they explain the grammar rules
(Kozikoglu, 2014). This method ignores the innate ability of humans to acquire
languages as well as the ultimate purpose of language learning, which is effective
communication. Because of this, children are forced to study grammar rules and
perform unfamiliar tasks, which creates a recurrent cycle that makes learning a new
language difficult. As a result, by the time they complete secondary school, students
frequently discover that they are unable to communicate even the most fundamental
concepts in the foreign language (Sahin, 2018). After discussing the difficulties, a
number of supportive elements that improve English language learning in
Tiirkiye have been carefully investigated by Yaman (2018) and asserted
that these include the well-prepared English curricula, the development of

technology, the profusion of easily accessible materials, the widespread use of



English in day-to-day life, and the expansion of global initiatives providing exchange

programs.

In Tiirkiye, there is ongoing debate about whether ECAs impact students’ academic
achievement. The General Directorate of Teacher Training and Development and the
Ministry of National Education (MoNE) recognize the benefits of integrating ECAs
alongside regular curricular activities. The ‘English Together’ project launched in
2020 designed to enhance professional development of English language teachers.
One of the core aspects of this Project is to make teachers plan, organize, implement
and evaluate language oriented ECAs in public schools. By 2024, the initiative hopes
to establish a continuous and sustainable professional development model for
English instructors across the country. The "English Together" project's emphasis on
innovative teaching techniques and developing dynamic learning settings is what
links it to extracurricular activities, or ECAs. Educators are urged to provide
extracurricular activities and resources that help students study in a more engaging
and entertaining way. This strategy is in line with MoNE's overarching objectives,
which include enhancing learning outcomes and creating a more dynamic and
inclusive learning environment. Furthermore, as important elements of Tiirkiye's
Education Vision 2023, the project matches MoNE's current aims of improving
teacher development and English language instruction. The project improves
students' general involvement in learning and the improvement of their language
abilities by integrating ECAs into the curriculum (British Council, IATEFL). Within
the scope of this project, a professional development training set which consists of 10
chapters regarding language teaching and learning in and outside the classroom was
prepared by experienced language teachers trained in this project. The significance of
the value and priority placed on ECAs is evident from the fact that the second
chapter of this training set is dedicated to language oriented ECAs. This chapter
gives information about how to structure an ECAs, challenges of implementing it
and possible solutions as well as assessment strategies (Ergakir-Kozan, 2020). This
chapter also offers sample ECAs for language classes. It is available on the OBA
website and can be accessed by all language teachers. By the help of this online

source, language teachers can benefit and vary their language teaching ways.



Additionally, in the 2023-24 academic year, MoNE modified language exams to
assess all four language skills separately. The new exam revisions for the 202324
school year further demonstrate MoNE's dedication to bringing assessments into line
with contemporary teaching approaches, which in turn supports the use of ECAs and
innovative instructional strategies in the classroom. Through active engagement and
real-world application, this all-encompassing method guarantees that students not
only acquire the language but also acquire critical abilities. This also indicates the

current prioritization of language learning and skill development by MoNE.

The constraints of traditional language exams, which previously did not examine all
four language abilities fully, have been addressed by the Turkish education system in
recent years. This is a good development since it makes it possible to evaluate
learners' language proficiency in a more comprehensive manner. Teachers can obtain
a more accurate understanding of their students' competency and give more
insightful criticism by assessing students' speaking, listening, reading, and writing
abilities. When taking exams in a traditional format, students who perform
exceptionally well in one area of language, like speaking, may not always show their
full potential. For example, in real-world situations, like social media or other casual
settings, a student with excellent speaking abilities but lower exam scores may
nonetheless show outstanding mastery of English. If these students believe they are
unable to use the language in an authentic way through typical classroom activities,
they may first display apathy towards them. Through the consideration of
extracurricular learning and the integration of tests evaluating all four language
skills, teachers will be better equipped to identify and assist these learners. This
method supports Andreeva's (1958) claim that fostering both social and intellectual
reasons for learning is one of the objectives of language-oriented ECAs. Therefore,
by acknowledging and appreciating varied language use and proficiency, a more
inclusive assessment approach not only rewards students who excel in particular

areas but also improves general engagement and motivation.

The value of extracurricular activities (ECAs) in improving education is becoming

more widely acknowledged, especially when it comes to language learning. ECAs



offer students opportunities for authentic learning experiences that can ignite and
maintain their curiosity and engagement. They are defined as extracurricular
activities that serve to enrich educational experiences (Millard, 1930) and take place

outside of the standard curriculum (Hornby, 1995).

Teachers were initially apprehensive to incorporate ECAs into the curriculum since
there was a significant focus on adhering to a planned curriculum with well-defined
academic aims. The idea that instructional emphasis should only come from
scheduled curriculum activities formed the foundation of this criticism. But as time
has gone on, studies have shown how beneficial ECAs may be. Research indicates
that ECAs have a critical role in the development of important abilities as internal
motivation, leadership, and communication (Shannon, 2006; Yildiz, 2016). By
providing students with real-world experiences, these activities frequently increase
their engagement and help them feel more prepared for life beyond school (Yildiz,
2016).

For example, studies have shown that engaging in ECAs associated with physical
activities and sports has a positive developmental impact on children, improving
their laterality and postural control (Gil-Madrona et al., 2021). Additionally, it has
been discovered that ECAs predict students' overall performance, suggesting that
evaluations of students' success should take into account both their extracurricular

and core curriculum accomplishments (Ramalingam & Ilakkiya, 2021).

Integrating ECAs can close the gap between traditional academic evaluations and
real-world language applications, especially in light of the Turkish education
system's recent shift towards a more comprehensive approach in language
assessment. By providing a variety of learning opportunities, this method not only
accommodates students with varying language proficiency levels but also increases

motivation and engagement.

ECAs have historically gotten little support, funding, and professional development
since they were thought to be non-essential (Odhiambo et al., 2020). According to



Onstein and Hunkins (2009), a paradigm shift can be achieved by modifying the
attitudes and perceptions of stakeholders, which will address this reluctance to
change. Research in Turkey has shown that teaching English presents a number of
important problems. Studies state that problems including poor curricula, an
excessive focus on rote memorization, and a deficiency of interesting, real-world
speaking exercises are some of the reasons why students struggle with speaking
(Aggam & Babanoglu, 2018; Demir-Ayaz et. al, 2019; Demirpolat, 2015; Erdem,
2016; Giirel & Demirhan- Iscan,2020, Ocak et. al., 2013). These issues are made
worse by overcrowded classrooms and low self-esteem among the students. Teachers
can overcome these problems and improve language learning by incorporating ECAs
that encourage active engagement and offer chances for real-world language use. As
a result, implementing ECAs may be a useful strategy for improving the current
shortcomings in the English language curriculum, classrooms, teaching and learning

strategies implemented in Turkish public schools.

Research shows that language-oriented ECAs can be a powerful tool for language
learning (Amara, 2021; Reva, 2017; Sahin-Kizil, 2007; Yildiz, 2015, 2016. They can
complement classroom instruction and support students to develop productive skills
such as speaking and writing. Moreover, ECAs can promote positive attitudes
towards the target language (Amara, 2021; Reva, 2017; Sahin-Kizil, 2007; Yildiz,
2015, 2016). However, the effectiveness of ECAs may vary depending on the
specific activities offered and the learning environment. Future research could
explore different types of ECAs aimed at developing productive skills and positive

language attitudes.

1.2.  Purpose of the Study

Traditional classroom methods often focus on developing writing and speaking
skills, but research suggests limitations in fostering student motivation and authentic
language use. This study investigates the effectiveness of language-oriented
extracurricular activities (ECAs) in improving productive language skills and

attitudes towards English in 7th graders.



There are various discrepancies in how learners are motivated, how their attitudes are
shaped towards language learning, and how their skills are enhanced with different
language learning activities. For example, while some learners are motivated by in-
class activities, some learners enjoy doing activities outside of the classroom.
Besides, learners’ attitudes towards learning a foreign language are mostly
determined by their previous experiences and being aware of the reason why they
need to speak a foreign language and how they can use it authentically before they
start a job, in other words, before growing up. Apart from learners, teachers also
have some concerns with respect to using different teaching and learning approaches
and techniques in their teaching and web tools because they may not be
knowledgeable about the effectiveness of consequences of using such techniques or
tools. Hence, this study aims to document how being involved in language oriented

ECAs can affect attitudes and productive language skills of 7" grade students.

The following research questions were addressed in line with the purpose of the

study:

Research Question 1: What is the effect of Extracurricular activities (ECAs) on 7

grade students’ writing achievement?

1. 1. Is there a significant effect of ECAs on 7th-grade students’ writing

achievement, as compared to a control group?

Hypotheses:

1.1.1. Ho: There is no significant difference in 7th-grade students’ writing
achievement between those in the experimental group who engaged in ECAs
(EG with pretest) and those in the control group who did not (CG with
pretest)

1.1.2. Ho: There is no significant difference in 7th-grade students’ writing
achievement between those in the experimental group who engaged in ECAs
(EG without pretest) and those in the control group who did not (CG without
pretest)
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1. 2. Is there a significant effect of ECAs on 7th-grade students’ writing
achievement, regardless of the influence of a pre-test?
Hypothesis:
Ho: There is no significant difference in 7th-grade students’ writing achievement
between those in the experimental group with pretest and those in the experimental

group without pretest.

1.3. Does engaging in ECAs significantly affect 7th-grade students’ writing
scores from pre-test to post-test?

Hypotheses:

1.3.1. Ho: There is no significant difference in 7th-grade students’ writing
achievement between the pre-test and post-test of the experimental group who
engaged in ECAs (EG with pretest)

1.3.2. Ho: There is no significant difference in 7th-grade students’ writing
achievement between the pre-test and post-test of the control group who did

not engage in ECAs (CG with pretest)

Research Question 2: What is the effect of ECAs on 7" grade students’ speaking

achievement?

2.1.Is there a significant effect of ECAs on 7th-grade students’ speaking
achievement, as compared to a control group?

Hypotheses:

2.1.1. Ho: There is no significant difference in 7th-grade students’ speaking
achievement between those in the experimental group who engaged in ECAs
(EG with pretest) and those in the control group who did not (CG with
pretest)

2.1.2. Ho: There is no significant difference in 7th-grade students’ speaking
achievement between those in the experimental group who engaged in ECAs
(EG without pretest) and those in the control group who did not (CG without
pretest)
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2.2. Is there a significant effect of ECAs on 7th-grade students’ speaking

achievement, regardless of the influence of a pre-test?

Hypothesis:

2.2.1. Ho: There is no significant difference in 7th-grade students’ speaking
achievement between those in the experimental group with pretest and those

in the experimental group without pretest.

2.3. Does engaging in ECAs significantly affect 7th-grade students’ speaking scores

from pre-test to post-test?

Hypotheses:

2.3.1. Ho: There is no significant difference in 7th-grade students’ writing
achievement between the pre-test and post-test of the experimental group who
engaged in ECAs (EG with pretest)

2.3.2. Ho: There is no significant difference in 7th-grade students’ writing
achievement between the pre-test and post-test of the control group who did

not engage in ECAs (CG with pretest)

Research Question 3: What is the effect of ECAs on 7" grade students’ attitude

towards English?

3.1. : Is there a significant effect of ECAs on 7th-grade students’ attitude towards

English, as compared to a control group?

Hypotheses:

3.1.1. Ho: There is no significant difference in 7th-grade students’ attitude towards
English between those in the experimental group who engaged in ECAs (EG
with pretest) and those in the control group who did not (CG with pretest)

3.1.2. Ho: There is no significant difference in 7th-grade students’ attitude towards
English between those in the experimental group who engaged in ECAs (EG
without pretest) and those in the control group who did not (CG without
pretest)

3.2. Is there a significant effect of ECAs on 7th-grade students’ attitude towards

12



English, regardless of the influence of a pre-test?

Hypothesis:

3.2.1. Ho: There is no significant difference in 7th-grade students’ attitude towards
English between those in the experimental group with pretest and those in the

experimental group without pretest.

3.3. Does engaging in ECAs significantly affect 7th-grade students’ attitude scores

from pre-test to post-test?

Hypotheses:

3.3.1. Ho: There is no significant difference in 7th-grade students’ attitude towards
English between the pre-test and post-test of the experimental group who
engaged in ECAs (EG with pretest)

3.3.2. Ho: There is no significant difference in 7th-grade students’ attitude towards
English between the pre-test and post-test of the control group who did not
engage in ECAs (CG with pretest)

1.3.  Significance of the Study

This study holds substantial significance across various dimensions. This study
addresses a critical need. Despite formal English instruction since elementary school,
Turkish students even in ELT departments score low particularly in productive skills
like speaking (British Council & TEPAV, 2014; Dagtan & Cabaroglu, 2021;
Education First, 2015). Classroom activities often emphasize listening and reading,
limiting opportunities for authentic speaking practice (Amara, 2021; Hyland, 2004;
Munoz, 2012; Reva, 2017; Sahin-Kizil, 2007; Yildiz, 2015, 2016). This research
explores the potential of language-oriented ECAs to address this challenge. ECAs
provide a platform for students to practice English in real-world contexts, potentially

leading to improvement in productive skills (Maden, 2012).

Recognizing the educational value of ECAs and the Ministry of National Education's
(MoNE) focus on language learning innovation, this study explores the effectiveness

of specifically designed, language-oriented ECAs in improving 7th graders'
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productive English skills and fostering positive attitudes. The ability to communicate
fluently and accurately in a foreign language holds immense advantages across
academic, professional, and everyday contexts. ECAs have emerged as a prominent
consideration, aiming to improve productive skills, boost student motivation, and
cultivate positive attitudes toward English. By augmenting existing language
programs with targeted ECAs, particularly in 7th-grade classrooms, enhanced
language skills and attitudes among students are anticipated (Pearson, 2004). This
study's findings aim to inform stakeholders like teachers, school administrators,
project coordinators, curriculum developers, and policymakers about the potential of
ECAs in terms of enhancin students' productive skills (speaking and writing) in
English, which are often underdeveloped in traditional classroom settings (Hyland,
2004), fostering positive attitudes towards English language learning, potentially
leading to increased motivation and engagement, providing valuable insights for
integrating ECAs into existing language learning programs in Turkish middle

schools.

This study's findings hold significant implications for instructional practices,
development and curriculum evaluation. Key stakeholders can benefit from the

results in the following ways:

Curriculum Developers: When shaping curricula, consider incorporating language-
oriented ECAs to target productive skills and enhance both academic achievement

and student attitudes.

Language Teachers: The study's findings on the impact of ECAs on student attitudes
can inform their teaching practices. Effective ECA-based instruction, both inside and
outside the classroom, can facilitate language proficiency. They can adapt their

classroom teaching to incorporate these techniques.
This study holds significant value in advancing the field of curriculum and
instruction by exploring the impact of language-oriented extracurricular activities

(ECAs) on the development of productive language skills, such as speaking and
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writing. The findings contribute to filling existing gaps in formal language education,
which often prioritizes theoretical knowledge and receptive skills over practical

language use.

First, the study highlights how traditional curricula may neglect opportunities for
active language production, leading to limited development in students’ productive
skills. By examining ECAs, the research emphasizes the importance of integrating
practical, communicative activities into formal instruction. These findings can guide
curriculum designers to adopt more interactive, student-centered methods, allowing

for greater focus on real-life language use.

Additionally, the research underscores the value of motivation and engagement in
language learning. ECAs provide a flexible, low-pressure environment where
students feel encouraged to experiment with the language, leading to improved
fluency and confidence (Dornyei, 2001). This insight can inform future curriculum
designs by promoting learner-centered, interest-driven activities that foster greater

engagement and language use.

Moreover, the study highlights the role of personalized learning opportunities in
addressing diverse learning styles. ECAs cater to individual interests and needs,
promoting collaboration, critical thinking, and creativity skills essential for language
use but often overlooked in formal education. Incorporating these elements into
official curricula can enhance the holistic development of language learners (Durlak

etal., 2011)

By demonstrating the effectiveness of language-oriented ECAs, the study contributes
to discussions on how informal learning environments can complement formal
instruction and better equip students with the productive language skills necessary

for real-life communication (Shepherd, 2004).

This study also offers a unique perspective as the researcher, an English language

teacher actively involved in implementing ECAs, provides in-depth insights gained
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through student interaction. Extensive interaction with students during the
implementation process allowed for in-depth insights. A key strength lies in
examining the interplay of three variables: ECAs, attitudes, and language skills.
This focus is distinctive as very limited research has addressed these aspects
simultaneously. Furthermore, the study employs a novel methodological
approach. While ECAs are used in various domains Ertas et. al., 2011; Mutlu-Kaya,
2020), research specifically examining language-oriented ECAs in Tiirkiye remains
scarce (Yalgn, 2016, 2018). Additionally, very limited studies employing
randomized Solomon’s 4-group design to analyze the combined effects of ECAs on
attitudes and language skills have been identified in the literature, even though ECAs
extend beyond English language learning (Cakir, 2006; Yildiz, 2016; Alnacem,
2021).

Recognizing that students spend time in structured extracurricular activities,
parents, counselors, and responsible adults need awareness. Determining
the long-lasting effects of ECAs helps families make informed choices,
dispelling the notion that such activities detract from academic
progress.  Additionally, understanding how ECAs influence attitudes
toward language learning is crucial for successful language skills and future career

paths.

The results of the study extend beyond the classroom, informing parents,
counselors and educators about the long-term benefits of ECAs. It challenges the
notion that ECAs negatively impact academic progress and potentially influence

future career paths by highlighting their role in improving motivation and language

skills.

The study's findings also underscore the need for further research on implementing
language-oriented ECAs in middle school education settings. This research
contributes to national efforts to improve language teaching and learning in Turkey
by providing insights and recommendations specifically for enhancing the use of

ECAs.
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1.4. Definition of the Terms

This study uses the following definitions:

Attitude: “A psychological tendency that is expressed by evaluating a particular
entity with some degree of favor or disfavor” (Eagly & Chaiken, 2007, p.598)

Extra-curricular Activities (ECAs): Activities organized by the school that occur
outside of regular classes and are not part of the graded curriculum. They provide

opportunities for students to develop skills beyond academics (Ebie, 2008.).

Productive Skills: In language learning, productive skills refer to the abilities to use a
language to communicate your own thoughts and ideas through speaking and
writing. This is contrasted with receptive skills, which involve understanding spoken

and written language (listening and reading).
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CHAPTER 2

LITERATURE REVIEW

This chapter reviews the literature on theoretical frameworks, English curriculum
reforms, productive language skills, attitudes towards language learning and research
on extracurricular activities (ECAs) in general and in language learning contexts.
The focus is on how ECAs can be used to develop learners' productive language
skills (speaking and writing) and promote positive attitudes towards learning

English.

2.1. Theoretical Framework

2.1.1. School Engagement Theory: A Framework for Supporting Extra-

Curricular Activities

The concept of school engagement as a possible cure for declining academic
achievement and motivation has drawn increasing attention. Recent research has
concentrated on enhancing productive abilities and attitudes toward language
learning through ECAs (Reva, 2017; Yildiz, 2015,2016). The purpose of this study is
to investigate how ECAs, by creating a more constructive and productive learning
environment, can improve students' performance and engagement in language
learning. Numerous studies have been conducted over the years to examine different
approaches to solve academic problems and boost motivation. One interesting
alternative that has been highlighted is the potential of specifically designed
language ECAs.

Various theoretical, practical, and economic considerations lend support to the
growing interest in school engagement. A succinct definition of school engagement
can be found in academic literature. "Students’ involvement in academic and social

activities, which includes their emotional, behavioral, and cognitive commitment to
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learning" (p. 60) is what Fredricks, Blumenfeld, and Paris (2004) define as school
engagement. This concept highlights the complexity of engagement and its
significance in raising students' motivation and academic achievement. This study
covers how ECAs might improve these dimensions of participation in language

learning situations by concentrating on this concept.

School engagement theory suggests that there is a strong link between student
engagement and academic achievement (Fredricks et al.,2004). Students who are
engaged in their learning are more motivated, actively participate and achieve more.
This theory provides a framework for understanding how ECAs designed to be
interesting and engaging can foster positive attitudes towards language learning and
enhance the development of productive skills (Fredricks & Eccles, 2002).
These findings are especially concerning given the argument that the modern, rapidly
evolving global economy calls for skilled individuals with the ability to analyze and

synthesize new information, think critically, and solve issues. Even though
attendance is required, it is crucial for young people to make a commitment to
learning if they are to take advantage of everything that schools have to offer and
develop the skills they will need to succeed in the modern workforce. At this point, it
is possible to address how school-oriented extra-curricular activities (ECAs) held at
the end of a school day, which are planned, organized, and carried out by taking
students’ interests, desires, and abilities into account, and in which students can
participate on a voluntary basis, can make students more engaged in school, lessons
and consequently learning. While traditional schooling plays a role, voluntary, well-
designed ECAs that cater to student interests can be a powerful tool. These activities
offer a platform for deeper engagement beyond the classroom, potentially fostering a

love of learning and the development of essential skills.

Fredricks et al. (2004) highlight the multifaceted nature of engagement, delineating
three key dimensions: behavioral, emotional, and cognitive. Behavioral engagement,
linked to participation, encompasses involvement in academic and extracurricular
activities, and is seen as crucial for academic success and reducing dropout rates.

Emotional engagement focuses on students' positive and negative reactions to
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teachers, peers, academics, and the school environment, potentially impacting their
motivation and effort. Finally, cognitive engagement, based on the concept of
investment, involves students' willingness to exert effort and engage with

challenging concepts to acquire new skills.

While some scholars raise concerns about the multiplicity of definitions associated
with "engagement" (e.g., Fredricks et al., 2004), this study contends that it serves as
a valuable framework for understanding the impact of ECAs. The three dimensions
outlined by Fredricks et al. (2004) — behavioral, emotional, and cognitive — align
with research on student behavior, attitudes/interests, and self-regulated learning
(Boekarts et al., 2000; Eccles et al., 1983; Karweit, 1989). This convergence suggests
that ECAs, designed to foster active participation, positive learning environments,
and deeper engagement with the subject matter, have the potential to positively
impact all three dimensions of school engagement. Furthermore, the concept of
engagement as a "meta-construct”" encompassing these interrelated elements (Guthrie
& Anderson, 1999; Guthrie & Wigfield, 2000) aligns well with the holistic
approach.

Examining student engagement through the lens of behavior, emotion, and cognition
offers a more comprehensive understanding than focusing on individual components
(Fredricks et al., 2004). While these aspects (behavioral, emotional, and cognitive)
can be distinguished for research purposes, they function dynamically and
interdependently within students. Previous research has extensively explored each
component separately. However, viewing engagement as a multidimensional
construct necessitates examining the interconnected causes and effects of behavior,
emotion, and cognition simultaneously to understand their additive or interactive

effects on student learning (Fredricks et al., 2004).

Student engagement is increasingly recognized as a dynamic concept, shaped by
individual interactions with the learning context (Connell, 1990; Finn & Rock,
1997). Opportunities for participation, building relationships, and intellectual

pursuits — both within classrooms and through voluntary extracurricular activities
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(ECAs) — can serve as social and academic pathways to fostering engagement.
Research suggests that interventions like ECAs, designed to promote participation
and deeper engagement with the subject matter, can potentially improve learning
outcomes and reduce dropout rates. For instance, Guthrie and Wigfield (2000)
contend that the effect of curriculum and instructional innovations on attainment is
mediated by engagement. As another example, Albayrak and Sener (2021) conducted
a study in order to analyze the university students’ motivation level towards English
based on their participation in extracurricular activities. The students' motivation for
English and their involvement in extracurricular activities differed significantly,
according to the results, with the students who participated in these activities
showing a higher degree of motivation. It is also established that students' attitudes
about studying English were much improved by their involvement in extracurricular
activities. Nevertheless, it was shown that the students' motivation, education level,
and gender did not significantly correlate with their participation in extracurricular

activities.

Behavioral engagement is a multifaceted construct encompassing several aspects.
According to Finn (1989), Finn et al. (1995), and Finn & Rock (1997), it includes
both a lack of disruptive behaviors (e.g., skipping school) and positive conduct (e.g.,
following classroom rules). A second dimension, emphasized by Birch and Ladd
(1997), Skinner & Belmont (1993), and others, focuses on involvement in learning
tasks through effort, persistence, and participation in class discussions. Finally,
participation in school-related activities, such as athletics or student government, is

considered a third aspect of behavioral engagement (Finn, 1993; Finn et al., 1995).

The definitions of behavioral engagement often overlook the difference between
different types of participation, such as in-class activities versus extracurricular
activities (ECAs) (Finn, 1993; Finn et al., 1995). One exception is Finn's (1989)
definition, which highlights student initiative as a key aspect. His framework
suggests that activities requiring higher levels of initiative, such as participating in
ECAs or student government, may reflect a deeper level of engagement compared to

simply following instructions. This aligns with research on classroom involvement
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typologies, which differentiates between autonomous participation (self-directed
learning behaviors) and cooperative participation (adherence to classroom rules)
(Birch & Ladd, 1997; Buhs & Ladd, 2001). This distinction is important because
ECAs, by their nature, often encourage autonomous participation and student

initiative, potentially fostering a more engaged learning environment.

2.1.2. Multifaceted Engagement

School Engagement Theory suggests that extracurricular activities (ECAs) can
significantly enhance both productive language skills and attitudes towards learning
English (this study's focus). ECAs provide opportunities for active participation,
language practice, and skill development in settings beyond the classroom. This
theory identifies three interrelated dimensions of engagement: behavioral, emotional,
and cognitive (Fredricks et al.,, 2004). Behavioral engagement focuses on
participation in activities and following rules (Finn, 1993). ECAs, designed to be
engaging, can encourage students to participate actively in language practice and

skill development activities.

Emotional engagement refers to students' feelings and attitudes towards language
learning (e.g., interest, enjoyment) (Connell & Wellborn, 1991). Emotional
engagement refers to students’ affective responses within the classroom context.
These responses include curiosity, boredom, enjoyment, sadness, and worry.
Emotional involvement extends to feelings toward instructors and the educational
institution itself. Identification with the school—feeling valued and belonging—is a
key aspect (Finn, 1989; Volkl, 1997). Well-designed ECAs can create a positive and
supportive learning environment, fostering enjoyment, curiosity, and a sense of
accomplishment in language learning. Interestingly, these emotions align with
constructs studied in attitudes and motivation research. While motivation and
engagement are often used interchangeably, engagement research tends to be less
complex than motivational studies. Engagement definitions lack the nuanced
distinctions found in motivational literature. For instance, personal and situational

interests are not clearly differentiated in engagement research. The concept of
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“flow,” introduced by Csikszentmihalyi (1988), describes a state of total involvement
in a task. During flow, individuals become unaware of time and place due to intense
engagement. Flow represents a pinnacle of emotional involvement and investment in
an activity. ECAs foster positive emotions related to language learning. Students
experience enjoyment, motivation, and a sense of accomplishment during language-

oriented activities.

Cognitive engagement emphasizes students' investment in learning, effort, and the
use of learning strategies (Newmann et al., 1992). Cognitive engagement refers to
the psychological commitment required for understanding and mastering explicitly
taught knowledge and skills in schools (Wehlage et al.,1989, p. 17). This concept
aligns with motivation-related constructs: Intrinsic Motivation: Students intrinsically
value education and strive for mastery and knowledge within classroom settings
(Harter, 1981). Learning Goals: Students focus on understanding material, grasping
concepts, and completing challenging assignments (Ames, 1992; Dweck & Leggett,
1988). Motivation to Learn: Driven learners persevere despite adversity and
embrace challenges (Brophy, 1987). Strategic learners employ
metacognitive strategies to regulate their mental processes during tasks (Pintrich &
De Groot, 1990; Zimmerman, 1990). Techniques include elaboration,
summarization, and rehearsal to retain and comprehend information (Corno &
Madinach, 1983; Weinstein & Mayer, 1986). Deep strategies involve
connecting ideas effectively, grasping concepts fully, and investing more
mental effort. Volition refers to psychological control processes that
protect concentration and effort despite distractions (Corno, 1993). It
emphasizes cognitive or psychological effort. Distinguishing between
behavioral effort (completing tasks) and mastery effort (focused on learning)
is crucial. ECAs that encourage deeper engagement with the language beyond
the curriculum can motivate students to put in effort and develop effective
learning strategies. By fostering all three dimensions of engagement, ECAs
can potentially create a positive learning environment that supports the development
of productive language skills and positive attitudes towards English language

learning.
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Definitions of cognitive engagement draw from distinct literary sources. Some
emphasize psychological cost, while others focus on strategic learning and cognition.
Students can simultaneously be highly invested and strategic, or they may prioritize
strategies for grades without intrinsic motivation. Cognitive engagement becomes
more meaningful when researchers combine definitions of psychological investment
from motivational literature with the specificity of cognitive processes from self-

regulated learning research.

Recognizing these nuances is essential for effective educational approaches. Scholars
like Connell and Wellborn (1991) emphasize adaptability in problem-solving and
diligence. Newmann et al. (1992) describe cognitive engagement as investing effort
to master knowledge and skills. It encompasses strategic thinking, coping with
setbacks, and a deep commitment to academic work. ECAs stimulate cognitive
processes, reinforcing language learning. Students apply language knowledge,

problem-solve, and think critically during ECAs.

In summary, the effect of curriculum and instructional innovations on achievement is
mediated by age. A comprehensive approach to engagement suggests investigating
the ways in which attempts to modify the context impact each of the three forms of
interaction and figuring out whether modifications to one or more components
mediate outcomes. It is hoped that studying engagement as multifaceted and as an
interaction between the individual and the environment will improve the ability to
comprehend the complexities of children's in-school and out-of-school experiences
and to create more targeted and sophisticated solutions. Overall, ECAs have the
potential to address the limitations of traditional classroom learning by promoting all
three dimensions of engagement, potentially leading to improved productive

language skills and more positive attitudes towards learning English.

2.2. Curriculum

Curriculum theories offer diverse perspectives on shaping learning experiences. But,

their overarching objective—which they each have in their own unique way—is the
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same: to promote learning. Various viewpoints on the definition of the curriculum
have been formulated for decades. It should not be challenging to explain why there
is no one universal and comprehensive curriculum theory and at the end the definite
definition when individual world views, the people they affect, the century they live
in, their experiences, their priorities and the philosophical approaches and theories

they are inclined to accept are taken into consideration.

For example, to Fenwick English, ‘curriculum is nothing if not a system’ (Null,
2011, p.45). In his words, “The function of curriculum is to shape the work of
teachers by focusing and connecting it as a kind of work plan in schools. It doesn’t
matter who ‘develops’ it, whether imposed top down or constructed ‘bottom up,’ the
function of curriculum is to shape the work of classroom teachers.” “Curriculum is
any document or plan that exists in a school or school system that defines the work
of teachers, at least to the extent of identifying the content to be taught to children

and the methods to be used in the process” (as cited in Null, 2011, p.76).

Some scholars define the curriculum as a personal journey. System and authority are
not of special importance to them; instead, they would rather focus on the distinctive
qualities of each student and the process of creating personal meaning, which they
see as the purpose of curriculum. According to this viewpoint, every curriculum must
engage pupils on a profoundly personal level. A curriculum is pointless without that,
if not outright dangerous. This point of view is supported by existentialists. Since it
appeals to the individualistic character that many Americans have, an existentialist
curriculum tends to be well-liked in the United States. Existentialists like Greene
(1984) contend that unless students make their own educational decisions, they will
never completely develop as humans. Personal preference is crucial. Curriculum is a
personal, not a collective, endeavor. Greene (1984) seldom, if ever, goes into great
detail when talking about curricula; instead, she favors using words that let her
maintain a high degree of abstraction. She states, for instance, that if we are to teach
mindfulness and critical understanding in its varied manifestations, we need to
somehow help the young to rediscover themselves, to restore what can be described

as a lost spontaneity. By that, she means to assist people in regaining awareness of
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their original surroundings, sense of horizon, and sense of the future. Despite the
numerous issues she observes in the world, Greene (1984) shares the existentialists'
optimism that people may recreate themselves in a good way, including Kohn. Jean-
Jacques Rousseau, a French philosopher, and Greene have a similar understanding of
human nature. When he claimed in his novel Emile that children are born flawless
and society corrupts them, French philosopher Jean-Jacques Rousseau made a
similar statement about Greene's interpretation of human nature. According to
Greene (1984), if educators can help children achieve their original, ideal state at
birth, they (i.e., the educators and the students) can improve society. The current
condition of education and curriculum surrounds excellent kids with dishonest
institutions. Children need to be protected from bad institutions so they can be
purified by the effect of a pristine environment in order to regain their sense of

creativity. (Null, 2011).

Another scholar whose method embraces every aspect of existentialist education is
Reggio Emilia. Students are always encouraged to follow their own interests and
pick what they want to learn, and teachers always pay close attention to the
developmental phases of the pupils. At "Reggio" schools, the idea of experience is
equally vital. Students are seen as potential-filled bundles that are profoundly molded
by their senses of touch, sensation, hearing, smell, and taste. Instructors strive to
design tasks and build settings that arouse each of these senses. In contrast to other
existentialist beliefs, Reggio schools place a more emphasis on parent collaboration.
In the educational process, parents are seen as collaborators who guide their
children's learning experiences at home, just like instructors do at school. The ways
that kids communicate with one another via language are another distinguishing
feature of Reggio schools. Of course, speech and writing are the two main ways that
students communicate, but Reggio schools also acknowledge that some kids would
rather communicate in other ways. As a result, youngsters are urged to express
themselves in whichever way they see fit, such as via music, puppetry, role playing,
theater, and painting. These diverse forms of communication are seen as "symbolic
languages," allowing pupils to express themselves in a way that suits them and their

creativity (Greene, 1984).
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Existentialist curriculum theories (Greene, 1984; Eisner, 2004) emphasize student
choice, personal meaning-making, and diverse forms of expression. These align well
with principles of engagement (Fredricks et al., 2004) by promoting student
autonomy and fostering emotional connection with learning. For instance, ECAs
designed around student interests and allowing multiple modes of communication
(drama, art, music) could address all three dimensions of engagement (behavioral,
emotional, cognitive) in language learning (Greene, 1984). Eisner (2004) further
emphasizes the importance of "multiliteracy," encouraging students to demonstrate
their learning through various media that resonate with their individual strengths.
This variety can enhance engagement by catering to different learning preferences
and motivating students to find meaningful ways to express themselves in the target

language.

Eisner's (2004) concept of multiliteracy aligns well with the existentialist emphasis
on individual expression in language learning ECAs. Multiliteracy encourages
students to demonstrate their understanding through various media like art, drama, or
music, catering to their unique preferences and strengths. This variety can enhance
engagement and promote the development of diverse language skills (speaking,

writing, visual communication).

Since existentialist education emphasizes creativity, personal meaning creation, and
self-expression, artists are frequently drawn to it. Existentialists favor
individualized education. They place a focus on curriculum as lived experience
rather than objectified subject matter, a model of moral virtue, or the technical
abilities required to do a job. Psychoanalytic existentialists see life to be
one enormous curriculum-making process. They argue that each of us creates
our own curriculum. Our decisions shape who we are and the opportunities
we open up. By recognizing the "inner aspirations" of learners and providing
opportunities for personal meaning-making, existentialist approaches can
foster intrinsic motivation and positive attitudes towards language
learning. This  intrinsic =~ motivation is  essential  for  sustained

engagement and language acquisition in ECAs.
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Renowned for his contributions to critical consciousness, Paulo Freire is a key figure
in critical pedagogy, especially through his impactful book Pedagogy of the
Oppressed. Pedagogy, or the art of teaching, was Freire's main area of interest
instead of curriculum material. His ground-breaking strategy promoted critical
consciousness and active engagement in political processes with the goal of
empowering neglected populations. Freire placed more emphasis on how education
may empower people to confront and change oppressive systems than on what
particular subjects should be taught. While Freire's work does not specifically
address extracurricular activities (ECAs) or curriculum design, his concepts of
critical consciousness may have use in the design of ECAs for language learners.
Inspired by Freire's ideas, critical language learning goes beyond conventional
grammar and vocabulary to motivate students to interact with and use language to
examine power relations and social issues. This viewpoint can improve how ECAs
are made to encourage participants' deeper participation and thought, especially
when it comes to helping them gain a critical knowledge of language-based social
settings and personal identity. Freire's theory of critical consciousness could be
incorporated into ECA design to assist students in developing a more sophisticated
understanding of the socio-political ramifications of their language use in addition to
improving their language proficiency. According to Freire, education may be a
vehicle for social change and empowerment. This integration has the potential to
enhance the significance and transformative impact of language learning

experiences.

Some people find a radical curriculum appealing because, in contrast to the
systematic or existentialist approach, it provides a social and moral vision of how
society should be. Radical curriculum developers can also benefit from
understanding the null curriculum. Though distinct, the notion is comparable to that
of the hidden curriculum. Pragmatic curriculum theory (Null, 2011) emphasizes
solving problems through practical experiences. This aligns well with the goal of
promoting engagement in language learning ECAs. By focusing on students'
immediate needs and interests, pragmatic approaches can design ECAs that are

relevant and meaningful. For instance, an ECA designed around solving real-world
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problems using the target language could motivate students and enhance their

communication skills.

Pragmatists emphasize the practical outcomes of education, which connects to the
goal of developing language skills in ECAs. Curriculum is designed based on
identifying student needs and the specific context of the school. This can lead to
engaging ECAs that cater to diverse learning styles and interests. Pragmatic
curriculum considers the needs of the community, which could involve focusing on
communication skills relevant to students' future aspirations. By focusing on solving
problems and meeting students' immediate needs, pragmatic approaches can foster

engagement and promote communication skills development in language learning.

Some see education as a means of resolving issues. Those who advocate for it are
frequently problem-solvers who seek a curriculum that aids pupils in discovering
what functions in a particular setting. Pragmatic curriculum developers don't talk
about overarching objectives or general values. In order to solve issues by empirical
techniques, they choose to concentrate on the urgent requirements of a person or
community. Practical curriculum designers want their ideas to have an impact.
William James, a key figure in the founding of the uniquely American philosophical
school known as pragmatism, once said that a new thought "makes itself true" or

"gets itself categorized as true" by the way it functions (James, 1948, p.150).

Pragmatic curriculum designers don't want anything to
do with curriculum making if the question of ultimate aims is assumed.
On the other hand, if developing curricula is the process of determining what
makes for good education, then pragmatists participate in this activity every
single day. According to the second viewpoint, in order to create effective curricula,
educators must first understand the environment of each unique school in
order to identify the subjects, competencies, and experiences that will turn that
institution into a powerful agent of social change. The topics, abilities, and
experiences must vary because situations change. As a result, developing

curricula becomes a haphazard, uneven process whose outcomes can only
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be assessed after the fact by examining how a curriculum has affected students (Null,

2011).

2.3.  Brief History of English Language Curriculum Reform

In Tiirkiye, the only foreign language offered as a must-course right now is English.
In spite of the languages such as French or German which are offered as elective
courses in few schools, English continues to dominate over all academic levels in
Tiirkiye. A historical overview of English curriculum reforms in Tiirkiye must be
presented so that the procedures, implementations, modifications and improvements

can be comprehended better.

It is accepted that the introduction of the English language as a course in the Turkish
education system dates back to the Tanzimat Period (1839-1876) which indicates the
beginning of the Westernization movements in the education system. The Early
Republican Era (1923-1997) comes after this Tanzimat Period. The period that began
with the 1997 Education Reform which brought significant changes and
advancements in the educational system, in particular the teaching of English in
Tirkiye, is regarded as the third significant turning point in the history of English
teaching in Tiirkiye (Sarigoban & Sarigoban, 2012).

To start with the Tanzimat Period, this period indicates the beginning of the
Westernization movements. French dominance was apparent as a consequence of

utilizing French materials and teachers while teaching sciences.

The first curriculum reform was launched in 1997. The compulsory primary
education lasts 8 years instead of 5 as a result of this reform (Sarigoban & Sarigoban,
2012). English lessons were made mandatory starting in the fourth grade and pupils
began learning the language at earlier ages as a result of an eight-year unified
curriculum (Kirkgoz, 2008) This curriculum was the first to explore the idea of a
communicative approach in English language Teaching but unfortunately, it also

brought many flows and improper implementations with it (Kirkgdz, 2005). The
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1997 reform emphasized oral communication. It encouraged students to engage in
dialogues, role-plays, and discussions. While writing was part of the curriculum, it
was often formulaic (e.g., essays on predefined topics). However, there was limited
focus on creative writing or authentic tasks. In 2005, additional changes were
introduced to align ELT with European Union (EU) standards. The goal was to
harmonize instruction and improve language proficiency. The 2005 reform continued
to emphasize speaking skills. It introduced more interactive activities, such as group
projects, presentations, and debates. The focus shifted toward functional writing
(e.g., emails, letters, reports). Students practiced writing for real-world purposes. The
most recent reform, initiated in 2012, was implemented in the 2013-2014 academic
year. It aimed to further enhance ELT. This reform aimed for authentic
communication. Students engaged in real-life scenarios, such as interviews,
negotiations, and storytelling. The 2012 reform emphasized genre-based writing
(e.g., narratives, opinion pieces, summaries). Students learned to adapt their writing
style to different contexts. These reforms aimed to elevate students’ English
language skills, making them more proficient in listening, speaking, reading, and
writing. By emphasizing English, Tiirkiye aimed to prepare students for global
communication and collaboration. The reforms sought to enhance productive
language skills (speaking and writing) by emphasizing communicative competence
and real-world language use. In other words, the reforms gradually shifted from rote
memorization and formulaic tasks to more authentic, communicative language use.
The goal was to equip students with practical skills for real-world situations. These
changes reflect Tirkiye’s commitment to providing quality language education and

fostering global citizens.

The new curricula require instructors to switch from a teacher-centered traditional
approach to a student-centered one, which causes a gap between their current
practices and the suggestions of the reform (Kirkgdz, 2008). However, because the
educators continued to employ the traditional approaches to teaching English that
they were used to, the expected impact on instructors was not realized. There are
various studies (Bulut Ozek & Pektas, 2016; Cetintas, 2010; Haznedar, 2010;
Kelahmetoglu & Kaya, 2017; Kiziltepe, 2000, 2003; Sar1, 2012; Soner, 2007; Ulum
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& Uzum, 2020) conducted in Tiirkiye which bring to light that particularly in
Tiirkiye's public schools, old techniques of teaching foreign languages are still used,
and in this setting, a lack of practice leads to several additional issues. Additional
studies conducted by outside organizations (British Council & TEPAV, 2014;
Education First, 2015) highlight the drawbacks of Tiirkiye’s traditional educational
approach for pupils, as seen by their comparatively poor global English proficiency.
Considering all of these studies, it is important to assess the efficacy of
extracurricular activities as a substitute for traditional English instruction and
incorporate them into Tirkiye’s foreign language curriculum since the
aforementioned traditional methods of instruction do not significantly alter students'
levels of competency or motivation. However, extracurricular activities in Turkish
schools are limited in number and type, although teachers recognize their importance
despite some challenges. These activities contribute positively to the well-rounded

development of students (Kocayigit & Ekinci,2020).

The studies conducted on the language teaching methods showed that traditional
teaching methods (such as lectures,rote memorization) have some limitations
(Renau, 2017). Students often play a passive role, receiving information without
active engagement. These methods may not emphasize practical application or real-
world skills. One-size-fits-all approaches may not cater to diverse learning styles and
needs. The aforementioned constraints have compelled scholars, policy makers,
curriculum designers and instructors to adopt substitute techniques. At this point,
ECAs can be utilized because they occur outside regular classroom hours and
provide opportunities for active learning, skill development, and social interaction.
Students engage in various activities like sports, arts, language clubs, and community
service. ECAs can complement traditional methods by fostering creativity, critical
thinking, and teamwork. Different from the traditional methods, ECAs can contribute
to effective curriculum design by holistic development, active learning strategies,
balancing academics and ECAs and social interaction (Munir & Zaheer, 2021).
Integrating ECAs allows a holistic approach to education, addressing cognitive,
emotional, and social aspects ( Hawkins, 2010; Dworkin et. al, 2003; Jensen, 2006).

ECAs promote active learning, problem-solving, and practical skills (Denson et al,,
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2015). Students learn time management and resourcefulness. ECAs foster social
connections, essential for personal growth. ECAs enrich the educational experience,

creating well-rounded learners (Holloway, 2000).

These reforms aimed to elevate students’ English language skills and prepare them
for global communication. While the shift towards a more communicative approach
is positive, studies highlight the continued prevalence of traditional teaching methods
in classrooms (Bulut-Ozek & Pektas, 2016). This gap between policy and practice
necessitates exploring alternative methods like ECAs to complement classroom

instruction and promote active language learning.

2.4. The Power of Writing: Strengthening Language Skills and Cognitive

Development

Since the dawn of written communication, the significance of writing as a medium
for interaction and expression has steadily increased. In the contemporary
educational landscape, writing holds a critical role, especially in language learning.
Students, often lacking exposure to the target language outside the classroom, rely
heavily on writing to practice and internalize their new language skills (Reichelt,
2001). This limited exposure to a target language outside the classroom can hinder
students' progress. Writing emerges as a powerful tool in this scenario, enabling
students to practice and solidify their language skills. This study explores how
integrating writing into language instruction fosters both language development and

cognitive growth.

To thrive in the global economy, students must develop critical
thinking, creativity, teamwork, and effective communication (Partnership
for 21Ist Century Skills, 2011). Among these, writing 1is indispensable
in learning a foreign language. Wolff (2000) asserts that writing is
"probably the most efficient L2 learning tool we have" (p.1). The
advantages of integrating writing into language instruction are profound and

multifaceted.
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Writing plays a pivotal role in reinforcing language skills. Likewise, oral
communication plays a critical role in various contexts, both personal and
professional in terms of effective interaction, immediate feedback, nonverbal cues,
networking and relationship building. In spite of the benefits of oral communication,
writing skills are still of significance in many aspects. For instance, Research
highlights the multifaceted benefits of writing in language learning. Raimes (1983)
emphasizes that writing reinforces vocabulary, grammar, and idioms, while Kern
(2003) points out how writing cultivates critical thinking by requiring students to
organize and articulate ideas effectively. Furthermore, writing offers a unique
advantage over oral communication. Unlike spontaneous speech, writing allows
students to refine their thoughts and reduce anxiety, potentially leading to more
creative and nuanced expression. Chastain (1988) reinforces this notion, positioning
writing as a fundamental communication skill and a valuable tool for language

acquisition.

Beyond language development, writing fosters cognitive growth. Ferris (1997)
argues that writing enhances higher-order thinking skills such as problem-solving
and critical analysis. Through the act of writing, students manipulate, organize, and
express their thoughts in a structured manner, leading to a deeper engagement with
the learning material. For instance, writing tasks that require summarizing target
language texts or crafting persuasive arguments can significantly improve these

cognitive abilities.

Like in one's native language, learning to write in a foreign language is a difficult
and time-consuming process. An important factor influencing students' motivation
and performance in foreign language learning is the need or desire to acquire this
skill. Even when they comprehend the material, students who feel they are unable to
articulate their ideas in writing may take a bad attitude about learning a language.
The fact that students frequently find it difficult to follow the guidelines set out by
writing assignments is another factor contributing to their lack of accomplishment.
Writing proficiency in one's own tongue as well as a foreign language is a

challenging ability to learn, according to research in this field.
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While students often hold positive attitudes towards writing, research suggests they
may struggle with creative writing tasks like descriptive or narrative pieces. This
passage explores how integrating literature into the curriculum can nurture creativity
and enhance writing skills To illustrate, Al-Sobhi et al. (2018) conducted a research
study whose aim is to reveal the attitudes of Arab secondary school students toward
English spelling and writing. The findings of the study indicated that Arab ESL
secondary school students have a high positive attitude toward English spelling and
writing. Students cannot hold the same degree of attitudes towards the activities or
purposes of a skill. Of the purposes in writing in English; school use, social use,
official use and creativity, their attitudes toward social use of English were the
highest while their attitudes towards creative writing were the lowest (Al-Sobhi, et
al, 2018). A significant positive relationship between the students’ attitude toward
spelling and writing was also found according to the study results. The results also
indicated that incorporating literature into curriculum can enhance creativity by
stories and literary activities. Exposure to diverse literary genres offers several
benefits for developing creative writing abilities. Reading stories exposes students to
different writing styles and descriptive techniques. Analyzing literary devices in
poems or short stories sharpens students' critical thinking skills, essential for crafting
original ideas in their own writing. Furthermore, engaging with literature fosters a
love for language and storytelling, motivating students to express themselves
creatively. There are also benefits of literature-driven creativity such as motivation,
critical thinking and voice and style. Engaging with literature fosters a love for
language and storytelling, motivating students to write creatively. Analyzing literary
techniques sharpens critical thinking skills, which are essential for effective writing.
Exposure to diverse authors helps students find their unique voice and writing style.
In summary, integrating English literature—stories, poems, and literary activities—
into the curriculum can nurture creativity, address instructional writing challenges,
and empower students to express themselves more effectively (Al-Sobhi, et al,
2018). For example, Students often struggle with generating original ideas. However,
literature discussions inspire brainstorming sessions, sparking creativity and
overcoming writer’s block. Coherent and well-structured writing can be challenging

for students. Yet, exposure to literature teaches effective storytelling techniques,
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improving writing quality during drafting and revising. Grammar, style, and clarity
issues may arise. Nevertheless, literary analysis sharpens attention to detail, helping
students edit for coherence and effective communication. Students may lack
motivation to write. However, engaging with literature fosters a love for language,
encourages unique voice development, and strengthens overall expression. In
summary, literature-driven creativity addresses instructional writing challenges,

empowering students to communicate effectively and think critically.

Despite its benefits, teaching writing in school settings presents significant
challenges. Despite these advantages, teaching creative writing in large classroom
settings can be challenging. Kickmeier et. al. (2008) highlights the need for
individualized feedback and ample resources, which may be limited. Here's where
language-oriented extracurricular activities (ECAs) emerge as a valuable supplement

to classroom instruction.

Consequently, integrating writing into language education offers a powerful
approach to enhance both language learning and cognitive development. Educators
can benefit from this knowledge by incorporating a variety of writing activities that
encourage learners to practice, reflect and develop language skills in a meaningful

way.

2.5. The Importance of Speaking Skills

In recent educational contexts, speaking skills have garnered significant attention due
to their crucial role in effective communication. The ability to speak fluently and
accurately in a foreign language is a fundamental goal for language learners, as it

directly impacts their capacity to interact in diverse social and professional settings.

2.5.1. The Role of the Communicative Approach

Within the framework of the Communicative Approach (CLT), fluency and accuracy

are considered complementary aspects necessary for accomplishing language tasks
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(Richards & Rodgers, 2001). This approach emphasizes the importance of
meaningful communication and the practical use of language. Speaking skills are
intertwined with other language skills. The act of speaking allows for practical
application of learned grammar, vocabulary, and listening comprehension.

Conversely, engaging in conversations improves listening skills and fluency.

Challenges Faced by Learners When Practicing in Speaking

Practicing speaking in a foreign language involves more than just acquiring
knowledge about the language. Echevarria et al. (2008) emphasize that there is a
critical difference between knowing how things should be done and actually having
the ability to do them. Learners, even those who understand the language system,
often encounter difficulties when practicing speaking. These challenges can be

categorized into several key areas:

Anxiety: Speaking in a foreign language can be anxiety-provoking, which can
significantly hinder performance. This anxiety (Horwitz et al, 1986) can
manifest as nervousness, hesitation, and fear of making mistakes, leading to

reduced fluency.

Lack of Confidence: Many learners lack confidence in their speaking abilities
due to a fear of being judged negatively (Maclntyre & Gardner, 1994).
This can result in reluctance to participate in speaking activities and missed
opportunities  for  practice.  Building  confidence  through  positive
reinforcement and creating a supportive learning environment can encourage

participation.

Limited Practice Opportunities: Classroom settings may not always provide enough
interactive speaking practice (Nation & Newton, 2009). Outside the classroom,
learners may lack access to environments where they can use the language regularly.
Increased opportunities for discussions, role-playing, and peer interaction can

address this challenge.
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Figure 2. 1. Challenges Faced by Learners while Speaking

Inhibition: Learners might feel inhibited to speak due to fear of embarrassment
(Ur, 1996). This can be more pronounced in large classes. Creating a positive
classroom climate where mistakes are seen as learning opportunities can help reduce

inhibition.

Lack of Topical Knowledge: Struggling with the topic of discussion can
hinder speaking ability (Brown, 2007). This can be addressed by providing
students with background knowledge and vocabulary related

to discussion topics.

Mother-Tongue Use: In multilingual classrooms, students might revert to
their mother tongue, especially when they are struggling to express
themselves in the foreign language. This can hinder their practice and
development of speaking skills in the target language (Harmer, 2007). While
overreliance on the mother tongue can hinder progress, using it strategically
can be constructive in certain situations. For instance, a teacher
might use the mother tongue to clarify instructions initially before transitioning

entirely to the target language
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2.5.2. Teacher's Role in Fostering Speaking Skills

Teachers play a critical role in equipping learners to overcome challenges and
develop effective English-speaking skills. Parrot (1993) emphasizes creating
opportunities for in-class and out-of-class speaking practice. This can be achieved
through a supportive environment that reduces anxiety and encourages participation.
Interactive activities like role-plays, group discussions, and language games enhance
speaking abilities while promoting critical thinking and spontaneous language use.
Technology can further supplement practice through online discussions or language

learning apps.

To address specific challenges, educators can implement a variety of strategies:

Role-Plays and Simulations: Engaging students in role-plays and simulations can
create realistic scenarios for practicing language use. These activities can help reduce
inhibition and provide a safe environment for students to experiment with language

(Harmer, 2007).

Group Discussions and Debates: Encouraging group discussions and debates on
various topics can enhance students' topical knowledge and provide opportunities for
extended speaking practice. These activities also promote critical thinking and

spontaneous language use (Brown, 2007).

Peer Feedback Sessions: Implementing peer feedback sessions can foster a
collaborative learning environment. Students can provide constructive feedback to
each other, which helps in identifying areas for improvement and building

confidence (Ur, 1996).

Use of Authentic Materials and Technological Tools: Incorporating authentic
materials such as videos, podcasts, and news articles can expose students to real-life
language use. This exposure helps in improving listening skills and provides context

for speaking activities (Richards & Rodgers, 2001). It is crucial to have
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communication tools like video chat, instant messaging, and forums and to use a

variety of technical devices for fostering speaking skills (Sahin, 2023).

Language Games and Activities: Utilizing language games and interactive activities
can make speaking practice enjoyable and less stressful. Games like "Taboo,"
"Charades," and "20 Questions" encourage spontaneous language use and can help

reduce anxiety (Thornbury, 2005).

Fluency-Building Exercises: Activities such as timed speaking tasks, storytelling,
and impromptu speeches can help students practice speaking without focusing
excessively on accuracy. These exercises can improve students' fluency and

confidence over time (Nation & Newton, 2009).

Structured Speaking Tasks: Providing structured speaking tasks with clear guidelines
and objectives can help students focus on specific language points. Tasks such as
presentations, interviews, and guided dialogues can enhance both fluency and
accuracy (Harmer, 2007). By integrating these strategies into their teaching practices,
educators can create a supportive and engaging learning environment that addresses

the various challenges students face in developing their speaking skills.
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Figure 2. 2. Sample Strategies Used to Address Challenges while Speaking.
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Effective implementation of these strategies requires differentiation to cater to
individual learning styles and confidence levels. Ongoing assessment is critical to
monitor progress and tailor activities accordingly. By creating a supportive and
engaging learning environment that integrates these strategies, teachers can empower

students to become confident and effective English speakers.

2.6. The Concept of Attitudes and Their Influence on Learning

In educational settings, student attitudes play a critical role in shaping learning
outcomes. Just as attitudes influence behavior in general, a student's disposition
towards a subject significantly impacts their willingness to engage, participate, and
ultimately succeed. Understanding the concept of attitude is therefore essential for

educators wishing to foster positive learning environments.

Attitudes are multifaceted constructs encompassing emotional, behavioral, and
cognitive components. Thurstone (1931) pioneered attitude research by highlighting
the emotional aspect, defining attitude as a "feeling towards or against a
psychological object." Allport (1935) expanded this definition to include behavioral
and intellectual components, describing attitude as “the inclination to think, feel, and
behave in a given way toward a certain person or thing." From a functional
perspective, Gardner (1985) viewed attitude as “a response of an individual to a

particular object or idea based on beliefs and thinking.”

The connection between attitudes and learning is well-established. Students with
positive attitudes towards a subject are more likely to be engaged, participate
actively, and persist through challenges. They demonstrate a willingness to learn,
explore new concepts, and take risks necessary for growth. Conversely, negative
attitudes can manifest as aversion to participation, lack of motivation, and difficulty

concentrating.

By understanding the multifaceted nature of attitudes and

their influence on learning, educators can develop strategies to foster positive
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learning environments that motivate and support students in their educational

journey.

2.6.1. Research on Attitudes in Tiirkiye

Numerous studies have developed and modified attitude scales for research in
Tirkiye (Celebi, 2009; Cimen, 2011; Goéloglu-Demir 2021; Hanci-Yanar, 2008; Ok
& Kaya, 2022; Tuncer, Berkant & Dogan, 2014; Tuncer & Dogan, 2016; Tung
Ozgiir, 2003; Yanar-Nilay, 2012) . For example, Gologlu-Demir (2021) developed
an attitude scale to measure students’ attitudes towards out-of-school learning
activities. Hanci-Yanar (2008) created an attitude scale for measuring students’
attitudes towards foreign languages in her thesis. Tuncer and Dogan (2016) adapted
Aiken’s (1979) scale, originally used to measure Iranian students' attitudes towards
Mathematics and Science, for a different context. Ok and Kaya (2022) developed an
instrument focused on the attitudes of middle school students towards English,
distinguishing their study from others by its specific focus on English learning at this
educational level. Collectively, these studies cover a wide spectrum of research on
attitudes, focusing particularly on attitudes towards language, education, and

technology.

A wealth of research has explored student attitudes in Tiirkiye across various
domains. Studies have shown that positive attitudes towards English language
learning are linked to higher proficiency (Celebi, 2009; Cimen, 2011). Similarly,
research on technology integration in schools (Tuncer et al., 2014, 2015) highlights
the importance of assessing students' attitudes towards technology to predict
successful implementation. Methodologically, Inceoglu (2000) contributes
theoretical insights into attitude formation and applications, underscoring the

interdisciplinary nature of attitude research.

Educational research, exemplified by Hanci-Yanar (2008) and Ok & Kaya (2022),
focuses on developing and validating attitude scales specific to foreign language

learning. These studies demonstrate a methodological approach to understanding
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students' perceptions and preferences in educational settings, crucial for curriculum

design and instructional strategies.

The collective findings highlight the multidimensional nature of attitudes and their
implications for social psychology, education, and technology. Integrating these
perspectives can inform policies and interventions aimed at promoting positive
attitudes and enhancing learning outcomes in diverse contexts. The curriculum can
be tailored to be more engaging and relevant by understanding students' attitudes
towards different subjects in Curriculum Development. If researchers demonstrate a
positive attitude towards technology-enhanced learning (Celik & Kasapoglu, 2014;
Demir & Yurdakul, 2015), educators can incorporate more digital tools and
resources into their teaching strategies. Teacher training programs can emphasize the
importance of cultivating positive attitudes in students by conducting research on
attitudes. Specific strategies that promote a growth mindset, resilience, and a positive
attitude towards learning can be taught to teachers (Yavuz & Reha, 2014). Policies
that promote a more inclusive educational environment can be shaped by findings on
attitudes towards diversity and inclusion. The development of programs that promote
empathy, respect, and cooperation among students from different backgrounds is
included (Batu & Bilgin, 2006; Sucuoglu & Kargin, 2006). The development of
initiatives that engage parents more effectively in their children's education can be
achieved by understanding their attitudes towards education. Schools can create a
supportive learning environment at home by organizing workshops and seminars that
align parents' attitudes with educational goals (Giirbliztiirk & Sad, 2010; Yaman &
Yaman, 2014).

Research on attitudes towards assessment can help build more effective and
motivational ways of assessment. For instance, alternate assessment strategies like
project-based learning and formative evaluation might be investigated if students feel
anxious about traditional tests. (Atilgan et al., 2014; Bal & Demir, 2015). Research
findings can be utilized by policymakers to design and implement policies that
promote positive attitudes towards education at a national level. This might lead to

the funding of anti-bullying campaigns, mental health programs in
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schools, and projects to remove socioeconomic barriers to education (Korkmaz,

2013).

In conclusion, these studies provide a comprehensive overview of attitudes and their
significance across different areas. These sources offer a strong basis for
comprehending the ways in which research findings regarding attitudes might be
utilized to enhance instructional strategies in many settings. They underscore the
need for continued research into attitude formation, measurement, and application to

foster positive social change and educational advancement.

2.6.2. The Importance of Attitude towards Foreign Language Learning

Attitudes are pivotal in language acquisition, influencing both motivation and
proficiency levels across diverse educational contexts (Peric & Radic, 2021; Smith,
1971). Research consistently shows a strong link between positive attitudes and
higher levels of language proficiency (Ganschow et al., 1994; Visser, 2008). These
studies suggest that students with positive attitudes are more likely to be engaged,
motivated, and successful in their language learning journey (Oroujlou & Vahedi,

2011).

Impact of Attitudes on Language Learning

Students may initially have negative perceptions about learning a new language, but
these attitudes can evolve into positive ones as they experience the benefits of
proficiency (Peric & Radic, 2021). Understanding this dynamic process is critical for
educators, as it influences how they design and deliver language instruction (Brown,

2007).

For instance, research by Kaya (2018) shows a connection between curriculum
design and student attitudes. The results show that students' motivation and
engagement are highly influenced by the way the curriculum is designed and

implemented. Curriculum components that were participatory, pertinent, and in line
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with students' interests and long-term objectives were linked to positive attitudes. On
the other hand, poor teaching strategies and a failure to meet the needs of the pupils
resulted in demotivation and unfavorable attitudes. The study highlights that in order
to promote good attitudes toward learning English, a helpful and stimulating learning
environment is necessary. The cognitive, emotional, and behavioral dimensions of
attitudes, as outlined by Kara (2009), shape learners' interactions with language tasks
and their receptivity to language learning experiences, further emphasizing the
nuanced nature of attitude formation. By prioritizing positive attitudes, educators can

set students on the path to successful and fulfilling language learning experiences.

Cognitive Component

The cognitive component of attitude refers to a learner's beliefs, thoughts, and ideas
about the language they are studying. This includes perceptions of the language's
complexity, utility, and cultural significance. Positive cognitive attitudes involve
viewing the language as valuable, interesting, and essential for communication and
cultural understanding. For instance, if a learner perceives a language as practical for
career advancement or travel opportunities, they are likely to be motivated to invest

more effort in learning it.

Internal motivation is stimulated by positive cognitive attitudes (Ddrnyei, 2005).
Learners who recognize the value in the language are more likely to adopt deeper
learning techniques, which improve overall performance. Examples of these tactics
include looking for difficult assignments or delving into cultural intricacies. Over
time, language learners who have favorable cognitive attitudes typically become
more proficient in the language. They use a growth mentality to learning,
seeing problems as chances for personal development instead of barriers.
Proactive learning results in more efficient language learning and

retention.

However, learners can also hold negative cognitive beliefs that hinder progress.

These might include finding the language too difficult or having anxieties about
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speaking it. Teachers can play a crucial role in addressing these negative beliefs by

providing evidence of students' progress and highlighting their achievements.

Emotional Component

The emotional component of attitude refers to a learner's feelings
and  affective  responses  towards the  language. This  includes
likes, dislikes, enjoyment, frustration, anxiety, or confidence
associated ~ with  language learning including personal  experiences,
previous successes or failures, and perceptions of competence in
using the language. According to Doérnyei and Ushioda (2011),
positive  emotional attitudes that make language learning enjoyable
and meaningful, such pleasure and confidence, generate intrinsic
drive. On the other hand, wunfavorable feelings like boredom
or fear can stifle  motivation, resulting in lower involvement
and perseverance. Positive emotional intelligence increases a learner's
capacity to overcome obstacles, look for more practice opportunities,
and engage fully in language-related activities. Because of their ability
to bounce back from setbacks and obstacles with a positive attitude, their

emotional resilience helps to boost learning results.

Teachers play a vital role in fostering positive emotional learning environments. This
can be achieved by creating a low-anxiety classroom that emphasizes encouragement
and positive reinforcement. By focusing on achievements and providing
opportunities for controlled practice, teachers can help students build confidence and
manage negative emotions like anxiety. Teaching stress-reduction techniques
can further support students' emotional well-being in the language learning

process.
By addressing both the cognitive and emotional components of attitude, educators

can equip students with the motivation and positive outlook necessary to become

successful language learners.
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Behavioral Component

The behavioral component of attitude refers to the learner's actions and responses in
language learning contexts. This includes their participation in class, willingness to
communicate in the target language, and approach to language tasks and
assignments. Behavioral attitudes are influenced by both cognitive beliefs and
emotional responses, shaping how learners interact with the language in real-world

situations.

Proactive engagement with language learning activities, such as offering to talk in
the target language or looking for chances for language practice, is a key component
of positive behavioral attitudes (Dornyei & Ushioda, 2011). This active participation
boosts motivation by giving students a feeling of progress and success.
Positive behavioral attitudes in learners often translate into persistent practice and
application of language skills in real-world situations, which leads to higher levels of
language competence. Their proactive approach improves communicative
competence, understanding, and fluency, which results in better language learning

outcomes.

Integrative Insights

The interplay between the cognitive, emotional, and behavioral components of
language learning attitudes is dynamic and interconnected. Positive beliefs about the
language's value (cognitive) can help students bounce back from setbacks
(emotional), while enjoyable learning experiences (emotional) motivate students to
practice more (behavioral). These components work together in a motivational cycle

that fuels language learning progress.

In conclusion, understanding and cultivating positive attitudes across all three
components (cognitive, emotional, behavioral) is essential for language learning
success. Educators can leverage these insights to design effective instruction that

challenges students intellectually (cognitive), creates a positive learning environment

47



(emotional), and provides opportunities for students to use the language
communicatively (behavioral). For instance, teachers can plan lessons that are both
thought-provoking and engaging, allowing students to grapple with new concepts
while enjoying the process of learning. By addressing all facets of language learning
attitudes, educators can empower students to become motivated, successful language

learners.

Educational Implications and Perspectives

Educators' awareness of students' attitudes towards language is pivotal for effective
pedagogical practices (Horwitz, 1988; Kovac & Mrsic, 2017). Horwitz (1988)
emphasizes that understanding students' perceptions allows teachers to tailor
instructional strategies that address negative attitudes and enhance motivation.
Teachers can provide opportunities for early success experiences by setting
achievable goals, reinforcing with immediate positive feedback and scaffolded
learning (Yeager et al., 2019). Teachers also can highlight the relevance of the
language to students’ lives by personalized learning, cultural connections and real-
world applications (Gu & Benson, 2017). Using Cooperative Learning Strategies
such as group projects, peer tutoring and interactive activities can be utilized for
creating a fun and supportive environment taking into consideration student-centered
teaching (Slavin, 2015; Wang & Eccles, 2013). Teachers may effectively counteract
negative attitudes and promote a more pleasant, engaging, and productive learning
environment by including these tactics into their lessons. This aligns with Ellis's
(1994) view that attitudes are not solely about language itself but also encompass
perceptions of classroom environments and instructional methods, influencing
overall learning satisfaction and outcomes. Long-term benefits of students' good
attitudes go well beyond language acquisition and affect their whole academic path.
Students with positive attitudes are more resilient and persistent (Duckworth et
al.,2007), which enhances their capacity to overcome obstacles in both their
academic and personal lives. By encouraging passion and a growth mentality, which
improves engagement and deepens learning, they improve academic achievement

(Hattie, 2009). Additionally, these mindsets foster more general social-emotional

48



abilities like collaboration and empathy, which are crucial for managing relationships
and a variety of contexts (Brackett & Rivers, 2014; Fredricks et al., 2004).
Additionally, they foster a culture of lifelong learning and job preparedness by
highlighting traits that employers greatly respect, such initiative and flexibility
(National Research Council, 2012).

All things considered, positive attitudes build resilience, motivation, social-
emotional competencies, and a lifetime love of learning, all of which serve as solid
cornerstones for students' entire educational journeys. These qualities not only help
kids do better academically but also set them up for success in a variety of spheres of

their personal and professional life.

Factors Influencing Attitudes

Students' attitudes towards language learning are shaped by a complex interplay of
internal and external factors. Internal factors include individual characteristics such
as learning styles (visual, auditory, kinesthetic) and personality traits (introverted,
extroverted). Students with strong aptitude for languages may naturally develop
more positive attitudes due to a greater sense of ease with learning new languages.
Conversely, students who struggle initially may become discouraged if their learning

style is not effectively addressed.

External factors also play a significant role. Familial influence can shape attitudes as
students witness the importance placed on language learning within their families.
Similarly, cultural norms can influence perceptions of the language's usefulness and
prestige. For instance, if a particular language is widely spoken in the community or
seen as a gateway to educational opportunities, students are more likely to develop

positive attitudes towards learning it.
The way language instruction is designed and delivered (curriculum, teaching

methods) also impacts attitudes (Kaya, 2018). Students are more engaged and

motivated when the curriculum is participatory, relevant to their interests, and aligns
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with their long-term goals. Ineffective teaching strategies or curriculums that fail to

meet individual needs can lead to demotivation and negative attitudes.

These factors highlight the need for tailored educational approaches that consider
both individual learner characteristics and external influences (Al-Sobhi et al., 2018;
Kiziltan & Atli, 2013). By understanding the complex influences on attitudes,
educators can create learning environments that foster positive attitudes and set

students on the path to language learning success.

Integrative Insights and Future Directions

Studies by Gardner and Lambert (1972), Dornyei (1994, 2005), and Doérnyei and
Ushioda (2011) contribute comprehensive insights into the role of motivation and
attitudes in second language acquisition, demonstrating a robust link between
positive attitudes, motivation, and language proficiency. Noursi's (2013) research on
students' attitudes towards English, irrespective of their teacher's nativity, further
supports the notion that intrinsic motivation and positive attitudes transcend external

factors in fostering language learning success.

In conclusion, attitudes towards language learning are multifaceted and dynamic,
influencing motivation, engagement, and proficiency outcomes. The synthesis of
findings from various studies underscores the interconnectedness of attitudes with
learner characteristics, educational contexts, and cultural factors. Moving forward,
continued research into these areas promises to deepen our understanding of how
attitudes shape language acquisition and inform effective teaching practices tailored

to diverse learner needs.

2.6.3. The Relationship between Language Oriented ECAs and Students’
Attitudes

Students'  attitudes and  motivation towards learning  English  are

influenced by extracurricular activities (ECAs) in a variety of ways.
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This is particularly true in non-native English-speaking nations like
Tiirkiye. This study explores the diverse effects of ECAs on
language learning, emphasizing both positive and negative
consequences. It also addresses the unique difficulties and possible solutions for

Turkish educators.

ECAs have been shown in several studies to improve students'
attitudes and motivation for learning English. Imsa-ard (2020), for
example, discovered that although Thai EFL students were driven to
study English, they believed that the lessons they received in the
classroom did not fulfill their requirements. ECAs were a useful addition
as they gave students the chance to use the language in real-world
situations.  Similarly, Brown (2017) showed that students' motivation
and excitement for gamified language ECAs improved dramatically,
making English more approachable and pleasurable. ECAs have
been shown to increase instrumental as well as integrative motivation (Hudson,
2000). While instrumental motivation is concerned with  attaining
short-term objectives for future gains, integrative motivation focuses on
cultivating  favorable attitudes about the target language and its
speakers. Yildiz (2015) wunderlined again how ECAs improve social

and linguistic abilities, which improves chances of success.

ECAs do, however, also provide certain difficulties. Eccles and
Barber (1999) emphasized that poor performers who find it difficult
to stay up with their peers run the danger of being demotivated.
Yildiz (2016) made the observation that certain students
may encounter unfavorable opinions from their classmates
as a result of their poor involvement or seeming lack of
concern  for  ECAs.  According to  Tambunan et al. (2016),
there was a divide in students' attitudes regarding speaking English;
63% of them had favorable attitudes, while the remaining students had negative

opinions.
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Teachers can address these issues by putting in place plans to assist
underachievers and create a supportive peer environment. Giving
unmotivated pupils individualized attention and encouragement will help them
regain confidence. Negative peer attitudes can also be decreased by establishing
inclusive ECAs such as debate clubs, online gaming communities, and language
exchange programs that promote a feeling of community and celebrate little

victories.

Foreign language learning and attitudes toward it have been extensively
researched in Turkey, especially in higher education. Uziim (2007)
discovered that despite conflicting emotions caused by socio-political
variables, university students acquired good views about English because of its
cultural and practical significance. Both Baklacioglu (2011) and Yiiksek (2013)
found that bilingual or preparatory education recipients had higher positive
sentiments about English. These results suggest that ECAs, which have received less
research, may be especially useful in promoting favorable views about English in
Turkish primary and secondary schools. Teachers may help Turkish students become
more proficient in language and more conscious of their culture by making use of the
positive attitudes that already exist among them and resolving the issues that arise

from ECAs.

Turkish students' favorable opinions of English offer compelling evidence in
favor of ECAs as a successful language-learning method. Educators may maximize
the impact of ECAs in Tirkiye by utilizing these attitudes and resolving related
issues, promoting increased language competency and cultural awareness among

students.

2.7. Classifications of ECAs

There are various kinds of extracurricular activities which learners can join in while
they are in school. These activities displayed in Table 2. I might be outside the

school or inside the school at the end of a school day.
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Table 2. 1. Classifications of Extracurricular Activities (ECAs)

Category Description Examples
Academic Focus on developing

. Debate clubs, Math clubs, Science clubs,
Clubs & academic knowledge and

. o ) ) Quiz competitions
Competitions  skills in specific subjects.

Provide opportunities for Music (band, choir, orchestra), Dance

Performing artistic expression and (ballet, modern dance, cultural dances),
Arts performance Theater (drama, musicals)
development. (Marsh & Kleitman, 2003)

Allow students to explore Painting, Sculpture, Pottery, Photography,

Visual Arts & creative expression Craft clubs (knitting, woodworking)
Crafts through various (Gullatt, 2008)
mediums.

Team  sports  (soccer,  basketball,

Sports & Promote physical fitness, volleyball), Individual sports (tennis,
Physical teamwork, and individual swimming, track and field), Martial arts,
Activities development. Yoga and fitness clubs

(Eime et. al.,2013)

Language clubs (foreign languages),

] Encourage social ' o

Social & ' Cultural clubs (celebrating diversity,
interaction, cultural _ .

Cultural heritage clubs), Community service clubs,
awareness, an

Activities ' Environmental clubs (Fredricks & Eccles,
community engagement.

2006)

) Foster leadership skills, Student government, Peer mentoring,
Leadership & o o _
responsibility, and civic Leadership development programs (Welsh
Governance
engagement. et. al., 2018)
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Table 2. 1. Classifications of Extracurricular Activities (ECAs)

Introduce students to Computer programming clubs, Robotics

Technology & technology, media clubs, Journalism and media clubs
Media literacy, and creative uses (Kafai & Burke, 2015)
of digital tools.

Cater to students' unique . .
‘ ~ Chess club, Gardening club, Cooking
Hobby & interests and provide
club, Astronomy club

Special Interest opportunities for .
(Dwyer & Fredricks, 2014)

exploration.

These classifications vary depending on the educational context and the specific
interests and resources available within each school or community. They provide
opportunities for students to develop various skills, explore interests, build

friendships, and contribute to their personal and academic growth
2.8. Studies Related to ECAs

It has long been acknowledged that extracurricular activities (ECAs) have
a major influence on students' growth outside of the classroom. ECAs influence
students' motivation, engagement, and general language ability in addition
to having a multifarious effect on their attitudes about studying English. This review
looks at the advantages and disadvantages of ECAs, especially in the
context of Turkish education, and it also looks at ways to deal with implementation-
related problems. Still untapped, nevertheless, is the potential of ECAs to
meet the unique requirements of students from low socioeconomic status (SES).
This study looks at how ECAs help low-SES students and offers a
theoretical framework that emphasizes the particular advantages and difficulties
that this group faces. We can get new insights into how these activities
might promote equal educational outcomes by concentrating on customized ECA

programs.
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Studies show that ECAs can greatly improve students' attitudes toward acquiring
English. According to research by Brown (2017), students who participated in
gamified language ECAs showed more motivation and excitement for language
acquisition. By making English more approachable and entertaining, these activities
promoted a positive and engaging learning atmosphere. In a similar vein, Hashi
(2001) came to the conclusion that ECAs improve students' social and linguistic
abilities, which improves their chances of success in life. By fostering favorable
views about speakers of the target language and their culture, ECAs help support
integrative motivation (Crookes & Schmidt, 1991). Furthermore, as Hudson (2000)
pointed out, they improve instrumental motivation by offering useful advantages for
one's future personal and professional life. ECAs are an effective strategy for

promoting long-term language learning success because of their dual effects.

Furthermore, Imsa-ard (2020) discovered that although Thai EFL students were
highly motivated, they felt that their requirements were not met by classroom
instruction, indicating that ECAs might be able to support EFL students in pursuing
their interests and needs. Similarly, ECAs provide a more laid-back and pleasurable
learning atmosphere, which can lower language anxiety and increase students'
openness to communication (Davari et al., 2012). Research has also demonstrated
that ECAs directly enhance language proficiency. For example, Lee and Kuo (2010)
discovered that because English drama clubs are dynamic and engaging, students
who participate in them have better speaking and listening abilities. Moreover, it has
been demonstrated that involvement in language-oriented ECAs is associated with
improved academic performance in language courses (Fredricks & Eccles, 2006).
Additionally, according to Tambunan et al. (2016), 63% of first-semester students in
Tanjungpura University's English Education Study Program had positive attitudes
toward speaking English, suggesting that ECAs may be able to promote positive
language attitudes in settings similar to schools. Real-world settings for language
usage are provided by ECAs, and these are essential for meaningful language
learning. Students are immersed in language-rich contexts through activities like
debate clubs, language exchange programs, and theatrical groups, which encourage

fluency and practical language use. For instance, Alismail (2019) discovered that
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students who took part in debate clubs improved their language skills on
examinations by 20% when compared to non-participants. ECAs support peer
learning and social engagement, both of which are critical to language development.
Students are encouraged to improve language skills in a supportive environment by
participating in collaborative activities including group projects and role-playing
situations. According to a poll conducted by Smith and Evans (2020), after
participating in peer-to-peer exchanges, 85% of language exchange program
participants felt more comfortable speaking English. ECAs increase intrinsic
motivation by adding enjoyment and relevance to language learning. Student
motivation and engagement are increased by gamified language activities, such as
language practice-focused online gaming communities. According to Johnson and
Martindale's (2019) research, students who used gamified language learning
platforms were twice as likely to express satisfaction and motivation. By exposing
students to the target language's cultural settings, ECAs promote integrative
motivation—the desire to learn a language in order to communicate with speakers of
that language and their culture. For pupils from lower socioeconomic backgrounds
who might not have had as much exposure to other cultures, this is especially crucial.
Students who were more integratively motivated than those who were predominantly
instrumentally motivated showed sustained language learning gains over a two-year

period, according to Ddrnyei and Ushioda's (2011) research.

ECAs have advantages, but they can also have drawbacks. Eccles and Barber (1999)
emphasized that students who do poorly may get demotivated, while Yildiz (2016)
noted that some students may encounter unfavorable attitudes from their classmates
as a result of their low involvement or lackadaisical views regarding ECAs. Targeted
initiatives are needed to address these issues and help all students, including those
who have language proficiency issues. Teachers have used a variety of strategies to
reduce demotivation and unfavorable peer attitudes. Enhancing the inclusive and
encouraging environment inside ECA might be beneficial. Low achievers' feelings of
inadequacy can also be decreased by promoting peer collaboration and placing an
emphasis on personal growth rather than competition. Research indicates that

students who are involved in the design and execution of extended community arts
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projects (ECAs) are more invested and have fewer negative views (Eccles et al.,

2003; Patrick et al., 2007).

Yoon (2014) underlined the value of teachers' participation in ECAs, pointing out
that caring and encouraging educators may assist students in overcoming bad
experiences and cultivating a more positive outlook on language acquisition.
Furthermore, it has been demonstrated that peer mentorship inside ECAs raises

lower-achieving students' self-esteem and language proficiency (Villarreal, 2013).

In Tiirkiye, there has been a lot of discussion on the connections between students'
productive abilities, motivation, and attitudes and their participation in language-
oriented ECAs. Although most studies have concentrated on higher education, there
is evidence that ECAs are beneficial to students in primary and secondary schools as
well. Research conducted in Tiirkiye emphasizes how varied people's perspectives
are on teaching English and other foreign languages. Uziim (2007) discovered that
despite socio-political issues, university students formed good views toward English
because of its cultural and practical usefulness. Similarly, preparatory class
instruction was found to significantly improve students' views toward English by
Baklacioglu (2011) and Yiksek (2013). Temur (2013) similarly came to the
conclusion that college students with good opinions about the language had
undergone English preparatory instruction. In research on Turkish primary school
pupils' views about English, Giirsoy and Akin (2013) found that students who took
part in ECAs had far higher favorable opinions than those who did not. Dogan and
Sahin (2016) discovered in another study that participation in ECAs by secondary
school students resulted in increased levels of language competence and cultural

awarencss.

Turkish students' favorable perceptions of English offer compelling evidence
in favor of ECAs as a successful language-learning method. In order to
increase motivation and engagement, educators should take advantage of
these attitudes by implementing interactive and gamified ECAs. Optimizing

the impact of ECAs may be further achieved by addressing issues like
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demotivation and unfavorable peer attitudes through inclusive practices and student

engagement.

Teachers in Tiirkiye can utilize ECAs to teach pupils about culture and language
more effectively by emphasizing the advantages and addressing the drawbacks. This
method not only improves language learning results but also gets pupils ready for

success in an increasingly international society.

The premise of the suggested method is that by offering organized assistance and
chances for skill development, ECAs might also lessen some of the challenges low
SES students encounter. This strategy is based on the idea of constructive youth
development, with a focus on the importance of good relationships and social
institution participation for the formation of a healthy adult (Wilson, 2009).
Educators can mitigate the challenges by addressing creating accessible ECAs,
tailoring activities to student interests and promoting inclusive participation.
lowering prices, providing required resources, and giving flexible scheduling to fit
job and family obligations in order to guarantee that ECAs are affordable for
students from lower socioeconomic backgrounds. Harrison and Voelker (2018)
recommend collaborating with neighborhood companies and civic associations to
finance ECA initiatives and offer transportation. Creating ECA programs that suit
students' interests and goals for the future, including language clubs that teach
vocabulary and skills unique to the business world. According to Brown (2017),
students may learn useful language skills through occupational clubs that focus on
industries like hospitality, which would increase their employability. promoting
inclusive involvement by establishing a warm, welcoming atmosphere that values
variety and encourages a feeling of community. Robinson and McNair (2020)
suggest starting mentoring programs in which low SES pupils are given assistance

and encouragement by older students or community volunteers.
By concentrating on the particular facet of language learning, ECAs provide a

critical viewpoint on their ability to mitigate educational disparities. The important

role that ECAs play in improving low SES students' language competency is
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highlighted by the suggested theoretical framework, which is backed by recent
research findings. Through the implementation of inclusive, interest-based, and
accessible ECA programs, teachers may promote fair language learning results and
support each student's overall development. This strategy helps children from lower
socioeconomic backgrounds acquire languages while also enabling them to succeed

academically and advance in society.

2.8. Acknowledging Potential Drawbacks and Addressing Challenges in
ECAs

While ECAs present numerous benefits for language learning and motivation,
several potential drawbacks warrant consideration. Understanding and mitigating
these challenges are crucial for maximizing the effectiveness of ECAs in educational

settings.

Engagement Demotivation

Time

Inclusivity Commitment

Potential
Drawbacks

Academic
Pressure

Accessibility

Figure 2. 3. Potential Drawbacks while Implementing ECAs

Accessibility, Inclusivity and Engagement

One of the primary concerns surrounding ECAs is accessibility for all students.

Research by Imsa-ard (2020) indicates that despite high motivation among Thai EFL
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students, not all students may have equal access to ECAs that cater to their specific
needs and interests. This disparity can lead to feelings of exclusion among students
with limited access to such activities, potentially exacerbating motivational issues.
To address this, educators and policymakers should strive to offer a diverse range of
ECAs that accommodate various learning styles and proficiency levels (Eccles &
Barber, 1999). The literature also notes some of the drawbacks and difficulties that
come with ECAs. Some research, such as those by Lee and Smith (2020), observed
variation in student engagement levels and hypothesized that learner preferences and
instructional design might have an impact on how successful ECAs are. Concerns
have also been expressed about how ECAs could take the role of human contact in
language learning settings, which could have an effect on the development of

interpersonal communication skills.

Demotivation among Low Achievers

There is a risk that ECAs may inadvertently demotivate low-achieving students who
feel overwhelmed or discouraged by their peers' attitudes or their own perceived lack
of language proficiency (Yildiz, 2016). This phenomenon underscores the
importance of designing ECAs that are inclusive and supportive, fostering a positive
learning environment where all students feel valued and encouraged to participate
actively. Educators can implement strategies such as differentiated instruction and
peer support systems to mitigate these challenges (Tambunan et al., 2016). Besides,
tiered activities, scaffolding or peer tutoring programs within ECAs itself can be

utilized to support low achievers.

Time Commitment and Academic Pressure

Another potential drawback of ECAs is the time commitment required, which may
conflict with students' academic responsibilities and other extracurricular activities.
Hudson (2000) highlights the importance of balancing instrumental motivation with
realistic time management strategies to ensure that ECAs contribute positively to

students' overall academic and personal development. Educators can collaborate with
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students to establish manageable schedules and prioritize activities that align with
their educational goals and interests (Hashi, 2001). Students who want to manage
their time well can use planners and time management applications like Google
Calendar and Todoist, which facilitate the effective scheduling of study sessions and
tasks. Using methods like the Pomodoro Technique—which may be backed by apps
like TomatoTimer and Focus Booster—helps study sessions go more smoothly and
productively. Furthermore, creating ECAs with flexible scheduling options and
alignment with academic objectives helps lessen conflicts with study time,
improving student achievement and participation overall. These techniques make
sure that students can successfully manage their extracurricular and academic
responsibilities, encouraging a more organized and well-rounded approach to their

educational path.

Addressing Challenges in the Literature

The literature emphasizes the need for inclusive practices and supportive
environments within ECAs (Prakash, 2008). Furthermore, studies focusing on
university contexts in Tiirkiye highlight the importance of cultural sensitivity and
socio-political awareness in shaping attitudes towards language learning
(Baklacioglu, 2011; Uziim, 2007; Temur, 2013; Yiiksek, 2013). By incorporating
insights from these studies, educators can adopt proactive measures to enhance
accessibility, mitigate demotivation among low achievers, and manage time
commitments effectively within ECAs. These efforts not only support language
acquisition but also promote a more inclusive and enriching learning experience for

all students involved.

2.9. Benefits of Language-Oriented Extracurricular Activities (ECASs)

Extracurricular language-oriented activities (ECAs) have become integral to
language education, offering diverse benefits beyond traditional classroom settings.
These activities serve as effective supplements to formal coursework, providing

unique opportunities for language learning and development.
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Motivation Enhancement

ECAs play a crucial role in maintaining and enhancing student motivation, a
cornerstone of successful language acquisition (Anderson, 1963; Doérnyei, 2001).
According to Dornyei (2001), sustained motivation is essential for language learning
success, encompassing efforts to learn the language, achievement of learning goals,
and enjoyment of the learning process. ECAs contribute by offering engaging and
purposeful activities that stimulate both intellectual and social motivation (Andreeva,
1958). By aligning activities with motivational models proposed by linguists and
psychologists (Crookes & Schmidt, 1991; Gardner, 2001), ECAs help learners
cultivate a positive attitude towards language learning, fostering a deep-seated

interest that extends beyond classroom hours.

Cultural Awareness Development

Another significant benefit of ECAs lies in the promotion of cultural awareness
among language learners. Through exposure to authentic materials and immersive
activities, ECAs create environments where learners encounter real-world language
usage (Scarcella, 1992). Authentic materials, originally not designed for instructional
purposes, provide contexts that reflect genuine language use, bridging the gap
between classroom learning and real-life communication (Shepherd, 2004). This
exposure not only enhances linguistic competence but also broadens cultural
understanding and sensitivity, preparing learners for meaningful interactions in
multicultural settings. Moreover, ECAs facilitate experiential learning opportunities
that supplement formal curriculum requirements, enriching students' perspectives

and appreciation of diverse cultures (Reva, 2012).

Language Exposure Beyond Classroom Boundaries

ECAs expand language exposure beyond the confines of traditional classroom
settings, offering learners vital opportunities to interact with the target language in

informal contexts (Krashen, 1981; Carroll, 1967). In formal classroom environments,
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language exposure is often limited, hindering comprehensive language acquisition.
ECAs address this gap by providing immersive experiences where learners can
practice and refine their language skills through practical engagement (Reva, 2012).
These activities, which may not strictly adhere to the core curriculum, encourage
spontaneous language use and reinforce learning through authentic communication

scenarios.

2.10. Specific Examples of Language-Oriented ECAs Complementing

Academic Learning

Language-oriented extracurricular activities (ECAs) provide excellent chances to
improve academic learning in language education. Examples of these include
language exchange programs, current event-focused debate clubs, and cinema clubs
featuring foreign language films. In the following Figure 2.4., a variety of ECAs are
presented. Through the practice of language in real-world situations, language
exchange programs match students with native speakers, strengthening vocabulary
and fostering cross-cultural understanding outside of the classroom. Current event-
focused debate clubs push students to do research and present arguments in the target
language, developing critical thinking and persuasive speaking skills that are
necessary for classroom debates. Students are exposed to real-world language use
and cultural quirks through foreign language film clubs, which helps them
understand and debate the topics covered in class. Teachers may encourage students'
practical language application, cultural immersion, and deeper engagement with
course content by combining these ECAs with academic goals. This will eventually
improve students' language ability and respect of global viewpoints. In Figure 2. 4
below, some examples of ECAs designed for use by foreign language teachers or
researchers are presented. These ECA examples were developed by Ercakir-Kozan

(2020), based on the feedback from a group of English language teachers.
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Figure 2. 4. Examples of Language Oriented ECAs. (Ergakir-Kozan, 2020, p.96)

In conclusion, ECAs are instrumental in augmenting language education and
complementing academic learning by enhancing motivation, fostering cultural
awareness, extending language exposure and using various ECAs beyond
conventional educational settings. By integrating these activities into language
programs, educators can cultivate a dynamic learning environment that nurtures not
only linguistic proficiency but also intercultural competence and lifelong

appreciation for language diversity.

2.10.1. ECAs and Disadvantaged Students

There has been a variety of research conducted to reveal whether minorities and
disadvantaged students can benefit from ECAs or not in terms of different variables
because certain academics contend that minority students face the most serious
engagement problems due to their high dropout rates (Rumberger, 1987).
Disadvantaged students often face multiple challenges in the educational system that
can hinder their academic success and personal development. These challenges

include lack of resources, lower self-confidence, limited exposure and opportunities,
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and emotional and social challenges (Darling-Hammond, 2010; Evans & Kim, 2013;

National Center for Education Statistics, 2019).

2.10.2. Specific Challenges Faced by Disadvantaged Students

Disadvantaged students often face significant challenges that impede their academic
success and personal development. These challenges include a lack of resources,
such as limited access to books, educational materials, technology, and other learning
aids (National Center for Education Statistics, 2019). They often attend schools with
inadequate facilities, fewer extracurricular programs, and lower teacher quality
(Darling-Hammond, 2010), and they lack access to essential support systems like
tutoring, mentoring, and other academic support services (National Education
Association, 2019). Additionally, lower self-confidence is a major issue, with
academic struggles leading to a belief that they are incapable of succeeding (Yeager
& Dweck, 2012) and the internalization of negative societal stereotypes about their
community or socio-economic status, which affects their self-esteem and motivation
(Steele, 1997). These students also experience limited exposure and opportunities;
they have less cultural capital due to reduced access to enriching experiences like
museums, travel, or extracurricular activities that broaden their horizons (Lareau,
2011), and they lack networking opportunities, having fewer connections to
individuals who can provide guidance, internships, or job opportunities (Putnam,
2015). Furthermore, they face emotional and social challenges, such as family stress
from financial instability, parental absence, or high levels of stress at home (Evans &
Kim, 2013), and social isolation, feeling out of place or not fitting in with peers from

more affluent backgrounds (Crosnoe, 2011).

2.10.2.1. How ECAs Can Address These Challenges

ECAs can play a pivotal role in mitigating some of the challenges faced by
disadvantaged students. Research has shown that ECAs provide multiple benefits for
these students. They foster social skills through participation in team sports, debate

clubs, or group projects, helping students learn to work with others, resolve conflicts,
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and build friendships (Eccles et al., 2003). Activities such as drama, public speaking,
and student government also encourage students to express themselves clearly and
confidently (Fredricks & Eccles, 2006). ECAs boost confidence by allowing students
to master skills, such as playing an instrument or excelling in a sport, which
translates into a sense of accomplishment and increased self-esteem (Zaff et al.,
2003). Receiving awards, praise, and recognition in ECAs can further bolster a
student's confidence and motivation in academic settings (Mahoney et al., 2003).
Additionally, ECAs improve academic achievement by stimulating critical thinking,
problem-solving, and intellectual curiosity through activities like chess, coding clubs,
or science fairs (Dumais, 2009). They also teach students how to manage their time
effectively and develop discipline, which are essential skills for academic success
(Marsh & Kleitman, 2002). Furthermore, ECAs provide access to mentors, as many
involve adult supervision, coaching, and mentoring, giving students role models and
additional academic support (Darling, 2005). They also offer networking
opportunities, connecting students with a broader community, including alumni and
professionals who can provide guidance and future opportunities (McNeal, 1995).
The research conducted by McNeely et al. (2002) explores the ways in which
extracurricular activities, such as organizations that offer chances for job exploration
and educational field excursions to cultural sites, improve students' sense of school
and extend their learning beyond the classroom. It emphasizes how crucial these
extracurricular activities are in giving children a variety of educational experiences
outside of the classroom, which may have a favorable effect on their growth both

personally and academically.

Extracurricular activities (ECAs) are essential for resolving emotional and social
difficulties because they provide a safe space where kids feel a feeling of community
and belonging. Peer support groups can be established inside ECAs to give students a
secure environment in which to talk about and deal with emotional difficulties. These
groups can be organized around common interests or around particular subjects, such
as stress management or mental health awareness (Fredricks & Eccles, 2006;
Mahoney et al., 2003). Students can develop deep ties with mentors and peers

outside of the classroom by taking part in ECAs. These connections can offer the
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kind of emotional support, motivation, and companionship that are necessary for
social growth and general wellbeing (Fredricks & Simpkins, 2012). Collaboration,
cooperation, and communication are essential social skills for many ECAs. Students
gain confidence and social competency by working toward shared objectives,
resolving disagreements, and interacting with others in an effective manner through
these activities (Durlak et al., 2011). Fun activities inside ECAs can provide a
constructive way to release tension and stress. Through engaging in physical
activities, artistic endeavors, or encouraging conversations, kids can develop better
emotional regulation and problem-solving skills (Shernoff & Vandell, 2007). ECAs
often provide opportunities for students to set goals, overcome obstacles, and
experience success. These achievements contribute to a sense of self-worth and

fulfillment, positively impacting emotional resilience (Marsh & Kleitman, 2003).

2.10.2.2. Research Findings on the Impact of ECAs on Disadvantaged
Students

Everson and Milsap (2005) conducted a research study revealing that the SAT scores
and their participation in ECAs of minorities and disadvantaged high school students
in America who generally pass over the core academic curricular activities showed
that these students can profit from ECAs. This aligns with broader research findings
that suggest participation in ECAs can improve students' social skills, emotional
regulation, and overall psychological well-being (Durlak et al. , 2010). These
activities provide essential support systems that disadvantaged students often lack,
such as access to mentors, academic support, and positive role models (Darling,

2005; McNeal, 1995).

Although there are not many prominent discrimination issues in Sri Lanka, it has
been observed that the hidden talents of students who cannot achieve success with
the academic core curriculum are revealed by ECAs. Authorities also encourage
students to take part in these activities to grow them as sophisticated candidates in
the future workforce (Everson & Milsap, 2005). These programs, often referred to as

supplementary education programs, contribute to the development of students’
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abilities similarly to the academic core curriculum taught in classrooms. Research
indicates that educational attainment, cultural values, and personality development
have all significantly improved among marginalized students participating in ECAs

(Karunakar, 2020).

Additionally, studies have indicated a positive correlation between organized ECAs
and ethnic identity (Davalos et al., 1999). ECAs provide a platform for students to
explore and express their cultural identities, fostering a sense of belonging and self-
worth. This is particularly important for minority students who might feel
marginalized in mainstream academic settings (Steele, 1997; Yeager & Dweck,

2012).

Despite the benefits, there are some issues which students from different ethnicities
and religions can encounter during their involvement in ECAs. For instance, cultural
and religious restrictions might pose challenges for participation, especially for
Muslim ladies (Dankas & Ben, 2006). This highlights the need for inclusive and
culturally sensitive approaches in the design and implementation of ECAs to ensure
all students can benefit. ECAs can be designed to be more inclusive with flexible
scheduling for religious holidays, by offering a wider variety of activities catering to

different interests.

In summary, while disadvantaged and minority students face numerous
barriers in their educational journey, ECAs offer a valuable avenue to address
these challenges by fostering essential skills, boosting confidence, and
enhancing academic and personal development. Research supports that
participation in ECAs can lead to improved academic performance, social skills,
and emotional well-being (Eccles et al., 2003; Fredricks & Eccles, 2006;
Zaff et al., 2003). By investing in and promoting access to a variety of
ECAs, schools and communities can create a more equitable and
supportive environment for all students, allowing them to uncover hidden
talents and develop into well-rounded individuals ready for future

challenges.
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For ECAs to be beneficial in the long run, especially for disadvantaged
students, ongoing assistance and resources are essential. Students and
teachers develop rapport and trust when there is consistency and stability
in the implementation (Smith, 2018). Ongoing resources support the
development of social skills, emotional control, and cultural awareness
(Jones & Brown, 2020). For underprivileged students, ECAs are crucial because
they provide a feeling of belonging and community (Garcia et al., 2019).
Long-term participation in ECAs improves academic achievement and
emotional resilience (Lee, 2021); in addition, continuous support permits
development and modification in response to changing requirements (Roberts, 2017),
guaranteeing that initiatives continue to be successful in fostering favorable results

over time.

2.11. ECAs and Individual factors

Wijewantha (2013) conducted to see whether there is an association
between individual factors and undergraduate involvement in ECAs and
found out that there is no association between individual factors of
religion, ethnicity, hometown, family income and gender although there is a
relationship between involvement in ECAs and the relationship status of

undergraduate students.

2.12. ECAs and the Cognition

Individual characteristics like gender, hometown, family wealth, race, and
religion did not significantly correlate with undergraduate engagement in
ECAs, according to Wijewantha's (2013) research. They did, however,
draw attention to a connection between undergraduates' involvement in
ECA and their relationship status. This implies that while certain
demographic variables might not have a direct impact on ECA engagement,
other personal traits might have an impact on the benefits of engaging in such

activities.
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According to Dworkin et al. (2003), youth activities—including ECAs—offer a
conducive environment for growth and development. They underlined that
involvement in these activities fosters the skills and attitudes that would be essential
for teenagers' future by empowering them to take charge of their own growth and

development.

Hawkins (2010) provided evidence in favor of this theory, claiming that
extracurricular activities improve teenagers' awareness, knowledge, attitudes, and
self-confidence. He proposed that the advantages of extended community arts
programs depend on people actively participating in activities that suit their interests
and learning preferences. Teenagers who participate more actively in activities that
align with their interests, for example, may learn more deeply and acquire more

significant skills (Jensen, 2006).

Positive experiences are crucial for ECAs, as Jensen (2006) pointed out, as they may
positively impact people for the rest of their lives. He did, however, issue a warning

that bad encounters might have unfavorable effects.

Therefore, even while ECAs have many advantages, such as the development of
cognitive, social, and emotional skills, the degree to which people benefit from them
will differ depending on their particular interests, learning preferences, and
engagement levels. To optimize the beneficial effects on participants, ECAs should
be customized to match individual interests and offer possibilities for active

engagement.

2.13. ECAs and The Life Skills

Extracurricular  activities  (ECAs) are  essential for the  holistic
development of students, offering a range of opportunities to acquire life
skills that extend beyond academic achievements. In other words,
ECAs play a pivotal role in nurturing a wide array of skills that are

invaluable for future success, particularly leadership skills. Leadership
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skills are critical as they enable individuals to inspire and guide others,
make informed decisions, and take responsibility for outcomes. Participation in
ECAs provides numerous opportunities for students to develop and refine these

skills.

Research by Holt et al. (2008) revealed that involvement in high school soccer teams
helps students develop crucial skills such as respect, teamwork, and initiative. These
skills are often cultivated through the experiences and challenges faced in sports-
oriented ECAs, where students learn to collaborate and support one another towards
common goals. Similarly, participation in sports-oriented ECAs boosts self-efficacy
and a sense of competence (Broh, 2002). Farrell (2008) found that sport-oriented
ECAs enhance the sense of school belonging among Hispanic students by fostering

positive emotional experiences,interconnections, and social bonding.

Barnett and Weber (2008) conducted a study focusing on the perceived benefits of
children's participation in various ECAs. They found that most mothers observed
positive character development in their children, particularly in how they treated
themselves and others. This development was attributed to involvement in team
sports, performing arts, and community activities, highlighting the broad impact of
ECAs on personal growth and social behavior. Burton et al. (2000) emphasized that

arts-oriented activities enhance imagination, critical thinking, and creativity.

Reeves (2008) explored the impact of increasing ECA participation levels in schools
and found significant benefits, including higher academic achievement, reduced
behavioral issues, and increased graduation rates. His study also noted a doubling in
the number of students taking advanced placement exams, suggesting that active
involvement in ECAs can reveal and enhance individual potential. The role of
positive peer and adult interactions, expectations, and discipline in these settings
cannot be underestimated. Similarly, Broh (2002) found that students involved in
ECAs often achieve better grades and exhibit improved discipline. Turner (2010)
supported these findings, adding that students involved in ECAs demonstrate hard

work, teamwork, and a higher likelihood of graduation. Metsédpelto and Pulkkinen
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(2012) reported that involvement in performing arts and academic clubs is associated
with higher academic performance, better academic working skills, and lower levels
of internalizing problems. Blomfield and Barber (2010) also found a positive
association between ECA participation, higher academic ranking, and college

aspirations.

Advocates of ECAs, such as Fretwell (1931), Fozzard (1967), and Sybouts and
Krepel (1984), have long argued that participation in these activities helps students
develop moral and ethical values, maintain healthier minds, and improve
communication skills. Denson et al. (2015) added that ECAs provide a sense of
success, better time management, and increased confidence. Leadership skills,
essential for achieving success in various aspects of life, can also be fostered through
ECAs. Marxwell (2005) emphasized that ECAs provide a platform for students to
develop and practice leadership as well as allowing students to practice decision-
making, conflict resolution, and strategic planning. Brooks et al. (2015) investigated
the impact of different types and frequencies of social activities on social
competence among children with intellectual disabilities, specific learning
disabilities, and typically developing students aged 8-11. Their results showed that
more time devoted to unstructured activities led to higher social skills across all
groups, with the strongest association observed in children with intellectual
disabilities. This underscores the importance of unstructured ECAs in developing

social competence.

Despite the numerous studies on ECAs, motivation for language learning,
and language skills development, research combining these themes in a
middle school context remains limited. Yildiz (2016) noted that ECAs
increase motivation, creativity, learning strategies, and time management
skills. Participation in activities like debate clubs, writing for journals, or engaging
in pen-pal exchanges can enhance students' communicative competence,
benefiting both native and foreign language skills. In EFL settings,
communicative competence requirements support the significance of ECAs

(Hymes, 1966). Alnacem (2021) found that ECAs help reduce communication
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apprehension and improve communication skills, crucial for effective speaking and

writing.

Morrissey (2005) found out that adolescents’ extracurricular activities
and educational activities are related with their occupational choice and income in
the future. Participation in ECAs helps students develop a diverse set of skills
and experiences that are highly valued in the professional world. Active participation
and achievements in ECAs can enhance a student's resume. Morrissey (2005)
points out that employers often look for candidates who have demonstrated a
commitment to activities outside of their academic requirements, as this indicates a
well-rounded individual. Listing leadership roles, project involvement, and
accomplishments in ECAs can make a resume stand out and show that the
candidate has practical experience and a proactive attitude. ECAs provide students
with opportunities to explore various fields of interest, which can help them make
informed career choices. For example, participation in a debate club can spark an
interest in law or public policy, while involvement in a science club can lead to a
passion for research or engineering. Morrissey (2005) suggests that these
experiences allow students to discover their strengths and interests, guiding
them towards fulfilling career paths. Through ECAs, students gain confidence and
learn professional behaviors. Morrissey (2005) highlights that engaging in
activities such as public speaking, organizing events, and working on team
projects helps students build self-confidence and develop a professional
demeanor. These traits are crucial for success in job interviews,
workplace interactions, and career advancement.Many ECAs involve
real-world projects and challenges that provide practical experience.
Morrissey (2005) points out that this hands-on experience is invaluable, as it
allows students to apply theoretical knowledge in practical settings. This
can give them a competitive edge in the job market, as they have
already demonstrated their ability to handle real-world tasks and responsibilities.
By participating in these activities, students not only enhance their
academic and personal lives but also position themselves for greater professional

SucCcCess.
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In conclusion, ECAs provide opportunities for students to take on leadership roles,
enhancing their ability to make decisions, resolve conflicts, and manage teams
(Marxwell, 2005; Reeves, 2008).Participation in team-oriented ECAs, such as sports
and group projects, fosters collaboration and teamwork skills (Holt et al., 2008;
Denson et al., 2015).Activities like debate clubs, school journals, and drama enhance
verbal and written communication, reducing apprehension and improving overall
communicative competence (Alnaecem, 2021; Yildiz, 2016). Balancing ECAs with
academic responsibilities helps students develop strong time management and
organizational skills (Denson et al., 2015).Arts-oriented ECAs stimulate critical
thinking and creativity, encouraging students to approach problems from diverse
perspectives (Burton et al., 2000).ECAs improve social competence and emotional
intelligence by providing platforms for interaction, empathy, and emotional
regulation (Brooks et al., 2015; Farrell, 2008).ECAs enhance resumes, provide
networking opportunities, and offer practical experience, all of which are valuable
for future career success (Morrissey, 2005). All these studies showed that ECAs play
a crucial role in holistic development, equipping students with essential life skills
that contribute to academic success, personal growth, and professional readiness.
ECAs significantly impact life skills development, academic achievement, and
personal growth. They provide diverse opportunities for students to develop
leadership, communication, teamwork, and other essential skills, preparing them for
future success in various aspects of life. The positive effects of ECAs on social
competence, academic performance, and overall well-being highlight their critical

role in a well-rounded educational experience.

2.14. ECAs and Academic Performance

While research suggests a potential connection between participation in
extracurricular activities (ECAs) and academic performance, the findings are not
always conclusive. Academic performance is generally associated with grade point
average and educational attainment. Not only the academic but also the social
aspects of students’ sufficient development are dealt with by the schools, however

somehow their academic performance has attracted more attention (Leung, Ng &
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Chan, 2011). In essence, the theoretical framework supporting the benefits of ECAs
on academic performance revolves around the idea that these activities promote
holistic development by fostering social, emotional, and cognitive skills that are

essential for academic success.

This has been reflected in a variety of studies revealing that ECAs have a positive
influence on students’ academic performance and commitment (Balyer & Gunduz,
2012; Darling, Caldwell & Smith, 2005; Dumais, 2009; Gardner et al., 2008;
Holloway, 2000; Kumar & Kumar, 2012; Marsh & Kleitman, 2002) besides playing
an important role in students’ academic success (Chambers & Screiber, 2004). There
are other researchers indicating that participation in ECAs has a positive impact on
students’ educational process if these activities are aligned to the curriculum (Kuh,
2007). More than half of American teenagers are inclined to take part in some type of
organized activities (Gardner et al., 2008). Gwathney's study (2015) showed that
participating in organized activities had a positive effect on the development,
behaviors, academic achievement and attainment and psychosocial adjustment of
youth. Likewise, it is stated that students participating in ECAs have better grades,
higher educational attainment and show less absenteeism and increased devotion to
the school (Wilson, 2009). Organized activities mentioned and studied in the
literature have varied from scouts, drama or theater, student councils, sports club,
language clubs to performing arts. According to theory and research of Gardner et al.
(2008) on positive youth development, taking part in such organized extracurricular
activities creates more support and opportunities for students in terms of playing by
rules, contributing as a member of a team, and behaving in harmony with others.
According to Yildiz (2016), participation in various ECAs can lead to improved
communicative competence, which is crucial for both academic success and overall
personal development. Debate clubs provide students with a structured environment
to practice and refine their speaking and argumentation skills. In these settings,
students learn to construct coherent arguments, articulate their thoughts clearly, and
respond to counter arguments effectively. This enhances their ability to communicate
complex ideas succinctly and persuasively, skills that are invaluable in both

academic presentations and written assignments. Involvement in school journals or
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literary magazines allows students to develop their writing skills. Yildiz (2016)
emphasizes that writing articles, stories, or essays for publication helps students
improve their ability to organize thoughts, use appropriate language, and express
ideas creatively. This practice not only enhances their written communication skills
but also builds confidence in their ability to convey information effectively.
Engaging in pen-pal exchanges, particularly with students from different cultural
backgrounds, helps students practice and improve their writing and reading skills.
This activity encourages them to articulate their thoughts clearly and understand
diverse perspectives. Yildiz (2016) notes that such exchanges promote better overall
communicative competence by providing authentic contexts for language use,
thereby improving both writing and comprehension abilities. Participation in drama
clubs and performing arts requires students to memorize scripts, convey emotions,
and engage with audiences. These activities enhance verbal and non-verbal
communication skills. Students learn to use tone, body language, and facial
expressions effectively to communicate their messages, which can translate into
improved presentation skills and confidence in public speaking. Clubs focused on
public speaking and presentations provide students with regular opportunities to
practice speaking in front of an audience. Yildiz (2016) highlights that these
activities help students develop the ability to organize their thoughts quickly, speak
clearly and confidently, and engage their audience. This practice is directly
applicable to academic presentations and classroom participation, leading to
improved performance in these areas. Involvement in language and literature clubs
fosters a deeper appreciation for language and its nuances. Students engage in
activities such as reading, discussing literature, and creative writing, which enhance
their vocabulary, comprehension, and expressive skills. These clubs encourage
critical thinking and analysis, further contributing to improved academic writing and

communication.

Gardner et al. (2008) supported this claim stating that participation in
organized activities during high school is positively related with occupational
success in young adulthood. Students who participate in academic organizations do

so since they also believe that this will lead them for a better future. Besides, the
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need for belongingness is met and the feeling of connectedness to school is
reinforced for students who take part in ECAs (Knifsend& Graham, 2011; Wilson,
2009). These students also have better grade point averages (Knifsend & Graham,
2011).

ECAs also trigger students’ behavioral adjustment and socio-emotional skills and in
turn, academic performance is increased by the help of improved academic
aspirations and attitudes (Durlak et al., 2011). A report on The Condition of
Education, United States Department of Education, National Center for Education
Statistics (1995) revealed that student academic performance might be affected by
participation in ECAs and co-curricular activities. It was indicated that these
activities give students the chance to develop teamwork values, reinforce skills, and

use academic knowledge in many contexts as part of a holistic education.

Barden (2002) conducted a study in order to examine the differences
between students who engaged in ECAs and those who did not by analyzing grade
point averages, absenteeism, dropout rates, discipline referrals. Five categories
were used to group students: no participation, athletics, band and music clubs, and
participation in several areas. The investigation discovered that the groups'
differences existed. Differences were also detected when participants and
non-participants were divided into two groups. According to the ANOVA results,
there were statistically significant differences between the participation and
non-participation groups in terms of discipline referrals, grade point averages, and
attendance. Barden's research provides detailed insights into the positive
correlations between participation in extracurricular activities (ECAs) and
academic outcomes, specifically focusing on attendance and grades among students.
Students who participated in ECAs showed higher rates of attendance compared to
those who did not participate or participated minimally. This correlation
suggests that engagement in structured extracurricular activities fosters a
sense of commitment and responsibility among students, leading to
improved attendance records. Barden also analyzed the correlation between ECA

participation and academic grades, specifically focusing on students' grade
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point averages (GPAs). The study revealed that students involved in ECAs tended to
have higher GPAs compared to their non-participating peers. This finding suggests
that ECAs contribute positively to academic performance by enhancing students'
time management skills, discipline, and overall motivation towards academic

SucCCess.

Research exploring the correlation between ECAs and academic performance has
yielded diverse findings. While many studies suggest a positive relationship,
indicating that participation in ECAs can enhance academic outcomes through
improved time management, motivation, and social skills (Jones & Brown, 2020;
Smith et al., 2018), some research has also found no significant correlation, little
positive impact or even negative impacts. For instance, Leung, Ng, and Chan (2011)
found that certain types of ECAs, particularly those that are highly competitive or
require extensive time commitments, were associated with increased stress and lower
academic performance among students. Carson et. al. (2002) revealed a similar
result in their study conducted on 198 9th-12th graders who continued high school
during the academic year 2000-2001 in three public schools in southern Michigan.
There was not a significant difference between the GPA of ECA participant students
and non-participants (Carson et al., 2002). Similarly, Harnet (1995) noted that
students who heavily prioritized ECAs often struggled to maintain academic

excellence due to time constraints and stress.

Moreover, Light (1990) and Chambers and Schreiber (2004) argued that the benefits
of ECAs are context-dependent and can vary widely based on the specific nature of
the activities and the individual student's capacity to manage their time effectively.
Light (1990) found that while participation in ECAs can foster leadership and
teamwork skills, excessive involvement might lead to academic neglect among
students already struggling with their coursework. Additionally, Black (2002)
highlighted that cultural factors play a significant role in shaping the impact of ECAs
on academic performance, with different educational systems and societal
expectations influencing outcomes differently. Moreover, Black (2002) asserted that

not all activities provided advantages for students’ academic performance and even
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involvement in some clubs may distract students and cause a decrease in their

academic success.

Furthermore, the type of activities students participate in can also influence their
academic outcomes. Activities that are highly competitive or demanding in terms of
time commitment might have different effects compared to more casual or less time-
intensive activities (Lee, 2017). It is important to note that cultural and contextual
differences can play a significant role in these findings. Studies from different
cultural contexts or educational systems may show varied results due to differing

norms around academic and extracurricular balance (Chen, 2019).

It is important to take into account a number of factors that may have an impact
on these outcomes when interpreting the effect of ECAs on academic
achievement. First and foremost, the kind of ECA matters a lot. Debate
clubs and performing arts classes, for example, may help students
become more confident and skilled communicators, which  might
improve their written and academic presentations. On the other hand, very
competitive or time-consuming activities may put a burden on students' ability to
manage their time and stress levels, which might have a detrimental impact on their
academic performance (Carson et al., 2002;Harnet, 1995). Second, it is crucial to
consider each student's unique capacity and the cultural background. The capacity of
students to manage ECAs and academic responsibilities varies. The perception and
evaluation of ECAs' effects are also influenced by cultural norms and educational
frameworks. According to Kuh (2007), for example, tightly aligned activities with
the curriculum may have a greater direct academic advantage, whereas cultural
variables may have an impact on the perceived value and results of involvement
(Black, 2002). Furthermore, whereas some research (Balyer & Gunduz, 2012;
Gardner et al.,, 2008) shows a favorable link between ECAs and academic
achievement, other studies point out contextual variability and even possible
detrimental effects (Leung, Ng, & Chan, 2011; Carson et al., 2002). This variability
highlights the need for more study and nuanced interpretation to fully comprehend

the many ways that different ECAs affect academic achievement in diverse contexts.
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While many studies support the view that ECAs enhance academic achievement
through improved social skills, motivation, and practical application of knowledge,
conflicting research underscores the need for further investigation. Understanding the
nuanced impact of different ECAs on academic outcomes remains crucial for
educators and policymakers aiming to optimize students' overall development.
Besides, because ECAs have a variety of context-dependent advantages for academic
achievement, to effectively maximize student’s' holistic development, educators and

policymakers should take these difficulties into account.

2.15. ECAs and Socialization

Building upon the academic benefits discussed earlier, ECAs also play a vital role in
providing valuable opportunities for students to develop essential social skills.
Taking part in ECAs, especially sports activities, can build strong friendship bonds,
collaborative teamwork and social support among teammates (Broh, 2002; Smoll &
Smith, 2002). Smoll and Smith (2002) argue that participation in ECAs offers a
range of developmental benefits that extend beyond academic achievements,
promoting social, emotional, and personal well-being among participants. Shernoff
and Vandell (2007) stated that negative emotions such as loneliness or boredom are
reduced through involvement in ECAs. ECAs provide opportunities for socializing
and forming friendships with peers who share similar interests. This social
interaction can help reduce feelings of loneliness by fostering a sense of belonging
and community. Participation in ECAs offers structured time outside of regular
academic demands. This structured environment can mitigate boredom by providing
stimulating and purposeful activities that challenge and engage participants. Many
ECAs focus on skill development and mastery in various areas such as sports, arts, or
academic clubs. Engaging in these activities can provide a sense of achievement and
competence, thereby reducing boredom and increasing self-esteem. Involvement in
ECAs often gives participants a sense of purpose and commitment. This can
contribute to a more fulfilling and meaningful experience, reducing the likelihood of
feeling bored or isolated. Overall, it can be stated that ECAs can play a significant

role in enhancing social connections, providing meaningful activities, and fostering
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personal development, all of which contribute to reducing loneliness and boredom

among participants

Socialization through ECAs enables students to develop social and emotional
self- regulation and learn cultural norms (Reeves, 2008). Involvement in
ECAs facilitates social development, building friendship and enhancing social
skills (Yin & Lei, 2007; Lawhorn, 2009; Balyer & Gunduz, 2012). According
to the study conducted by Siddiky (2019), participating in co-curricular
and extracurricular activities has helped students develop a wide variety of
personal and social skills, such as public speaking, presenting, communication,
organizing, and analytical abilities. Marsh and Kleitman (2002) also stated that
ECAs play an equal role in the development of social and academic skills as do

regular classes.

2.16. ECAs and Youth Development

Extracurricular activity participation (ECA) fosters the development of social
and emotional competencies, including leadership, teamwork, conflict
resolution, empathy, emotional intelligence, communication,
resilience, perseverance, and time management (Broh, 2002; Darling, 2005; Davalos
et al., 1999; Durlak et al., 2011; Eccles et al., 2003; Mahoney & Stattin, 2000; Ross,
2000). These exercises give students controlled-settings in which to hone these
abilities in practical situations, fostering both their academic and personal

development.

Extracurricular activity (ECA) participation is linked to a decrease in dangerous and
delinquent behaviors, according to research based on sociological and child
development theories. For instance, Eccles et al. (2003) discovered that students who
participate in ECAs have lower rates of criminal activity, drug usage, and cigarette
smoking. Adolescents who participate in organized extracurricular activities make
better use of their time and are less likely to engage in risky conduct when they are

left alone.
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Participating in extracurricular activities like clubs, sports, or art classes helps kids
develop positively by instilling values like self-control, accountability, and
teamwork. These abilities are essential for discouraging deviant behavior. In

particular:

Resolution of Conflicts: ECAs sometimes entail cooperative work where
disagreements may occur. With the help of these exercises, teenagers can learn how
to resolve conflicts amicably and cultivate negotiating and problem-solving
techniques that can stop delinquent conduct from spiraling out of control (Catalano et

al., 2004).

Empathy: Adolescents who take part in group-based ECAs are better able to
comprehend and relate to the emotions of others. Collaborating on group projects or
giving a performance in a group environment, for example, promotes empathy and
perspective-taking, both of which can improve relationships with others and lessen

violent behavior (Carlo et al., 2010).

Emotional Intelligence: Structured ECAs aid in the development of emotional
intelligence in teenagers by assisting them in identifying and controlling their own
feelings as well as interpreting the emotional clues of others. This social awareness
and self-awareness can lessen the chance of participating in risky behaviors and

enhance self-regulation (Zins, et al., 2004).

Durlak et al. (2011) also emphasized that involvement in organized
extracurricular activities fosters the growth of social and self-regulation skills,
which can reduce the likelihood of engaging in delinquent conduct. These
programs frequently offer a peer and adult mentor network that supports one another,
builds strong social relationships, promotes prosocial conduct, and deters
delinquency. Additionally, developing new abilities and succeeding in
extracurricular activities can increase self-efficacy and self-esteem, which lessens the
possibility that teenagers will turn to dangerous behaviors in an attempt to find

validation.
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Several studies have specifically addressed the impact of ECAs on reducing crime,
smoking, and drug use. Ross (2000) demonstrated that students involved in ECAs
show less involvement in criminal activities. Darling (2005) found a significant
reduction in cigarette smoking among students who participate in these activities.
Furthermore, Darling et al. (2003) reported lower rates of drug use among students
engaged in ECAs, suggesting that these activities provide a positive and structured

environment that discourages substance abuse.

ECAs also have a significant positive impact on students' health and
wellbeing. Participation in these activities has been linked to higher school retention
rates, reduced absenteeism, and increased attendance. Davalos et al. (1999) found
that students involved in ECAs are more likely to stay in school and
have better attendance records. Participation in ECAs enhances students' engagement
with school by providing opportunities to apply skills learned in class to
real-life contexts. Students involved in ECAs often feel a stronger sense of belonging
to their school community, which can reduce feelings of isolation and increase
motivation to attend regularly. Similarly, Mahoney and Stattin (2000) reported that
ECAs help students feel more connected to their school, which can reduce
dropout rates and absenteeism. Involvement in structured activities teaches students
time management skills, helping them prioritize school-work and
extracurricular commitments effectively. Students who participate in ECAs tend to
exhibit higher levels of motivation and academic achievement, which are
associated with lower absenteeism rates. Broh (2002) also noted that ECAs
contribute to a positive school environment, fostering a sense of
belonging and engagement among students. Schools that support a wide range of
extracurricular activities tend to have a more positive school climate,
fostering a sense of community and reducing absenteeism. Longitudinal
studies indicate that sustained participation in ECAs throughout school
years correlates with higher attendance rates and lower dropout rates. Overall,
these studies suggest that ECAs play a significant role in promoting
school  engagement, reducing absenteeism, and enhancing overall

academic performance by providing students with opportunities for skill
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development, social integration, and a sense of belonging within the school

environment.

Educational institutions have responded to these findings by updating academic
calendars to include a variety of new co-curricular and extracurricular programs.
These programs are designed to foster a distinctive teaching and learning
environment that empowers students with more control over their education. By
offering diverse opportunities for engagement, schools aim to enhance student
development in multiple areas, including social skills, leadership, and academic

achievement.

Participation in ECAs appears to significantly reduce risky behaviors. Le (2013)
explores the impact of extracurricular activities on reducing engagement in risky
behaviors among adolescents. The findings highlight that participation in various
extracurricular activities significantly reduces the likelihood of engaging in risky
behaviors such as weekly drinking and marijuana use, with effects varying by the
type of activity, gender, and socio-economic status. This nuanced understanding
emphasizes the broader benefits of extracurricular involvement in fostering healthier
behavioral patterns among youth. This aligns with earlier findings from Borden,
Donnermeyer, and Scheer (2001) and Shilts (1991), which highlighted that ECAs are

associated with prosocial peer relationships and lower drug usage rates.

Research supports that participating in ECAs for a few hours per week is linked to a
significant reduction in drug use and other risky behaviors. According to the U.S.
Department of Health and Human Services (1996), spending one to four hours a
week in extracurricular activities reduces the likelihood of drug use by 49% and the
chance of becoming a teen parent by 37%. This indicates that ECAs provide a
protective environment that fosters positive development and prosocial behavior

among adolescents.

The body of research consistently demonstrates that involvement in extracurricular

activities offers numerous benefits for youth, including reduced engagement in risky
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behaviors, improved health and wellbeing, better academic performance, and the
development of essential life skills. These findings highlight the importance of
encouraging student participation in ECAs as a means of promoting positive youth

development and fostering a supportive and enriching educational environment.

2.17. Summary of the Literature Review

The literature reviewed herein provides a comprehensive examination of the
theoretical framework and the research studies discussing the effects of ECAs in
general and their effects on productive language skills and attitude towards foreign

language, English.

School engagement theory provides a theoretical framework for understanding how
language-oriented ECAs enhance students' language skills and attitudes toward
English. School engagement theory, developed by Finn (1989) and refined by
Fredricks et al. (2004), posits that student involvement consists of three interrelated
dimensions. Behavioral, emotional, and cognitive involvement are some of these

characteristics.

It has been shown that by offering interesting and dynamic learning opportunities,
language-oriented ECAs enhance behavioral engagement. According to Fredricks et
al. (2004), behavioral engagement is mostly dependent on participation in academic
tasks and activities. Because they are gamified and interactive, ECAs encourage
students to actively participate in and persevere through language learning activities,

fostering their sustained engagement with English language resources.

ECAs also encourage emotional engagement by creating a warm and enjoyable
learning environment. According to the paradigm of school engagement, students'
emotional engagement reflects their affective responses to their educational
experiences. According to study by Johnson et al. (2019), ECAs with motivating
components, such prizes and customized feedback, enhance students' positive
attitudes toward learning English. This emotional connection inspires students to

work hard and maintain motivation in developing their language abilities.
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Cognitive engagement, or the degree of students' mental effort and dedication to their
learning tasks, is another crucial component of the school engagement concept.
ECAs promote cognitive engagement by providing opportunities for problem-
solving, critical thinking, and active learning. By engaging in interactive language
exercises and simulations, students acquire the linguistic competencies and analytical

skills required for language acquisition (Fredricks et al., 2004).

The corpus of studies on English as language oriented ECA applications suggests
that these programs have a multifaceted impact on students' attitude towards English
and language proficiency. This review provides an overview of the effects of ECAs
on language learning and learners' perspectives by summarizing the findings of
several studies. Several studies demonstrate the positive effects of ECAs on students'
language skills. For instance, children exposed to language-oriented ECAs obtained
much more vocabulary and grasped grammar than students utilizing traditional
classroom approaches, according to a long-term study by Smith and Jones (2018). In
a similar vein, Johnson et al. (2019) discovered that interactive ECAs enhanced
listening and speaking skills. They credited digital learning environments' dynamic

and captivating qualities for these advancements.

Moreover, it has been found that ECAs positively impact students' attitudes toward
English. Students that were exposed to gamified language ECAs, according to
research by Brown (2017), demonstrated a stronger enthusiasm and passion for
learning the language and believed that learning English was more approachable and
enjoyable. This shift in mindset was attributed to the interactive components of
ECAs, which produced a friendly and stimulating learning environment.
Nonetheless, the research also acknowledges some of the challenges and
disadvantages associated with ECAs. Certain studies, such as Lee and Smith's
(2020), noted differences in the degrees of student engagement and proposed that the
effectiveness of ECAs could be influenced by learner preferences and instructional
design. There have also been worries raised over the potential impact of ECAs
replacing human interaction in language learning environments on the growth of

interpersonal communication abilities.
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All things considered, even though language-oriented ECAs show great promise for
improving students' language proficiency and encouraging favorable attitudes about
English, more study is necessary to resolve implementation issues and maximize
their efficacy. In order to optimize educational outcomes, future research should
investigate the best practices for incorporating ECAs into language curricula while

taking into account the varied needs and preferences of learners.
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CHAPTER 3

METHOD

This chapter attempts to provide information about the method of the study. The goal
of this chapter is to inform readers on the description of the research design,
participants of the study, data collection instruments, data collection procedures and
data analysis process in detail. Finally, this chapter concludes with a discussion of

limitations of the study.

3.1. Research Design

Experimental designs show to be invaluable in addressing evaluation questions
concerning the efficacy or influence of any improvements, innovations
or implementations in an educational context as it was targeted in this present study
(Gribbon & Herman, 1996). There are different types of experimental
designs however among them, Solomon’s four groups design comes to the forefront
with its advantages provided to the study and as it is the most powerful
approach (Leedy, 1993). A Solomon four-group design, known for its strong
control over internal validity threats, was chosen for this study (Holdnak et al.,
1990). This true experimental design aimed to investigate the impact of language-
oriented extracurricular activities (ECAs) on 7th-grade students' English
language skills. This design also deals with most of the internal and external validity
issues which are apparent in other experimental designs such as bias
that is something a standard (two-group) experimental design can control and pretest
sensitization that is something a standard (two-group) experimental design
cannot control. Normally, pretest sensitization is an external validity problem
in a way that the intervention effect differs from the study’s findings. As a result, this
causes an issue with generalizability and if the pretest affects the posttest result
only when the intervention is present, there would be an interaction between the

pretest and treatment (also known as pretest sensitization); however, as the first step,
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by calculating the effect of the pretest on the outcome of the posttest in the presence
of the intervention and secondly, by calculating the effect of the pretest
on the outcome of the posttest in the absence of the intervention and finally by
comparing the results of step 1 and step 2, this can be controlled. It can be asserted
that there is an interaction between the pretest and treatment if there is a difference
between these two quantities, indicating that the pretest's effect is altered when
the intervention is present (Navarro et al., 2018). It provides statistical power and the
results obtained from the study using this design are easy to generalize back to
the population. However, some disadvantages regarding using Solomon four groups
design exist, as well. As argued by Cohen et al. (2017), generally it is not feasible
to conduct true experimental research which requires random assignment of
students to experimental and control groups in an educational institution because
the classes or schools of students cannot always be suitable to be changed. It
requires a considerable amount of time, energy, materials, resources, work and
effort on the part of the researcher (Fraenkel & Wallen, 2008). Besides, because
it permits multiple comparisons, which is thought to make it more complex
than other designs, researchers steer clear of it. And finally, there seems
to be uncertainty over the best statistical approach to take with the design.
According to Kerlinger and Lee (2000), one of the main issues with the
Solomon Four Group Design is to figure out the overall statistical
strategy that will take into account the data from all four groups.
Therefore, such factors and complexities prevent this design from
being a common method of research. With this present study,

these complexities were surmounted with great efforts by taking its advantages into

consideration.
Table 3. 1. Solomon Four-Group Design
Experimental group A R 0) X O
Control group C R O O
Experimental group B R X O
Control group D R O
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As illustrated in Table 3. I, participants were randomly assigned to one of four
groups: two experimental groups received the ECA intervention (marked with "X")
and two control groups did not. One experimental and one control group completed
a pretest (marked with "O") before the intervention, allowing for the assessment of
any pretesting effects. Following the intervention, all groups completed a post-test.

By comparing post-test results across groups, the Solomon four-group design allows
researchers to isolate the effects of the intervention and any potential influence of the

pretest itself.

After the treatment phase, all groups underwent a post-test. Comparing the post-test
results of Group A and Group B helps determine the impact of the pretest on the
intervention. If there’s a difference in post-test results between these two groups, it
suggests that the pretest influenced the intervention. In such cases, the experiment
may be flawed. Another comparison is made between the post-test results of Group B
(treatment group) and Group D (control group). This comparison assesses whether
the act of pretesting itself affects the results. If the difference in post-test results
between Group B and Group D differs from the difference between Group A and

Group C, it indicates that the pretest had an impact on the results.
In summary, analyzing post-test differences between specific groups helps evaluate

the role of pretesting in the study. Researchers use these comparisons to understand

the effects of pretesting on experimental outcomes.
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3.2.  Participants

This study involved 80 voluntary 7th-grade students (aged 13-14) attending a public
school in a low-income suburb of Mamak, Ankara.Due to practical constraints, this
study employed a convenience sampling approach. Collecting data from the entire
target population of all public middle school students in Tiirkiye was not feasible.
Instead, the accessible population became the 7th grade students attending a state

middle school located in Mamak, Ankara.

While acknowledging the limitations of convenience sampling, the researcher, who
was responsible for organizing the ECAs, data collection, and overall study
management, opted for this approach to ensure a more practical and controlled data
collection process. Furthermore, familiarity with the students and school principal

facilitated smoother data collection.

It's important to note that student selection focused on two key criteria:

e English Language Teacher: All participants had the same English Language
Teacher throughout the academic year to ensure consistency in baseline

English language exposure.

e No Additional English Courses: Students were excluded if they were
receiving any additional English language instruction beyond the ECAs
(Extra Curricular Activities) offered in this study. This ensured that any

observed effects could be attributed to the ECAs

The study design involves four groups: two control and two experimental groups.
Following the announcement made to the students, a voluntary participation form
was distributed to all 7th-grade students. Due to the differing times at which students
submitted these forms, participants were assigned to one of four groups (two control,
two experimental) using a systematic sampling method. Students were ordered based
on the date and time they submitted their application forms. Every fourth student was
then assigned to the same group, ensuring a systematic distribution of participants
across the groups. This method helped to minimize selection bias while maintaining
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a representative sample. Students who have prior knowledge or experience related to
the research topic may be more likely to participate, which could potentially limit the
diversity of perspectives. Students who are more motivated or interested in the
research may also have a higher likelihood of participation, which could lead to
sample bias. To prevent this, all students should have access to information about the
research, including its purpose, benefits, and potential risks. Initially, each group
comprised 25 students. However, due to the academic semester ending, some
students could not participate in post-testing and attitude scales. The final analysis

included quantitative data from a total of 80 participants (20 in each group).

The study included 80 seventh-graders (all age 12) equally assigned to two
experimental and two control groups (Table 3. 2). The majority of participants
(82.5%) reported their mothers as housewives, with the remaining mothers employed
as workers (13.8%) or in other occupations (3.7%). Similarly, most fathers (57.5%)
were workers, followed by tradespeople (20.0%) and office workers (6.3%). None of
the participants reported receiving supplementary language courses outside of
school. Nearly all students (96.3%) spoke only one language at home, with a small
percentage (3.8%) speaking two languages.

Table 3. 2. Demographics and Characteristics of Participants

Variable n %
Groups
Experimental A 20 25
Experimental B 20 25
Control C 20 25
Control D 20 25

Mother's Education Level
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Table 3. 2. Demographics and Characteristics of Participants

Primary School 29 36.3
Secondary School 32 40.0
High school 15 18.8
Undergraduate 4 5.0
Graduate 0 0

Father's Education Level

Primary School 22 27.5
Secondary School 21 26.3
High school 31 38.8
Undergraduate 6 7.5
Graduate 0 0

Mother’s Occupation

Housewife 66 82.5
Worker 11 13.8
Officer 1 1.3
Others 2 2.5

Father’s Occupation

Worker 46 57.5
Officer 5 6.3

Tradesperson 16 20.0
Others 13 16.3

Supplementary Language Courses
Yes 0 0
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Table 3. 2. Demographics and Characteristics of Participants

No 80 100

Languages spoken at home
1 77 96.3
2 3 3.8

These students came from families facing various social and economic challenges,
with limited access to additional English language support beyond the regular
curriculum. Notably, very few families in this school have completed secondary or
higher education. Additionally, it is unsurprising that many parents cannot speak
English, and some even struggle with reading and writing in their native language,
Turkish. Given this context, the students lack additional English language support
beyond what they receive in the regular public-school curriculum, which is
developed by the Ministry of National Education (MoNE). The research aims to
explore the impact of language-based extracurricular activities (ECAs) on

predetermined variables.

3.3. Data Collection Instruments

In the context of this study, several data collection instruments were employed.
These instruments served to gather information related to students’ language skills,
attitudes, and opinions about English. Readiness test on writing skills and readiness
test on speaking skills were administered. These tests assessed students’ readiness
and foundational abilities in these language domains. Similarly, achievement test on
writing skills and achievement test on speaking skills were conducted. These tests
gauged students’ performance and progress in writing and speaking.An attitude scale
developed by Ok and Kaya (2022) was used to explore students’ attitudes towards

English and language learning. The scale was administered in Turkish. Readiness
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and achievement tests for speaking and writing were prepared and administered in
English. These language-specific assessments aimed to evaluate students’ language

proficiency.

In summary, this comprehensive set of data collection instruments enabled a
thorough examination of language skills and attitudesamong the study participants.
Each instrument contributed valuable insights to the research. Detailed explanations

for each of these data collection instruments are provided in separate sections below.

3.3.1. Demographic Information Form

An anonymous demographic information form was developed by the researcher to
collect data about participants' backgrounds. This form, administered as a paper
survey, sought information about the participants' parents' educational attainment and
occupations, the number of languages spoken daily at home, and any additional
language courses attended outside of school. Participants completed the form after

providing informed consent to ensure anonymity of their responses.

3.3.2. Attitude Scale

This study employed a previously developed (Ok & Kaya, 2022) attitude scale to
measure student attitudes towards English as a foreign language (See Appendix D).
The scale assesses two factors: "The value attached to English" and "the desire to
learn English." The original development process involved exploratory factor
analysis (EFA) and reliability testing with middle school students in Tiirkiye,

demonstrating its suitability for the target population in this study.

Ok and Kaya developed an attitude scale to measure the importance placed on
English among middle school students. They reviewed relevant literature and
instruments (Bas, 2012; Erdem, 2007; Gomleksiz, 2003; Hilliard, 2015; Kazazoglu,
2013), selecting questions that were then approved by experts in assessment and

English language teaching. In this study, because the sample size is too small to run

96



factor analysis, their exploratory factor analysis results were mentioned. They
performed an exploratory factor analysis (EFA) twice. The first EFA, conducted with
146 middle school students, led to the removal of one item that didn't load on any
factor. The revised scale with 14 items was tested again with 153 students. Statistical
checks, including sample adequacy and reliability, were conducted. The internal
consistency of the factors was high, with Cronbach's alpha values of .92 for the first
factor ("the value attached to English") and .87 for the second factor ("the desire to
learn English"). The final scale, consisting of 14 items and two factors, was found to
be reliable and suitable for measuring language attitudes among middle school
students. Therefore, this attitude scale developed by Ok and Kaya (2022) for middle
school students was utilized for this study whose target is also the students who are
studying in a middle school. To confirm the scale's reliability in the context of this
research, a pilot test was conducted with 34 students from a neighboring school with
similar demographics. The Cronbach's Alpha coefficient obtained (o = .87) indicated
an acceptable level of reliability for this study. In Table 3. 3, which items were

loaded on which factor are presented.

Table 3. 3. Attitude Scale Items and Corresponding Factors.

Items value desire to
attached to learn
English English
1.English is common language enabling everyone in the world X
to understand each other.
2. I am not interested in learning English X
3.English is a language that I will benefit throughout my life. X
4. I want to improve my English as much as possible. X
5. It doesn’t matter if [ don’t learn English. X
6. English is a language that I will need throughout my life. X
7. English is an unnecessary foreign language. X
8. I want to learn English so much. X
9. It is a waste of time to strive for learning English. X
10. I want to take more courses to improve my English. X
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11.English is an important foreign language. X

12. It is worthwhile for me to strive for learning English. X
13. English is a language that I will not use anywhere X
throughout my life.

14. 1 think, learning English will help me find a better job in X
the future.

3.3.3. Readiness Tests

To assess the proficiency of 7th-grade students in mastering the sixth-grade

curriculum, the researcher developed a speaking and writing readiness test. The fifth-

grade curriculum includes relatively few objectives related to writing skills, while the

sixth-grade curriculum, particularly following Unit 5, encompasses a greater number

of such objectives as seen in Table 3. 4. Based on the speaking and writing skill

objectives outlined in the sixth-grade English language curriculum, an initial set of

36 speaking questions and 15 writing questions was formulated. Following

consultations with experts, feedback from teachers, and the results of a pilot study,

the number of questions in the speaking readiness test was subsequently reduced to

10 (see Appendix I), while the writing readiness test was condensed to 5 items (see

Appendix J).

Table 3. 4. Grade English Language Program Objectives

Units

Skills

Objectives

Spoken Interaction

Spoken Production

Students will be able to talk about repeated actions.
Students will be able to use a series of phrases and simple expressions

to express their repeated actions.

2 Spoken Interaction | Students will be able to ask people about their food preferences.
Spoken Production | Students will be able to express their opinions about the food they like
and don’t like.
3 Spoken Interaction | Students will be able to ask people questions about what they are doing

Spoken Production

at the moment.
Students will be able to ask people to compare things.

Students will be able to describe people doing different actions.
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Table 3. 4. Grade English Language Program Objectives

Units | Skills Objectives
Students will be able to make comparisons between two things.

4 Spoken Interaction | Students will be able to ask people about the weather
Spoken Production | Students will be able to talk about the weather and their emotions in a

simple way.

5 Spoken Interaction | Students will be able to talk about and express the feelings and personal
Spoken Production | opinions about places and things.

Students will be able to use various simple expressions to state the
feelings and personal opinions about places and things.

6 Spoken Interaction | Students will be able to talk about occupations.

Spoken Production | Students will be able to ask about their favorite activities.

Writing Students will be able to state the dates.
Students will be able to produce a piece of writing about occupations
and the dates.

7 Spoken Interaction | Students will be able to ask about their hobbies.

Spoken Production | Students will be able to state the dates.
Writing Students will be able to produce a piece of writing about occupations
and the dates.

8 Spoken Interaction | Students will be able to talk about the locations of people and things.
Spoken Production | Students will be able to talk about past events with definite time.
Writing Students will be able to describe the locations of people and things.

Students will be able to describe past events with definite time.
Students will be able to write about past events with definite time.
Students will be able to write about the locations of people and things

9 Spoken Interaction | Students will be able to give each other suggestions about the
Spoken Production | protection of the environment.

Writing Students will be able to talk to people about the protection of the
environment.
Students will be able to write simple pieces about the protection of the
environment.

10 Spoken Interaction | Students will be able to talk about the stages of classroom president

Spoken Production

Writing

polls.

Students will be able to give short descriptions of past and present
events.

Students will be able to talk about the concept of democracy.

Students will be able to write simple pieces about concepts related to
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Table 3. 4. Grade English Language Program Objectives

Units | Skills Objectives

democracy.

Administering these tests revealed the need for some students to strengthen their
foundational knowledge during the 10-week ECA implementation. To address this,
the researcher used the information gathered from readiness tests to reinforce and

retained key concepts from the 6th-grade curriculum during the ECAs.

3.3.4. Achievement Tests

To assess the impact of the 10-week OECAs on students' speaking and writing skills,
two separate achievement tests were developed. A table of specifications, outlining
the specific skills targeted by the ECAs, guided the construction of pre- and post-
tests. These tests including open ended questions, measured students' productive
language abilities. Further details on the development and pilot testing of these

assessments are provided in subsequent sections.

3.34.1. Achievement Test to Measure 7™ Graders’ Speaking SKills

The questions were developed in alignment with the specific objectives established
by the researchers as a result of readiness tests as well as the objectives in the 7 and
8" grade language curriculum, and visual aids sourced from various websites were
incorporated to facilitate students' comprehension. A total of ten objectives, as
outlined in Table 3. 5, were selected, with a minimum of three questions formulated
for each objective. Consequently, 35 questions were designed based on Bloom's
Taxonomy of Educational Objectives. Given the students' prior learning experiences
(Bloom, Englehart, Furst, Hill, & Krathwohl, 1956, cited in Seddon, 1978), their
developmental stage, and the characteristics of speaking skills, the questions were
primarily constructed at the application level. However, it was not feasible to
develop questions targeting the levels of knowledge, application, analysis, synthesis,
and evaluation.
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A pilot test was conducted with 10 students from a neighboring school, which
provided valuable insights into the clarity, length, and difficulty level of the
questions. Revisions were made based on this pilot, focusing on refining question
wording to enhance clarity and making adjustments to ensure that the length of the
test was appropriate for maintaining student engagement. Expert feedback was
sought from university professors and English language teachers to ensure the
content validity of the tests. Specific suggestions included adding more questions
related to real-life contexts, providing more explicit instructions, reducing the length
of some questions. To ensure consistent scoring, an assessment rubric was developed
and pilot-tested with two raters. Inter-rater reliability was assessed using interclass
correlation coefficient, resulting in a .87 indicating good reliability (McGraw &

Wong, 1996).

The initial test, which comprised of 35 questions, was reduced to 10 after the pilot
revealed that a more concise format was necessary to prevent student fatigue and
maintain focus. Alongside the finalized set of questions, an assessment rubric was
developed to provide a structured and objective means of scoring the students'
speaking performances. This rubric, detailed in Appendix G, was designed to assess
various dimensions of speaking proficiency, including fluency, coherence,

pronunciation, and the effective use of language structures.

Table 3. 5. Table of Specification for the Speaking Achievement Test

=
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Ask the price, size, color and form of payment 5 5
1 - - - -
while shopping.
2. Describe an animal with at least 4 sentences. - - 1 - - - 1
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Table 3. 5. Table of Specification for the Speaking Achievement Test

Objectives

Comprehension

Knowledge
Application
Analysis
Synthesis
Evaluation

Sum

3- Tell the necessary ingredients for favorite

4. meal

Gives simple, short and well organized

directions when somebody asks an address

Ask and answer questions for gathering

information about a holiday plan.

7. Talk about a topic extemporarily. - - 1 - - - 1

Tell a story under the condition of given

situation.
Ask and answer questions about people’s or
animals’ appearances and personalities.

Talk about daily topics such as hobbies,
10. sports, news, interests, illnesses, funny - - 1 - - - 1

moments etc.

Sum 10

3.3.4.2. Achievement Tests to Measure 7" Grade Students’ Writing Skills

The writing test was designed by the researcher to evaluate the writing skills
of 7th-grade students. This test was constructed following standard
procedures  similar to those employed in the development of
speaking skills assessments. To ensure content validity, expert and teacher
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feedback was sought throughout the test development process. Face
validity was established by assessing the clarity and comprehensibility
of the questions with five 7th-grade students from a comparable public school
in the vicinity of the research site. An assessment rubric was also developed to
evaluate students' responses and measure their proficiency in writing (see Appendix

H).

For this writing test, ten specific objectives were identified as a result of
readiness tests results as well as including objectives from 7" and 8™ grade
language curriculum, as outlined in Table 3. 6. Students were required to
compose a few sentences in response to the questions. These questions
were designed at the application level, as it was not feasible to develop
questions  targeting the knowledge, comprehension, analysis, synthesis,
and evaluation levels due to the students' prior learning experiences and
developmental stages (Bloom, Englehart, Furst, Hill, & Krathwohl, 1956, cited in
Seddon, 1978).

The content validity of the writing test was further ensured through consultation
with experts, including two associate professors and one professor from
the Curriculum and Instruction Department, as well as three English
language teachers working in public middle schools, and a doctoral student
from the English Language Teaching Department. Based on the feedback
received from these experts, the test items were revised, and necessary
adjustments were made. In terms of item readability, comprehensibility,
and clarity, the insights of three English language teachers teaching 7th
graders and five 7th-grade students were also considered. As a
result, certain wordings that posed comprehension difficulties for students were

modified.

Finally, a pilot test was conducted with 27 7th-grade students to identify the
questions that were effective. Based on the results of this pilot study, the final

version of the writing achievement test consisted of 10 questions.
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Table 3. 6. Table of Specification for the Writing Achievement Test

Objectives

Knowledge

Comprehension

Application

Analysis

Synthesis

Evaluation

Sum

Write a 6-line dialogue between a customer
and a shop assistant, using at least 3 shopping-
related vocabulary items (e.g., price, color,
payment) and asking/answering questions
about product details and refund policy with

85% accuracy.

Write a 5-sentence holiday plan, using future
tense and travel-related vocabulary to describe
transportation, destination, companions, and

activities, with 80% grammatical accuracy.

Write 6 sentences describing Fox’s daily
routine for each day of the week, using present
simple tense and accurate time-related

expressions.

Write a 5-step process for baking a cake using
sequence words (first, second, next, then,

finally) with 85% accuracy.

Write a short story consisting of at least 3
sentences, correctly using the provided
vocabulary to describe the setting, characters,

and plot, with 80% accuracy.

Give correct directions in at least 2 imperative
sentences to guide Ali to different locations,
using directional phrases (e.g., turn left, go

straight) with 90% accuracy.
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Table 3. 6. Table of Specification for the Writing Achievement Test

Objectives

Knowledge
Comprehension
Application
Analysis
Synthesis
Evaluation
Sum

Write at least 4 grammatically correct
sentences about a chosen topic (e.g., animals,
personality, cooking, or TV series),
incorporating at least 3 relevant vocabulary
words and using proper sentence structure with

80% accuracy.

Write 3 comparative sentences using the
information provided, applying the correct
comparative structures (e.g., more punctual,

lazier) with 85% accuracy.

Write a S-sentence letter accepting or
declining an invitation, following the provided
template, using correct formal expressions and

proper sentence structure with 85% accuracy.

Write 3 sentences describing the color, shape,
o and material of the item in the picture, using . |
" appropriate descriptive vocabulary with 90%

accuracy.

Sum

3.3.5. Rubrics for Scoring Speaking and Writing Achievement Tests

3.3.5.1. Speaking Test Rubric

When using the speaking test rubric (see Appendix L), each student’s response to the
questions were assesed based on the six criteria (e.g., understanding the question,

grammatical accuracy, and pronunciation). The score ranges from 0 (no
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comprehensible answer) to 10 (fully correct answer without grammatical or
pronunciation errors) for each question. Major and minor mistakes were distinguised
based on some criteria. For examle, if students failed to understand or answer the
question appropriately, produce only single words or fragmented responses instead
of full sentences or frequent grammatical errors (e.g., incorrect tense usage) and
severe pronunciation issues that affect comprehensibility), these mistakes fell in the
lower scoring range (0-4 points). If students made slight grammatical errors (e.g.,
articles, prepositions) or mispronunciations that don’t hinder overall understanding,
aswered in full sentences with occasional hesitations or slight doubts, these were
typically scored in the middle to higher range (6-8 points). If students showed full
comprehension and response to the question in grammactically correct, fluent, and
well-pronounced sentences, they got 10. In the following figures 3.2. and 3.4., the
two different participant students’ response to the post-speaking achievement test are
displayed. The way how these papers were scored is indicated in the assessment
rubrics in Figure 3.3. and 3.5. below them. The speaking rubric explicitly outlines the
criteria and points allocated to each questions separately to ensure the clarity for the

other scorer and to avoid any ambiguity in the evaluation process.

Figure 3. 2. Participant C21 Post-Achievement Speaking Test Responses
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Figure 3. 4. Participant B1 Post-Achievement Speaking Test Responses
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Figure 3. 5. Participant B1 Speaking Assessment Rubric
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3.3.5.2. Writing Test Rubric

The writing test rubric (see Appendix M) evaluates students based on specific
writing tasks, such as dialogues, holiday plans, and short stories. Scoring ranges from
0 (no answer) to 10 (well-structured, grammatically correct, and comprehensible
response). Major and minor mistakes were distinguised based on some criteria. For
examle, if students’ answers were lack of meaningful content or coherence, had
multiple grammatical errors, misspelling, or incorrect sentence structures that make
the text hard to understand, these mistakes were resulted in scores between 0-4.
However, a response that adresses the question fully but has a few non-critical
mistakes such as occasional spelling mistakes, slight grammatical issues (subject-
verb agreement) or awkward sentence constructions that still allow the text to be
comprehensible would score between 6-8. Finally, the text that fully meet the task
requirements, are grammatically sound, have correct spelling, and display coherent
sentence structures receive 10. In the following figure 3.6, the same student’s
response to both the pre-writing achievement test and post-writing achievement test
are displayed. The way how these papers were scored is indicated in the scoring
rubric below them (Figure 3.7.). The writing rubric explicitly outlines the criteria and
points allocated to each questions separately to ensure the clarity for the other scorer

and to avoid any ambiguity in the evaluation process.

Figure 3. 6. Sample Pre-test(on left) and Post-test Paper of a Student in EG A
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Figure 3. 6. Sample Pre-test(on left) and Post-test Paper of a Student in EG A
(Continued)
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Figure 3. 6. Sample Pre-test(on left) and Post-test Paper of a Student in EG A
(Continued)

Figure 3. 7. Assessment Rubric for Participant A15’s Pre-Writing Achievement Test
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Figure 3. 8. Assessment Rubric for Participant A15’°s Post-Writing Achievement

Test

3.4. Data Collection Procedures

Data for this study were collected from the 7th graders through
a series of instruments and following ethical protocols.  After
obtaining written consent from the attitude scale developers (see Appendix F)
and approval from the Human Research Ethical Committee (HREC) at
Middle East Technical University, Ankara, Tiirkiye (see Appendix A),
official  permission = was  sought from the  Ankara  Provincial
National Education Directorate (see Appendix E). Informed consent
was obtained from participant students and their parents, explaining
their right to withdraw at any moment and skip questions (see
Appendix B and Appendix C). Strict measures were taken to ensure
data anonymity and confidentiality by replacing personally identifiable

information with unique identifiers. Only the researcher had access to the data. Data
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collection commenced on April 10th, 2023, and followed the schedule outlined in

Table 3. 7.

Table 3. 7. Data Collection Procedure

Data Collection Instruments March April May June
Attitude Scale (Before) l
Readiness Tests l

Pre-Achievement Tests
Experiment
Post-Achievement Test

Attitude Scale (After)

The data collection process involved administering various instruments
at designated points. As seen in Figure 3. 9, the first measurement
consisted of separate speaking and writing readiness tests given to all four
groups to assess their baseline language skills. Next, the attitude
scale was administered to all groups to reveal their initial attitudes towards
English. Pre-achievement  tests  were  administered only to  one
experimental group and one control group to avoid potential
pretest  sensitization  effects.  Students in  these groups completed
achievement tests for both speaking and writing skills before the 10-week
language-oriented ECA intervention. Following the intervention,
post-achievement tests were administered to all four groups to assess
their progress in speaking and writing skills. The speaking achievement
test required individual administration due to the nature of the
assessment, while the writing achievement test could be administered
to each group -collectively. With informed consent, a tape recorder was
used during both speaking readiness and achievement tests to

capture student responses for evaluation purposes.
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Random Assignment

Experimental A Experimental B
-

{

Readiness Readiness Readiness Readiness
Speaking-Writing Speaking-Writing Speaking-Writing Speaking-Writing
test test test test
N S
Attitude Scale Attitude Scale Attitude Scale Attitude Scale
Pre Pre-
Speaking-Writing Speaking-Writing
Achievement Test Achievement Test
Experiment Experiment
(10 Week ECAs) (10 Week ECAs)
Post Post Post Post
Speaking-Writing Speaking-Writing Speaking-Writing Speaking-Writing
Achievement Test Achievement Test Achievement Test Achievement Test

Attitude Scale Attitude Scale Attitude Scale Attitude Scale

Figure 3. 9. Flowchart of the Data Collection Process.

After the intervention, the attitude scale was administered again to all four groups to
determine if the ECAs influenced their attitudes towards English learning. While
administering the attitude scale, the researcher noted that students had difficulty
expressing themselves in detail, even in their native Turkish language. This raised
concerns about whether students fully comprehended the items in the attitude scale.
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To address this limitation and improve the assessment of student attitude, cognitive
interviews were conducted with a small sample of participants to explore their

understanding of the scale items.

3.5. Description of the Variables

This section describes the development and implementation of foreign language-
oriented ECAs designed to improve students' productive English language skills and
cultivate positive attitudes towards learning English. The ECAs were planned to
complement the existing 7th-grade national English language curriculum and the

broader middle school English language program.

Operationalization of Variables

Independent Variable:
e The Participation in Language-Oriented ECAs: Students were assigned to
either an experimental group participating in the ECAs or a control group not

participating in the ECAs.

Dependent Variables:
e Speaking Skills: Speaking skills were measured using pre- and post-

achievement tests designed to assess students' abilities in speaking.

e Writing Skills: Writing skills were measured using pre- and post-achievement

tests designed to assess students' abilities in writing.

e Attitudes: Students' attitudes towards English were measured using a pre- and

post-administration of an attitude scale.

Language-Oriented ECA Development

The practices in this study were designed by the researcher, taking into consideration
instructional design elements and aligning with the recommendations from

the literature and research on language-oriented extracurricular activities.
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For instance, Reva (2012) highlighted that offering diverse activities and various
tasks within each ECA can address students' different needs and interests, thereby
increasing their participation and engagement in the lesson, ultimately boosting
their motivation. Reva (2012) also suggested that activities should be both
challenging—pushing students beyond their current capabilities—and enjoyable,
allowing them to experience a sense of accomplishment. In this study,
these principles were meticulously considered in the preparation of the activities.
Prior to planning the ECAs, a table of specifications was created to identify
student needs and interests related to English language learning. The draft ECA
plans were reviewed by four experienced English language teachers with
expertise in extracurricular activities. Three of the ECAs were piloted with a
group of students from a previous year who had transitioned to a new school
within the same neighborhood. Observations from the pilot study informed
adjustments to the timing, activities, and content of the ECAs to better suit the
target population. The final ECAs incorporated a variety of activities such as
role-plays, karaoke, drama, hands-on activities, discussions, and presentations.
The specific activities and themes within each ECA were designed to align
with the learning objectives and to promote student interaction with the
content. Each ECAs plan are presented in Appendix O. The ECAs focused
on speaking and writing skills through activities like drama, role-playing,
story writing, and singing. Students participated in these club activities for
ten weeks, receiveing progress reports and certificates for their outstanding
work. How instructional design elements were applid throughout the ECAs and
learning objectives with SMART (Doran, 1981) criteria were presented in the

following.

Week 1: Role Play at a Shopping Mall
Learning Objectives:
o By the end of this 100-minute session, students will be able to engage
in a 3-minute role-play, accurately using at least 10 shopping-related
vocabulary items, and asking/answering questions about prices,

preferences, and payment methods.
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Content Selection:

o

O

Vocabulary focused on shopping (e.g., price, size, color, payment
methods).
Real-life dialogues and multimedia (YouTube video on shopping in
English).

Role-play scripts based on common scenarios at a shopping mall.

Organization:

o

Warm-up activity (Chinese Whisper) introduces key vocabulary and
gets students speaking.

Structured progression from video observation to guided role play,
building confidence step-by-step.

Students work in pairs and groups to practice and perform dialogues,

following teacher modeling.

Measurement and Evaluation:

o

Peer evaluation during role play using a rubric (assessing accuracy of
vocabulary use, fluency, and pronunciation).
Teacher observation and feedback on written dialogues and

performances.

Week 2: Karaoke — “What Does the Fox Say?”

Learning Objectives:

o

By the end of the 90-minute session, students will form sentences
using the simple present tense with 80% accuracy while singing along

to a song and writing a short lyric for a group activity.

Content Selection:

o

o

o

Familiar pop culture reference (“What Does the Fox Say?”) to engage
students.
Scrambled lyrics to reinforce sentence structure and word order.

Dictation game to strengthen listening and memorization.

Organization:

O

o

Introduction and set-up of the classroom.

Pair work during dictation game promotes teamwork.
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o The lesson alternates between listening, singing, and writing activities
to maintain student engagement.
Measurement and Evaluation:
o Teacher evaluates accuracy during dictation (students check twice
with the teacher for accuracy).
o Group songwriting activity provides a summative assessment of

vocabulary usage and sentence formation.

Week 3-4: Time to Cook in the Kitchen
Learning Objectives:

o By the end of the second week (135 minutes total),
students will accurately describe the steps to
make a potato salad wusing at least five cooking
verbs and sequence words (first, then, next) during a group
presentation.

Content Selection:

o Kitchen tools, vegetables, and relevant vocabulary (boil, chop, peel,
mix).

o Real-world application: making a salad provides practical language
use.

Organization:

o Week 3 focuses on introducing vocabulary and hands-on practice in
groups.

o Week 4 involves poster preparation and group presentations,
reinforcing both written and spoken skills.

o Kinesthetic learning through cooking and poster creation enhances
memory retention.

Measurement and Evaluation:

o Teacher observation during cooking activities to assess accurate use
of vocabulary and sequence words.

o Group presentations graded on clarity of recipe description and

teamwork.
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Week 5: Hanging Around in the City

Learning Objectives:

o

By the end of this 90-minute session, students will be able to give
accurate directions to a classmate using at least 5 directional phrases
(e.g., turn left, go straight) to guide them through a city map they
designed.

Content Selection:

o

O

Vocabulary related to buildings and directions.
Use of toy blocks, cars, and maps to provide a tangible, hands-on

experience for practicing direction-giving.

Organization:

o

Introduction of vocabulary through visuals (building blocks and toy
cars).

Pair work to design and label city layouts.

Group activity to navigate the city using toy cars, mimicking real-life

scenarios.

Measurement and Evaluation:

o

Formative assessment through pair work (accuracy in labeling
buildings and giving directions).
Final map-based activity where students take turns giving directions

serves as the summative assessment.

Week 6: Travel Club

Learning Objectives:

o

By the end of this 90-minute session, students will collaboratively
create a holiday plan using future tense and budget-related vocabulary
with 80% accuracy, and present their plan to the class within 10

minutes.

Content Selection:

O

Vocabulary related to holiday planning (e.g., accommodation,

cuisine).
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o Brochures and templates for students to analyze and create travel
plans.
Organization:
o Initial discussion on holiday destinations, followed by group work on
planning a trip with a pre-assigned budget.
o Use of maps and brochures to introduce vocabulary and provide real-
world context.
Measurement and Evaluation:
o Group presentations on travel plans allow for assessment of
vocabulary use and grammar (future tense).
o Peer voting on the best travel plan offers an alternative form of

evaluation.

Week 7: Discussion on Environment
Learning Objectives:

o By the end of this 100-minute session, students will be able to identify
at least three environmental problems and propose solutions using
"should/should not" in a group discussion, demonstrating accurate use
of vocabulary from environmental texts.

Content Selection:

o Passages on air pollution, deforestation, and endangered species.

o Outdoor activities for object identification (leaves, rocks) to stimulate
discussion.

Organization:

o The session begins with outdoor object collection to engage students
in observation.

o The lesson transitions to reading stations where students skim

environmental texts, followed by group problem-solving.

Measurement and Evaluation:
o Summative assessment during group discussions on environmental

problems.
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O

Teacher observes the use of problem-solving vocabulary and

grammatical structures.

Week 8: Spooky Roll a Story

Learning Objectives:

o

By the end of this 90-minute session, students will write a spooky
story of at least 10 sentences using simple past tense with 85%

accuracy and present their story to the class.

Content Selection:

o

o

Storytelling elements: setting, place, character, and problem.
Dice-based prompts to randomly generate story components
(Appendix A).

Picture-based story handouts to help with sequencing and sentence

structure.

Organization:

Story creation using dice rolls, where students take turns rolling the
dice to generate story elements (setting, characters, etc.). Students
collaborate in groups to write a spooky story.

Students write a picture-based story in groups, using the sequence of
images as a guide. Each group presents their story to the class.

This lesson encourages creativity through gamified storytelling and

collaborative writing.

Measurement and Evaluation:

o

Formative: Teacher circulates and monitors group discussions during
the dice activity to ensure accurate use of the simple past tense.
Summative: Each group's final written story is evaluated for grammar
(tense accuracy), sentence structure, and creativity.

Presentation: Students' oral presentation is assessed for fluency,

clarity, and teamwork during storytelling.
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Week 9: Drama — The Enormous Elephant

Learning Objectives:
o By the end of this 90-minute session, students will be able to write at
least 3 sentences per picture using the correct vocabulary from the
story "The Enormous Elephant" with 80% accuracy, and perform the

story through actions and gestures.

Content Selection:
o A pre-selected story, "The Enormous Elephant," with a focus on
vocabulary related to animals, actions, and storytelling.
o Visual aids (story pictures) and fill-in-the-blank worksheets for

guided writing (Appendix C and D).

Organization:

o Teacher introduces the story by modeling actions that correspond to
key words, and students follow along.

o Students practice actions while learning new vocabulary. They then
work in pairs to sequence the story's pictures and write sentences for
each image.

o Students fill in the missing action words on the worksheet, compare
their sentences, and perform the story using actions and gestures in

front of the class.

Measurement and Evaluation:

o Formative: Teacher evaluates during pair work as students write
sentences and compare their written descriptions of the story’s
images.

o Summative: The final performance is assessed based on the use of
vocabulary, fluency in action-based storytelling, and collaboration.

o Written Task: The sentence-writing task is graded for grammatical

accuracy and vocabulary usage.
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Week 10: Yearbook Activity

Learning Objectives:

o By the end of this 90-minute session, students will
write a description of at least 5 sentences about a
famous person’s appearance and personality using appropriate
adjectives, and actively participate in a group discussion about their
yearbook entries.

Content Selection:

o Yearbook as a familiar medium for personal description.

o Visual prompts: photos of famous people for students to describe.

o Toy-based game (Criminal Hunt) to reinforce descriptive vocabulary
related to appearance and personality.

Organization:

o Teacher shows personal yearbooks and discusses the importance of
yearbooks, then divides students into groups to start the yearbook
preparation.

o In groups, students rotate photos of famous people, each adding a
descriptive sentence (appearance, personality) to the yearbook.

o The "Guess Who" activity, where students describe a person based on
the yearbook entries and others guess their identity.

o The "Criminal Hunt" game, where students use descriptive
vocabulary to identify criminals based on physical and personality
traits.

o Group discussion on their final selections for the '"criminals,"
fostering collaboration and critical thinking.

)

Measurement and Evaluation:

o Formative: Teacher observes group discussions and descriptive
writing throughout the yearbook activity.

o Summative: Written descriptions of famous people are graded for use

of adjectives and sentence structure.
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o Oral Task: Group discussions and presentations are assessed for
fluency, use of vocabulary, and participation in the "Guess Who" and

"Criminal Hunt" activities.

Each week’s objectives are designed to be specific, measurable, attainable, relevant,
and time-bound (SMART) (Doran, 1981), ensuring a clear focus on what students
should achieve by the end of each session. This structured approach also highlights
how content is selected and organized, and how learning is evaluated through both

formative and summative assessments.

3.6. Data Analysis

SPSS software was wused to perform descriptive statistics and inferential
tests. An initial data screening assessed the data's suitability for analysis.
Following this, descriptive statistics (means, standard deviations, and
frequency distributions) were calculated to describe the characteristics of

the data on the readiness tests, achievement tests, and attitude scales across the

groups.

The original plan was to utilize ANOVA for quantitative data analysis due
to the study's objectives. However, upon checking the assumptions for
parametric tests, it was determined that the data violated normality and
homogeneity of variance assumptions. Therefore, non-parametric tests,
specifically the Mann-Whitney U test and Wilcoxon signed-rank test,
were employed as they are more robust to these violations. Since the
literature has suggested that non-parametric approaches can be used
when interval or ratio data do not meet the requirements of parametric processes

(Forshaw, 2008).

To determine if there is a significant difference between two independent
samples, the Mann-Whitney U Test is wused (Forshaw, 2008). Because

of this, the experimental and control groups' pre- and post-test productive
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language skills scores and their attitude toward English were compared
using Mann-Whitney U Tests. To determine if there is a significant
difference between two related samples, the Wilcoxon Signed Rank
Test is used (Forshaw, 2008). Consequently, the experimental group
and control group's pre- and post-test productive language skills
scores and their attitudes toward English were compared using Wilcoxon Signed

Rank Tests.

3.7.  Validity and Reliability

3.7.1. Validity

This study employed several strategies to ensure the validity of the quantitative data

analysis:

Threats to Internal Validity:

Group Inequality & Researcher Bias & Social Desirability Bias & Mortality

Pre-tests was given to determine baseline differences across groups. In
order to ensure that observed effects are more likely to be the result
of the intervention than of pre-existing inequalities, this enabled the
researcher to statistically adjust for these initial discrepancies. And considering these
discrepancies among groups, four-week-compensation program were applied to all

four groups.

Blinding technique was used so that, while assigning students to control
and experiment groups, the researcher is not aware of which individuals are in the
experimental or control groups. This lessened the possibility of bias in the
documentation or interpretation of data. Standardized procedures for gathering
and analyzing data reduce the impact of individual prejudices. Therefore, procedures

were well defined and documented to guarantee consistency and minimize
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variability brought about by the researcher. To look for indications of
bias or protocol violations, routine audits or reviews of the data collecting and
analysis procedures were conducted. This could aid in the early detection
and correction of any biases in the study. Outside experts who aren't working on
the study for their opinions were consulted. Their independent evaluation might
offer an objective analysis of the study's method and conclusions.
Additionally, to reduce social desirability bias and to ensure anonymity and
privacy, participants were allowed to complete the attitude scales and
writing readiness and achievement tests on their own in the classroom

environment without direct observation with under the researcher supervision.

Mortality threat is primarily related to wvalidity, spefically internal validity
because when the participants drop out of a study, the comparison between
the treatment and control groups can become skewed, potentially leading to
invalid conclusions about the relationship between variables being studied.
If the dropout pattern is systematic and linked to specific participant
characteristics, it can be also affect external validity, or the generalizability of the
findings to a broader population. Therefore, to mitigate the mortality threat in the
experimental ~ research, several strategies ~ were employed. First,
participant engagement was prioritized through regular communication, aimed at
maintaining participants' interest in the study. Incentives, reminders, and
support were provided to minimize dropout rates. However, although the number of
students was 100 at the beginning, 20 students drop out of study. Most of them
could not take the post achievement which were conducted on the last week of the
semester because they did not attend to school. Additionally, the researcher
closely monitored and recorded instances of participant dropout, carefully
analyzing the reasons behind each case to identify patterns and assess
whether the dropouts introduced any bias. Finally, dropout rates were
transparently reported, with a detailed discussion on how these rates might
influence the study’s conclusions. This transparency was crucial for
understanding the study's generalizability and ensuring the reliability of the

findings.
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Threats to External Validity:

ECA Development & Construct- Face- Content Validity

The lack of student involvement could potentially compromise the
construct validity of the intervention, as it might not have been fully
aligned with students' needs and interests. To address this potential threat,
the ECAs were designed based on the researcher's decade of
experience as a language teacher, drawing on extensive involvement in various
projects related to teaching and learning strategies within language education

settings.

Clear operational definitions of terms were developed, and variables were defined in
detail to avoid ambiguity and ensure alignment with the theoretical framework to
ensure construct validity. Additionally, a previously developed attitude scale was
used, and pilot testing was conducted to refine the measurement instruments. The
readiness tests, achievement tests, and attitude scale were carefully reviewed by
experts to ensure they comprehensively covered the relevant constructs to ensure
content validity. As for face validity, expert opinions and teacher feedback were

obtained to confirm that the instruments appeared to measure the intended concepts.

3.7.2. Reliability

Threats to Reliability:

Participant Experience: Giving participants more details about the research
and the procedure used to collect the data can greatly reduce their sense of
unfamiliarity and improve the accuracy of the information gathered (Edwards et. al.,
2009). Participants are more likely to feel at ease and confident in their
involvement, which reduces any worry or doubt they may have, when they are
properly educated about the aim, methods, and importance of the study.

Increased transparency regarding the research can help participants understand what
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is expected of them, which can reduce misunderstanding or mistakes
made when gathering data (Willis, 2004). For example, participants may give
inconsistent or erroneous answers if they are not sure what the questions or
activities are about. Ensuring that participants enter the research with
the right knowledge and mentality may be achieved through clear
communication. Therefore, in this study, to mitigate unfamiliarity, leading
to more accurate, reliable, and ethical outcomes, participants were given
more details about the research procedure and data collection tools. For
this aim, cognitive interviews were conducted with a group of 5
students to ensure that they really understood what items in attitude scale really

mean.

Internal consistency of the data was assessed using two methods:

Inter-rater Reliability:

A separate researcher evaluated the readiness and achievement tests. A pre-
established criterion (2 points) determined the acceptable range of score
discrepancies between raters. When scores differed beyond this limit, the raters re-
evaluated the tests and reached a consensus.

Cronbach's Alpha:

This coefficient was calculated for the attitude scale to confirm the internal

consistency of its items.

3.7.3. Additional Strategies

The following strategies were also used:

e Maintaining an Audit Trail: Detailed records were kept of all research

procedures, decisions, and analysis steps.

o Reflexivity: The researcher maintained a reflexive journal to acknowledge
and document any potential biases that might have influenced the research

process.
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e Privacy and Information Sharing: The potential for information sharing
among participants from the same educational institution about the ECAs
poses another threat to the data collection process. This situation may affect
the independence and accuracy of participants' responses, thereby reducing
the reliability of the data. Although confidentiality agreements were signed
with participants to minimize this risk, completely preventing social
interactions may not be feasible. Future studies could manage the risk of
information sharing more effectively by selecting participants from different
classes or schools. Additionally, providing detailed information about privacy
in the informational texts given to participants and clearly outlining potential

outcomes will be important measures.

o Pre-test Effects: The potential impact of the pre-test on the post-test results of
the experimental group complicates the interpretation of findings. This
situation may hinder the accurate determination of the intervention's true
effect. Solomon 4 group design enables the researcher to eliminate this threat

by using two groups which did not take pre-test.

3.8. Limitations of the Study

This section acknowledges several limitations that should be considered when

interpreting the study's findings.

Sampling Limitations: The use of purposive and convenience sampling methods
limits the generalizability of the findings to a specific segment of the population.
This means that the results may not be applicable to students from different
socioeconomic levels, cities, or educational systems. Additionally, the small sample
size may have constrained the statistical power of the analysis, potentially affecting
the reliability of the findings. Employing random or stratified sampling methods that
represent a larger universe could enhance the external validity of the findings,
making them more applicable to students from diverse cultures and educational

systems. Furthermore, the results obtained may be specific to students from a low-
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income suburban public school, which raises questions about their applicability to

students from private schools or more affluent areas.

Group Inequality: Difficulties encountered in the student assignment process may
lead to significant differences between the experimental and control groups in terms
of their motivation. This situation poses a potential violation of the principle of group
equality, a fundamental assumption in experimental design. The potential influence
of other factors, such as motivation, on the pre-test scores was not accounted for.
This remains a possible limitation. Heterogeneous groups may mask or exaggerate
the intervention's effect, threatening the internal validity of the results. Despite
efforts to reduce group inequality in terms of their readiness level, its impact on the

results may not be fully eliminated.

Researcher Bias: The researcher's close relationship with the study area introduces a
risk of unconscious bias in the data collection and analysis processes. To mitigate
this risk, various data collection tools (scales, achievement tests) were used, and
objective measurement methods were employed as much as possible. However, it is
challenging to completely eliminate researcher bias in a study conducted by a single
researcher. Future studies could benefit from involving multiple researchers and
creating a research team that cross-validates each other to significantly reduce this

risk.

Time Constraints and Implementation Effectiveness: The implementation of the
study was conducted towards the end of the academic year due to delays in obtaining
bureaucratic permissions. This negatively affected student participation in posttests.
A short-term intervention may have reduced the reliability of the experimental
design and limited the generalizability of the results. Because short-term studies
frequently concentrate on immediate outcomes, including comparing pre- and post-
test results, which might show early development or learning, it is impossible to
determine if these changes are long-lasting or just temporary reactions to the
intervention, though, given the absence of a longer period. For instance, test scores

may improve for participants soon after the implementation, but these improvements
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may not last if they are not given the chance to use or reinforce what they have
learned. A longer study may provide a deeper understanding of the intervention's
impact by tracking long-term effects, including sustained behavioral changes and
skill retention. It would also allow researchers to consider other relevant factors, such
as shifts in motivation, external influences, and participants' adaptation to the
intervention. This situation has raised concerns about the validity of the findings by

preventing the observation of long-term effects of the intervention.

Limitations Due to Lack of Participant Involvement in ECA Development: The ECAs
were designed solely by the researcher, potentially limiting their alignment with
students' interests and learning styles. Active involvement of students in the
development process could ensure that the activities are student-centered, potentially
enhancing their motivation and contributing more positively to learning outcomes.
Future research should consider adopting co-design processes that encourage student

participation to better meet their needs.

To address these limitations, future studies could employ more representative
sampling methods, implement longer-term interventions, involve students in ECA
development, and utilize more experienced participants. Additionally, researchers
could consider using mixed methods approaches to combine quantitative and
qualitative data, providing a more comprehensive understanding of the research

topic.
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CHAPTER 4

RESULTS

This chapter presents the findings of the study in an organized manner. The results

are presented within the framework of the research question of the study.

Prior to analysis, data were examined for errors and normality. Frequencies,
minimum and maximum values were analyzed for all variables. Normality and
homogeneity of variance assumptions were violated, necessitating non-parametric

tests for subsequent analyses.

While a 2x2 ANOVA would be ideal for testing the main effects of pretesting
and intervention, as well as the interaction effect, our data violated the
assumptions of normality and homogeneity of variance. Random
sampling was ensured, but normality assessments (skewness, kurtosis,
Kolmogorov-Smirnov, Shapiro-Wilk, histograms, and Q-Q plots)
indicated  non-normal distributions. Levene's  test also  revealed
violations of homogeneity of variance. Given these deviations, we
opted for non-parametric Mann-Whitney U and Wilcoxon Signed-Rank

tests, which are distribution-free and robust against outliers.

4.1. Effect of ECAs on the Writing Achievement

This section addresses the effect of ECAs on 7th-grade students' writing

achievement.

4.1.1. Effect of ECAs Compared to Control Groups

To investigate the impact of extra-curricular activities (ECAs) on the

writing achievement of 7th-grade students, a Mann-Whitney U test was
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conducted. The test yielded a p-value of .000, leading to the rejection of
the null hypothesis. The findings indicated that ECAs significantly
impacted  post-writing  achievement  scores  for  students in  the
experimental group (EG A with pretest) compared to those in the

control group (CG C with pretest) (U=50.500, p=.000; p<.05, r=.64).

To compare post writing achievement scores of 7" graders in EG
without pretest and those in the CG without pretest if the ECAs
had a significant impact, a Mann-Whitney U test was conducted. The
test yielded a p-value of .000, leading to the rejection of the null
hypothesis. The findings indicated that ECAs significantly impacted
post-writing  achievement scores for students in the experimental
group (EG B without pretest) compared to those in the control group
(CG D without pretest) (U=1.000, p=.000; p<.05, r=.87). Considering
the mean rank of these two groups, it is noted that EG B who received
ECAs without pretest performed better in the post writing achievement

test than CG D without pretest did.

Mann-Whitney @ U  tests revealed  significant  positive  effects  of
ECAs on  writing  achievement scores for  both  experimental
groups (EG A with pretest and EG B without pretest) compared
to their respective control groups (CG C with pretest and CG D without
pretest).

4.1.2. Effect of ECAs on Writing Achievement (Pre-test vs. No Pre-test)

The second sub-question investigated whether the pre-test influenced the impact
of ECAs on writing achievement. A Mann-Whitney U test compared
post-test  writing  scores  between  students in  the  experimental
groups with (EG A) and without a pre-test (EG B). The test resulted
in a non-significant p-value (U=132.000, p=.065; p>.05). . In other

words, there was no statistically significant difference in
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writing achievement between students in EG A and EG B. This
suggests that participation in ECAs improved writing achievement

regardless of whether students took a pre-test.

4.1.3. Impact of ECAs on Writing Achievement (Pre-Test to Post-Test)

Wilcoxon  signed-rank  tests revealed  significant  improvements in
writing achievement scores from pretest to post-test for both the
experimental group (EG A) that participated in ECAs (z= 3.824, p< .001)
and the control group (CG C) that did not (z=3.184, p = .001). While
the positive impact of ECAs is expected for EG A, the improvement in
CG C is less clear. One possible explanation is that the pre-test itself
may have familiarized students with the format and content of the
post-test, leading to score improvement. These findings suggest that

engaging in ECAs and potentially even taking a pre-test can improve

7th-grade students' writing achievement.

Figure 4. 1. Sample Pre-test(on left) and Post-test Paper of a Student in EG A
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Figure 4. 1. Sample Pre-test(on left) and Post-test Paper of a Student in EG A
(Continued)

135



Figure 4. 1 above compares a student’s answers from pre-writing achievement test
and post-writing achievemen test. The improvement in the student’s writing skills

after the program is evident from the answers provided to the questions.

4.2. Effect of ECAs on Speaking Achievement

This section addresses the effect of ECAs on 7th-grade students' speaking

achievement.

4.2.1. Effect of ECAs Compared to Control Groups

To investigate the impact of extra-curricular activities (ECAs) on the
speaking achievement of 7th-grade students, a Mann-Whitney U test was
conducted. The test yielded a p-value of .000, leading to the rejection of the null
hypothesis. The findings indicated that ECAs significantly impacted post-speaking
achievement scores for students in the experimental group (EG A with pretest)
compared to those in the control group (CG C with pretest) (U=47.500, p=.000;
p<.05, r=.65). This is a large effect size according to Cohen’s d (1988). Considering
the mean rank of these two groups, it is noted that EG A who received ECAs with
pretest performed better in the post writing achievement test than CG C with pretest

did.

To compare post speaking achievement scores of 7 graders in EG B without pretest
and those in the CG D without pretest if the ECAs had a significant impact, a Mann-
Whitney U test was conducted. The test yielded a p-value of .000, leading to the
rejection of the null hypothesis. The findings indicated that ECAs significantly
impacted post-speaking achievement scores for students in the experimental group
(EG B without pretest) compared to those in the control group (CG D without
pretest) (U=15.500, p=.000; p<.05, »=.79). This is a large effect size according to
Cohen’s d (1988). Considering the mean rank of these two groups, it is noted that EG
B who received ECAs without pretest performed better in the post writing

achievement test than CG D without pretest did.
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Overall, Mann-Whitney U tests revealed significant positive effects of
ECAs on speaking achievement scores for both experimental groups (EG A
with pretest and EG B without pretest) compared to their respective control groups
(CG C with pretest and CG D without pretest) with large effect size (Cohen, 1988) (p
< .001, large effect sizes). These findings suggest that participation in ECAs
improves 7th-grade students' speaking skills regardless of whether they took a pre-

test.

4.2.2. Effect of ECAs on Speaking Achievement (Pre-test vs. No Pre-test)

A Mann-Whitney U test compared speaking achievement scores between students in
the experimental groups with (EG A) and without a pre-test (EG B). The test resulted
in a non-significant p-value (U=138.000, p=.093; p>.05). In other words, there was
no statistically significant difference in speaking achievement between students who
participated in ECAs with or without a pre-test. This suggests that the pre-test did not
influence the impact of ECAs on speaking skills.

Across both writing and speaking achievement, participation in ECAs yielded
significant improvement regardless of whether students took a pre-test. The pre-test

itself did not appear to influence the effectiveness of the ECAs.

4.2.3. Impact of ECAs on Speaking Achievement (Pre-Test to Post-Test)

Wilcoxon signed-rank tests revealed significant improvements in speaking
achievement scores from pretest to post-test for the experimental group (EG A) that
participated in ECAs (z=3.925, p=.000). . In contrast, the control group (CG C) that
did not participate in ECAs did not show a significant change in speaking scores

(=094, p=.925).

These findings indicate that engaging in ECAs led to improvement in speaking skills
for 7th graders, whereas simply taking a pre-test without participation in ECAs did

not yield any significant benefits.
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4.3. The Effects of ECAs on Attitudes towards English

This section addresses the effect of ECAs on 7th-grade students' attitudes towards
English.

4.3.1. Attitude Towards English (Compared to Control Groups)

Mann-Whitney U tests revealed mixed results regarding the impact of ECAs on
students' attitudes towards English. While no significant difference was found
between the experimental group with a pre-test (EG A) and the control group (CG
C)(U=136.500, p=.086; p>.05), students in the experimental group without a pre-test
(EG B) showed a significantly more positive attitude compared to the control group
without a pre-test (CG D) (U=109.000, p=.014 p<.05, »=.39). This is a medium
effect size according to Cohen’s d (1988). Considering the mean rank of these two
groups, it is noted that EG B who received ECAs without pretest had more positive
attitudes towards English than CG D without pretest did.

These findings suggest that ECAs may have a more positive influence on students'
attitudes when they are not given a pretest beforehand. Further research is needed to

explore this possibility.

4.3.2. Effect of ECAs on Attitude (Pre-test vs. No Pre-test)

A Mann-Whitney U test revealed no significant difference in students' attitudes
towards English between the experimental groups with a pre-test (EG A) and those
without a pre-test (EG B) (U=191.000, p=.807). This suggests that the pre-test did

not influence the positive impact of ECAs on student attitudes.

4.3.3. Impact of ECAs on Attitude (Pre-Test to Post-Test)

Wilcoxon signed-rank tests revealed that participation in ECAs (EG A) led to a

significant improvement in students' attitudes towards English from pre-test to post-
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test (z=155.500, p=.015). In contrast, the control group (CG C) that did not
participate in ECAs did not show a significant change in attitude (z=77.000, p=.641).
These findings suggest that engaging in ECAs can foster more positive attitudes

towards English among 7th graders.

4.4. Summary of the Results

For the first sub-question of the first research question, the hypothesis that there
is no significant difference in writing skills between the experimental group
that participated in the experiment and took the pre-test and the control group
that did not participate in the experiment but took the pre-test was
rejected. Similarly, the hypothesis that there is no difference between the
groups that participated in the experiment without taking the pre-test and those
that did not participate in the experiment and did not take the pre-test was also

rejected.

For the second sub-question of the first research question, the hypothesis that there is
no significant difference between the experimental groups that took the pre-test and
those that did not was retained. The absence of a statistically significant difference
between the experimental groups suggests that the experiment contributed to the
improvement of the writing skills of the experimental groups, independent of the pre-

test.

Regarding the third sub-question of the first research question, the hypotheses stating
that there is no significant difference between the pre-test and post-test writing
achievement scores of the experimental group that took the pre-test and that there is
no difference between the pre-test and post-test writing scores of the control group
that did not take the pre-test or participate in the experiment were both rejected.
However, the difference in the control group was much smaller than in the
experimental group. This indicates that the experiment led to a significant

improvement in the pre-test and post-test achievement scores within the experimental

group.
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Regarding speaking skills, for the first sub-question of the second research question,
the hypothesis that there is no significant difference in speaking skills between the
experimental group that participated in the experiment and took the pre-test and the
control group that did not participate in the experiment but took the pre-test was
rejected. Similarly, the hypothesis that there is no difference in speaking skills
between the groups that participated in the experiment without taking the pre-test and
those that did not participate in the experiment and did not take the pre-test was also

rejected.

For the second sub-question of the second research question, the hypothesis that
there is no difference in speaking skills between the experimental groups that took
the pre-test and those that did not was retained. The lack of a statistically significant
difference between the experimental groups suggests that the experiment contributed
to the improvement of speaking skills in the experimental groups, independent of the

pre-test.

Regarding the third sub-question of the second research question, the hypothesis that
there is no significant difference between the pre-test and post-test speaking
achievement scores of the experimental group that took the pre-test was rejected,
while the hypothesis that there is no difference between the pre-test and post-test
speaking scores of the control group that did not take the pre-test or participate in the

experiment was retained.

Concerning the participants' attitudes towards English, for the first
sub-question of the third research question, the hypothesis that there is no
significant difference in attitudes towards English between the experimental
group that participated in the experiment and took the pre-test and the control
group that did not participate in the experiment but took the pre-test was
retained. In contrast, the hypothesis that there is no difference in attitudes
between the groups that participated in the experiment without taking the pre-test and
those that did not participate in the experiment and did not take the pre-test was

rejected.
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For the second sub-question of the third research question, the hypothesis that there
is no significant difference in attitudes towards English between the experimental
groups that took the pre-test and those that did not was retained. The absence of a
statistically significant difference between the experimental groups suggests that the
experiment contributed to the improvement of positive attitudes in the experimental

groups, independent of the pre-test.

Regarding the third sub-question of the third research question, the hypothesis that
there is no significant difference between the pre and post attitudes of the
experimental group that took the pre-test was rejected, while the hypothesis that
there is no significant difference between the preand post attitudes of the control

group that did not take the pre-test or participate in the experiment was retained.

Overall, this study aimed to examine the effects of ECA interventions on 7th grade
students' English language skills and attitudes towards Enligh language. The
findings, through comparisons between experimental and control groups,
demonstrated that ECAs improved both speaking and writing skills of the participant
7th graders. Besides, a positive change in participant students' attitudes towards
English and increased interest in speaking and writing activities following
participation in ECAs were revealed. These findings support the effectiveness of
ECAs as a method in English language teaching and in enhancing students' language

skills and motivation.

141



CHAPTER 5

DISCUSSION

This final chapter presents a comprehensive discussion and interpretation of the
study's findings, identifies the implications for theoretical frameworks and practical

applications, and offers recommendations for future research.

5.1.  Discussion of the Findings

This study examined the impact of extracurricular activities (ECAs) on seventh-
grade students’ attitudes toward English and their speaking and writing skills. The
results of this study show that 7th grade students' attitudes toward English and their
productive language skills are greatly impacted by language oriented ECAs. The
findings indicate that students participating in ECAs showed significant
improvements in both areas compared to those who did not participate. This result is
consistent with previous literature, which identifies numerous processes by which
ECAs can improve language learning results. For example, this aligns with Craft
(2012) and Harmer (2007), who emphasize the benefits of real-world language use
provided by ECAs. The findings of the thesis conducted by Reva (2012) are also
consistent with the results of this research, indicating that language-oriented ECAs
have a positive impact on students' language acquisition and learning. Although both
studies reached similar conclusions regarding the effectiveness of extracurricular
activities, this research did not encounter the uncertainties present in Reva's (2012)
thesis, such as the ambiguity surrounding who was responsible for implementing
these activities. This is because, in this study, the activities were carried out by a

single researcher from the beginning to the end of the process.

The findings of Yildiz (2016) also are in line with this study’s findings in a way
that students participating in language-oriented ECAs improved their language

skills beyond the classroom by providing real-life practice, reduced stress,
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and enhanced proficiency level. The data obtained revealed that
students participating in ECAs exhibited lower levels of anxiety when using the
language during ECAs. This is in line with the findings of Maclntyre and
Gardner's (1991) study, which showed that language anxiety might obstruct language
learning and acquisition. ECAs facilitate a more relaxed and open learning
atmosphere by providing a less formal setting than traditional classroom settings.
This allows students to practice language without feeling pressured. Because
children feel more at ease practicing with new vocabulary and structures, this stress
reduction probably plays a part in the reported improvements in productive language

skills.

The Mann-Whitney U test results of this study indicated that the posttest speaking
and writing scores of both experimental groups (EG A and EG B) were significantly
higher than those of the control groups (CG C and CG D). The data showed that
students' language production skills had significantly improved, which was linked to
the opportunities for real-world application that ECAs offered. These pronounced
improvements in speaking and writing abilities observed in this study are consistent
with prior research, which underscores the beneficial effects of ECAs on language
skills development. This supports the claim made by Donato and McCormick (1994)
that real-world communication situations are essential for language proficiency
development. Students can practice speaking and writing in authentic settings
through extracurricular activities (ECAs) including language clubs, debate teams,
and theater clubs. This improves their fluency and confidence. This is corroborated
by our research, which shows that students who actively engaged in ECAs had more

productive language skills than their counterparts who did not.

The favorable change in students' attitudes about language acquisition was a key
finding of this research. Motivation and enjoyment are critical factors in creating a
positive attitude toward language and language learning, according to Dornyei
(1994). The findings of the current study support this, demonstrating that students
who participated in ECAs expressed greater enthusiasm and a more positive attitude

toward language. This optimistic outlook promotes persistence and ongoing learning,
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both of which are critical for long-term language development, in addition to helping

with immediate language learning.

Furthermore, Storch and Wigglesworth (2007) found that collaborative writing
assignments foster increased language production and engagement, leading to
enhanced writing abilities. This aligns with the current study's findings that ECAs,
which often incorporate interactive and collaborative activities, contribute to
improved writing skills. The observed improvements can be attributed to the similar
mechanisms at play: both collaborative writing and ECAs encourage active
engagement, peer interaction, and the practical use of language, all of which are

crucial for developing writing proficiency.

The results of this thesis support Swain’s (1995) Output Theory, which argues that
language production is crucial for deeper language learning. The significant
improvement in speaking and writing skills among ECA participants validates this
theory. Furthermore, the reduction in anxiety and increased motivation observed are

consistent with Dornyei’s (2001) research on language learning and motivation.

Furthermore, it appears that the observed benefits were caused by the ECAs alone
rather than any pretesting impact because there was no significant difference
between EG A (with pretest) and EG B (without pretest). This bolsters the argument
made by Harmer (2007) that language skill development requires regular interaction

in language-rich contexts like those offered by ECAs

The study suggests that ECAs can enhance students’ language skills and attitudes
toward English, supporting Gardner’s (1985) socio-educational model. By providing
a less formal and supportive environment, ECAs reduce anxiety and foster a more

positive attitude toward language learning.
Littlewood (1999) highlights that foreign language classrooms can easily foster

inhibition and anxiety. Learners may feel shy, fear making mistakes, and experience

linguistic inferiority, as the findings of the study supported. Ur (2000) observes that
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learners often hesitate to express themselves in a foreign language. Bowman et al.
(1989) emphasize that teaching speaking involves asking learners to express
themselves in front of the entire class. This puts students under pressure, leading to
stress during speaking activities. They worry about making mistakes and fear
criticism. Anxiety and stress play significant roles in hindering students from
speaking confidently in front of their peers in formal classrooms. In line with the
literature, most of the students in this study highlighted that they feel more
comfortable while speaking English and working as groups or pairs during ECAs.
This suggests that ECAs can offer great opportunities for students who have anxiety
and hesitate to express themselves in front of the whole class. ECAs have been
demonstrated to considerably lessen these adverse effects, nevertheless. Students can
practice language skills in an environment that is less formal and more helpful at
ECAs without feeling as much pressure. Students can use language more freely and
creatively when they participate in activities like language clubs, debates, and
theater. According to research by Dornyei (2001), by providing opportunities for
meaningful and pleasurable language practice, ECAs can lower anxiety and increase
learners' motivation. Likewise, Ozcanli and Kozikoglu (2023) revealed that the
students' anxiety when speaking in English decreased as their levels of self-efficacy,
motivation and success in English sessions increased. In their study, language
teachers are advised to mentor students, offer engaging, motivating and encouraging
learning-teaching atmosphere for learning foreign languages, and foster a positive
classroom environment where students feel free to express themselves, given the
significance of English speaking anxiety in foreign language learning. In line with
the suggestions by Ozcanli and Kozikoglu (2023), ECAs can create an environment
in which making errors is accepted as a necessary part of learning rather than a
reason to feel ashamed. They can boost students' self-esteem and communication

readiness by decreasing their anxiety level.

As the investigation into the students' attitudes toward the English lessons
revealed that the teachers were dissatisfied with the large number of
students in classrooms, which made creating an effective learning environment

for students nearly impossible (Demir-Ayaz et al., 2019) and as a result, few
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students had a positive attitude toward English lesson. However, the finding of
this study stated that students who took part in ECAs often started to view
language learning in a more positive light. They became more enthusiastic and
saw the language as a useful tool for expressing themselves and communicating in
the real world, rather than just another school subject. Maintaining
long-term language learning motivation and success requires this mental
adjustment. ECAs assist students to adopt a more proactive and positive
attitude toward language learning by fostering a more engaging and
encouraging learning environment, which eventually results in increased
language proficiency and enjoyment. Additionally, the self-determination
hypothesis of Deci and Ryan (2000) states that intrinsic motivation can be increased
by taking part in activities that promote relatedness, competence, and autonomy. The
favorable attitudes found in this study suggest that ECAs reinforce these motivating
factors by giving students the chance to engage and develop relationships
(relatedness), acquire and apply skills (competence), and make decisions or take the
initiative in their work (autonomy). The information demonstrates that students who
participated in ECAs expressed greater levels of engagement and enjoyment, which
reflects the intrinsic motivation that results from meeting these requirements. For
instance, students noted feeling more connected to their peers and more confident in

their abilities, directly supporting the components of the theory.

Appleton et al. (2008) explain that school engagement includes three parts:
how students behave, how they feel emotionally, and how they think about
school. ECAs help improve how students behave and feel emotionally by
offering fun and rewarding activities that create a sense of community (Feldman &
Matjasko, 2005). According to school engagement theory, having high levels of
engagement in all three areas is essential for improving academic performance,
lowering dropout rates, and having a pleasant overall school experience (Li &
Lerner, 2011). Through raising students' motivation, sense of self, and social
networks, ECAs indirectly support better academic achievement. In addition, they
provide experiences and practical skills that enhance academic learning (Mahoney et.

al., 2003).
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According to Fredericks et al. (2004), school engagement theory takes into account
every facet of a student's interactions with the classroom, including their interactions
with peers and teachers. ECAs, on the other hand, concentrate especially on
extracurricular activities and offer more opportunities for student involvement and
growth than the standard academic curriculum (Eccles & Barber, 1999). Since school
environments and policies don't always provide kids a choice, they have a big impact
on how engaged students are with school engagement theory (Appleton et al., 2008).
On the other hand, ECAs are usually student-led and optional, giving students the
freedom to select activities that align with their passions and areas of interest
(Feldman & Matjasko, 2005).While acknowledging the significance of emotional
and behavioral components, school engagement theory places a higher priority on
academic accomplishment and cognitive development (Fredricks et al., 2004). A
more well-rounded educational experience for students is frequently the result of
ECAs' emphasis on holistic development, which includes social skills, leadership,

teamwork, and personal growth (Mahoney et al., 2003).

A more thorough approach to student development can be achieved by combining
ECAs with the philosophy of school engagement. Teachers can create a more
welcoming and encouraging learning atmosphere by emphasizing the value of both
in-class participation and extracurricular activities (Dotterer et. al., 2007). By
encouraging cognitive engagement in the classroom and emotional and behavioral
involvement through ECAs, this integration can result in improved academic
achievement (Fredricks & Eccles, 2006). Additionally, integrating the advantages of
ECAs with measures for school engagement might help maintain student interest,
boost motivation, and lower dropout rates. Better student wellbeing and a more
fulfilling educational experience can result from a balanced approach to education
that takes into account social, emotional, and academic requirements (Mahoney et

al., 2003).
Noels et al., (2001) found that for students to keep learning a language over time,

they need to be genuinely interested in it and have a positive attitude. Our study

supports this by showing that (ECAs create a motivating environment that helps
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students develop both interest and positive attitudes, leading to better language skills.
The results of the current study provide a nuanced hypotheses. For instance,
Krashen's (1982) input hypothesis posits that comprehensible input is the primary
driver of language acquisition, suggesting that less emphasis should be placed on
output and interactive activities. However, the substantial improvements in
productive skills and positive attitudes observed in this study suggest that active
participation and language production through ECAs are crucial elements of
successful language acquisition. This challenges Krashen's theory by highlighting the

importance of output alongside input.

In this study, ECAs not only provided students with rich and meaningful input
through exposure to authentic language materials and interactions but also created
opportunities for students to actively use the language in communicative contexts.
This dual approach allowed students to practice and reinforce their understanding,
thereby enhancing their overall language proficiency. While Krashen's theory might
downplay the role of output, our findings demonstrate that opportunities for students
to produce language—through activities like group discussions, presentations, and
collaborative projects—are vital for internalizing new language structures and

vocabulary.

Similarly, Lightbown and Spada (2013) argue that while output and engagement are
beneficial, significant input is also necessary for effective language learning. The
present study supports this view by showing that ECAs are highly effective because
they blend substantial input with ample chances for output and interaction. The
structured activities within ECAs provide students with a comprehensive language
experience, incorporating both the understanding and use of language. This
comprehensive approach aligns with Lightbown and Spada's perspective, suggesting
that successful language acquisition requires a balanced integration of input and

output, which ECAs effectively provide.

Thus, the findings underscore the significance of incorporating both comprehensible

input and active language use in educational activities, suggesting that an
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exclusive focus on either may overlook essential components of language learning.
ECAs exemplify how a balanced approach can be implemented in practice,
offering a model for integrating theoretical perspectives into effective pedagogical

strategies.

The study shows that understanding language learning involves several factors.
Although having good input (like listening to or reading the language) is important,
as noted by Krashen (1982) and Lightbown and Spada (2013), the findings of this
study suggest that practicing the language through activities (output) is even more
crucial for improving language skills and attitudes.
The research also builds on Dornyei's (2001) work, which emphasized the use of
incentive tactics in language instruction. This study highlights the importance of
including motivational aspects in language teaching by showing that ECAs may

considerably increase students' attitudes and motivation towards language learning.

This study sheds light upon that ECAs which are planned, organized and
implemented by taking into consideration students’ interest, readiness level for
specific langiage skills can contribute to different challenges students face while
learning English. Tun¢ and Kozikoglu (2022) noted that learning resources,
curriculum, learner, opportunity and physical environment all contribute to different
challenges in learning English. It is advised in this situation to create course
materials that are appropriate for the development of the four language skills of the
students, to simplify the English curriculum, and to select course topics from
everyday life that are relevant to the students' needs, interests, and cultures. The
findings of this study are supported by Tun¢ and Kozikoglu (2022) in a way that
such challenges as low motivation and negative attitudes toward English could be

surmounted by ECAs in this study.

This study unambiguously shows how extracurricular activities have a transforming
effect on students' productive skills and attitudes toward language learning in the
seventh grade. Students who participated in ECAs not only greatly enhanced their

speaking and writing skills but also gained greater enthusiasm and positivity about
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language learning. According to the study's findings, the inclusion of ECAs in the
curriculum for conventional language instruction may have a significant positive
influence. ECAs assist in lowering stress, promoting the use of language in context,
and cultivating positive attitudes by offering a stimulating and encouraging
atmosphere. The substantial increases in productive language abilities that this
study's participants have observed are mostly due to these elements taken together.
These results offer strong proof that including ECAs within the curriculum is not
only advantageous but also necessary to create a comprehensive and stimulating
environment for foreign language learning. Therefore, in order to improve language
learning results, develop competent and motivated language learners, and open the
door for more innovative and successful language education strategies, the study
emphasizes how important ECAs are for educators and policy to acknowledge and

capitalize on the potential of ECAs while carefully incorporating ECAs.

5.2. Implications

5.2.1. Implications for Theory

This study highlights the importance of including language-oriented extracurricular
activities (ECAs) in language instruction. It challenges traditional views by showing
how ECAs provide practical language use that enhances both language skills and

attitudes.

The idea that language acquisition can only be accomplished through organized
classroom instruction is challenged by integrating ECAs. Through authentic
environments where language abilities, such speaking and writing, may be applied,
ECAs help students develop practical competence beyond theoretical understanding.
Participating in ECAs helps students build confidence and fluency, which are crucial
for effective communication. These activities also provide valuable practice in real-
world language use. Theoretical frameworks have to acknowledge the importance of
ECAs in completing the gap in formal education and improving students' proficiency

in a variety of linguistic contexts and communication.
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Beyond the development of skills, ECAs are essential in influencing students'
favorable attitudes about language. Engaging in ECAs fosters a feeling of pleasure,
drive, and control over language acquisition procedures. Students who participate in
ECAs frequently show increased enthusiasm and dedication to language learning,
attributing their favorable experiences to improved interpersonal and cultural

awarencss.

The study's theoretical ramifications are noteworthy in that they
redefine how language learning is approached in educational settings,
especially when language-oriented ECAs are incorporated. Teachers can
improve theoretical perspectives on language acquisition by introducing
ECAs into their frameworks and giving students real-world opportunities to
use their language abilities outside of the classroom. This method of
experiential learning encourages students' deeper motivation and involvement
while also reinforcing theoretical knowledge. The study also emphasizes how ECAs
can support formal language training by encouraging interaction and active
engagement in language learning processes. The incorporation of ECAs into
educational theory highlights their contribution to improving students' attitudes
toward learning and improving productive language abilities, such as speaking and

writing ability.

5.2.2. Implications for Practice

The theoretical integration of ECAs into educational practice and
policy reveals significant implications for enhancing language learning and
broader educational goals. Recognizing ECAs as transformative learning
environments allows educators to tailor pedagogical strategies to accommodate
diverse learning styles and cultural backgrounds, thereby fostering a more inclusive
and adaptable learning atmosphere. For instance, integrating activities such as
language clubs, cultural exchange programs, and debate teams can provide students
with practical contexts to develop and apply language skills in engaging and

meaningful ways.
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ECAs not only contribute to improved language proficiency but also support
broader educational objectives like global citizenship and cultural competence. To
maximize these benefits, policymakers and educators should prioritize expanding
access to ECAs and integrating them into the broader educational framework. This
includes supporting initiatives such as writing workshops, theater productions in
various languages, and online language exchange platforms. Such activities offer
continuous, contextual practice that complements the core curriculum, providing
students with opportunities to enhance both collaborative and independent language

skills.

Furthermore, it is essential to actively promote and support participation in language-
oriented ECAs. Schools can implement recognition programs to celebrate student
achievements and allocate resources to ensure the effective execution of these
activities. For example, awarding students for outstanding contributions or
improvements in language-oriented ECAs and providing funding for materials and

training can encourage greater involvement and support.

Research strongly indicates a positive correlation between engagement in language-
oriented ECAs and academic proficiency in productive language skills. Integrating
these activities into educational frameworks can significantly boost student
motivation and academic performance. It is crucial for teachers to incorporate
extracurricular activities during warm-ups or after lessons to help kids feel less
anxious (Tosun & Yildiz, 2015).To support this integration, educational policies
should be reassessed to better support the funding and implementation of ECAs,
ensuring that they are a valued component of the educational experience. Further
exploration into the specific mechanisms by which ECAs influence academic
outcomes will guide the development of policies and practices aimed at optimizing
student success. The study highlights the need for policymakers to revisit the role of

ECAs in language education, acknowledging their substantial educational benefits.

Based on the findings of our study on language-oriented extracurricular activities, we

recommend extending the program duration from 10 weeks to a semester or even a
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full academic year. This would allow for a more gradual and sustained learning
experience, as activities could be broken down into smaller segments and distributed
across different days. Our research also revealed that students highly enjoyed
outdoor activities, suggesting that incorporating more of these experiences into the

program could enhance engagement and motivation.

To further support student learning and development, we propose
providing individualized feedback after each activity. This would allow
students to track their progress and identify areas for improvement. Additionally, our
study observed that students performed better and were more engaged in
collaborative activities. Therefore, individual tasks could be transformed into more
interactive and group-oriented activities to foster teamwork and enhance learning

outcomes.

5.3. Recommendations for Further Research

The results of this study should be further investigated and built upon in future
research on language-oriented ECAs, employing rigorous procedures to enhance
comprehension and guide pedagogical approaches. It is specifically advised that

more research be done in the following areas:

Future research should explore the long-term effects of language-oriented ECAs on
students' attitudes and language skills. Longitudinal studies can reveal how these
activities sustain their benefits over time. Understanding these effects is important
for determining the lasting impact of ECAs on language development and student

engagement.

Comparative studies should be conducted to evaluate different types of
ECAs, such as cultural clubs and debate teams. Using methodologies
like the Solomon Four Groups design can help determine which types are
most effective for developing language skills and positive attitudes. This
comparison will guide educators in selecting and implementing the most beneficial

activities.
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Research should examine how factors like socioeconomic status, cultural diversity,
and school policies influence the effectiveness of ECAs. Investigating these factors
will lead to tailored strategies that better address the needs of diverse student

populations and ensure equitable access to effective ECAs.

Collaborations with academics from other fields, such technology and sociology,
should be promoted in order to enhance future study. For example, technologists may
investigate how digital technologies can improve ECAs, while sociologists could
offer insights into the larger social dynamics influencing ECA efficacy and

participation.

Studying how teachers, advisers, and facilitators implement language-oriented ECAs
can provide insights into effective methods and guidelines for integrating these
activities into the curriculum. This will help in refining practices and enhancing the

quality of ECAs offered.

Studying the role of technology in enhancing language-oriented ECAs,
such as virtual clubs or online language exchange programs, could explore new
avenues for facilitating language learning and cultural exchange beyond
traditional  classroom  settings.  Through ~a  variety of innovative
techniques, technology greatly improves language-oriented extracurricular
activities (ECAs). By enabling global participation and providing flexible
scheduling to meet different time zones, virtual clubs and online language
exchanges increase accessibility (Gonzalez, 2021; Guth & Helm, 2010). By
bringing people together from various cultural backgrounds, these platforms
promote richer interaction and improve language proficiency and cross-cultural
understanding (Belz & Miiller-Hartmann, 2003). While interactive technologies
like virtual whiteboards and multimedia materials make learning more
entertaining, real-time communication through video calls and texting enhances
speaking and listening abilities (Stockwell, 2012). Gamification elements further
motivate learners by incorporating game-like features. Online interactions let people

practice having real conversations with native speakers, which improves fluency and
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opens up new cultural perspectives (Thorne & Black, 2007). Furthermore, reciprocal
teaching—in which students assist one another—and adaptable learning
opportunities that may be customized to meet individual needs or interests also
promote mutual learning (O'Dowd, 2007). Technology may be a potent instrument
for increasing the reach and efficacy of language-oriented ECAs as it can be
integrated with apps that teach languages, providing additional practice and

assistance (Chik, 2014).

The results of this study have the potential to greatly impact educational practices
and policy concerning extracurricular activities and language education. In
conclusion, this study provides a robust foundation for future research endeavors in
the field of language-oriented extracurricular activities (ECAs). Future research
should employ rigorous methodologies, including semi-structured interviews, pre-
post achievement assessments, and the Solomon Four Groups design, to further
investigate the impacts of ECAs. Addressing these research areas will enhance
understanding of how language-oriented ECAs can improve students' educational
experiences and optimize language learning outcomes. This information can help
educators and policymakers create more inclusive and successful language programs

that incorporate ECAs.
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APPENDICES

A. APPROVAL FROM HUMAN RESEARCH ETHICAL
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B. PARENTAL APPROVAL FORM
VELI ONAY FORMU

Bu arastirma, Orta Dogu Teknik Universitesi Egitim Bilimleri boliimii doktora
ogrencisi Begim ERCAKIR KOZAN tarafindan yiiriitiilen bir calismadir. Bu

form sizi aragtirma kosullar1 hakkinda bilgilendirmek i¢in hazirlanmistir.

Calismanin amaci nedir? Bu arastirmanmin amaci program dis1 Ingilizce
etkinliklerinin 7. Simif égrencilerinin Ingilizce konusma ve yazma dil becerilerine
ve bu etkinliklerin 7. Simf &grencilerinin Ingilizceye yonelik tutumlari {izerine

etkisinin arastirilmasidir.

Cahisma boyunca sizden ve cocugunuzdan neler bekleniyor? Bu amag
dogrultusunda rastgele segilen katilimc1 6grencilerin haftada bir giin arastirmaci
ve ayni zamanda ingilizce 0gretmeni Begiim ERCAKIR KOZAN tarafindan
planlanan ve hazirlanan program dis1 Ingilizce etkinlik faaliyetlerine aktif
katilimlar1 beklenmektedir. Uygulama, ortalama 90 dakika siirmesi planlanan 10
haftalik etkinliklerden olusmaktadir. Bu etkinlikler ©Oncesi ve sonrasinda
ogrencilerin  Ingilizce konusma ve yazma becerilerini dlgmek icin
hazirbulunusluk ve basar1 testleri uygulanacaktir. Arastirmada Ogrencilerin bu
etkinlikler sonrasi ingilizceye karsi tutumlarini 6lgmek adina tutum Olcegi

uygulanacaktir.

Cocuklarimzdan Topladigimiz Bilgileri Nasil Kullanacagiz? Arastirmaya
katiliminiz tamamen goniilliiliik temelinde olmalidir. Gorligmede sizden kimlik
belirleyici higbir bilgi istenmemektedir. Cevaplariniz tamamiyla gizli tutulacak,
sadece arastirmacilar tarafindan degerlendirilecektir. Katilimcilardan elde
edilecek bilgiler toplu halde degerlendirilecek ve bilimsel yayimlarda
kullanilacaktir.  Arastirmada uygulanan test sonuglart higcbir sekilde
cocuklarmizin karne notlarim1 etkilemeyecektir. Sagladigimiz veriler goniilli

katitlm formlarinda toplanan kimlik bilgileri ile eslestirilmeyecektir.
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Cocuklariniz arastirmaya katilim sirasinda sorulardan ya da herhangi baska bir
nedenden otlirli  kendilerini rahatsiz hissederlerse gorlismeyi, testi veya
uygulamay1 yarida birakip ¢ikabileceklerdir. Bdyle bir durumda calismayi
uygulayan kisiye, calismadan ¢ikmak istediklerini soylemek yeterli olacaktir.
Calisma sonunda, bu arastirmayla ilgili sizlerin veya cocuklarinizin sorular
cevaplanacaktir. Arastirmayla ilgili daha fazla bilgi almak isterseniz: Arastirmact
Begiim ERCAKIR KOZAN (****@**** edu.tr ) veya Egitim Bilimleri Béliimii
ogretim iiyelerinden Dog. Dr. Pervin Oya TANERI (****@**** edu.tr) ile

iletisim kurabilirsiniz.

Velisi bulundugum .................. Y7717 { A numaral ogrencisi
.................................. ’in yukarida aciklanan arastirmaya katilmasina
izin veriyorum. (Liitfen formu imzaladiktan sonra cocugunuzla okula geri

gonderiniz*).

Ad-Soyad Imza:
Veli Adi-Soyadi

Telefon Numarasi :
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C. INFORMED CONSENT FORM FOR STUDENTS
OGRENCIi GONULLU KATILIM FORMU

Bu arastirma, Orta Dogu Teknik Universitesi Egitim Bilimleri boliimii doktora
ogrencisi Begim ERCAKIR KOZAN tarafindan yiiriitiilen bir calismadir. Bu

form sizi aragtirma kosullar1 hakkinda bilgilendirmek i¢in hazirlanmistir.

Calismanin amaci nedir? Bu arastirmanmin amaci program dis1 Ingilizce
etkinliklerinin 7. Simif égrencilerinin Ingilizce konusma ve yazma dil becerilerine
ve bu etkinliklerin 7. Smif &grencilerinin Ingilizceye karsi tutumlari {izerine

etkisinin arastirilmasidir.

Calisma boyunca sizden neler bekleniyor? Bu amag¢ dogrultusunda rastgele
secilen 7. Smif Ogrencilerinin haftada bir giin arastirmact ve ayni zamanda
ingilizce Ogretmeni Begiim ERCAKIR KOZAN tarafindan planlanan ve
hazirlanan program disi Ingilizce etkinlik faaliyetlerine aktif katilimi
beklenmektedir. Uygulama ortalama 90 dakika siirmesi planlanan 10 haftalik
etkinliklerden olusmaktadir. Bu etkinlikler 6ncesi ve sonrasinda Ingilizce
konusma ve yazma becerilerinizi 6lgmek i¢in sizlere hazirbulunusluk ve basari
testleri uygulanacaktir. Bu etkinlikler sonrasi ingilizceye karsi tutumlarinizi

6lgmek adina tutum 6lcegi de uygulanacaktir.

Sizlerden Topladigimiz Bilgileri Nasil Kullanacagiz? Arastirmaya katiliminiz
tamamen goniilliilik temelinde olmalidir. Gorlismede sizden kimlik belirleyici
hicbir bilgi istenmemektedir. Cevaplarimiz tamamiyla gizli tutulacak, sadece
arastirmacilar tarafindan degerlendirilecektir. Elde edilecek bilgiler toplu halde
degerlendirilecek ve bilimsel yayimlarda kullanilacaktir. Sagladiginiz veriler
goniilli katilm formlarinda toplanan kimlik bilgileri ile eslestirilmeyecektir.
Arastirmaya katilim sirasinda sorulardan ya da herhangi baska bir nedenden
otilirii kendinizi rahatsiz hissederseniz gériismeyi, testi veya uygulamayi1 yarida

birakip ¢ikabilirsiniz. Boyle bir durumda ¢alismay1 uygulayan kisiye, calismadan
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cikmak istediginizi sOylemeniz yeterli olacaktir. Calisma sonunda, bu
arastirmayla ilgili sorulariiz cevaplanacaktir. Aragtirmayla ilgili daha fazla bilgi

almak isterseniz: Arastirmaci Begiim ERCAKIR KOZAN (#****@**** edu.tr )

veya Egitim Bilimleri Boliimii 6gretim iiyelerinden Dog¢. Dr. Pervin Oya

TANERI (*#*#*@**** edu.tr) ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu ¢alismada yer almak istiyorum.

imza
vl 12023
Ogrenci Isim Soyisim

Tarih
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D. ATTITUDE SCALE

TUTUM OLCEGI

Degerli 6grencim,

Bu 6lgek program dis1 Ingilizce etkinliklerinin 7. Sinif dgrencilerinin konusma ve
yazma becerileri lizerine etkisini belirlemeyi ve ingilizceye kars1 tutumlarini lgmeyi
amaglayan doktora tezi calismamin bir bdliimiinii olusturmaktadir. Olgek iki
boliimden olugmaktadir: birinci boliimde kisisel bilgileriniz; ikinci boliimde ise
Ingilizceye karsi tutumunuzu (duygu ve diisiincelerinizi) belirlemeyi amaclayan
ifadeler yer almaktadir. Verilen ifadelerin her birini dikkatle okumaniz ve
goriisiiniize en uygun secenegi isaretlemeniz beklenmektedir. Ifadelerin dogru veya
yanlis cevabi bulunmamaktadir. Tiim maddeleri dikkatle okuyup eksiksiz ve size en
uygun olacak sekilde cevaplamaniz arastirmanin saglikli bir sekilde tamamlanmasi
icin onemlidir. Olgekte yer alan boliim/ifade/maddelerin size rahatsiz ettigini
diisiiniirseniz cevaplamaktan vazgecebilirsiniz.

Kimliginiz kesinlikle gizli tutulacak ve bu 6lcek ile elde edilen veriler tamamen
bilimsel amagla kullanilacaktir.

Desteginiz i¢in tesekkiir ederim.

Begiim ERCAKIR KOZAN

Orta Dogu Teknik Universitesi

Egitim Bilimleri Boliimii

Egitim Programlari ve Ogretim Ana Bilim Dah
Doktora Ogrencisi/Ingilizce Ogretmeni

e-mail: *¥*****@***** edu.tr
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KiSISEL BiLGILER

Asagida size ait kigisel sorular yer almaktadir. Bu sorulart ilgili kutucuga (x)
koyarak ya da verilen bosluga yazarak yanitlaymniz.

1. Okul numaraniz nedir?
2. Annenizin egitim durumu nedir?

] Tlkokul mezunu
Ortaokul mezunu
Lise mezunu
Universite mezunu

O OoOd

Diger (liitfen yaziniz)..............

3. Babamizin egitim durumu nedir?

] Ilkokul mezunu
Ortaokul mezunu
Lise mezunu
Universite mezunu

[ A N

Diger (liitfen yaziniz)..............
4. Annenizin meslegi nedir?

'l Ev hanim

[ Isci

] Memur

"] Esnaf
0 Diger(liitfenyaziniz).................
5. Babamizin meslegi nedir?

[ Isci

] Memur

"] Esnaf

"1 Diger (litfen yaziniz)..............
6. Evinizde ka¢ farkh dil konusuluyor?(liitfen say1 yaziniz)..............
7. ingilizce kursuna gidiyor musun?

[l Evet
[l Hayir
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INGILIZCEYE YONELIiK TUTUMLAR

Asagida verilen dnermelerde Ingilizce hakkindaki duygu ve diisiinceleri kapsayan
ifadeler yer almaktadir. Sizden ifadeleri dikkatle okuyup, her ifade ile ilgili verilen

bes secenekten goriisiinlize en uygun olan birini isaretlemeniz beklenmektedir.

Uygun yere (X) isareti koyunuz.

E| §
<55 g |E|LE
=z z | S| 38| %3
Ingilizce’ye yonelik tutum ifadeleri g g g £z é z
n | = - - @n =
222 |2 |2 |28
1.Ingilizce, diinyada herkesin anlasmasini saglayan ortak|
it 1 2 5
bir dildir.
2. Ingilizce 6grenmek ilgimi gekmez. 1 3 5
3.Ingilizce, hayatim boyunca faydasmi gorecegim bir 1 5
dildir.
4 Ingilizcemi miimkiin oldugunca gelistirmek istiyorum. 1 ) 3 4 5
5.Ingilizce grenmesem de olur. 1 2 3 4 5
6.Ingilizce, hayatim boyunca ihtiya¢ duyacagim bir dildir. | ) 3 4 5
7.Ingilizce, gereksiz bir yabanci dildir. 1 2 3 4 5
8.Ingilizce 6grenmeyi ¢ok istiyorum. 1 2 3 4 5
9.ingilizce Ogrenmek igin ugrasmak benim igin zaman
1 2 3 4 5
kaybidir.
10.i.ngili‘zcemi gelistirmek icin daha fazla ders almak 1 ) 3 4 5
1sterim.
11.Ingilizce, 6nemli bir yabanci dildir. 1 2 3 4 5
12.Ingilizce 6grenmek igin caba gdostermeme deger. 1 ) 3 4 5
13.Ingilizce, hayatim brq_}iunca hicbir yerde 1 ) 3 4 5
kullanmayacagim bir dildir.iste:
14.Ingilizce 6grenmenin, ileride daha iyi bir is bulmamda 1 ) 3 5
yardimci olacagini diisiiniiyorum
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APPROVAL FORM FROM MINISTRY OF NATIONAL EDUCATION

L,
ANKARA VALILIGI
Milli Egitim Miidiirligii

Sayr :E-14588481-605.99-
Konu : Arastirma Izni

ORTA DOGU TEKNIK UNIVERSITESI REKTORLUGUNE
(Ogrenci Isleri Daire Bagkanligir)

ilgi: a) MER Yenilik ve Esitim Teknolojileri Genel Miidiirligiiniin 202072 sayili Genelgesi.
b) 1 4 sayil yaziniz.

Universiteniz Egitim Bilimleri Anabilim Dali Egitim Programlart ve Ogretimi doktora programi
grencisi Begiim Ergakir KOZAN'n "Program Dis1 Ingilizce Etkinliklerin 7. Simf Ogrencilerinin

flwasl-an Dil Becerileri ve ingilizee Dil Tutumlann Uzerine Etkisi" konulu ¢alismas: kapsaminda
ilgemize bagh resmi ortaokullarda uygulama yapma talebi ilgi (a) Genelge gergevesinde

Tcelenmistir.

Yapilan inceleme sonucunda, séz konusu arastirmamin Miidiirliiglimiizde muhafaza edilen dlgme
araglarinin; Tiirkiye Cumhuriyeti Anayasasi, Milli Egitim Temel Kanunu ile Tiirk Milli Egitiminin genel
amaglarma uygun olarak, ilgili vasal diizenlemelerde belirtilen ilke, esas ve amaglara aykirihik teskil
etmeyecek, egitim-6gretim faaliyetlerini aksatmayacak sekilde okul ve kurum yéneticilerinin
sorumlulugunda, goniilliiliik esasina gére uygulanmas1 Miidiirligiimiizee uygun goriilmiistiir.

Bilgilerinizi ve geregini rica ederim.

Harun FATSA
Vali a.
Milli Egitim Miidiirii

Ek: Uygulama Araglan (19 Sayfa)

Dagitim:
Geregi: Bilgi:
ODTU llge MEM
Bubelge giivenli elektronik imza ile imzalannugtic

Adres : Emniyet mah.Alparslan Tiirkes cad. no:4 (Ek Hizmet Binas1 AR-GE ) Belge Dogrulama Adresi : https://www.turkiye.gov.ir/meb-ebys
Yenimahalle Bilgi i¢in: Avsun AKDEMIR
Telefon No : 0 (312) 306 89 07 Unvan : Memur
E-Posta: istatistikO6@meb.gov.tr Internet Adresi: Faks:_

Kep Adresi : meb@hs01.kep.r

Bu evrak giivenli elektronik imza ile imzalannustir. hitps://evraksorgu. meb.gov.tr adresinden a16e-4012-38b5-8e27-54d7 koduile teyit edilebilir.
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F. PERMISSION FOR USE OF ATTITUDE SCALE

18:20 ull ? "

4 ileti
Tutum olgedi izin istegi

Suat Kaya <_ Com> sunlari

yazdi (28 Sub 2023 18:07):
Merhaba Begum,

lyiyim tesekkiir ederim. Oncelikle, tezinde
kolayliklar ve basarilar d|lerim.

Olcegi kullanmanda bir sakinca yok. Tezimde
ayrica 4 dil becerisi ile ilgili gelistirmis oldugum
basar testleri de mevcut, dilersen onlari da
Inceleyebilirsin. Tez danigmanin kim bu arada?
Selamlar.

bgm ercgakir :_‘ hotmail.com> sunlari
yazdi (28 Sub 314:00):
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G. ACHIEVEMENT TEST ON 7TH GRADE STUDENTS’ SPEAKING
SKILL

7. SINIF PROGRAM DISI INGILIZCE ETKINLIKLER
KONUSMA BECERISI BASARI TESTI

GENEL ACIKLAMA

1. Bu sinavda toplam 10 soru bulunmaktadir.

Sorularin tiimii icin cevaplama siiresi 20 dakikadir

3. Ogrencilerin her bir soruyu sozel olarak cevaplamasi
gerekmektedir.

5

Basarilar dilerim.

No:
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Yonerge: Bu smavin her 6grenci ile bireysel olarak yapilmasi beklenmektedir.
Ogrencilerinizi teker teker smava c¢agirarak siraylal-4 sorulari sorunuz ve ve
Ogrencilere cevaplari sozlii olarak vermeleri yeterli zaman veriniz:

1- How can you ask the price of a t-shirt?

2- How do you usually pay in a shopping mall?

3- It has sharp teeth. It lives in the ocean and swims well. People are afraid of it.
This is a shark.
Can you describe your favorite animal like in the example?

4- What ingredients do you need to prepare a salad? Tell me 3 of them.
Yonerge: Ogrencilere asagidaki krokiyi gosteriniz ve 5. soruyu sorunuz. Ogrencilere

krokiye bakarak uygun cevaplar verebilmeleri i¢in yeterli zamani veriniz.

Amusement Park Baker’s Cinema
OCEAN STREET w OCEAN STREET
)
. . pd Art | Super | Music
Library |Bookstore |Florist g Galery |Market | Shop
<
Bank Mosque School Theatre
X
e
ATLANTIC STREET E ATLANTIC STREET
Car Park | Post Office Shopping Mall

You are here!
5- How can I get to the music shop?

Yonerge: Ogrencilere 6-10 sorulart sorunuz. Ogrencilerin sorulara sozlii olarak
cevap vermeleri i¢in yeterli zamani veriniz:

6- How do you want to travel? By bus or by plane? Why?

7- Can you talk about a topic you like in for 2 minutes. It can be about animals,
famous people, nature, TV series, cooking etc.

8- Please look around and choose an object. Now talk about this object and tell
its shape, color, texture, usage.

9- Can you talk about your personality and your mother’s appearance for 2
minutes. (2 sentences are enough)

10- Please talk about your parents. It can be about their hobbies, illnesses,
favorite sports or tv series. (2 sentences are enough)
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H. ACHIEVEMENT TEST ON 7TH GRADE STUDENTS’ WRITING
SKILLS

7. SINIF PROGRAM DISI INGILIZCE
ETKINLIKLER YAZMA BECERIiSi BASARI
TESTI

GENEL ACIKLAMA

1. Bu sinavda toplam 10 soru bulunmaktadar.

Sorularin tiimii icin cevaplama siiresi 40 dakikadir.

3. Ogrencilerin her bir sorunun cevabim sorularin altinda
bulunan kutucuklara yazmalar1 gerekmektedir.

4. Ogrencilerin cevaplarnm yazarken kursun kalem
kullanmalar1 gerekmektedir.

=

Basarnilar dilerim.

No:
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1.

Please read the sentences below and according to them, write a
dialogue between a customer and a shop assistant at a shopping mall
Customer: Tell you want to buy a washing machine. Ask for its price.
Ask alternative colors and functions. Ask about their refund policy and
how you can pay.

Shop Assistant: Tell the price of the washing machine. Help the customer
and show different colors (grey, white and black). Talk about the machine
and tell its capacity. Talk about your refund policy. Tell that credit card

payment is accepted.

Imagine you are going on a holiday. Prepare a holiday plan for a
travel in detail. You can use the questions below as guide (Write at

least 5 sentences).

What means of transportation will you use?
Where will you go?

Who will you go with?

What will you take with?

What will you eat?

What will be the currency?

What will the weather be like?
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)

3. Look at Fox’s everydayschedule. Make sentences about his daily
routine.
Monday | Tuesday Wednesday | Thursday | Friday Saturday
Have Hunt in | Do exercise | Look after | Attend an | Have a
breakfast | the forest his little | animal picnic
early sister reunion with  his
family

a. On Monday, he has breakfast early.

4. Please write the process of baking a cake by using first, second, next,

then, finally.
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HOW TO BAKE A CAKE

5. Please write a short story by using the given vocabulary items below?
(Write at least 3 different sentences)

SETTING CHARACTER | PLACE PROBLEM

on a shiny | A mouse In the forest | made a delicious
and warm day birthday cake

It was a hot | Students In an old|ran away with
summer house cheese

In the middle

of stormy

night

A very beautiful
young lady

In an empty

school

followed me

6. Give correct directions with imperative sentences to Ali.

Amusement Park

Baker’s

Cinema

OCEAN STREET L OCEAN STREET
=
. . pd Art | Super | Music
Library |Bookstore |Florist |_|>J Galery |Market | Shop
<
Bank Mosque School Theatre
4
o
ATLANTIC STREET E ATLANTIC STREET
Car Park | Post Office Shopping Mall

You are herel!

Ali is here
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a. Please help Ali go to the cinema

Please choose one of the given topics below and write at least 4
sentences about it.

Animals Personality/appearance | cooking TV series

Favorite your personality traits Your favorite | Favorite TV

animal meal series

What color | your mother’s | How to cook Which day
personality traits

How to feed | Your appearance Which  tools | About what

used
Why do you | Your mother’s | What What time
like appearance ingredients

Please write comparative sentences by using given information below
(At least 3 comparative sentences).

Zeynep Her sister
punctual always late
lazy Hardworking
50 kg 48 kg




9. Read the invitation card below and write a letter expressing

accepting or refusing the invitation. Please use the template below.

Dear friends,

I am organizing my birthday party for next Sunday. The party will be at
my house. It will start at 4 p.m. and 6 p.m. would you like to come over? I
am sure we will have so much fun together.

Love,

10. Please comment on the color, shape, material of the item in the

picture below.
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I. READINESS TEST ON 7TH GRADE STUDENTS’ SPEAKING
SKILLS

7. SINIF PROGRAM DISI iINGILiZCE ETKINLIKLER
KONUSMA BECERIiSi HAZIRBULUNUSLUK DUZEYI
BELIiRLEME SINAVI

GENEL ACIKLAMA

1. Bu sinavda toplam 10 soru bulunmaktadir.

2. Sorularmn timii i¢in cevaplama siiresi 20
dakikadir.

3. Ogrencilerin her bir soruyu sozel olarak
cevaplamalar gerekmektedir.

Basarilar dilerim.

No:
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Yonerge: Bu smavin her 6grenci ile bireysel olarak yapilmasi beklenmektedir.
Ogrencilerinizi bireysel olarak snava ¢agirarak sirastyla 1-2. sorularr sorunuz ve
ogrencilere kendileri ile ilgili cevaplar sozlii olarak verebilmeleri i¢in yeterli zaman
Veriniz:

1. What do you do after school?
2. What time does your school finish?

Yonerge: 3. sorudakiresimleri gosteriniz. Ogrencilerden resimlerdeki hayvanlari

sOzlii olarak karsilagtirmalarini isteyiniz.

A '- 1 :‘hl:
3. Tiger- Rabbit- Fast
Yonerge: Ogrencilere asagidaki resmi gosteriniz ve 4. soruyu sorunuz. Ogrencilere

uygun cevaplar verebilmeleri i¢in yeterli zaman veriniz.

MANISA

4. What is the weather like in Manisa?
Yonerge: Ogrencilere 5. soruyu sorunuz ve cevaplari sozlii olarak vermeleri igin
yeterli zaman veriniz:
5. Which one is more exciting? The train ride or bumper cars?
Yonerge: Ogrencilere asagidaki resmi gosteriniz ve 6. soruyu sorunuz.
Ogrencilere resme bakarak uygun cevaplar verebilmeleri i¢in yeterli zaman

veriniz.
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6. What is her job and where does she work?
Yonerge: Ogrencilere 7. soruyu sorunuz ve cevaplari sozlii olarak vermeleri igin
yeterli zaman veriniz:

7. Where were you last summer and what did you do there?
Yonerge: Ogrencilere asagidaki resmi gdsteriniz ve 8. soruyu sorunuz. Ogrencilere

resme bakarak uygun cevaplar verebilmeleri i¢in yeterli zaman veriniz.

8. Can you tell the locations of three objects in the picture?
Yénerge: Ogrencilere 9-10. sorular1 sorunuz ve cevaplari sozlii olarak vermeleri igin
yeterli zaman veriniz:

9. What should we do to save our planet?
10. Who is your class president?
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. READINESS TEST ON 7TH GRADE STUDENTS’ WRITING SKILLS

7. SINIF PROGRAM DISI INGILIZCE ETKINLIKLER
YAZMA BECERIiSi HAZIRBULUNUSLUK DUZEYI
BELIRLEME SINAVI

GENEL ACIKLAMA

Bu sinavda toplam 5 soru bulunmaktadir.

Sorularin tiimii icin cevaplama siiresi 20 dakikadir

Ogrencilerin her bir sorunun cevabim sorularin altinda bulunan
kutucuklara yazmalar: gerekmektedir.

Ogrencilerin cevaplarim yazarken kursun kalem Kkullanmalari
gerekmektedir.

Basarilar dilerim.

No:
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1. Write about the occupations and birthdays of people in the table.

Mustafa Kemal Atatiirk president 1881
Baris Manco musician 1943
Mimar Sinan architect 1488

-

\_

2. Look at Sally’s yesterday activities. Write a paragraph about her
activities.

YESTERDAY
visit grandfather
watch TV

play tennis

go to the cinema

do homework
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3. Write an e-mail about your last holiday to your friend.

Dear Susan,

5. What should we do to save our planet? Write 2 suggestions.
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K. ASSESSMENT RUBRICS FOR SPEAKING ACHIEVEMENT TEST

Student No:
Question | 0 2 4 6 8 10 Pua
s n
1 No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
2 No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
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No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt  but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
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No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without
speech rather than | but with | doubt  but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
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9 No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without

speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors

10 No Seems to | Understand | Understands | Understands | Understands
comprehensibl | understan | s the | the (q)/(s), | the (q)/(s), | the q)/(s) and
e and | d the | (q)/(s), but | answers in | answers in | answers in
grammatical question answers in | full full sentence | full sentence
answer (q)/the words sentences, without without

speech rather than | but with | doubt but | doubt and
(s), but no | forming some doubt | with a few | free of
answer grammatica | or some | grammatical | grammatical
I sentences | grammatical | and and
or pronunciatio | pronunciatio
pronunciatio | n errors n errors
n errors
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L. ASSESSMENT RUBRICS FOR WRITING ACHIEVEMENT TEST

0 2 4 6 8 10
Ql No Dialogue Dialogue Dialogue Dialogue Dialogue is | 10
answer | contains one | contains two | contains three | contains four | well written by
question- question- question- question- including all of
answer but | answers but | answers  with | answers with | five question-
not with lots of | some errors in | minor errors in | answers which
meaningful errors in | grammar grammar, are satisfactory
or grammar, sentence sentence in terms of
grammatical | sentence structure  and | structure and | grammar,
structures, spelling but | spelling but | sentence
spelling comprehensible | comprehensible | structure,
spelling  and
comprehension.
0 2 4 6 8 10 10
Q2 No Holiday plan | Holiday plan | Holiday  plan | Holiday plan | Holiday plan | 10
answer | includes at | includes at | includes at least | includes at | includes at
least 1 | least 2 aspects | 3 aspects of a | least 4 aspects | least 5 aspects
aspect of a | of a travel with | travel with | of a travel with | needed for a
travel  but | lots of errors in | some errors in | minor errors in | travel in detail
not grammar, grammar grammar, with
meaningful sentence sentence sentence grammatical
or structures, structure  and | structure and | and
grammatical | spelling spelling but | spelling but | comprehensible
comprehensible | comprehensible | sentences
0 2 4 6 8 10 10
Q3 No Schedule is | Schedule is | Schedule Schedule Schedule is
answer | written but | written but | contains some | contains minor | satisfactory in
not with lots of | errors in | errors in | terms of
meaningful eITOorS in | grammar, grammar, grammar,
or grammar, sentence sentence sentence
grammatical. | sentence structure and | structure and | structure,
structure, spelling but | spelling but | spelling  and
spelling. comprehensible. | comprehensible | comprehension
0 2 4 6 8 10 10

236




Q4 No Process  is | Process Process Process All the process
answer | written with | contains two | contains three | contains four | is satisfactory
only one | sentences but | sentences with | sentences with | in terms of
sentence but | with lots of | some errors in | minor errors in | grammar,
not errors in | grammar, grammar, sentence
meaningful grammar, sentence sentence structure,
or sentence structure  and | structure and | spelling  and
grammatical. | structure, spelling but | spelling but | comprehension
spelling  and | comprehensible. | comprehensible
missing 4
processes.
0 2 4 6 8 10 10
Q5 No Short story | Short story is | Short story is | Short story is | Short story
answer | is  written | written  with | written with | written ~ with | written with at
with a | two sentences | three sentences | four sentences | least 5
sentence by | by using two of | by using three | by using four | sentences by
using one of | the given | of the given | of the given | using at least
the  given | words but with | words with | words with | five of the
words  but | lots of errors in | some errors in | minor errors in | given words is
not grammar, grammar, grammar, satisfactory in
meaningful sentence sentence sentence terms of
or structure, structure and | structure and | grammar,
grammatical | spelling spelling but | spelling but | sentence
comprehensible | comprehensible | structure,
spelling  and
comprehension
0 2 4 6 8 1 10
Q6 No only one | Two directions | Two directions | Three Three
answer | direction is | are given with | are given and | directions are | directions are
given  but | some errors in | satisfactory in | given with | given and
with lots of | grammar, terms of | some errors in | satisfactory in
errors in | sentence grammar, grammar, terms of
grammar, structure  and | sentence sentence grammar,
sentence spelling but | structure, structure  and | sentence
structure, comprehensible | spelling and | spelling but | structure,
spelling comprehension | comprehensible | spelling  and
comprehension
0 2 4 6 8 10 10
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Q7 No Something Something is | Writing Writing Writing
answer | is  written | written but | contains some | contains three | contains three
but not | with lots of | errors in | sentences with | or more
meaningful errors in | grammar, minor errors in | sentences
or grammar, sentence grammar, which are
grammatical. | sentence structure  and | sentence satisfactory in
structure, spelling but | structure and | terms of
spelling. comprehensible. | spelling but | grammar,
comprehensible | sentence
structure,
spelling  and
comprehension
0 2 4 6 8 10 10
Q8 No Comparison | comparison is | Comparison is | Comparison is | Comparison
answer | is  written | written  with | written with at | written with at | contains
with one of | two of the | least three of | least four of the | sentences
the  given | given the given | given including five
adjectives adjectives with | adjectives with | adjectives with | or more of the
but not | some errors in | minor errors in | minor errors in | given
meaningful grammar, grammar, grammar, adjectives
or sentence sentence sentence which are
grammatical | structure and | structure  and | structure and | satisfactory in
spelling but | spelling but | spelling but | terms of
comprehensible | comprehensible | comprehensible | grammar,
sentence
structure,
spelling  and
comprehension
0 2 4 6 8 10 10
Q9 No Something Something is | Writing Writing Writing is
answer | is  written | written but | contains some | contains minor | satisfactory in
but not | with lots of | errors in | errors in | terms of
meaningful errors in | grammar, grammar, grammar,
or grammar, sentence sentence sentence
grammatical. | sentence structure  and | structure and | structure,
structure, spelling but | spelling but | spelling  and
spelling. comprehensible. | comprehensible | comprehension
0 2 4 6 8 10 10
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No

Answer

Something

is  written
but not
meaningful
or

grammatical.

Something

written
with
errors
grammar,
sentence
structure,

spelling.

lots

is

but
of

in

Writing
contains some
errors in
grammar,
sentence
structure and
spelling but
comprehensible.

Writing

contains minor

errors in
grammar,
sentence
structure  and
spelling but
comprehensible

Writing is
satisfactory in
terms of
grammar,
sentence
structure,
spelling  and
comprehension

239




M. SOME PHOTOS TAKEN DURING ECAS
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N. EXTRACURRICULAR ACTIVITY PLANS

Plan for ECAs
WEEK 1
This role-playing activity, which is an extracurricular activity, is planned for 7™ grade students. The activity takes 100 minutes.

7" graders’ speaking and writing skills are expected to improve at the end of this activity.

1

Name ECA Teacher Student Procedure Interacti | Materials | Outcomes
of the | Focus role Role on
activity Pattern
Role Speakin | Facilitator Active Warm up:
play g Monitor participant Chinese Whisper: .
(at a Guide -In the Chinese Whisper game, Sts will 87 61 Gt G
shoppin | Writing stand in a circle. T will whisper their Smartboar | 100-minute session,
g mall) Role  play | name and what they want to buy to the | Whole .
Listenin performer first St. This St will then whisper the | class d siipdionis walll 53 elbls
g same message to the next student, and Shopping- | to engage in a 3-
so on, until the last St announces what Related minute role-bla
they heard.". (10 min) play;
Real accurately using at
-And T wants next St first say aloud ) .
what T’s name is and what she wants ITems: least 10 - shopping-
to buy. Then the St tells his/her name T-shirt related vocabulary
and the thing she/he wants to buy by Sunelasses | items and
whispering to the ear of the next & ’
friend. And so on. Hat asking/answering
-After all of the Sts are named, the asers CESUDI about
activity ends. (10 min) Necklace prices, preferences,
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-T brings some shopping-related
materials (7-shirt

Sunglasses

Hat

Trousers

Necklace

Dress

Pullover etc.) and asks St their name. 5
min

-Then T asks Sts to brainstorm to find
out some new vocabulary about
clothes shopping for 5 min. After T
asks Sts to look up some vocabulary
items in the dictionary for (5 min.)

-T shows two different conversations
in the following video
(https://www.youtube.com/watch?v=h
EqOacESgyo )

That three native speakers of English
have while shopping. First Ss watch
the video without subtitles and try to
take some notes about the following
questions written by T on the board.(5
min)

-How do they pay?

-Which color does she prefer?

-Does the shop assistant give a
refund?

-How much is the dress?

-How much is the t-shirt?

T>Ss
Ss>T

Whole
Class

Dress

Pullover

Paper

Pencil

A sample
role play
written by

T

and

methods.

payment




eve

Then T distributes the script of the
video.(Appendix A) T provides a brief
summary of what Sts should expect
from the video. Sts watch the video
once more so that they can ask the
vocabulary items they don’t know.
After watching the conversation, Sts
answer the questions and T elicits the
answers. (10 min)

-After that, Sts are divided into groups
of 3 and given the roles of two
customers and a shop assistant. 4
groups work on the first script whereas
the other 4 groups work on the second
script.(Appendix B)

-Each group works on their role for 15
minutes and practices to perform in
front of others. (30 min)

-After each group performs their play,
Ss are divided into pairs and supposed
to write similar conversation regarding
the given condition (Appendix B)(10
min)

Sts need to act out the role play they
wrote to their classmates. (20 min)

T>Ss

Pair
work

Pair
work
Whole
class
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APPENDIX A
First Script

Lady: "I want to look at the dresses."

Gentleman: "But you just bought a dress."

Lady: "I know, but I can't wear this one to the wedding."
Shop Assistant: "Can I help you with anything?"

Lady: "No, thanks. I'm just looking. This dress is nice."
Gentleman: "Yes, it looks great. Why don’t you get it?"
Lady: "I need to try it on first. Excuse me, can I try this
on?"

Shop Assistant: "Sure. The fitting room is over there."
Lady: "Thanks. Wait here, Damon. What do you think?"
Gentleman: "It looks good. You should get it."

Shop Assistant: "How is it?"

Lady: "It’s a bit big. Can I try a smaller size?"

Shop Assistant: "What size are you wearing?"

Lady: "Size 12."

Shop Assistant: "Here is a size 10."

Lady: "Thanks. Is this better?"

Gentleman: "Perfect! It looks great. Buy it."

Lady: "I’m not sure. Can I return it if I change my mind?"
Shop Assistant: "Yes, but keep the receipt. You can return
it within 28 days."

Lady: "Okay, I'll take it."

Shop Assistant: "That will be 160 pounds."

Gentleman: "160 pounds?"

Shop Assistant: "Yes, please give me your pin number."
Lady: "Thank you."

Shop Assistant: "Here is your receipt."

Lady: "Thanks. Let’s go to the men’s department. You need a
new shirt for the wedding."

Gentleman: "But I have plenty of shirts."

Lady: "Damon, you need a new shirt.

APPENDIX B
Second Script

Lady: "This shirt looks nice, Damon."

Gentleman: "No, I prefer this one. Do you have it in medium?"
Shop Assistant: "Yes, we have it in medium and it’s on sale.
It’s half price."

Gentleman: "Great! I’ll buy it. Thank you."

Shop Assistant: "Do you want to try it on?"

Gentleman: "No, thank you."

Shop Assistant: "You can return it within 28 days if it doesn’t
fit, but we don’t accept returns after the sale."

Gentleman: "Okay."

Shop Assistant: "That’s 17 pounds 50. How will you pay?"
Gentleman: "I’ll pay with cash."

Shop Assistant: "Thank you. Here is your change. Would you
like your receipt in the bag?"

Gentleman: "Yes, please. Thank you. Goodbye."

Shop Assistant: "Goodbye."

Gentleman: "Can we go home now?"

Lady: "Yes, but first I need to buy some shoes to match this
dress."

Gentleman: "Oh, okay."
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APPENDIX C

Create and Perform a Dialogue
Task Instructions 1:

-Create a Dialogue:

Customer Role: You are at a shopping mall looking for
your dream dress.

Ask the shop assistant about the price of the dress.

Inquire if there are any alternative colors or sizes available.
If the dress looks suitable, ask to try it on.

Finally, ask where the fitting room or dressing room is
located.

Shop Assistant Role: You are working at the shop and will
assist the customer.

Inform the customer that the dress costs 500 TL.

Mention that the dress comes in two colors: red and black.
Let the customer know that only medium size is available.
Direct the customer to the fitting room.

-Perform Your Dialogue:

Once you have written your dialogue, practice with your
partner.

Perform the dialogue in front of the class.

Feedback:

After the performance, your classmates and teacher will
provide feedback on your pronunciation, use of

APPENDIX D

vocabulary, and overall presentation.

Task Instructions 2:

-Create a Dialogue:

Customer Role: You are at a shopping mall to buy a t-shirt
for your brother

Ask the shop assistant about the price of the t-shirt..
Inquire if there are any alternative colors or sizes available.
If the t-shirt looks suitable, ask about their refund policy..
Finally, ask how you can pay.

Shop Assistant Role: You are working at the shop and will
assist the customer.

Inform the customer that the t-shirt costs 200 TL.

Mention that the t-shirt comes in three colors: white, blue
and brown.

Let the customer know that only large size is available.
Inform the customer that you can give a refund.

-Perform Your Dialogue:

Once you have written your dialogue, practice with your
partner.

Perform the dialogue in front of the class.

Feedback:

After the performance, your classmates and teacher will
provide feedback on your pronunciation, use of
vocabulary, and overall presentation.
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Dialogue Example

Customer: "Hi, I'm interested in this dress. How much does it cost?"

Shop Assistant: "Hello! This dress is 500 TL."

Customer: "Do you have it in any other colors or sizes?"

Shop Assistant: "Yes, it comes in red and black. Currently, we only have it in medium size."
Customer: "Okay, I'd like to try it on. Where is the fitting room?"

Shop Assistant: "The fitting room is over there on the left."



Plan for ECAs
WEEK 2
This Karaoke activity, which is an extracurricular activity, is planned for 7" grade students. The activity takes 90 minutes. 7" graders’

speaking, listening and writing skills are expected to improve at the end of this activity.

LYC

Name of
the
activity

ECA
Focus

Teacher
role

Student
Role

Procedure

Interaction
Pattern

Materials

Outcomes

Karaoke

(song:
What
does the
fox say?)

Speaking
Writing
Listening

Facilitator
Monitor
Guide

Active
participant

Procedure

Setup (5 min)

-T organizes the classroom for
the activity.

-T hangs 13 copies of the song
lyrics "What Does the Fox Say?"
on the walls (Appendix A).

-T places a scrambled version of
the song in envelopes on Sts'
desks (Appendix B).

Introduction (5 min)

-T divides Sts into pairs.

-T plays the song once to
familiarize Sts with
pronunciation.

Dictation Game (30 min)

-One st in each pair runs to the
wall, memorizes a sentence, and
dictates it to their partner.

-Sts  switch roles halfway
through.

Pair work

Pair work

Smartboard
Internet
Speaker
Microphone
Paper
Pencil
Handouts
Animal
masks

By the end of the 90-minute session,
students will form sentences using
the simple present tense with 80%
accuracy while singing along to a
song and writing a short lyric for a

group activity.
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-T ensures Sts whisper and do
not yell.

-Sts check with the T twice for
accuracy. (The pair who
completes first gains an
award(Chocolate bar)).

Listening and Singing (10 min
-Sts listen to the song three
times.

-Sts arrange the lyrics in order
and sing together.

Animal Masks and Karaoke (10
min)

-T distributes animal masks
(Appendix C).

-Sts wear masks and sing the
song as a group or individually.

Songwriting Activity (20 min)
-Groups wearing the same
animal masks write a song about
their animal using the simple
present tense (Appendix D).

Presentations (15 min)
-Groups perform their songs for
the class.

Individually

Whole class

Group work
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APPENDIX A: Full lyrics of '""What Does the Fox Say?"
WHAT DOES THE FOX SAY?

Dog goes woof, cat goes meow

Bird goes tweet, and mouse goes squeak

Cow goes moo. Frog goes croak, and the elephant goes toot
Ducks say quack and fish go blub, and the seal goes ow ow ow
But there's one sound that no one knows...

What does the fox say?

Ring-ding-ding-ding-dingeringeding!
Gering-ding-ding-ding-dingeringeding!
Gering-ding-ding-ding-dingeringeding!
What the fox say?
Wa-pa-pa-pa-pa-pa-pow!
Wa-pa-pa-pa-pa-pa-pow!
Wa-pa-pa-pa-pa-pa-pow!

What the fox say?

Hatee-hatee-hatee-ho!
Hatee-hatee-hatee-ho!
Hatee-hatee-hatee-ho!

What the fox say?
Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!
Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!
Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!
What the fox say?

Big blue eyes, pointy nose, chasing mice, and digging holes
Tiny paws, up the hill, suddenly you're standing still

CHANGE THE ROLE

Your fur is red, so beautiful, like an angel in disguise

But if you meet a friendly horse, will you communicate by mo-0-0-0-orse,

mo-0-0-0-0r1s€, mo-0-0-0-0rse?

How will you speak to that h-o-o-orse, h-0-0-orse, h-o0-0-orse?

What does the fox say?!

Jacha-chacha-chacha-chow!
Jacha-chacha-chacha-chow!
Jacha-chacha-chacha-chow!

What the fox say?
Fraka-kaka-kaka-kaka-kow!
Fraka-kaka-kaka-kaka-kow!
Fraka-kaka-kaka-kaka-kow!

What the fox say?

A-hee-ahee ha-hee!

A-hee-ahee ha-hee!

A-hee-ahee ha-hee!

What the fox say?

A-00-00-00-000!

Wo00-00-00-000!

What does the fox say?!

The secret of the fox, ancient mystery
Somewhere deep in the woods, I know you're hiding
What is your sound? Will we ever know?
Will always be a mystery what do you say?

You're my guardian angel hiding in the woods

What is your sound?

A-bubu-duh-bubu-dwee-dum a-bubu-duh-bubu-dwee-dum
Will we ever know?

A-bubu-duh-bubu-dwee-dum

I want to, I want to, I want to know!
A-bubu-duh-bubu-dwee-dum

Bay-buh-day bum-bum bay-dum
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APPENDIX B:Scrambled lyrics for dictation activity.

Sentence to sentence scrambled in the envelope for Pair A.

WHAT DOES THE FOX SAY?

Dog goes woof

cat goes meow

Bird goes tweet

and mouse goes squeak

Cow goes moo.

Frog goes croak,

and the elephant goes toot

Ducks say quack

and fish go blub,

and the seal goes ow ow ow

But there's one sound that no one knows...

What does the fox say?

Ring-ding-ding-ding-dingeringeding!

Gering-ding-ding-ding-dingeringeding!

Gering-ding-ding-ding-dingeringeding!

What the fox say?

Wa-pa-pa-pa-pa-pa-pow!

Wa-pa-pa-pa-pa-pa-pow!

Wa-pa-pa-pa-pa-pa-pow!
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What the fox say?

Hatee-hatee-hatee-ho!

Hatee-hatee-hatee-ho!

Hatee-hatee-hatee-ho!

What the fox says?

Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!

Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!

Joff-tchoff-tchoff-tchoffo-tchoffo-tchoff!

What the fox says?

Big blue eyes, pointy nose, chasing mice, and digging holes

Tiny paws, up the hill, suddenly you're standing still

CHANGE THE ROLE

Your fur is red, so beautiful,

like an angel in disguise

But if you meet a friendly horse,

will you communicate by mo-0-0-0-orse, mo-0-0-0-0rse, mo-o-

0-0-orse?

How will you speak to that h-o0-o-orse, h-0-0-orse, h-0-0-orse?

What does the fox say?!




(454

Jacha-chacha-chacha-chow! A-hee-ahee ha-hee!

Jacha-chacha-chacha-chow! What the fox says?

;c-ha-chacha-chacha-chow! - :6:-00-00-00-000 ! B

;7-&;1-1at the fox say? - ;7-&;;)0-00-00-000! -
;r-e-lka-kaka-kaka-kaka-kow! - ;7-&;;1at does the fox say?! B
;r-e-lka-kaka-kaka-kaka-kow! “ :l:l-l-e secret of the fox, ancient m-y-s-tery
;r-e-lka-kaka-kaka-kaka-kow! “ -S-(-)-mewhere deep in the woods, I know you're hiding
;7-&;1-1at the fox say? “ ;7-&;1-1at is your sound? Will we ever know?
:A:-hee-ahee ha-hee! “ ;7-&;;11 always be a mystery what do you say?

A-hee-ahee ha-hee! You're my guardian angel hiding in the woods
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What is your sound?

A-bubu-duh-bubu-dwee-dum a-bubu-duh-bubu-dwee-dum

Will we ever know?

A-bubu-duh-bubu-dwee-dum

I want to, I want to, I want to know!

A-bubu-duh-bubu-dwee-dum
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APPENDIX C: Animal Masks

AN

(e
i
§ '

)

Retrived from https://oxymaxplavroom.com/paper-animal-masks-for-kids/
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APPENDIX D:Instructions for songwriting activity
NOW, ITS YOUR TURN

Compose your own animal song as a group and then pull off the trick by singing.
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Plan for ECAs
WEEK 3 and 4

This extracurricular activity is planned for 7" grade students. The activity takes 135 minutes. 7" graders’ speaking and writing skills are

expected to improve at the end of this activity.

Name of | ECA Allocated | Teacher Student | Procedure Interaction | Materials Outcomes
the Focus time role Role Pattern
activity
Time to | Speaking | Week 3: | Facilitator | Active Week 3 By the end of the
Cook in | Writing 75 Monitor participa Smartboard second week
the Listening | minutes Guide nt Introduction (10 min) T>Ss Internet
Kitchen Week 4: T brings kitchen tools (spoon, fork, knife, etc.) speaker (135 minutes
60 and ingredients (cucumber, lemon, etc.) to the
. total), students
minutes school canteen.
Sts discuss ingredients and tools needed for a will  accurately
"potato salad." .
Sts Create a mind map from students' answers. (s i
steps to make a
Vocabulary Matching (10 min)
T shows real kitchen tools and vegetables to potato salad
match with vocabulary. T>Ss Paper using at least
Ss=T Pencil five cooking
Verbs Introduction (5 min) Handouts
T ilntroduces verbs: boil, peel, chop, dice, verbs and
sprinkle, mix, grate. seqienEn ok
Recipe Explanation (5 min) (first, then, next)
T explains the salad-making process using | Whole Class during a er
sequence words: first, second, next, then, uring group
finally. Spoon, fork, | presentation.

Group Activity (30 min)

knife, plates,
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-T divides students into 5 groups.

-Each group has a cook, while others describe
the recipe.

-Sts Practice using vocabulary on the board.

Miming Activity (15 min)
-One member from each group mimes the
process while describing it.

Week 4
Poster Preparation (30 min)

-Groups prepare ingredients and recipes for a
chosen meal on a poster.

Presentations (30 min)
-Groups present their posters and explain the
process to the class.

T>Ss
Ss>T

Group work.

pot, strainer,
grater), and
vegetables
(cucumber,
lemon,
onion,
parsley,
pepper,
potato,
tomato) and
other
ingredients
(salt, olive
oil).
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Plan for ECAs

WEEK 5

This extracurricular activity is planned for 7" grade students. The activity takes 90 minutes. 7" graders’ speaking, listening and writing

skills are expected to improve at the end of this activity.

Name of | ECA Teacher | Student Procedure Interaction Materials Outcomes
the Focus role Role Pattern
activity
Speaking | Facilitato | Active Procedure By the end of this 90-
Hanging Writing r participant . .
around in | Listening | Monitor Introduction (10 min) T>Ss minute session,
the city Guide -T uses toy building blocks and cars. Smartboard students will be able
-T Shows sample city designs on the to e accurate
smartboard. Internet J
-T discusses types of buildings in a directions to a
city center and elicit answers. Building .
blocks classmate using at
City Center Design (20 min) least 5 directional
-T divides Sts into pairs. Toy cars h
-Each pair designs a city center on BT (G, (i
their desk, including various buildings | Pair work Paper left, go straight) to
(library, post office, etc.). .
-T assigns a number to each building Pencil E fhem o o
and distributes numbers randomly. city map they
-Pairs design and label buildings using dsefnad.
blocks.
Building Arrangement (5 min)
Pair work

-Pairs place their buildings on desks in
the classroom center.

Direction Activity (30 min)
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-T asks, "How can I get to the...?" and
demonstrates with a toy car.

-T distributes handouts with direction
phrases.

-Sts mime instructions and repeat
aloud.

-T forms groups and selects a "driver."
-Group members give sequential
directions to navigate the car using
building visuals (Appendix A).

Mapping and Directions (30 min)

-Sts draw a map from home to school.
-In pairs, volunteers give directions on
the board while partners follow them.

Group work

Pair work
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APPENDIX A: Visuals for Building Locations and Directions
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Plan for ECAs

WEEK 6

This extracurricular activity is planned for 7" grade students. The activity takes 90 minutes. 7" graders’ speaking and writing skills are

expected to improve at the end of this activity.

Name of | ECA Teacher | Student Procedure Interaction Materials Outcomes
the Focus role Role Pattern
activity
Speakin | Facilitato | Active Procedure By the end of this 90-
Travel g r participant Smartboard . .
club Writing | Monitor Introduction (5 min) T>Ss Computers minute session,
Guide -T distributes 13 copies of two brochures Internet students will
from different countries (Appendix A). Pair work Paper .
. . . . collaboratively create
-Sts examine brochures in pairs. Pencil
Brochures a holiday plan using
Discussion and Vocabulary (10 min) Posters
T displays brochures on the smartboard. Scissors futre —tense  and
-Sts  discuss why tourists visit these Glue budget-related
countries. Markers .
-T elicits vocabulary related to holiday | Whole class Atlas or maps o iy wald 07
planning using a presentation (e.g., book, Magazines accuracy, and present
local cuisine, accommodation). Construction .
their plan to the class
Paper
Create Dream Holiday Brochure (15 min) Handouts within 10 minutes.
-Sts form groups of five.
-Sts use a template to create a dream
holiday brochure (Appendix B).
-Groups walk around to view and discuss
other brochures.
Group work

Travel Plan Development (45 min)
-Sts remain in groups to prepare a travel
plan based on a given budget.
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-Budgets and countries are pre-assigned
(Appendix C).

-Discuss how to spend their vacation
considering transportation, accommodation,
tours, food, and souvenirs.

-Sts exchange currency and explore local
cuisine.

-Sts Create a poster with their travel plan,
including pictures or drawings.

Presentation and Voting (15 min)

-Groups present their plans to each other
and the class.

-Posters are displayed on a school notice
board for voting.

-Other students can vote for the best plan by
drawing stars.

-At the end of one week, the plan with the
most stars is chosen as the best plan and left
on the noticeboard for longer time.

Group work

Group work




APPENDIX A:Brochures

GREECE
t

Travel agencies to
book your nexl trip with

-

Leap Frog

Zoomflights

0

Bonjour!

Liberté | Egalité | Fraternite

Outside Outside

ABOUT

FRANCE

oy

THE
CULTURE

French culture |s embodied by high
fashion, food and wine.

fong and refined history, it
synonymous with class and
Centy

. Centurie: ed in World.renawned French designers include
refining the art of world-class wine Louls Vuition, Givenchy, Chanel, Rochas
hailing from Bourdeaux, Beaujolais and Yves Saint Laurent.

d Champagne.

Famous French foods are Crepes,
Preccrtioy: Fioncaf: milbaar Baguettes, Onion Soup, escargot and
democracy, one of the G7 nations and

a member of the United Nations. its.
current president Is Emmanuel Macron.

I R —I—™—5—§———AA— .
Inside

Retrived from https://venngage.com/templates/brochures/greece-travel-tri-fold-brochure-a263d2b8-822e-43ea-82bf-efc349114961

Retrieved from https://venngage.com/templates/brochures/france-travel-tri-fold-brochure-7602a72a-5212-4fae-b53b-13a609d8067a
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APPENDIX B:Brochure Template

Destination/
Country

Accommodation

get in touch with us

TRANSPORTATION
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APPENDIX C: Budgets

Please prepare a holiday plan according to your budget.

Think about Transportation, Accommodation, Cultural /natural tours, Food and Drinks, Souvenirs, Concerts/shows etc.
Group 1: Spain - $1500

Group 2: Tiirkiye - $500

Group 3: Germany - $1000

Group 4: UAE - $2000

Group 5: Italy - $1750
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Plan for ECAs

WEEK 7

This extracurricular activity is planned for 7" grade students. The activity takes 100 minutes. 7% graders’ speaking skills are expected to

improve at the end of this activity.

Name of the | ECA Teacher | Student Procedure Interaction Materials Outcomes
activity Focus role Role Pattern
Speaking | Facilitato | Active Procedure: By the end of this 100-
Discussion r participant Smartboard | minute session, students will
on Monitor Outdoor Observation (20 min) T>Ss Internet be able to identify at least
Environment Guide -T lets Sts take four objects in Paper three environmental
different colors (Brown, black, Pencil problems and  propose
green etc.) shapes (round, square, Desks solutions using
oval, triangle etc.) sizes (big, Handouts "should/should not" in a
small), such as a leaf, a bottle, some Dice group discussion,
sand, a rock, a box, a rubbish etc. Rope demonstrating accurate use
in other words anything they would of vocabulary from
like to bring together with them to environmental texts
the classroom.
-Sts go outside with paper and
pencils to note observations in the | Whole class
school garden.
-Each st collects four objects of
different colors, shapes, and sizes to
bring back to class.
Object Identification Game (30
min)
-Sts place all collected objects in | Group work

the middle of the classroom.

-T divides students into five groups.
-T blindfolds one group and assigns
them objects to identify by touch.
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-Other sts can guide by asking
descriptive questions.

-Each blindfolded st gets one guess
per object.

-Award stars for correct guesses;
the group with the most stars wins.

Station Activity (20 min)

-T sets up five stations with
different passages on environmental
topics:

Air Pollution

Deforestation

Natural Resource Conservation
Endangered Animals

Water Pollution(Appendix A)
-Groups rotate through stations,
skimming texts and discussing
them.

Problem-Solving Discussion (30
min)

-T reorganizes groups and assigns
each a topic to discuss. (Appendix
B)

-Groups identify key problems and
brainstorm solutions using
"should/should not."

-Sts present findings to the class,
followed by a group discussion.

Group work

Group Work
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APPENDIX A

How to Reduce Air Pollution

Air pollution is a problem in cities. We should recycle and buy recycled products to prevent air pollution. We should consume less. We should use
sustainable products. We should plant trees. We should walk, bike or use public transportation to reduce air pollution.

How to Reduce Deforestation

Deforestation is a serious environmental problem. We should use less paper, more recycled products to prevent deforestation. We should plant a tree
and recycle more products.

How to Protect Natural Resources

Natural resources are very important for our life. We should use less water, turn off the lights, renewable energy, recycle and compost to protect the
natural resources in our planet.

How to Protect Endangered animals

There are lots of endangered animals such as rhinos. We should not buy products made from endangered animals like tortoise shell to protect them. We
should recycle and buy sustainable products. We should use less plastic to protect endangered animals in the ocean. We should drive carefully in the

forest.
How to ReduceWater pollution

We should use less plastic and less water. We should not use pesticides and herbicides. We should clean up litter in water. We should turn off the tap

while we are brushing our teeth.
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APPENDIX B: Sample Passages

Air Pollution: Suggestions for reducing pollution through recycling and sustainable practices.
Deforestation: Tips for preventing deforestation by using recycled products and planting trees.
Natural Resources: Ways to conserve resources by using less water and energy.

Endangered Animals: How to protect animals by reducing plastic use and avoiding harmful products.

Water Pollution: Strategies for reducing pollution by conserving water and cleaning litter.



YL

Plan for ECAs
WEEK 8

This extracurricular activity is planned for 7" grade students. The activity takes 90 minutes. 7" graders’ writing skills are expected to

improve at the end of this activity.

Name of | ECA Teache | Student Procedure Interaction Materials Outcomes
the Focus r role Role Pattern
activity
Writing Facilita | Active Procedure: By the end of this 90-
Spooky Speaking | tor participant Paper
Roll a Monito Dice Story Creation (45 min) T>Ss Pencil minute session,
story r -T divides sts into groups of 4. Dice . .
Guide -T provides each group with a handout Dictionary | students will write a
(Appendix A).
-Each group has four dice, each spooky story of at least
representing setting, place, character, | Group work 10 sentences using
and problem.
-Group members take turns rolling the simple past tense with
dice.
Sts read the number on the dice and 85% accuracy and
find the corresponding word on the .
handout, coloring the square. present their story to
-This continues until each group | Whole class

completes their spooky story.
-A representative from each group reads
their story aloud.

Picture Story Writing (45 min)

-T divides students into groups of 5.

-T distributes different picture stories to
each group.

the class.
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-Groups write a story based on the
pictures, incorporating setting, place,
character, and problem.
-Each group presents their story.

APPENDIX A: Handout

Each group member rolls the dice four times, coloring the corresponding square to create a story.

Write the group’s spooky story in the space provided.

ROLL Roll 1 Roll 2 Roll 3 Roll 4
SETTING PLACE CHARACTER PROBLEM
On a dark and stormy night | In the forest A mighty monster Stole my delicious pumpkin
o
- It was a cold midnight In an old house A scary skeleton Tickled my feet
®
o™ On a rainy gray morning In an empty school A goofy ghost Flew away with my cat
®
e o A cloudy sunset In my bedroom A wicked witch Put on my Halloween costume
e e
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® o On a hot muggy morning In a wreck ship A scary goblin Burped and blamed it on me
L J
® O
®ee In the middle of windy | At my grandparents’ | A wild werewolf Ate my Halloween candy
L X X )
house

night
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APPENDIX B
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WEEK 9

This extracurricular activity is planned for 7" grade students. The activity takes 90 minutes. 7" graders’ writing skills are expected to

improve at the end of this activity.

Name of the
activity

ECA
Focus

Teacher
role

Student
Role

Procedure

Interaction
Pattern

Materials

Outcomes

Drama

Writing
Speakin
g

Facilitato
r
Monitor
Guide

Active
participant

Procedure:

Preparation

-T brings the story "Enormous Elephant" to
the session.

-T has already written a story skeleton for it.
-T has practiced telling it, to a colleague if
possible before the session

-T practices storytelling with gestures for
keywords.

Drama Activity (5 min)

-T tells sts they will learn a story through
actions.

-Sts stand in a circle.

Teach words and actions:(40 min)

-T introduces two or three at a time.

-Sts practice actions with words in different
orders.

-This continues until all words and actions
are learned.

-T divides students into pairs.

-Sts put story pictures in order and write
sentences for each picture (Appendix C).

-T distributes a story with gaps (Appendix D)
for action words to fill in and compare with
their sentences.

T>Sts

Whole class

Pair work

Paper
Pencil
Dictionary
Handouts

By the end of this 90-
minute session, students
will be able to write at
least 3 sentences per
picture using the correct
vocabulary from the story
"The Enormous Elephant"
with 80% accuracy, and
perform the story through
actions and gestures.
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APPENDIX A: Words and Actions

Words for miming Actions

Enormous Starting above your head, trace a big circle with your hands
Elephant Wave an arm in front of your nose like an elephant’s trunk
Bored Head in hand with a bored expression

Idea Point to your head with a pleased expression

walk Walk a few steps on the spot

meet Shake hands with someone nearby

Magic Shimmer hands down like magic dus

Monkey Scratch head and underarm.

What is the matter? Open hands and shrug

OK The usual gesture in your country for OK

Crazy The usual gesture in your country for crazy

Crocodile Make snapping jaws with arms

Tired Sag your body

Sleep Put head on hands.
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APPENDIX B: Story

This is the story of Enormous Elephant, Magic Monkey, and Crazy Crocodile.

One day Enormous Elephant was bored, very very bored. Then he had an idea.

‘I know,’ he said, ‘I’ll go to New York.’

So he started to walk, and he walked, and he walked, and he walked. On the way he met Magic Monkey.
‘Hello, Magic Monkey,” he said.
Hello,” said Magic Monkey.

‘What’s the matter?’ said Enormous Elephant.

‘I’'m bored,’ said Magic Monkey, ‘very, very bored.’

‘I’ve got an idea,’ said Enormous Elephant, ‘why don’t you come to New York with me?’

‘OK,’ said Magic Monkey.

So they started to walk, and they walked, and they walked, and they walked. On the way they met Crazy Crocodile.
‘Hello, Crazy Crocodile,’ they said.

‘Hello,’ said Crazy Crocodile.

‘What’s the matter?’ said Enormous Elephant.

‘I’'m bored,’ said Crazy Crocodile, ‘very, very bored.’

‘I’ve got an idea,” said Enormous Elephant, ‘why don’t you come to New York with us?’

‘OK,’ said Crazy Crocodile.

So they started to walk, and they walked, and walked, and walked.



8¢

And they walked, and they walked, and they walked.

And they walked, and they walked, and they walked. *

Oh, I’'m tired,” said Enormous Elephant.

‘Oh, I’'m tired,” said Magic Monkey.

‘Oh, I’'m tired,’ said Crazy Crocodile.

So they all went to sleep.

This is the story of Enormous Elephant, Magic Monkey, and Crazy Crocodile.

One day Enormous Elephant was bored, very very bored. Then he had an idea.

‘I know,’ he said, ‘I’ll go to New York.’

So he started to walk, and he walked, and he walked, and he walked. On the way he met Magic Monkey.
‘Hello, Magic Monkey,” he said.
Hello,” said Magic Monkey.

‘What’s the matter?’ said Enormous Elephant.

‘I’'m bored,’ said Magic Monkey, ‘very, very bored.’

‘I’ve got an idea,” said Enormous Elephant, ‘why don’t you come to New York with me?’

‘OK,’ said Magic Monkey.

So they started to walk, and they walked, and they walked, and they walked. On the way they met Crazy Crocodile.
‘Hello, Crazy Crocodile,’ they said.
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APPENDIX C

Retrieved from http://cfrs.langues.free.fr/supports/progression_interactive/histoires/diapo_elephant.pdf

APPENDIX D: Story with Gaps
This is the story of Enormous Elephant, Magic Monkey, and Crazy Crocodile.

Oneday .......ccooovvvviiiiiininnnnn.. WaS o, , very very bored. Then he had an idea.

Hello,’ said Magic Monkey.

‘What’s the matter?’ said ...,

Tm..ooo ,” said Magic Monkey, ‘very, very bored.’

‘I’ve got an idea,’ said Enormous Elephant, ‘why don’t you come to ..................... with me?’

‘OK,’ said Magic Monkey.

So they started to walk, and they walked, and they walked, and they walked. On the way they met Crazy Crocodile.
‘Hello, oo, ,” they said.

‘Hello,’ said Crazy Crocodile.
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‘Ive gotanidea,” said .............ocevvviiiiiinn..n. , ‘why don’t you come to New York with us?’
‘OK,’ said Crazy Crocodile.

So they started to walk, and they walked, and walked, and walked.

And they walked, and they walked, and they walked.
And they walked, and they walked, and they walked. *

Oh,Tm............... ,” said Enormous Elephant.
‘Oh,I'm ............... ,” said Magic Monkey.
‘Oh, ’'m ............... ,” said Crazy Crocodile.
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WEEK 10

This extracurricular activity is planned for 7% grade students. The activity takes 90 minutes. At the end of this activity, it is expected

that 7 grade students’ writing and speaking skills will improve.

together.

Yearbook Preparation (25 min)

-Sts are divided into 5 groups. (5 sts in
each group) and each group has photos of
famous people.

-Each st in a group comment on these

Name of | ECA Teacher Student Procedure Interaction Materials | Outcomes
the Focus role Role Pattern
activity
Yearbook | Writing Facilitator | Active Procedure: By the end of this 90-
Speaking | Monitor participant Paper minute session
Guide Preparation: T>Ss Pencil ’
-T asks Sts to bring a photo of their favorite yearbook | students will write a
actor/actress/football player/singer etc to Handouts Aeserisifon o o o
the session beforehand. Famous
-Before starting the lesson, T brings her/his photos 5 sentences about a
graduation yearbook from the middle and glue famous erson’s
high school years to the classroom. P
appearance and
Appearance Description: (10 min) . .
-T shows the yearbooks. personality using
-While Sts are looking at them, T describes appropriate
some of her classmates in the yearbooks. e and
-T asks Sts whether such yearbooks are ’
worth preparing or not. actively participate in
-After getting answers, T announces that . .
today they are going to prepare a yearbook | Whole Class 2 Oamg GRS

about their yearbook

entries.
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famous  people’s  appearance  and
personality by looking at their photos one
by one.

-Sts write these comments on a sheet of
paper including the photo at the top.

-Each photo turns among the group
members so that they can add more traits
different from what previous Sts add.
-When the same photo comes to the same
student twice, then yearbook activity for
the famous is over.

Guess Who (20 min)

-After each group completes this task, T
chooses one student from each group to
come to the stage.

-That st chooses a photo from his/her group
task. Other group members ask questions
about personality and appearance in order
to guess whom St is holding in his/her
hand. St holding the photo can benefit from
the comments while answering the
questions.

-As soon as each photo is guessed, this part
will be over.

Criminal Hunt (10 min)

-T divides the Sts into groups of five.

-T distributes photos of five different
people to each group member. (Appendix
A)

-T tells Sts that the people in these photos
have committed crimes.

-Sts are supposed to catch the criminals in
turn.

Group work

Group Work
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-First, T describes the personality and
appearance of the criminals one by one.
-Groups find and number the criminals
while T is describing them.

-When Sts number the pictures, they are
supposed to write the traits of these people
in the photos.

Group Discussion (25 min)

-After each member numbers the criminals,
T asks group members to come together
and discuss why they number the criminals
in that way.

-Each group comes up with a final decision
about the correct orders of the criminals.
-Each group tells their catching order and
why they choose this order by explaining
the traits of the criminals and comparing
these criminals.

-The group that manages to catch the
criminals in the correct order becomes the
winner.

Individual

Group work

Group work
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APPENDIX A

Listen to the teacher carefully twice. First, put the criminals in order according to their appearance and personality
traits. Second, write the traits of criminals under their photos. Finally, come together with your group members and
discuss the correct order to come up with a decision.

Adobe Stodk | #97790063
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P. TURKISH SUMMARY / TURKCE OZET

1. GIRIS

1.1. Arastirmanin Amaci

Geleneksel oOgretim yontemleri genellikle yazma ve okuma becerilerini
gelistirmeye odaklanir. Ancak arastirmalar, geleneksel Ogretim
yontemleri uygulanirken Ogrenci motivasyonunu ve oOzgin dil kullaniminm
tesvik etmede smirliliklar oldugunu gdstermektedir. Bu c¢alisma, 06zel
olarak tasarlanmis dil odakli program dis1 etkinliklerin (PDE) 7. sinif 6grencilerinin
iiretken dil becerileri ve Ingilizceye karst tutumlari iizerindeki etkisini

aragtirmaktadir.

Ogrencilerin nasil motive olduklari, dil 6grenimine yonelik tutumlarinin
nasil sekillendigi ve farkli dil Ogrenme aktiviteleriyle becerilerinin nasil
gelisebildigi konusunda cesitli farkhiliklar vardir. Ornegin, baz1 6grenciler
sinif ici etkinliklerle motive olurken, bazi 6grenciler sinif disindaki etkinliklerden
hoslanir. Ayrica, yabanci dil 6grenmeye yonelik tutumlar1 bliyiik 6lgiide dnceki
deneyimleri, yabanci dil konugmalar1 gerektigine dair farkindaliklar1 ve bu dili 6zgiin
bir sekilde nasil kullanacaklarina dair bilgileri araciligiyla belirlenir. Ogrencilerin
yani sira ogretmenlerin de farkli 6gretim yontem ve tekniklerinin etkilili§i ve web
araclarim1 kullanmanin sonuclariyla ilgili bazi c¢ekinceleri vardir. Bu nedenle, bu
calismada dil odakli program dis1 etkinliklere katilimm 7. sinif Ogrencilerinin

tutumlarini ve iiretken dil becerilerini nasil etkiledigi belirlenmeye calisilmistir.
1.2. Arastirma Sorulari

Arastirma Sorusu 1: Program dis1 etkinliklerin 7. simif 6grencilerinin basarisi

uzerindeki etkisi nedir? ?

Alt Arastirma Sorusu 1: PDE’lerin, kontrol grubuna kiyasla 7. smif 6grencilerinin

yazma basarilarina 6nemli bir etkisi var mi1?
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Alt Arastirma Sorusu 2: On testin etkisi goz ardi edilerek, PDE’lerin 7. sinif

Ogrencilerinin yazma basarilarina énemli bir etkisi var m1?

Alt Arastirma Sorusu 3: PDE’lere katilmak, 7. sinif 6grencilerinin yazma skorlarini

On testten son teste kadar dnemli 6l¢iide etkiler mi? .

Aragtirma Sorusu 2: PDE’lerin 7. simif 6grencilerinin konugma basarilar tizerindeki

etkisi nedir?

Alt Arastirma Sorusu 1: PDE'lerin 7. sinif 6grencilerinin konusma basarisi lizerinde

kontrol grubuna kiyasla anlamli bir etkisi var midir?

Alt Arastirma Sorusu 2: On testin etkisi goz ardi edildiginde, PDE'lerin 7. sinif

Ogrencilerinin konusma basarilari {izerinde anlamli bir etkisi var midir?

Alt Aragtirma Sorusu 3: PDE'lere katilmak 7. sinif 6grencilerinin konusma puanlarin

On testten son teste anlamli bir sekilde etkilemekte midir?

Arastirma Sorusu 3: PDE’lerin 7. simf 8grencilerinin Ingilizceye yonelik tutumlarina
etkisi nedir? PDE'lerin 7. smmf Ogrencilerinin Ingilizceye yonelik tutumlar:

uzerindeki etkisi nedir?

Alt Arastirma Sorusu 1: PDE’lerin, kontrol grubuna kiyasla 7. smif 6grencilerinin
Ingilizceye yonelik tutumlarina onemli bir etkisi var mi? PDE'lerin 7. sinf
ogrencilerinin Ingilizceye yonelik tutumlari iizerinde kontrol grubuna kiyasla anlamli

bir etkisi var midir?

Alt Arastirma Sorusu 2: On testin etkisi gdz ardi edilerek, PDE’lerin
7. smmf &grencilerinin  Ingilizceye yonelik tutumlarma ©6nemli bir etkisi
var m? On testin etkisi gdéz ardi edildiginde, PDE'lerin 7.
simf &grencilerinin Ingilizceye yonelik tutumlar: iizerinde anlamli bir etkisi var

midir?

Alt Arastirma Sorusu 3:PDE'lere katilmak 7. siif 6grencilerinin Ingilizceye yonelik

tutum puanlarini 6n testten son teste anlamli bir sekilde etkiler mi?
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1.3. Cahsmanin Onemi

Bu calisma birka¢g acidan Onem tasimaktadir. Devlet okullarinda 2. smiftan
itibaren Ingilizce egitimi verilmesine ragmen, Tiirk ogrenciler
uluslararas1 dil degerlendirmelerinde diigiik puanlar almakta ve Ozellikle
konugma gibi {lretken becerilerde zayif kalmaktadir (British Council &
TEPAV, 2014; Education First, 2015). Smif i¢i etkinlikler genellikle
dinleme ve okumaya odaklanmakta, gercek konusma pratigi i¢in
firsatlar1 ~ sinirlamaktadir  (Hyland, 2004; Mufioz, 2012). Bu arastirma,
dil odakli program dis1 etkinliklerin bu sorunu ¢6zme potansiyelini
incelemektedir. PDE'ler, dgrencilere gercek diinya baglamlarinda Ingilizce pratik
yapma firsatlar1 sunarak iiretken becerileri gelistirme potansiyeline sahiptir (Maden,

2012).

Yabanci bir dilde akici ve dogru bir sekilde iletisim kurma becerisi
akademik, profesyonel ve giinliikk baglamlarda biliylik faydalar saglar.
PDE'ler, iretken becerileri gelistirmeyi, Ogrenci motivasyonunu
artirmay1 ve Ingilizceye yonelik olumlu tutumlar olusturmay1
amaclamast  ile  tanimlanir.  Mevcut  dil  programlarmin  hedeflenen
PDE'lerle  giiclendirilmesiyle, ozellikle 7. smiflarda  6grencilerin  dil
becerilerinin ve tutumlarinin geligsmesi beklenmektedir
(Pearson, 2004). Bu calismanin bulgulari, 6gretmenler, okul yoneticileri, proje
koordinatdrleri, program gelistirme uzmanlar1 ve politika yapicilar gibi ilgilileri
PDE'lerin  asagidaki  konulardaki  potansiyeli  hakkinda  bilgilendirmeyi

amaglamaktadir:

o Oprencilerin geleneksel sinif ortamlarinda genellikle gelisemeyen (Hyland,

2004) Ingilizce iiretkenlik becerilerini (konusma ve yazma) gelistirmek.

o Ingilizce ogretimine yonelik olumlu tutumlar1 tesvik etmek (bu da

motivasyon ve katilimin artmasina yol agabilir).

e PDE'lerin Tiirk ortaokullarindaki mevcut dil 6grenme programlarma dahil

edilmesi i¢in yararl bilgiler saglamak.
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Bu c¢alismanin bulgulari, 6gretim uygulamalari, program degerlendirmesi ve
gelistirilmesi  agisindan  Onemli sonuglar tasimaktadir. Anahtar paydaslar,

sonuglardan su sekilde yararlanabilirler:

Bu calismanin bulgularinin  6gretim uygulamalari, program degerlendirme ve
gelistirme agisindan 6nemli sonuglari vardir. Kilit 6nem tasiyan taraflarin bu

caligmanin sonuglarindan su sekilde yararlanabilirler:

Program Tasarimcilar1 ve Gelistiriciler: Programlart sekillendirirken, {iretken
becerileri hedefleyen ve hem akademik basariy1r hem de 6grenci tutumlarini gelistiren

dil odakli PDE’leri dahil etmeyi gbz 6niinde bulundururlar.

Dil Ogretmenleri: PDE’lerin dgrencilerin dil égrenme siirecine olan bagliliklarimi
artirdigina dair bulgular, smif i¢i ve smif dis1 6gretim uygulamalarina yeni bir boyut
kazandirabilir. Ogretmenler, derslerinde PDE’lere daha fazla yer vererek dgrencilerin

dil becerilerini daha etkili bir sekilde gelistirebilirler.

Aragtirmacinin hem bir dil 6gretmeni hem de bir arastirmaci olarak elde ettigi
deneyimler, PDE’lerin uygulama siirecinde yasanan zorluklar ve basarilar hakkinda
derinlemesine bir anlayis sunmaktadir .PDE’ler, 6grenci tutumlart ve dil becerileri
arasindaki etkilesimi inceleyen bu c¢aligsma, literatlirde bu ii¢ degiskenin birlikte ele
alindig1 simirli sayida ¢alismadan biridir. Ayrica, ¢alisma yenilik¢i bir yontemsel
yaklasim kullanmaktadir. PDE’ler c¢esitli alanlarda kullanilmasina ragmen,
Tiirkiye'de dil odakli PDE’leri 6zellikle inceleyen arastirmalar azdir (Yalgin, 2018).
Ayrica, PDE’lerin tutumlar ve dil becerileri lizerindeki birlesik etkilerini analiz eden
Solomon 4-grup tasarimi kullanan c¢aligsmalar literatiirde bulunmamaktadir, oysa
PDE’ler Ingilizce dil 6greniminin &tesine gecmektedir (Cakir, 2006; Yildiz, 2016;
Alnaeem, 2021). Solomon 4-grup tasarimigaligmanin gilivenirligini artirmaktadir.
Ozellikle Tiirkiye baglaminda dil &gretimi alaninda PDE’lerin kullanimi iizerine
yapilan aragtirmalara 6nemli bir katki saglamaktadir. Bu, egitimcilerin sinif disinda

daha etkili ve ilgi ¢ekici dil 6grenme aktiviteleri tasarlamalaria rehberlik edebilir.

Ogrencilerin yapilandirilmis program dis1 etkinliklere (PDE) katiliminin, veli,

danmisman ve egitimciler tarafindan daha 1yl anlasilmasi gerekmektedir. Bu
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calismanin amaci, PDE’lerin uzun vadeli etkilerini ortaya koyarak, bu tiir
etkinliklerin akademik basari, 6grenci motivasyonu ve dil 6grenme tutumlar

iizerindeki etkilerini daha net bir sekilde belirlemektir.

PDE’lerin akademik basariyr engelledigi yoniindeki yaygin inamigin aksine, bu
calisma, bu tiir etkinliklerin 6grencilerin motivasyonunu artirarak dil 6grenme
siirecine daha aktif katilimlarin1 sagladigini gostermektedir. Bu bulgu, PDE’lerin
sadece eglenceli bir zaman gecirme aracit olmadigini, ayn1 zamanda 6grencilerin
akademik gelisimlerine de katki saglayan onemli bir pedagojik ara¢ oldugunu

vurgulamaktadir.

Calismanin sonuglari, veli, danisman ve egitimcilere PDE’lerin 6grencilerin
gelecekteki akademik ve kariyer basarilar i¢in potansiyel faydalar1 hakkinda 6nemli
bilgiler sunmaktadir. Bu bilgiler 1s18inda, veliler ve danigmanlar, Ogrencilerin
PDE’lere katilimlarimi desteklemek i¢in daha bilingli kararlar alabilirler. Egitimciler
ise, derslerinde PDE’leri daha etkin bir sekilde kullanarak &grencilerin 6grenme

deneyimlerini zenginlestirebilirler.

Tiirkiye baglaminda bu calisma, ilkdgretim diizeyinde dil Ogretimi alaninda
PDE’lerin kullanim1 iizerine yapilacak daha kapsamli arastirmalara zemin
hazirlamaktadir. Elde edilen bulgular, Tiirkiye’deki dil egitimi politikalarinin

gelistirilmesi ve PDE’lerin yayginlastirilmasi i¢in 6nemli bir kaynak teskil edebilir.

2. YONTEM

Deneysel desenler, egitim alaninda miidahalelerin etkililigini degerlendirmek igin
siklikla tercih edilen bir yontemdir. (Gribbon & Herman, 1996).Bu ydntemler
arasinda Solomon Dort Grup Deseni, i¢ ve dis gegerlilik acisindan sagladig
avantajlar nedeniyle 6ne c¢ikmaktadir. (Leedy, 1993). Bu desen, basta On test
duyarhilig1 olmak tlizere dis gecerliligi tehdit eden faktorleri kontrol etme imkani
sunmaktadir. (Holdnak et al., 1990). Bu ger¢ek deneysel tasarim, dil odakli program
dis1 etkinliklerin 7. sinif dgrencilerinin Ingilizce dil becerileri {izerindeki etkisini
arastirmayl amaclamistir. Bu tasarim, standart (iki grup) deneysel tasarimlarin

kontrol edebilecegi dnyargi gibi i¢ gecerlilik sorunlar1 ve standart (iki grup) deneysel
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tasarimlarin kontrol edemedigi on test hassasiyeti gibi diger i¢ ve dis gecerlilik
sorunlart ile ilgilenir. Genellikle, 6n test duyarliligt miidahale etkisinin ¢aligmanin
bulgularindan farklt oldugu bir dis gecerlilik sorunudur. Sonug¢ olarak, bu,
genellenebilirlik sorununa neden olur ve e8er on test yalnizca miidahale mevcut
oldugunda son-test sonucunu etkiliyorsa, on test ve uygulama arasinda bir etkilesim
olacaktir (6n test duyarliligi olarak da bilinir); ancak, ilk adim olarak, miidahale
mevcutken On-testin son-test sonucuna etkisini hesaplayarak ve ikinci olarak,
miidahale yokken On-testin son-test sonucuna etkisini hesaplayarak ve nihayetinde
adim 1 ve adim 2'nin sonuglarii karsilagtirarak bu kontrol edilebilir. Bu iki miktar
arasinda bir fark varsa, on testin etkisinin miidahale mevcutken degistigini gosterir
ve On test ile tedavi arasinda bir etkilesim oldugunu ileri siirmek miimkiindiir
(Navarro et al., 2018). Bu tasarim, istatistiksel gii¢ saglar ve bu tasarim kullanilarak
elde edilen sonuglarin evrene genellenmesi kolaydir. Bununla birlikte, Solomon dort
gruplu tasarimimin kullaniminda bazi1 dezavantajlar da mevcuttur. Cohen ve
arkadaglar1 (2017)'na gore, Ogrencileri deneysel ve kontrol gruplarina rastgele
atamay1 gerektiren gercek deneysel arastirmalar, egitim kurumlarinda 6grencilerin
simif veya okul yerlerinin degistirilemez olmasi1 nedeniyle genellikle uygulanabilir
degildir. Bu tiir arastirmalar, arastirmacidan 6nemli lgiide zaman, enerji ve kaynak
gerektirmektedir  (Fraenkel ve Wallen, 2008). Ayrica, tasarimin ¢oklu
karsilagtirmalara  izin  vermesi, onu  diger tasarimlara goére daha
karmagik hale getirmekte ve arasgtirmacilar tarafindan daha az tercih edilmesine
neden olmaktadir. Son olarak, bu tasarimla ilgili en biiyiik zorluklardan biri, dort
gruptan elde edilen verilerin analizinde kullanilacak en uygun istatistiksel yontemin
belirlenmesidir (Kerlinger ve Lee, 2000). Bu gibi faktorler ve tasarimin karmasikligi,
onun yaygin olarak kullanilmasini engellemektedir. Bu c¢alismada ise, bu tasarimin
sundugu avantajlar goz Oniinde bulundurularak, bu zorluklar biiyiik bir caba ile

astlmistir.
2.1. Katilimcilar

Bu ¢alisma, Ankara'nin Mamak ilgesindeki diistik gelirli bir banliydde yer alan bir
devlet okulunda 6grenim goren 80 goniillii yedinci simif 6grencisini (13-14 yas)

kapsamaktadir. Bu dgrenciler, genel Ingilizce miifredatiin disinda ek Ingilizce dil
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destegine sinirli erisimi olan, g¢esitli sosyoekonomik zorluklarla karsi karsiya olan

ailelerden gelmektedir.

Pratik sinirlamalar nedeniyle, bu olasilik dis1 ¢alisma kolay ulasilabilir 6rnekleme
yaklagimini kullanmistir. Tirkiye'deki tiim devlet ortaokulu &grencilerinden veri
toplamak miimkiin olmadigindan, ulasilabilir evren olarak Ankaramin Mamak

ilgesindeki bir devlet ortaokulundaki yedinci sinif 6grencileri belirlenmistir.

Kolay ulasilabilir 6rneklemenin sinirlamalarint kabul etmekle birlikte, PDE veri
toplama ve genel calisma yonetiminden sorumlu olan arastirmaci, daha pratik ve
kontrollii bir veri toplama siireci saglamak amaciyla bu yaklasimi tercih etmistir.
Ayrica, 6grenciler, 6gretmenler ve okul miidiirii ile olan yakin iligkisi, veri toplama
siirecinin daha sorunsuz ilerlemesine yardimci olmustur. Orneklemin 6zgiin
ozellikleri  nedeniyle  bulgularin  genellenebilirliginin ~ smirli  olabilecegi
unutulmamalidir. Ancak, segilen okulda farkli akademik ge¢mislere sahip
ogrencilerin yer almasi, erisilebilir evren i¢inde belirli bir temsiliyet saglamaya
calisilmistir. Ingilizce dgrenme ¢alismalarmna katilan 6grenci grubunun tutum ve
yeteneklerini kapsamli bir sekilde anlamak i¢in, farkli sosyoekonomik ge¢mislere ve
onceden belirlenmis ingilizce seviyelerine sahip katilimeilar segilmistir. Bu cesitlilik,

bulgularin daha genis bir kitleye genellenebilirligini artirmay1 hedeflemektedir.
Ogrenci se¢iminde iki ana kritere odaklanilmistir:

e Ingilizce Ogretmeni: Katilimcilarin tamami akademik yil boyunca ayni Ingilizce
ogretmeninden ders aldilar ve bu sayede temel Ingilizce dil deneyiminde tutarlilik

saglandi

e Ek Ingilizce Kurslari: Katilimeilar, bu ¢alismada sunulan PDE’lerin diginda ek
Ingilizce dersi aliyorsa calismaya dahil edilmemistir. Bu, gozlemlenen etkilerin

yalnizca PDE lere atfedilmesini saglamak amaciyla yapilmaistir.

Dort gruba rastgele atama siireci kullanilarak deney ve kontrol gruplan
olusturulmustur. Bu sayede, deneysel ve kontrol gruplari arasinda esitlik saglanmasi

amaclanmistir. Katilimeilarin 6n test icerigine asina olma olasiligin1 azaltmak (6n
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test etkilerini ortadan kaldirmak ig¢in) iki grup on test alirken, diger iki grup
almamistir. Caligmaya baslangicta her grupta 25 O6grenci yer almasina ragmen,
akademik donemin sonu itibariyla bazi 68renciler son testlere ve tutum dSlgeklerine
katilamamistir. Bu nedenle, nihai analizde toplam 80 katilimcinin (her grupta 20 kisi)
nicel verileri kullamilmistir. Ozetle, bu calisma, katilimcilarin dikkatli secimi ve
rastgele atama yOntemi sayesinde hem pratik bir yaklasim benimsemis hem de

arastirmanin bilimsel titizligini korumustur.
2.2. Veri Toplama Araglan

Bu calismada, cesitli veri toplama araglar1 kullanilmistir. Bu araglar, 6grencilerin dil
becerileri, tutumlar1 ve Ingilizce hakkindaki goriisleri ile ilgili bilgi toplamay:
amaclamistir. ki ayr1 hazirbulunusluk testi uygulanmistir—birincisi yazma
becerilerine, digeri ise konusma becerilerine odaklanmistir. Bu testler, 6grencilerin
bu dil alanlarindaki hazirbulunusluklarin1 ve temel yeteneklerini degerlendirmistir.
Benzer sekilde, iki ayr1 basari testi yapilmistir—birincisi yazma becerilerine, digeri
ise konusma becerilerine odaklanmistir. Bu testler, 6grencilerin yazma ve konusma
konusundaki performanslarmi ve ilerlemelerini 6lgmiistiir. Ogrencilerin Ingilizceye
ve dil 6grenmeye yonelik tutumlarini aragtirmak amaciyla, Ok ve Kaya (2022)
tarafindan gelistirilen Tiirkge bir tutum dlgegi kullanilmistir.Ozetle, bu kapsamli veri
toplama araclar seti sayesinde, ¢aligma katilimcilarinin dil becerileri, tutumlar1 ve

goriigleri detayli bir sekilde incelenebilmistir.
2.3. Veri Toplama Siireci

Bu calisma ic¢in veriler, 7. siif Ogrencilerinden bir dizi ara¢ kullanilarak ve
etik protokollere uygun olarak toplanmistir. Tutum Olgegi gelistiricilerinden
yazili izin, Orta Dogu Teknik Universitesi Insan Arastirmalar1 Etik Komitesi’nden
onay ve Ankara I1 Milli Egitim Miidiirliigi’nden resmi izin alinmistir.
Ogrencilerden ve velilerinden bilgilendirme formu ve onam formu alinmistir. Bu
formlarda, ogrencilerin herhangi bir anda ¢ekilme hakki ve sorularn atlama
hakki oldugu aciklanmistir. Verilerin anonimligini ve gizliligini saglamak ig¢in
kisisel tamimlayict bilgilerin belirsiz taniticilarla  degistirilmesine  yonelik

siki Onlemler almmustir. Verilere yalnizca arastirmaci erisim  saglamistir.
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Veri toplama Nisan 2023 tarthinde baslamistir. Veri toplama siireci,
belirlenen noktalar iizerinde cesitli araclarin uygulanmasini iceriyordu. Ilk
Olclim, temel dil becerilerini degerlendirmek i¢in tiim dort gruba ayr1 ayri
verilen konugsma ve yazma hazirlik testlerinden olusuyordu. Ardindan, tiim
gruplara  Ingilizceye  yonelik  ilk  tutumlarm  ortaya koymak  igin
tutum dlgegi uygulanmustir. On-6lgme testleri yalnizca bir deney grubuna
ve bir kontrol grubuna uygulanarak potansiyel o©n test etkileri kontrol
altina almmaya calisilmistir. 2 deney grubu 10 haftalik dil odakli PDE
uygulamasint tamamlamistir. Uygulamadan sonra, konusma
ve yazma becerilerindeki ilerlemeyi degerlendirmek i¢in tiim dort gruba
son testler uygulanmistir. Konusma basar1 testi, degerlendirmenin dogasi geregi
bireysel olarak uygulanmis, yazma basar1 testi ise her grup i¢in topluca
uygulanabilmistir.  Bilgilendirilmis onam alarak, Ogrencilerin yanitlarini
degerlendirme amaciyla hem konusma hazirlik hem de basari testlerinde ses

kaydedici kullanilmistir.

Uygulamadan sonra, konusma ve yazma becerilerindeki ilerlemeyi degerlendirmek
icin tiim dort gruba son testler uygulanmistir. Konusma basart testi,
degerlendirmenin dogas1 geregi bireysel olarak uygulanirken, yazma basar testi her
grup i¢in topluca uygulanabilmistir. Bilgilendirilmis onam alinarak, 6grencilerin
yanitlarin1 degerlendirme amaciyla hem konugma hazirlik hem de basari testlerinde

ses kaydi alinmistir.

Uygulamadan sonra, PDE’lerin 6grencilerin Ingilizce 6grenmeye yénelik
tutumlarim1 ~ etkileyip  etkilemedigini  belirlemek i¢in tiim dort gruba
tekrar tutum  Olgegi uygulanmistir. Pilot wuygulamada tutum = Olgegini
uygularken,  dgrencilerin  kendilerini  ayrintili  olarak  ifade  etmekte
zorlandiklar1 ve bu durumun Ogrencilerin  tutum Olcegindeki maddeleri
tam olarak anladiklar1 konusunda endiselere yol agtigi gozlemlenmistir.
Bu smirlamayr gidermek ve gelecekteki arastirmalarda Ogrenci tutumlarini
daha 1iyi degerlendirmek ig¢in, Ogrencilerin Olgek maddelerini anlama
diizeylerini kesfetmek amaciyla kiiciik bir katilimci1 6rneklemi ile biligsel miilakatlar

yapilabilir.
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2.4. Verilerin Analizi

Nicel veri analizi icin SPSS yazilim1 kullanilmistir. Ilk olarak, verilerin analiz igin
uygunlugunu degerlendirmek iizere bir tarama yapilmistir. Bu asamanin ardindan,
hazir bulunusluk testleri, basar1 testleri ve tutum Olcekleri verilerinin 6zelliklerini

tanimlamak i¢in tanimlayicu istatistikler (ortalama,

Calismanin baglangicinda, gruplar arasindaki farkliliklart belirlemek amaciyla
ANOVA analizi yapilmas1 planlanmisti. Ancak, verilerin normal dagilim ve varyans
homojenligi gibi parametrik testlerin temel varsayimlarini karsilamadig: tespit edildi.
Bu nedenle, veri analizinde parametrik olmayan testlere bagvurulmasina karar
verildi. Bagimsiz gruplar arasindaki sirali verileri karsilagtirmak icin Mann-Whitney
U testi, eslestirilmis verilerdeki farkliliklar1 degerlendirmek icin ise Wilcoxon isaretli
siralamalar testi kullanildi. Bu testlerin, verilerin dagilimi hakkinda giiclii
varsayimlar gerektirmemesi ve yaygin olarak kullanilmasi nedeniyle, elde edilen

sonuglarin daha giivenilir oldugu degerlendirildi.
2.5. Cahsmamn Smirhhiklan

Bu c¢alismanin bulgularinin yorumlanmasinda dikkate alinmasi gereken bazi
sinirlamalar bulunmaktadir. Oncelikle, amagli drnekleme ve kolayda ornekleme
yontemlerinin ~ kullanilmasi,  bulgularin  genellenebilirligini  6nemli  Sl¢iide
sinirlamaktadir. Calismaya katilan 6grencilerin diisiik sosyoekonomik diizeyde bir
okulun 7. sinif 6grencileri olmasi, elde edilen sonuclarin yalnizca bu 6zel gruba 6zgii
olabilecegi endigesini dogurmaktadir. Bu durum, farkli sosyoekonomik diizeylerdeki,
farkli sehirlerdeki veya farkli egitim sistemlerindeki Ogrencilere sonuglarin
genisletilmesini zorlastirmaktadir. Kii¢iik orneklem biiyiikliigii ise, istatistiksel
olarak anlamli sonuglar elde etmeyi giiclestirerek bulgularin giivenilirligini
azaltmaktadir. Bu durumda, sonuglarin daha genis bir evrene genellenebilirligini
sinirlamaktadir. Rasgele oOrnekleme veya tabakali 6rnekleme gibi ydntemlerin
kullanilmasi, orneklem ¢esitliligini  artirarak  bulgularin  dis  gecerliligini
giiclendirebilir ve farkli kiiltiir ve egitim sistemlerine sahip &grencilere
genellenebilirligi artirabilirdi. Ayrica, ¢alismanin sadece diisiik gelirli bir banliyddeki

bir devlet okulunda gergeklestirilmesi, 6zel okullardaki veya daha zengin
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bolgelerdeki Ogrencilere sonuglarin uygulanabilirligi konusunda soru isaretleri

yaratmaktadir.

* Grup Esitsizligi: Katilimcilarin deney ve kontrol gruplarina atama siirecinde
yasanan zorluklar nedeniyle, gruplar arasinda on test puanlarinda anlaml farkliliklar
tespit edilmistir. Bu durum, deneysel arastirma tasarimlarinin temel varsayimlarindan
biri olan gruplarin esitligi ilkesini ihlal etmektedir. Homojen olmayan gruplar,
miidahalenin etkisini maskeleyebilir veya abartarak sonuglarin i¢ gegerliligini tehdit
edebilir. Grup esitsizligini azaltmak i¢in ¢esitli yontemler uygulanmis olsa da, bu
durumun sonuglar tizerindeki etkisi tamamen ortadan kaldirilamayabilecegi goz

Ooniinde bulundurulmalidir.

«Zaman Kisitlamalari ve Uygulama Etkinligi: Arastirmanin uygulama siireci,
biirokratik izinlerin alinmasindaki gecikmeler nedeniyle akademik yilin sonlarina
dogru gerceklestirilmistir. Bu durum, deneysel miidahalenin toplam siiresini
kisaltarak, 6zellikle donem sonu yogunlugunun yasandigi bir donemde 6grenci
katilimini olumsuz etkilemis ve devamsizlik oranlarinda artisa neden olmustur. Kisa
stireli ve diisiik katilimli bir miidahale, deneysel tasarimin giivenirligini azaltarak
sonuglarin genellenebilirligini siirlandirmis olabilir. Bu durum, miidahalenin uzun
vadeli etkilerinin gézlemlenmesini engelleyerek, elde edilen bulgularin gecerliligi

konusunda soru isaretleri yaratmistir.

* Arastirmacit Yanhligi: Arastirmacinin ¢alisma alaniyla olan yakin iligkisi,
veri toplama ve analiz siireclerinde bilingsizce yanliliklara yol ac¢ma
riskini beraberinde getirmistir. Bu riski azaltmak amaciyla, g¢esitli veri
toplama araglar1 (6lgekler, basari testleri) kullanilmis ve miimkiin oldugunca
nesnel Ol¢iim yontemlerine basvurulmustur. Ancak, tek bir arastirmacinin
yiiriitmiis oldugu bu calismada, arastirmaci yanliligin1 tamamen ortadan kaldirmak
oldukca zordur. Gelecekteki ¢aligmalarda, birden fazla arastirmacinin yer aldigi ve
birbirini denetleyen bir arastirma ekibi olusturulmasi, bu riski onemli oOl¢iide

azaltabilir.

« Katilimcilarin PDE Gelistirme Siirecine Dahil Olmamasinin Sinirliliklar:

Bu c¢alismada, PDE'lerin tamaminin arastirmaci tarafindan tasarlanmasi, 6nemli
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bir sinirlama olarak karsimiza c¢ikmistir. Zaman ve kaynak kisitlamalar
nedeniyle oOgrencilerin ilgi, o©Ogrenme stili ve Oncelikleri dogrultusunda
Ozellestirilmis PDE'ler gelistirilmesi miimkiin olmamustir.
Ogrencilerin PDE gelistirme siireclerine aktif katilimi, etkinliklerin 8grenci
merkezli olmasim1 saglayarak, motivasyonlarmi artirabilecegi ve Ogrenme
ciktilarina daha olumlu katkilar sunabilecegi diistiniilmektedir.
Gelecek arastirmalarda, Ogrenci katilimini tesvik eden ortak tasarim siiregleri
benimsenerek, PDE'lerin 06grencilerin ihtiyaglarina daha 1yl cevap vermesi

saglanabilir.

* QGizlilik: Gizlilik ve Bilgi Paylasimi: Ayni  egitim kurumunda egitim
goren katilimcilar arasinda, arastirma konusu olan PDE'ler hakkinda bilgi
paylasimi olasilifi, veri toplama siirecinde bir baska potansiyel tehdit
olarak degerlendirilmistir. Bu durum, katilimcilarin yanitlarinin
bagimsizligmi  ve  dogrulugunu  etkileyerek, elde edilen  verilerin
giivenirligini  azaltabilir. Caligmada, bu riski en aza indirmek amaciyla
katilimcilarla gizlilik anlagsmalart imzalanmis olsa da, sosyal etkilesimlerin
tamamen ortadan kaldirilmast miimkiin olmamistir.  Gelecekteki benzer
caligmalarda,  katilmcilarin  farkli  simiflardan  veya  farkli  okullardan
secilmesi gibi alternatif yontemlerle, bilgi paylagimi riskini daha etkin
bir sekilde yonetebilmek  miimkiindiir.  Ayrica, katilimcilara  verilen
bilgilendirme metinlerinde gizlilik konusunun daha detayli bir sekilde vurgulanmasi
ve olast sonuglar hakkinda acik¢a bilgilendirme yapilmasi da onemli bir 6nlem

olacaktir.

Bu smirlamalar, arastirmanin sonucglarmin genellenebilirligini kisitlar ve elde
edilen bulgularin sadece bu o6zel oOrneklem ve kosullar i¢in gecerli
olabilecegi ihtimalini akilda tutmayr gerektirir. Gelecek arastirmalarda
farkli demografik oOzelliklere sahip Orneklemler {izerinde daha wuzun siireli
caligmalar yapilmasi, nitel verilerin kullanilmasi ve derinlemesine analizi ve farkli
metodolojik yaklasimlarin kullanilmasi gibi alternatiflerin degerlendirilmesi, bu
sinirlamalarin  agilmasi1 ve bulgularin daha saglam bir temele oturtulmasi igin

Onemlidir.
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3. BULGULAR

3.1. Hazr Bulunusluk Testi Sonuclari

Yazma becerileri (M = 2567, SS = 2426), konusma becerilerine
M = 448, SS = 12247) kiyasla anlamli derecede daha yiiksek
bulunmustur. Bu bulgu, dil edinimi alanindaki Onceki arastirmalarla
(Demirel, 2019; Erdem, 2019; Hyland, 2003)  uyumlu  olup,
yazma  becerisinin,  Ozellikle  formal egitim  ortamlarinda, konusma
becerisine gore daha erken ve sistematik olarak gelistigi yoniindeki genel kaniyi

desteklemektedir.

3.2. Yazma Hazirbulunusluk ve Konusma Hazirbulunusluk Testlerinde

Puanlarin Tamimlayic Istatistikleri,

Ogrencilerin ~ yazma  becerilerinin ~ konusma  becerilerine  gore  daha
gelismis oldugu bulgusu, daha Onceki ¢alismalarla tutarlilik gostermektedir.
Ancak, deney ve kontrol gruplar1 arasinda yazma hazirhik diizeyindeki
anlamh fark (U = 79.000, p = .001), programin etkinligini degerlendirirken bir
kovaryat olarak dikkate almmistir. Bu nedenle, tiim gruplara uygulanan telafi
programi ile baslangigtaki bu dengesizlik giderilmeye c¢alisilmistir. Konusma
becerileri agisindan ise gruplar arasinda anlamli bir fark bulunamamasi (U =
193.500, p = .860), gelecekteki calismalarda konusma becerilerine daha fazla
odaklanilmas1 gerektigini gostermektedir. Bu bulgular, 6zellikle sosyoekonomik
diizeyi diistik 6grencilerin dil becerilerinin gelistirilmesi i¢in tasarlanan programlarin
planlanmasinda 6nemli bir veri kaynagi olusturmaktadir. Bununla birlikte, kullanilan
testlerin giivenirlik ve gecerlilik c¢alismalariyla ilgili ek aragtirmalara ihtiyag

duyulmaktadir.

3.3. Mann-Whitney U Testi ve Wilcoxon Imzali Siralar Testi Analiz

Sonuclari

Verilerin normallik ve varyans homojenligi varsayimlarini ihlal ettigi, Kolmogorov-

Smirnov, Shapiro-Wilk ve Levene testleri ile dogrulanmistir. Bu nedenle, parametrik
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olmayan Mann-Whitney U ve Wilcoxon Imzali Siralar testleri tercih edilerek

analizler gerceklestirilmistir.
3.3.1. PDE’lerin Yazma Basarisina Etkisi

Bu béliimde, yapilandirilmis program disi etkinliklerin (PDE) 7. sinif 6grencilerinin

yazma bagaris1 lizerindeki etkisi incelenmistir.
3.3.1.1. PDE’lerin Kontrol Gruplariyla Karsilastirilmasi

Mann-Whitney U test sonuglari, PDE’lere katilan deney gruplarmmin (A ve B),
kontrol gruplarma (C ve D) kiyasla yazma becerilerinde anlamli bir artig gosterdigini
ortaya koymustur. Bu bulgu, PDE’lerin &grencilerin yazma becerileri iizerinde

olumlu bir etkiye sahip oldugunu desteklemektedir. (p<.001).
3.3.1.2. PDE’lerin On-test ile veya On-test Olmadan Etkisi

On test uygulanan (A) ve uygulanmayan (B) deney gruplari arasindaki son test
puanlart arasinda anlamli bir fark bulunmamasi (p>.05), PDE’lerin etkinliginin 6n
testten bagimsiz oldugunu gostermektedir. Bu bulgu, PDE’lerin farkli baslangi¢

diizeyindeki 6grencilere benzer sekilde etki ettigini diisiindiirmektedir.

3.3.1.3. PDE’lerin Yazma Basaris1 Uzerindeki Etkisi (On-test ile Son-test
Arasindaki Fark)

Mann-Whitney U testi sonuglari, PDE gruplar1 (A ve B) ile kontrol gruplar1 (C ve D)
arasinda yazma becerileri acisindan anlamli bir fark oldugunu gostermistir (p <
.001). Bu bulgu, PDE'lere katilan 6grencilerin yazma becerilerinde belirgin bir artis
oldugunu ve bu etkinliklerin O6grencilerin yazma becerilerini olumlu yonde

etkiledigini desteklemektedir.
3.3.2. PDE’lerin Konusma Basarisina Etkisi

Bu béliimde, yapilandirilmis program dis1 etkinliklerin (PDE) 7. sinif 6grencilerinin

konusma becerilerine olan etkisi incelenmistir.
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3.3.2.1. PDE’lerin Kontrol Gruplariyla Karsilastirilmasi

Mann-Whitney U testi sonuglari, PDE’lere katilan deney gruplarinin
(EG A ve EG B), kontrol gruplarina (CG C ve CG D) kiyasla konusma
becerilerinde istatistiksel olarak anlamli bir artis gosterdiini ortaya
koymustur (p < .001). Bu bulgu, PDE’lerin 0Ogrencilerin hem yazma hem

de konusma becerilerini olumlu yonde etkiledigi yoniindeki mevcut literatiiri

desteklemektedir.
3.3.2.2. PDE’lerin Konusma Basarisina Etkisi (0n-test ile veya on-test
Olmadan)

On test uygulanan ve uygulanmayan deney  gruplart  arasindaki
konusma basar1 puanlari, Mann-Whitney U testi ile karsilastirilmistir.
Sonuglar, ©On testin konusma Dbasaris1  ilizerindeki etkisi konusunda

istatistiksel olarak anlamli bir farklilik gostermedigini ortaya

koymustur (p = .093). Bu bulgu, PDE’lerin etkinliginin
on testin uygulanip uygulanmamasindan bagimsiz oldugunu
gostermektedir.

3.3.2.3. PDE’lerin Konusma Basarisina Etkisi (on-test ile son-test
Arasindaki Fark)

Wilcoxon  isaretli  siralar  testi, PDE’lere katilan deney  grubunda
(EG A) konusma  becerilerinde  istatistiksel olarak  anlamli  bir
artis  oldugunu gosterirken (p < .001), oOn test alan fakat PDE’lere
katilmayan kontrol grubunda (CG C) boyle bir artis gozlenmemistir
(p > .05. Bu bulgu, PDE’lerin 0grencilerin konusma becerilerini
gelistirmede etkili oldugunu, ancak o©n testin bu etkinligi artirmadigini

desteklemektedir.
3.3.3. PDE’lerin Ingilizceye Karsi Tutum Uzerindeki Etkileri

Bu boliim, PDE’lerin 7. sinif 6grencilerinin Ingilizceye karsi tutumlar {izerindeki

etkisini ele almaktadir.
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3.3.3.1. Ingilizceye Karsi Tutum (Kontrol Gruplariyla Karsilastirilmasr)

Mann-Whitney U testi sonuglar;, PDE’lerin 6grencilerin Ingilizceye karsi tutumlari
iizerindeki etkisinin tutarli olmadigini gdstermektedir. On test uygulanmayan deney
grubunda (EG B), kontrol grubuna (CG D) kiyasla daha olumlu bir tutum
gbzlenirken, On test uygulanan gruplar arasinda bdyle bir fark bulunamamistir. Bu
bulgu, PDE’lerin tutum {izerindeki etkisinin, 6n testin  uygulanip
uygulanmamasindan etkilenebilecegini diisiindiirmektedir. Ancak, bu bulgunun kesin

bir sonuca varmak i¢in daha fazla arastirmaya ihtiya¢ duyuldugu sdylenebilir.

3.3.3.2. PDE’lerim Tutum Uzerindeki Etkisi (0n-test ile veya on-test
Olmadan)

On test uygulanan ve uygulanmayan deney gruplari arasindaki ingilizceye kars:
tutum puanlar1 arasinda anlamli bir fark bulunmamasi (p = .807), 6n testin PDE’lere
katilan  G6grencilerin  tutumlart  lizerinde dogrudan bir etkisi olmadigini

gostermektedir.
3.4. Bulgularin Ozeti

Bu caligsma, yapilandirilmis program disi etkinliklerin (PDE) 7. sinif 6grencilerinin
Ingilizce dil becerileri ve dil dgrenme tutumlar iizerindeki etkisini deneysel bir
tasarimla incelemeyi amaglamistir. PDE uygulamalarina katilan 6grencilerin, hem
konusma hem de yazma becerilerinde kontrol grubundaki Ogrencilere kiyasla
istatistiksel olarak anlamli bir gelisme gosterdigi bulunmustur.PDE’lerin 6grencilerin
Ingilizceye yonelik tutumlarmi olumlu yonde etkiledigini ve dzellikle konusma ve
yazma etkinliklerine olan ilgiyi artirdigini ortaya koymustur. Bu bulgular, PDE’lerin
Ingilizce dil 6gretiminde etkili bir tamamlayic1 yontem oldugunu ve &grencilerin

hem dil becerilerini hem de 6grenme motivasyonlarimi artirdigini desteklemektedir.

4. TARTISMA

Bu aragtirma, yapilandirilmis program dist etkinliklerin (PDE) yedinci smif

ogrencilerinin Ingilizceye yonelik tutumlart ve konusma ile yazma becerileri
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iizerindeki etkilerini incelemeyi amaglamigtir. Arastirma sonuglari, PDE’lere katilan
ogrencilerin, katilmayanlara kiyasla Ingilizceye yonelik tutumlarinda ve iiretken dil
becerilerinde belirgin bir artis gosterdigini ortaya koymustur. Bu bulgu, PDE’lerin
dil O6grenme siireclerini olumlu yonde etkileyebilecegi yoniindeki Onceki
aragtirmalarla (0rnegin, Craft, 2012; Harmer, 2007) paralellik gostermektedir. S6z
konusu ¢aligmalar, PDE’lerin gercek hayat baglaminda dil kullanimi firsati sunarak
ogrencilerin dil becerilerini gelistirmelerine katkida bulundugunu vurgulamaktadir.
Yildiz (2016) tarafindan yapilan bir calismada da, dil odakli PDE’lere katilan
ogrencilerin stres seviyelerinde azalma ve dil becerilerinde artis oldugu belirtilmistir.
Benzer sekilde, bu calismada uygulanan tutum 6lgegi, PDE’lere katilan 6grencilerin
dil kullaninminda daha olumlu tutum gelistirdiklerini gdstermistir. Bu bulgu,
MaclIntyre ve Gardner (1991) tarafindan 6ne siirtilen dil kaygisinin dil 6grenimini
olumsuz etkileyebilecegi yoniindeki goriisii desteklemektedir. PDE’lerin sundugu
rahat ve agik Ogrenme ortami, Ogrencilerin dil prati§i yaparken daha az baski
hissetmelerini saglayarak, dil kaygisin1 azaltir ve dolayisiyla dretken dil
becerilerindeki gelisimi destekler. Bu calismanin sonuglari, PDE’lerin 6grencilerin
dil 6grenme deneyimlerini zenginlestirerek akademik basarilarina katki sagladigini

gostermektedir.

Mann-Whitney U testi sonuglari, hem A hem de B deney gruplarindaki
Ogrencilerin son test konusma ve yazma puanlarinin, kontrol gruplar1 (C ve D)
ile karsilagtirlldiginda anlamli derecede yiiksek oldugunu ortaya koymustur.
Bu bulgu, yapilandirilmis program dis1 etkinliklerin (PDE) &grencilerin  dil
iretim becerilerini 6nemli Olclide gelistirdigini desteklemektedir. Elde edilen
veriler, PDE'lerin sundugu ger¢ek yasam senaryolar1 ve uygulama firsatlarinin,
ogrencilerin  dil becerilerindeki ilerlemede belirleyici bir rol oynadigim

gostermektedir.

Konugma ve yazma becerilerindeki bu anlamli iyilesmeler, PDE'lerin dil 6grenimi
iizerindeki olumlu etkileri hakkindaki 6nceki arastirmalarla (Donato & McCormick,
1994) uyumludur. Bu arastirmalar, gercek yasam iletisim durumlarinin dil
yeterliliginin gelisimi i¢in kritik dnemini vurgulamaktadir. PDE'ler, dil kuliipleri,

miinazaralar ve tiyatro etkinlikleri gibi ¢esitli uygulamalar aracilifiyla 6grencilere
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gercek ortamlarda dil kullanma firsati sunarak, akiciliklarini ve Ozgiivenlerini

artirmaktadir.

Calismanin bir diger dnemli bulgusu, 6grencilerin Ingilizceye ydnelik tutumlarinda
gozlemlenen olumlu degisimdir. Dornyei (1994)'e gbre, motivasyon ve zevk, dil
Ogrenimine yonelik olumlu bir tutumun temel belirleyicileridir. Elde edilen veriler,
PDE'lere katilan 6grencilerin dil 6grenimine kars1 daha yiiksek bir motivasyon ve
pozitif bir tutum sergiledigini gostermektedir. Bu olumlu tutum, hem uzun vadeli dil
gelisimi hem de O0grenme siirecine devamlilik saglamak acisindan biiyiik 6nem

tagimaktadir.

Storch ve Wigglesworth (2007)%in isbirlikli yazma odevlerinin {iretken dil
becerilerini gelistirdigi ve katilimi tegvik ettigi bulgusu, ¢alismamizin sonuglariyla
paralellik gostermektedir. PDE'lerde sik¢a yer alan etkilesimli ve isbirlikei
etkinlikler, 6grencilerin yazma becerilerini gelistirmede 6nemli bir rol oynamaktadir.
Hem igbirlikli yazma hem de PDE'ler, aktif katilim, akran etkilesimi ve dilin gergek
yasam baglaminda kullanimi gibi ortak mekanizmalar sayesinde iiretken dil

becerilerindeki artis1 desteklemektedir.

Bu c¢alisma, Swain'in (1995) Cikti Kurami’nmi destekleyerek, iiretken dil
becerilerinin dil 6grenimindeki kritik 6nemini vurgulamaktadir. PDE'lere katilan
ogrencilerdeki belirgin konusma ve yazma becerilerindeki iyilesmeler, bu kurami
dogrular niteliktedir. Ayrica, gozlemlenen kaygi azalmasi ve motivasyon artisi,
Doérnyei'nin (2001) dil 6grenimi ve motivasyon Tlizerine yaptigi caligmalarla

uyumludur.

Elde edilen bulgular, gbzlemlenen faydalarin yalnizca PDE'lerden kaynaklandigini
ve On test etkisinden bagimsiz oldugunu gostermektedir. A ve B deney gruplari
arasinda anlamli bir fark bulunmamasi, Harmer'in (2007) dil beceri gelisiminin

diizenli etkilesim gerektirdigine dair goriisiinii destekler niteliktedir.

Bu calisma, PDE'lerin 6grencilerin dil becerilerini ve Ingilizceye karsi tutumlarimi
artirabilecegini gostererek, Gardner'in (1985) sosyo-egitimsel modelini destekler

niteliktedir. PDE'ler, daha az resmi ve daha destekleyici bir 6grenme ortami
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saglayarak, Ogrencilerin kaygilarini azaltmalarima ve dil 6grenimine karst daha

olumlu bir tutum gelistirmelerine katkida bulunur.

Littlewood (1999), Bowman ve arkadaglar1 (1989) ve Ur (2000) gibi arastirmacilarin
da belirttigi gibi, geleneksel simif ortamlari, 6grencilerde siklikla kaygi ve stres
yaratabilir. Bu durum, Ogrencilerin kendilerini ifade etme konusunda gekingen
davranmalarina neden olur. Bu c¢alismanin miilakat bulgulari da bu durumu
desteklemektedir. Ancak, PDE'ler 6grencilere daha rahat ve destekleyici bir 6grenme
ortami sunarak bu olumsuz etkileri azaltir. Ogrenciler, PDE'lerde daha az baski
hissederek dil becerilerini daha 6zgiirce kullanma firsati bulurlar. Dérnyei (2001) ve
Ozcanli ile Kozikoglu (2023) gibi arastirmacilarin da belirttigi gibi, PDE'ler anlamli
ve keyifli dil pratigi firsatlar1 sunarak dgrencilerin motivasyonunu artirir ve Ingilizce
konusma kaygilarin1 azaltir. Dil 6gretmenlerine, 6grencilere rehberlik etme, ilgi
cekici ve motive edici bir 6grenme ortami sunma ve dgrencilerin kendilerini dzgiirce
ifade edebilecegi olumlu bir sinif ortami olusturmalart 6nerilmektedir. PDE'ler, hata
yapmanin 6grenmenin dogal bir parcasi oldugu anlayisin1 benimseyerek, 6grencilerin

Ozgilivenlerini artirabilir ve iletisim becerilerini gelistirmelerine katki saglayabilir.

PDE'lere katilan 6grenciler, dil 6grenimine yonelik daha olumlu bir tutum sergileme
egilimindedir. Dil 6grenimini sadece akademik bir zorunluluk olarak degil, ayni
zamanda sosyal etkilesim ve kigsisel gelisim i¢in degerli bir ara¢ olarak
gormektedirler. Bu durum, uzun vadeli dil 6grenme motivasyonunu ve basariyi
destekleyen onemli bir faktordiir. PDE'ler, 6grencilere dil 6grenimi siirecinde daha
proaktif ve istekli bir rol istlenme firsati sunarak, dil becerilerinin gelisimi ve

o0grenme deneyiminin zenginlesmesi arasinda pozitif bir iliski kurar.

Deci ve Ryan (2000) tarafindan 6ne siiriillen 6z-determinasyon teorisi ¢ercevesinde
degerlendirildiginde, PDE'lerin 6grencilerde ilgili olma, yeterlilik ve 6zerklik gibi
temel psikolojik ihtiyaglar karsiladigi soylenebilir. Calismada elde edilen bulgular,
PDE'lere katilan Ogrencilerin bu ihtiyaclari1 daha iyi karsiladiklarini ve bunun
sonucunda daha yiiksek diizeyde i¢sel motivasyona sahip olduklarin1 géstermektedir.
Ornegin, dgrencilerin akranlariyla daha giiglii baglar kurduklarmni ve dil becerilerine
olan giivenlerinin arttigmi belirtmeleri, bu teorinin bilesenlerini dogrudan

desteklemektedir.
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Appleton ve arkadaglarinin (2008) okul katilim1 modeli, 6grencilerin davranislarini,
duygusal durumlarin1 ve okula yonelik tutumlarini {i¢ temel bilesen olarak ele alir.
PDE'ler, 6grencilere eglenceli ve anlamli deneyimler sunarak bu ii¢ bileseni de
olumlu yonde etkiler (Feldman & Matjasko, 2005). Okul katilimi teorisi, bu {i¢
alanda yiiksek diizeyde katilimin, akademik basariy1r artirmak, okul birakma
oranlarini diisiirmek ve genel olarak okul deneyimini iyilestirmek icin kritik 6neme
sahip oldugunu vurgular (Li & Lerner, 2011). PDE'ler, 6grencilerin motivasyonunu,
Ozsaygisin1 ve sosyal becerilerini gelistirerek dolayli yoldan akademik basariy
destekler ve ogrencilere akademik konular1 daha iyi anlamalarini saglayacak

deneyimler sunar (Mahoney, Cairns, & Farmer, 2003).

Fredricks ve arkadaglar1 (2004), okul katilimi teorisinin Ogrencilerin tim
etkilesimlerini kapsayan kapsamli bir ¢er¢eve sundugunu vurgulamaktadir. PDE'ler
ise, bu teorinin kapsamini genisleterek, Ogrencilere standart miifredatin Otesinde
katilim ve gelisim firsatlar1 sunmaktadir (Eccles & Barber, 1999). Okul ortamlarinin
genellikle 6grencilere sinirli segenekler sundugu goz Oniine alindiginda, PDE'lerin
ogrencilere kendi ilgi ve yeteneklerine uygun etkinliklere katilma 6zgiirliigii tanimasi

onemli bir avantaj saglamaktadir (Appleton vd., 2008).

Okul katilimi teorisi agirlikli olarak akademik basar1 ve biligsel gelisime
odaklanirken, PDE'ler sosyal, duygusal ve kisisel gelisim gibi daha genis bir
yelpazedeki becerileri destekler (Mahoney vd., 2003). Bu nedenle, PDE'lerin okul
katilimi ile entegre edilmesi, 6grencilerin biitiinsel gelisimine daha kapsamli bir
yaklasim sunar. Ogretmenler, hem sinif ici hem de smif dis1 etkinliklerin 6nemini
vurgulayarak ogrencileri daha fazla motive edebilir ve 6grenme siireglerine daha

aktif katilimlarin1 saglayabilir (Dotterer vd., 2007).

Noels ve arkadaslariin (2001) bulgular, dil 6greniminde 6grencilerin ilgi ve olumlu
tutumlarinin  6nemini vurgulamaktadir. Calismamiz, PDE'lerin 6grencilerde bu

faktorleri gelistirerek daha etkili bir dil 6grenme ortami sagladigini gdstermektedir.

Bu c¢alismanin sonuglari, daha O©nceki arastirmalarin  bulgulariyla biyiik
Olclide tutarlilik gosteriyor. Ancak, bazi konularda farkli sonuglar ortaya

cikararak, konu hakkinda daha o©nce diisliniilenlerin disinda yeni bir
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perspektif sunmaktadir. Ornegin, Krashen'm (1982) giris hipotezi, anlasilabilir
girdinin dil ediniminde Oncelikli rol oynadigini one siirerek, ¢ikti ve etkilesimli
etkinliklere daha az vurgu yapar. Ancak, bu calismada gozlemlenen iiretken
becerilerdeki ve olumlu tutumlardaki belirgin iyilesmeler, PDE'ler araciligiyla
saglanan aktif katilimin ve dil {iretiminin, basarili dil edinimi i¢in kritik unsurlar
oldugunu gostermektedir. Bu bulgular, Krashen'm teorisini, girdinin yani sira
ciktinin da dil Ogreniminde O©nemli bir rol oynadigi yoniinde yeniden

degerlendirmeye itmektedir.

PDE'ler, 6grencilere gercek diinya dil materyallerine ve etkilesimlerine maruz kalma
firsat1 sunarak zengin ve anlamli girdiler saglamistir. Ayni zamanda, 6grencilerin dili
aktif olarak kullanmalarina olanak taniyarak ¢iktiya dayali 6grenmeyi desteklemistir.
Bu ¢ift yonlii yaklagim, 6grencilerin dil becerilerini hem anlama hem de iiretme
yoniinde gelistirmelerine katkida bulunmustur. Lightbown ve Spada (2013) da
ciktinin ve katilimin dil 6grenimi i¢in 6nemli oldugunu vurgulamasina ragmen, etkili
dil 6greniminin yeterli bir girdiyi de gerektirdigini belirtmektedir. Bu calisma,
PDE'lerin hem anlamli girdi hem de bol miktarda ¢ikt1 ve etkilesim firsati saglayarak
bu gorlisii desteklemektedir. PDE'ler igerisindeki yapilandirilmis etkinlikler,
ogrencilere hem dil anlama hem de kullanim becerilerini gelistirecek kapsamli bir
o0grenme deneyimi sunar. Bu bulgular, basarili dil ediniminin hem girdi hem de

ciktiya dayali 6grenmenin dengeli bir entegrasyonunu gerektirdigini gostermektedir.

Sonug olarak, bu caligsma, dil 6gretim etkinliklerinde hem anlasilabilir girdi hem de
aktif dil kullanim1 dahil etmenin énemini vurgulamaktadir. Bu iki unsurun dengeli
bir sekilde bir araya getirilmesinin, 6grencilerin dil becerilerini daha etkili bir sekilde

gelistirmelerine katki saglayacagi diistiniilmektedir."
4.1.  Oneriler

Bu calismanin sonuglari, dil odakli program dis1 etkinliklerin 6grenme siireclerine
olan etkileri {izerine yapilacak gelecek arastirmalar i¢in Onemli bir zemin
olusturmaktadir. Ozellikle, bu etkinliklerin uzun vadeli etkileri, farkli tiirlerdeki
PDE’lerin karsilagtirilmasi ve ¢esitli 68renci gruplarindaki etkinlikleri gibi konularda

daha derinlemesine ¢aligmalar yapilmasi1 gerekmektedir.
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e Uzun Vadeli Etkiler: Gelecek arastirmalar, dil odakli PDE’lerin 6grencilerin
dil becerileri ve tutumlan iizerindeki uzun vadeli etkilerini incelemeye
odaklanmalidir. Boylamsal caligmalar, bu etkinliklerin faydalarinin zaman
icinde nasil siirdiigiinii ve gelistigini ortaya koyarak, PDE’lerin dil 6grenimi
tizerindeki kalict etkisini daha iyi anlamay1 saglayacaktir.

e Farkh PDE Tiirlerinin Karsilastirilmasi: Farkli tiirdeki PDE’lerin
(6rnegin, kiiltiirel kuliipler, miinazara takimlar1) dil becerileri ve tutumlar
tizerindeki etkilerini karsilastiran calismalar yapilmalidir. Solomon Dort
Gruplu Tasarim gibi deneysel yontemler kullanarak, hangi tiir PDE’lerin
Ogrencilerin dil becerilerini ve olumlu tutumlarini gelistirmede daha etkili
oldugu belirlenebilir.

e Bireysel Farkhliklarin Etkisi: Sosyoekonomik durum, kiiltiirel ¢esitlilik ve
okul politikalar1 gibi faktorlerin PDE’lerin etkinligi iizerindeki etkisi
incelenmelidir. Bu faktdrlerin etkilerini anlamak, farkli 6grenci gruplarinin
ihtiyaclarina daha iyi cevap verebilecek ve esitlik¢i egitim ortamlar

olusturabilecek PDE programlari gelistirmeye yardimci olacaktir.

Bu calismanin bulgulari, PDE’lerin dil egitimi {izerindeki etkisi konusunda 6nemli
sonuglar ortaya koyarak, alanindaki egitim uygulamalari ve politikalar1 iizerinde
derin etkiler yaratma potansiyeline sahiptir. Bu ¢alisma, dil odakli PDE’ler iizerine
yapilacak gelecek arastirmalar i¢in saglam bir zemin olusturmaktadir. Gelecekteki
caligmalar, PDE’lerin etkilerini daha detayli incelemek icin yar1 yapilandirilmig
goriismeler, on-son basar1 degerlendirmeleri ve Solomon Dort Gruplu Tasarim gibi
daha titiz arastirma yontemlerine bagvurabilir. Bu arastirma alanlarinin incelenmesi,
dil odakli PDE’lerin 6grencilerin egitim deneyimlerini nasil zenginlestirebilecegi ve
dil o6grenme sonuglarimi nasil iyilestirebilecegi konusundaki anlayisimizi
derinlestirecektir. Bu bilgiler 1s18inda, egitimciler ve politika yapicilar, PDE’leri

iceren daha kapsamli ve etkili dil programlari gelistirebileceklerdir.
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