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ABSTRACT

EXPLORING THE RELATIONSHIP BETWEEN MINDFULNESS AND
LEARNER AUTONOMY IN EFL CONTEXT

Esra DEMIRCi

Master’s Thesis, Department of English Language Education
Supervisor: Dr. Aysun DAGTAS
September 2022, 126 pages

This study was conducted to explore the relationship between mindfulness and
learner autonomy in EFL context. The study also examined the perceptions of the
students in terms of mindfulness and learner autonomy. With these aims, the study was
carried out in a state university in Elazig, Turkey, with 155 preparatory class students.
Adopting a mixed research design, the researcher employed both qualitative and
quantitative data collection tools: two scales including Mindful Attention and
Awareness Scale and Autonomy Perception Scale were administered to the students,
and semi-structured interview was used to learn about students’ perceptions related to
the aforementioned issues. The quantitative data were analyzed using descriptive
statistics, independent two samples t-tests, Pearson correlation and the qualitative data
were analysed via content analysis. The results showed that there was a small
correlation between mindfulness and learner autonomy. Additionally, the students were
found to have a low level of autonomy and a moderate level of mindfulness. Females
and males did not differ in terms of mindfulness while females turned out to be more
autonomous than males. Qualitative data analysis also supported that the students did

not perform mindful and autonomous behaviours adequately.

Key Words: mindfulness, learner autonomy, mindful learning, autonomous learning,

language learning
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INGILiZCE OGRENIMINDE BiLINCLi FARKINDALIK VE OGRENCI
OZERKLIGI ARASINDAKI ILISKININ INCELENMESI

Esra DEMIRCi

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dal
Tez Damisman: Dr. Ogr. Uyesi Aysun DAGTAS
Eylll 2022, 126 Sayfa

Bu ¢alisma, Ingilizce 6greniminde bilingli farkindalik ve dgrenci 6zerkligi arasindaki
iliskiyi incelemek amaciyla yapilmistr. Bu c¢aligmada ayrica Ogrencilerin bilingli
farkindalik ve 6grenci 6zerkligi konusundaki algilarini incelemek de amaglanmistir. Bu
amaglar dogrultusunda, arastirma Elazig ilindeki bir devlet iiniversitesinde hazirhk
egitim alan 155 6grenci ile gergeklestirilmistir. Karma arastirma yontemi kullanilan bu
calismada, nicel veriler icin ogrencilere Bilingli Farkindalik Olgegi ve Ogrenci
Ozerkligi Olgegi uygulanmus, nitel veriler igin ise Yari-Yapilandirilmis Goriismeler
yapilmistir. Nitel veriler betimleyici istatistikler, bagimsiz orneklem t-testleri ve
Pearson korelasyonu kullanilarak, nicel veriler ise icerik analizi kullanilarak analiz
edilmistir. Sonuglar bilingli farkindalik ve Ogrenci 6zerkligi arasinda diisiik bir
korelasyon oldugunu ortaya ¢ikarmistir. Buna ek olarak, 6grencilerin 6grenci 6zerkligi
diizeylerinin diisiik, bilingli farkindalik diizeylerinin ise orta diizeyde oldugu
gorilmiistiir. Bilingli farkindalik acisindan kiz ve erkek oOgrencilerin farklilik
gostermedigi, ancak O0grenci 6zerkligi agisindan kiz 6grencilerin erkek Ogrencilerden
daha 6zerk oldugu ortaya ¢ikmistir. Nitel veri analizi de dgrencilerin yeterli diizeyde

bilingli farkindalik ve 6zerk 6grenci davraniglarini sergilemedigini desteklemektedir.

Anahtar Kelimeler: bilingli farkindalik, 6grenci 6zerkligi, bilingli 6grenme, 6zerk

ogrenme, dil egitimi.
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CHAPTER |

1. INTRODUCTION

In this chapter, relevant concepts are outlined respectively and briefly. Firstly, the
history of the concepts “learner autonomy” and “mindfulness” are introduced and the
problem of the study is stated. Next, the purpose and research questions of the study are
pointed out followed by the importance of the study. Lastly, the review of the literature

in terms of mindfulness and learner autonomy is explained in detail.

1.1. Background of the Study

English has been learnt and taught as a foreign language for a long time as a result of
the fact that it is the most common foreign language in the world. There have been
numerous studies on language learning, language teaching and language learners to
have a better understanding about this long process. Throughout all these years, with the
developments occurring in the field of education, the approaches to language learning
have changed and varied. Firstly, the common belief that teacher is the controller of the
process was objected to by the new approach which prioritizes learner-centered
education/instruction/learning. Learner-centered learning puts the learners at the center
of education, and most importantly supports that they are the decision-makers of their
learning process. Glasgow (1997) defines student-centered learning as;

students learn to decide what they need to know to find success within the class and
educational format. Although the teacher may have considerable responsibility in
facilitating investigative and discovery activities, it is expected that the student will
gradually take responsibility for their own learning (p.34).

Learner-centered learning dates back to Confucius and Socrates’ times and its
twentieth century proponents were Lev Vygotsky, Jean Piaget, John Dewey and Carl
Rogers. These pioneer researchers had very important contributions on this approach
and made way for the theory “constructivism”. Constructivism is depicted by Gray
(1997) as an opposite way of traditionally known learning atmosphere where the
knowledge is transmitted by teacher facing the students sitting in their desks. ‘“Rather,
knowledge is constructed by learners through an active, mental process of development;

learners are the builders and creators of meaning and knowledge.” (Wang, 2011, p.274).



This definition supports the idea of Piaget (1977) stating “learning occurs by an active
construction of meaning, rather than by passive recipience” (In Ozola, 2012, p. 426). A
prominent figure of education, especially child education, Maria Montessori (1967, p. 3-
4), also points out that “Education is a natural process carried out by the human
individual, and is acquired not by listening to words, but by experiences in the
environment” and she directly emphasizes the learner’s active participation in his/her
own learning. Montessori’s emphasize here is on the fact that the learning process and
constructing one’s own knowledge starts on the day when s/he was born (Firat, 2016).
She asserts her idea by one of her known quotes “When we learn a language as children,
we learn it with ease and exactness. The only language we possess perfectly is the one
we call our mother tongue and which we acquired as children” (1946, p. 64). That’s to
say, children, even babies, have the ability to teach themselves. Benson (2011) also puts
forward that children direct the learning process of their first language. Accordingly, a
constructivist classroom can be described as an atmosphere where learners actively
construct their own learning via collaboration, learner autonomy, generativity,
reflectivity and active engagement (Wang, 2011). According to Reinfried (2000) the
content of learner-centeredness is individualization of learning and autonomy of the
learner.

In the light of these learner-centered and constructivist ideas, ‘learner autonomy’, a
learner-based term, was coined by Henri Holec in 1979. As a historically old term used
in many fields like politics, biology, medicine, philosophy, psychology (Isik, 2018), it
has also been one of the most studied and the most sought-after concept in education
and mostly in language education since 1980. Holec’s definition, “the ability to take
charge of one’s learning” (1981, p.3) has been the most cited one among the numerous
definitions of learner autonomy.

Research into the literature shows that when learners are autonomous, the learning
process has effective results (Dickinson, 1987; Littlewood, 1999 ; Ellis & Sinclair,
1989). To illustrate, Benson (1997) states “autonomous learning is more or less
equivalent to effective learning”. Similarly, Little (1994, p.431) states that “all
genuinely successful learning is in the end autonomous” (cited in Balgikanli, 2008).
Dickinson (1995) points out “when learners are actively and independently involved in
their own learning, their motivation levels increase, and in turn they learn more

effectively”. Karabiyik (2008) highlights the importance of being autonomous by an old



famous saying “Give a man a fish, he eats for a day; teach him how to fish and he will
never go hungry”.

One of the important prerequisites of effective learning is learners’ being aware of
their learning process (Chan, Spratt & Humphreys ; 2002) which is hypothesized in this
study as one of the necessities for learner autonomy. To shed light on this “awareness”
issue, a psychology-based educational term “mindfulness” has recently started to attract
attention of researchers, which is defined as “the awareness that emerges through
paying attention on purpose, in the present moment, and nonjudgmentally to the
unfolding of experience moment by moment” by the father of the idea and the concept,
Kabat-Zinn (2003: p.144). Along with the desire of providing students with the ability
to take their own learning, effective learners are required to be actively “aware” of their
learning process and it is believed that there is a possible link between learner autonomy
and mindfulness as in the framework of both concepts, learner is in the center and in the
control.

Having a deep-rooted history back to the fifth century, mindfulness is grounded on
Buddhist disciplines (Tremmel, 1993) and was firstly known as Zen mindfulness after
Kabat-Zinn. Despite being religious in roots, it starts with researching the nature of
human experiences and prioritizes psychological aspect of human being. (Kinay, 2013).

Gause and Cholic (2010) point out that the main aim of mindfulness is to provide
peace and well-being and to create rapport and good intentions between the followers of
this discipline as it has started as a meditation practice. Started as an Eastern religious
based wave, mindfulness made way into Western world around 1950-1960s (Gause
&Cholic, 2010) as it was accessible and applicable irrespective of any cultural and
religious system (Niemiec, 2013). Although it has an ancient history as a discipline, its
scientific history dates back only to 1980s (Oz, 2017). The first psychotherapeutic
mindfulness meditation practice was carried out by Kabat-Zinn in 1979 to alleviate
stress (Kinay, 2013), which can be regarded as the milestone for the mindfulness history
in Western world.

Its journey in western world paved way for its use in other fields of study like
positive psychology, psychology, medicine, intercultural communication, and education
(0z,2017; Tonga, 2018).

One of the pioneers of the concept and mostly known as “the mother of
mindfulness”, Langer defines it as “a flexible state of mind in which we are actively

engaged in the present, noticing new things and sensitive to context” (2000, p. 220).



Langer’s perspective of mindfulness constitutes the Western side of the concept and is
called Langerian mindfulness in the literature. Langer’s studies have mostly affected the
field of education and has brought out the term “mindful learning” which led to
publication of two books by her named Mindlessness (1989) and the Power of Mindful
Learning (1997).

When thought with both sides of mindfulness as Eastern and Western sides, both
sides have been discovered having positive effects on education and learning (Hyland,
2010; Langer, Hatem, Joss, & Howell, 1989; Thornton & McEntee,1995).

It is remarkable that the definitions of the mindfulness in the literature points out that
the “psychological freedom” and “psychological independence” are developed via
mindfulness (Oz, 2017). Learner autonomy is also defined as students’ being
independent and taking responsibility of their learning. Oz (2017) also points out how
effective results have been obtained with relating mindfulness with other fields and she
gives the example of the relation between mindfulness and autonomy studied by Brown
and Ryan (2003) which results in a positive correlation. Brown and Ryan (2003) assert
the relationship between mindfulness and autonomy by stating that autonomy is
provided with self-regulation which is promoted by mindfulness. Being a concept under
learner-centered education, the umbrella method for learner autonomy, mindfulness
requires learners to be eager in participating and to be active in the process (Yildirim,
2005). This implies that being autonomous is equivalent to being eager and to be
mindful is equivalent to being active. According to Dickinson (2004) being aware of the
learning process is one of the characteristics of learners who have developed learner
autonomy and they show a conscious effort to incorporate the techniques related to
learner autonomy in their learning . “Autonomy and to be active in one’s learning goes
hand in hand, thus learner autonomy means active learners” (Dogan , 2015).

In conclusion, even though a direct relationship may not exist between mindfulness
and learner autonomy, it is inferred that there may be an indirect relationship between
them. Considering all these together with other definitions of mindfulness and learner
autonomy in literature, it is assumed that mindfulness may have some joint approaches
with learner autonomy on the base of their effects on the learners and their expected
outcome on learning. This idea has been the impetus for the current study to elaborate

on the assumed relationship between these two concepts.



1.2. Statement of the Problem

With the developments took place in education in 19th century such as people’s
having more democratic ideas, the shift from teacher centeredness to learner
centeredness, the importance given to self-learning, it has been realized and
acknowledged globally that when the learners/students are active, at the center of
learning, the results are better in terms of their learning (Little, 1994; Dickinson, 1995).
The fact that the learner is one of the basic elements of learning a language and the
subject of this process is the common view of all the stakeholders of education system.
This starting point brought new concepts and ideas to the field of learning/teaching
English.

Learner-centered instruction have numerous requirements, to name a few; learners’
willingness, their motivation, feasibility to the context of learning, teachers’ knowledge
about the concept, their readiness to put it into practice, the curriculum of the school,
the education policy, etc. However, as required by the name of the concept, it is
important to elaborate upon the issues related to the learners themselves. By this means
in this study two concepts related to learner centered instruction were aimed to be
researched to explore whether they have a correlation with each other or not.

Despite the developments and new approaches, it is a known fact that most of the
learners in Turkey are not able to reach to the desired level, as the most prevalent
method used in our education system is memorization (Yumuk, 2002). From primary
school to higher education, English is being taught every year, but the result is mostly
just memorization of theoretical grammar knowledge and a limited vocabulary on the
part of the learners, which cannot be acknowledged as “to know English” as the learners
are mostly unable to put this limited knowledge into practice. Moreover, although
students are willing to learn English, they find themselves in hardships resulting from
lack of knowledge about learning to learn (Balgikanli, 2006 ; Nunan, 1995). Most of the
instructors want their students to be active in learning, aware of the process and in the
control of their learning. Although there is a limited number of students who fulfil the
desired qualities mentioned above, the general picture is the opposite in Turkey.
Students are passive and hesitant; they do not know how they are going to learn English
and they are not aware of the ways for learning better. Tuyan and Kabaday1 (2019: p.
67) point out in their exploratory study that, “Students’ uninterested faces and “offline”

stances during classes were preventing themselves as well as us from making the best of



that moment” to depict unwillingness of the learners. As all teachers, the researcher also
faces with similar problems and feels the need to incorporate some concepts to activate
the students and to get them to be aware, involved and responsible in terms of their
learning process.

Learner autonomy is one of the most studied topics in language learning literature as
it is seen to have beneficial effects on learning by many studies (Little, 1991; Dam,
1995). Why learner autonomy is important is put forward as;

“1. If learners are themselves reflectively included in planning, monitoring and
evaluating their learning, it is most likely that their learning will be more
successful than otherwise as it is more sharply focused;

2. The same reflective inclusion should help make what they learn a fully
integrated part of what they are, so that they can use the knowledge and skills
acquired in the classroom in the world beyond.” (Little, 2000 as cited in Olur,
2013, p. 17)

In other words, developing learner autonomy is not only a gain for school life, and
also for the life of learners outside the school, namely in the real life. In addition to this,
in Turkey, the principles of foreign language education are drawn up in compliance
with the The Common European Framework of References (CEFR) which is a
guideline for learners of foreign languages across Europe. Learner autonomy is one of
the CEFR’s principles and by this means the EFL educational programme has included
the concept currently (Firat, 2016).

Apart from learner autonomy, to get the learners to take control of their learning,
they first need to be aware of the process, engage in learning and be open to get the
knowledge by paying attention so as to construct their learning meaningfully as asserted
by constructivist approach. Smallwood, Fishman and Schooler (2007) put forward mind
wandering as a problem preventing students from paying attention effectively and
affecting their school performance adversely. Also, Tremmel (1993) emphasized the
importance of paying attention stating that “no skillful action of any kind can occur” (p.
447) without paying attention. Therefore, they came up with mindfulness, which is a
psychology-based concept and has recently been brought forward in education settings.
Although it was based on Buddhism teachings, it was exploited in education by

researchers and was found out to have positive effects on learning (Smallwood,



Fishman, & Schooler, 2007). As a result, the term mindful learning was coined by Ellen
Langer. It is a quite new concept for language learning literature, therefore the studies
related to the field are very limited. Moafian et al. (2019: p. 1) support this as “in the
area of education, different studies have confirmed the influential role of mindfulness in
the better performance of the students. Although there exist several research in the
realm of education, Langerian mindfulness has not yet entered language learning
research seriously.” Their study is one of the rare studies on Langerian mindfulness and
language learning and they aimed to forge relations with them in theory so as to make
way to empirical studies.

The starting point of this study was to address two of the main problems of EFL
students in Turkey; one is not being aware of their learning process and active during
the lesson, which comprised the main foci of the study conducted by Tuyan and
Kabaday1 (2019) who wanted to solve the problem of their students being indifferent,
disconnected and discouraged for learning English. The other is not knowing how to
learn which is of great importance to carry over learning process as a lifelong learning.
More or less students have been able to learn grammar better, to understand what they
read better and to expand their vocabulary knowledge as they have been used to learn
these skills since secondary school. However, to be regarded as “knowing a language”,
production is vital. They are expected to understand what native speakers say, to
communicate and to express themselves both in speaking and writing. The majority of
students have difficulty in these skills because they are not used to them as a result of
our education system, even students studying English Language and Literature and

English Language and Teaching.

1.3. Purpose of the Study

Learning a language is a long path to take and as the marchers of this path, learners
have the most important role in this process. In and out of the school, students are
expected to take an active role such as they should be aware of what they are doing,
what and how they are learning, they should be present physically and mentally, and
they need to bring different perspectives to their learning so as to make the learning
meaningful for them. Otherwise, they become mindless learners as in Langer’s (2016)

description which is “like being on automatic pilot”.



This study aims to explore the relationship between learner autonomy and
mindfulness in the context of English as Foreign Language (EFL) at Firat University.
The participants included English preparation class students. It also aims to find out the
autonomy and mindfulness levels of these students. To get these aims, the study
attempts to answer the following research questions:

1) What are the perceptions of students in terms of learner autonomy in learning
English process?

2) How mindful are the students in learning English process?

3) Are there any significant differences in participants' autonomy and mindfulness
levels in language learning based upon their gender?

4) Is there a relationship between the learners’ levels of autonomy and mindfulness

in terms of learning English?

1.4. Significance of the Study

Thanks to the shift from teacher-centered teaching to learner-centered teaching and
Constructivism, it is acknowledged that learners are the core of language learning
process. Their participation, their presence as mentally and physically, their different
perspectives, their own learning methods are crucial for the process.

Autonomous learning is regarded as a way to provide all these along with an
effective and permanent learning experience. In order to draw attention to the popularity
of learner autonomy as an issue, Benson (2013: p.3) asserts that “30 book-length
publications on autonomy were published in the first decade of the century”. There has
been a considerable interest on the concept since 2000s although it has not been
thoroughly figured out, especially in Turkey. The education system in Turkey is based
on syllabus and teacher-directed teaching where the learners are receivers of knowledge
transmitted (Yumuk, 2002; Ozdere, 2005; Balgikanli; 2006).

Unlike learner autonomy, in the education literature, there is a limited number of
research on mindfulness, especially in Turkey. In psychology and medicine, the effects
of it on the patients have been remarkably well (Baer, 2003; Brown and Ryan, 2003)
and this drew attention of researchers in education (Kabat-Zinn, 2003). After getting

promising results from studies in education, the effects of mindfulness on academic



performance have started to be the focus of interest among researchers
(Charoensukmongkol, 2019).

Therefore, as both concepts are high trend topics for many research areas from many
different branches nowadays, it is foreseen that this study will provide a new
perspective to the field for two reasons; one of them is that this study will be the first in
exploring the relationship between mindful learning and autonomous learning as it has
not been investigated explicitly before. Secondly, it will provide insights into language
learning through a method of psychology as it is an interdisciplinary study.

1.5. Review of Literature
1.5.1. Introduction

In this chapter, theoretical background of learner autonomy and mindfulness are
reviewed through relevant literature in accordance with the aim of this research study.
First of all, the historical background of the term “autonomy” and the definition of
learner autonomy are explained from different viewpoints throughout the history. Then,
the relationship between language learning and learner autonomy is presented based on
the views of researchers of the fields. The characteristics of autonomous learners are
depicted and studies done on learner autonomy are indicated.

Second, mindfulness is introduced and explained relying on both types of the
concept; Zen and Langerian Mindfulness. Research done on mindfulness is displayed.
Next, few studies about the relationship between mindfulness and learner autonomy are
exemplified. Lastly, Emergency Remote Teaching is introduced and clarified by some

studies as the study took place during the Covid 19 pandemic process.

1.5.2. Learner Autonomy
1.5.2.1. Early History of Learner Autonomy

The origin of the word autonomy dates back to the Greek; auto means “self” and
nomos means ‘“custom” or “law”. It is fair to say that it is originally a political term

meaning “self-government” or “self-rule” (www.vocabulary.com). Cambridge

dictionary defines autonomy as “the right of an organization, country, or region to be
independent and govern itself” and “the ability to make your own decisions without

being controlled by anyone else” ( www.dictionary.cambridge.org/dictionary ).
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“Give someone a fish and you feed them for a day. Teach them to fish, and you feed
them for a life” is one of the first traces of autonomy in history (isler, 2005). The fact
that self is important was articulated by Socrates thousands years ago as “Know
thyself”. Another supporter of autonomy from ages ago is Galileo who says “you cannot
teach a man anything; you can only help him find it within himself” (Benson 2001: p.
22).

Autonomy has been a topic of discussion in several fields like politics, philosophy
and psychology along with education (Bensen & Voller cited in Firat, 2016). Benson
(2001) exemplifies other prominent figures like Jean Jacques Rousseau, John Dewey
and Carl Rogers. Jean Jacques Rousseau argues that “Put the problems before him and
let him solve them himself. Let him know nothing because you have told him, but
because he has learnt it for himself.” (Rousseau, 2020: p. 2). According to Dewey,
people are responsible for making their life better and reshaping it. Carl Rogers’s idea is
that everybody is a unique learner and teachers are facilitators of learning process.

Following World War |1, the minorities were struggling for their rights and they were
considering that they were free to choose as well, which was another step for autonomy
and for these people. One of these people was Immanuel Kant who was of the opinion
that education could help raise the awareness for these matters. In addition, in those
times the developments taking place in trade, transportation, communication, politics
and social life brought out an urgent need for people to master in learning new
languages (Reinders, 2000). As Van Ek (1975) put forward the learning needs of every
individual in a society was no longer affordable, there appeared a need for the
individuals to cater for their learning needs themselves in the way they desired, which
was another step for autonomy. As Reinders (2000: p. 5) points out “Learners influence
the social context and therefore the language, or at least its use.” Thus, the effect of each
individual in a learning/teaching context on the process started to draw attention. This
sociolinguistic aspect of language learning provided an insight in terms of integrating
sociocultural elements learners bring to learning/teaching context and thus paved way
for autonomy (isler, 2005). The other field that incorporated autonomy into its studies
has been psychology since the oppositions to behaviourism in 1970s. Isler (2005)
asserts that psychological studies had influence on autonomy. Reinders (2000) outlines
important psychologists like George Kelly, Jerome Bruner, Abraham Maslow and Carl

Rogers who give importance to the individual, the capacities individuals have to



11

construct their knowledge on the base of their experiences and needs. Their focus on
individual enlightened the way for autonomy in learning (isler, 2005).

Autonomy drew attention of language educators in Europe in 1960s when there was
an unsteady atmosphere in politics (Gremmo and Riley, 1995). According to Gremmo
and Riley (1995) the first contact of autonomy and education occurred after Second
World War. The trends in education and incidents happened in social life such as
minority rights movements, anti-behaviorist thoughts, technological developments,
foreign language learning need and the huge numbers of educational institutions
brought autonomy into education.

The concept “autonomy” was mostly new for the language educators until the date of
December 1976 when some researchers held a meeting at Cambridge University and
talked over it in the framework of language education (Benson, 2009). However, the
Council of Europe’s Modern Language Project in 1971 was the milestone of the long-
standing partnership between autonomy and language learning. With the impact of the
council, Centre de Recherches et d’Applications en Langues (CRAPEL) was founded
by Yves Chalon, who is accepted as father of autonomy in language learning by some
researchers (Yildirim, 2005). The aim of the center was for adults to upskill to continue
their learning throughout their life via self-directed learning. Following his death, Henri
Holec was the head of CRAPEL and he studied on a report concerning autonomy and
language learning. In 1981, he presented the report to the Council of Europe which was
a leading paper for the autonomy in language learning (Benson, 2001). These all
constitutes foundation of autonomy in language learning. Autonomy and the studies
about it took roots in language learning field deeper with the developments of some
concepts as learner centered curriculum of Nunan, Brean and Cantlin, ideas on syllabus,
learner training, learner strategy training, the project-based syllabus and learner-based
teaching (isler 2005). All these modes of teaching/learning aimed to facilitate the
process from being dependent to being independent for learners (Balgikanli, 2006).

1.5.2.2. Definitions of Learner Autonomy

In language education literature, various terms were launched to refer to the
autonomy including ‘“learner autonomy”, “learner independence”, “self-direction”,
“autonomous learning” or “independent learning” (Ivanovska, 2014). It is also seen as

learning how to learn to develop some strategies. However, according to Dogan (2015)
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concepts like self-instruction’, ‘self-access’, ‘self-study’, ‘self-education’, ‘out-of-class
learning’ or ‘distance learning’ do not have the same meaning as learner autonomy. It is
fair to say that there is a relation between these concepts and learner autonomy, but they
represent different modes.

“Autonomy, no more than Freedom or Justice, is not an eternal principle, always
identical unto itself, but a historical phenomenon, variable according to the contexts in
which it arises.” (Lafargue, 1881, as cited in Smith & Ushioda, 2009: p. 241). Namely,
there have been many other definitions of the term related to context and time. Benson
(2011) similarly agrees stating that there are two problems that autonomy brings about
and one of them is the complexity of its definition. Taking a different approach to the
variety and intricacy of autonomy definitions, Benson underscores the importance of
having a clear definition as it makes research more valid and reliable and new
developments have a clearer foundation to form on new outcomes for learners.

Definitions are generally united on two ideas, one by Holec and the other one by
Benson. Holec (1981; 3) defines it as “an ability to take charge of one’s own learning”
which has maintained its durability up to date (Benson, 2011). In his detailed definition,
Holec puts “learning management” aspect in the centre while Benson emphasizes two
other elements in language education as well as “learning management, cognitive
processes and the content of learning” (Benson, 2001, p.50).

Benson (2001) makes clear the definition by putting it as “to take control over one’s
own learning” or “a capacity to control one’s own learning” (p.47) and by that he
considers that because it can take a variety of forms in relation to different levels of
learning process, it is better to have a basic definition (Yildirim, 2005). Benson (2001)
also outlines three important traits of learner autonomy as follows. Firstly, learners are
inclined to incorporate learner autonomy in their learning process even though they
carry it out in various ways as each learner is particular. Next, if a learner is not
autonomous, it doesn’t mean that s/he cannot be in time. Every learner can foster
learner autonomy by increasing control over their learning gradually. Lastly, learner
autonomy results in a better learning process.

Autonomy is described as “capacity for detachment, critical reflection, decision-
making and independent action” by Little (1991) and has been attached to psychology
as well. According to him, learners are required to be psychologically connected to the
learning process. Moreover, autonomy is not learning on one’s own but essentially for

oneself (Little, 2007).
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A relatively more recent description of autonomy came from Leni Dam and her
colleagues Eriksson, Little, Miliander and Trebbi as Bergen Definition (1990). It is
described as a “readiness to take charge of one’s own learning in the service of one’s
own needs and purposes” (1990; p.102) To this aim, they state that learners need to be
eager, to have competence and to be ready for collaboration with others.

While learner autonomy has been defined in various ways and associated with
several fields, there are also some misunderstandings about forming conceptions related
to autonomy (Benson, 2001). To illustrate one of them, learner autonomy is regarded as
learning on one’s own without a teacher. Conversely, people are parts of the society
they live in and it would not be possible for them to maintain learning process just on
their own (Kogak, 2003). In other words, with the term “independence” in the
framework of learner autonomy, the aim is not to restrict learning to a transmission
process between learning materials and the learner. Rather, to engage learners in
interdependence, which can be defined as sharing and working together with teacher
and peers, is an indispensable part of learner autonomy (L.ittle,1991; Littlewood, 1999;
Reinders, 2000; Benson, 2001; Kocak, 2003). Little (1991) builds on the
interdependence issue and argues that it constitutes psychological dimension of
autonomy and is one of the bases for the cultivation of it. On the same route, Dam
(1995) proposes that learner autonomy needs to include both individualization and
socialization. That is, learners need to be in charge of their learning both on their own
and also by collaborating with their peers and teachers in classrooms where learner
autonomy is encouraged and provided.

The other false conception is that there needs to be certain sets of behaviors, skills
and certain modes of learning and teaching for learner autonomy (Benson, 2001). It is
understood that teachers and learners do not need to follow some specific ways to be
autonomous, rather they need to try to find their own ways. Agreeing with Benson on
two false conceptions, Esch (1997) adds one more related to specifically language,
which is the matters specific to language needs to be considered thoroughly for
enhancing autonomous atmosphere instead of leaving them out.

Among the vast amount of definitions and misconceptions in the literature, Esch
(1996) and Little (1990) set forth what learner autonomy is not. The items below are the
descriptions of Esch (1996, p.37) who sees eye to eye with Little (1990, p.7) on the

descriptions with exact same meaning but with some different expressions ;
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= autonomy is not self-instruction/learning without a teacher;

= it does not mean that intervention or initiative on the part of a teacher is banned.
= it is not something teachers do to learners;

= it is not a single easily identifiable behaviour;

= it is not a steady state achieved by learners once and for all.

1.5.2.3. Learner Autonomy and Language Learning

Learner autonomy has been one of the most important research areas in language
learning as the learners’ taking control of their learning has gained a great importance
with the developments and new trends in the education (Reinders, 2010). Its importance
for learning has been pointed out by a number of resarchers such as McDevitt (1997),
Benson (2009, 2011), Dickinson (1993), Dam (1995) and Little (2007). McDevitt
(1997) stresses that teachers or educators need to aim to have autonomous or
independent learners at the end of the learning process. The Common European
Framework of Reference (CEFR) has given place in its principles to autonomous
learning and self-assessment. Firat (2016) points out to 21st century skills and indicates
that to develop and improve the 21st century skills which are stressed throughout the
world as very important, autonomy is a must and one of the main elements of any
learning process. For Nunan (1995, p. 134) , there is a “gap” between learning and
teaching and autonomy in education will be a way for lessening this gap.

Human beings are born with autonomy (Benson, 2001; Isler, 2005). In other words, it
is in our nature to take responsibility for ourselves beginning from very early times of
our life. As for lifelong aspect of learning, Isler (2005) draws a conclusion by stating
that as language learning is a process that lasts through a person's life and done on one’s
own, development of learner autonomy becomes more of an issue. In that vein, Candy
(1991, cited in Dogan, 2015) points out that being autonomous is a procedure and it
lasts for life as well as learning. Another point is that no teacher can guide their learners
for all their life (Littlewood, 1999). Eventually, all learners will need to find their ways
in their learning journey.

Holec’s main focus was on adult education while studying on autonomy at first place
in 1970s (Little, 1999), which led the way for learner autonomy in the field of language
learning (Benson, 2001). With the impact of learner-centered education and the change

of the charge in learning process, autonomy took one of the leading roles in language
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learning stage (Thanasoulas, 2000). It is believed that learners who are in control of
their learning process are better in improving themselves in language (Little, 1991;
Dam, 1995) as basically put forward by Nyikos and Oxford (1993: p.11) that “learning
begins with the learner”. Taking over the responsibility of their learning enhances
learners’ motivation and this results in regulating their learning process more and better,
which enhances motivation more. In other words, learning how to learn together with
high motivation yields to success in learning and gives a way to autonomy (Little, 2001;
Yildirim, 2005). Crabbe (1993) agrees with that and add that in the event that learner is
controller of his/her learning, meaningful and lifelong learning is the result (cited in
Yildirim, 2005). Camilleri (1999) takes a step forward and argues that learner
autonomy needs to be in the center of language learning process in general with the aim
of a broader development in the name of education. He suggests that this would be a
training for their lifetime learning.

Kenny (1993) admits the importance of learner autonomy asserting that without
autonomy it is not education at all. If learners are not in charge of their learning, it will
not be a learning atmosphere, but shaping the learners according to the rules and
discipline of the teachers. Dickinson (1995) compares learners who lead the way in
learning journey and who are inactive recipients of knowledge from their teachers and
consider the former group as better learners.

“You can bring the horse to water, but you cannot make him drink” is an American
proverb used by Scharle and Szabo (2000) to stress the importance of learners’ taking
responsibility for their learning. They add that the first step to promote learner
engagement is to get learners to comprehend that they have an important role in
learning process as well as their teacher. They need to be aware of how important it is to
share the responsibility of learning with their teacher, which will bring about effective
results and success (Ellis and Sinclair, 1989; Scharle and Szabo, 2000; Benson, 2001).

One of the most studied parts of autonomy is about how to foster learner autonomy.
To illustrate, “Approaches to the Development of Learner Autonomy” is the headline of

Benson’s (2001, p.111) proposition of methods to foster learner autonomy named as;

» Resource-based approaches emphasize independent interaction with learning
materials.
» Technology-based approaches emphasize independent interaction with

educational technologies.



16

» Learner-based approaches emphasize the direct production of behavioral and
psychological changes in the learner.

» Classroom-based approaches emphasize learner control over the planning and
evaluation of classroom learning.

* Curriculum-based approaches extend the idea of learner control to the
curriculum as a whole.

» Teacher-based approaches emphasize the role of the teacher and teacher

education in the practice of fostering autonomy among learners.

Commenting on the development of autonomy, Littlewood (1997) focuses on two
factors which are learners’ being eager and having competence for taking responsibility.
How motivated and confident they are and what they know and what they can do related
to their learning process are determinants of this taking responsibility process.

Little (2007) proposes the following three criteria to promote autonomy in language
learning: “learner involvement”, “learner reflection” and “appropriate target language
use” which constitute affective, metacognitive and communicative dimensions of
learner autonomy. Namely, learners need to be involved in the whole process, to think
about and regulate their learning and to actively experience the language.

An aspect of learner autonomy that draws much attention and that needs to be
considered thoroughly in fostering learner autonomy process is cultural context of the
learning environment in which learner autonomy is implemented. Learners’ readiness
for and feelings about learner autonomy definitely need to be looked into carefully
before striving to foster learner autonomy in any learning context (Yildirim, 2005). The
ways proposed for fostering autonomy in one context may not be suitable for another
context. One study by Cotterall (1995) results that learner autonomy development needs
to be tried after feelings of students are examined. Agreeing on these, Benson (2001)
states that it needs to be acknowledged that the incorporation of learner autonomy will
differ between different learning environments.

An important issue to bear in mind is that in a learning process expecting learners to
be fully autonomous is not possible. In some parts of the process, they may be fully in
charge and knowing what they do, but in some parts, they may need support (Dogan,
2015).
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Isik (2018; p. 14) depicts an outline of autonomy summarized by Sinclair (2000):
“Autonomy involves a capacity of and willingness to take responsibility for the
learning.

There are levels of autonomy which are unstable and variable. Autonomy can also be

considered as a continuum, and complete autonomy is idealistic. Furthermore,
autonomy involves freedom on behalf of the learner and the learner needs to be aware
of the language learning process. Autonomy should be encouraged and promoted which
can be done in and out-of-the class. Lastly, autonomy has individual, social,
psychological and political dimensions.”

1.5.2.4. Autonomous Learners

Being autonomous is defined as to determine one’s way of thinking and one’s action
on one’s own by Kupfer (1990, as cited in Balgikanli, 2006). As is for autonomy and
learner autonomy, there are also plenty of descriptions for autonomous learners. To
start, Dickenson (1993) identifies three features of autonomous learners as they know
what they learn, they define their learning objectives and they have the conscious
control over learning strategies. Also, they cooperate with their teachers throughout the
procedure.

Upon carrying out a survey to find out the perceptions of learners on autonomous

learners, Chan (2001a) outlines the features as;

o determined and has a clear mind

o self-motivated/is able to take initiative

o interested in (curious/cares about) learning

o inquisitive (willing to ask the teacher and classmates questions)

o focused/goal-oriented/has a set of perceived needs

o willing to explore/wants to find ways to improve his/her study

o patient (since learning is a life-long process)

o able to analyze and evaluate/willing to improve on areas that one is weak in
o able to solve problems on his/her own when the teacher is not there

o knows how to manage his/her own time. (p. 290)
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Autonomous learners consider language learning as their nature along with
internalizing the practices and methods of the language. They have the motivation and
metacognitive faculties needed for taking responsibility for their learning process.
Moreover, they can go on their learning in non-formal contexts as well (Brenn & Mann,
1997; cited in Karabiyik, 2008).

According to Holec (1981), autonomous learners need to be determinants of the
purpose, design, materials, and practices of the process. They control and assess the
acquisitions during and at the end of the process. In addition, he supports the idea that
‘they are the producers of the society they live in.” Thus, they are required to be
democratic, conscious and reflective.

Porto (2007) thinks one of the fundamental features of autonomous learners is being
aware of the whole process involving purpose, methods, one’s capacity to learn, the
rules and all. Omaggio (1978) explain autonomous learners with seven features;

Autonomous learners;

have insights into their learning styles and strategies;
take an active approach to the learning task at hand,;
are willing to take risks, i.e., to communicate in the target language at all costs;

are good guessers;

o & w0 b PE

attend to form as well as to content, that is, place importance on accuracy as well

as appropriacy;

6. develop the target language into a separate reference system and are willing to
revise and reject hypotheses and rules that do not apply; and

7. have a tolerant and outgoing approach to the target language (cited in

Thanasoulas, 2002, p.2).

In conclusion, the characteristics outlined above are mostly common with effective
and good language learners (Balgikanli, 2006). As Ellis and Sinclair (1989), Scharle and
Szabo, (2000), Benson (2001) and many other researchers pointed out, effective and
better learning is the result of autonomous learning. Moreover, this justifies the

importance and necessity of developing learner autonomy in language learning.
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1.5.2.5. Studies on Learner Autonomy

Upon doing a literature research on learner autonomy, the topics mostly revolve
around some basic concepts like perceptions or beliefs of learners or teachers on learner
autonomy, fostering learner autonomy, and the relationship of learner autonomy with
some other concepts like motivation, speaking anxiety, self-efficacy, willingness to
communicate, language proficiency, academic success,etc.

There are a vast number of studies in the literature dealing with perceptions or views
of either learners, or teachers or both of them in terms of learner autonomy. To mention
but a few, firstly, a study carried out by Yildirim (2012) on learner autonomy indicated
that students viewed their teacher as the resource and the controller of the process since
they had a non-autonomous learning environment. Based on the findings, he concluded
that the development of learner autonomy should not move fast as learners may need to
be prepared for such a change with a day-by-day progress. However, in another
perception searching study by Shahsavari (2014), it was concluded that the participants
acknowledged that language learning process was promoted and was more effective via
learner autonomy which was also proposed by Dickinson (1987), Ellis and Sinclair
(1989) and Crabbe (1993). Uysal (2021) and Halaygeh (2020) revealed in their studies
that learners mostly favored being in the center of the learning process rather than being
dependent on their teacher. The participant teachers in the studies by Ulus (2021) and
Uysal (2021) were in common ground in the idea that learners and teachers together
could direct the learning process. Moreover, the teachers regarded the classrooms as
places where the learners were in the center as constructive for learner autonomy (Erel,
2021).

Some studies were concerned with some elements constraining learner autonomy in
classroom. One recent study by Nazari (2019) was concerned with the perceptions of
EFL teachers on learner autonomy. The study revealed that fostering learner autonomy
in Turkish educational contexts was hindered by many factors like “lack of teachers’
knowledge, the influence of the traditional teaching setting, pre-designed curriculum
and textbooks, governmental educational policies, and the students’ lack of
understanding about what autonomous learning is” (p. 43). Another problem was to
fixate on exams more than learning process, which was another hindrance for
autonomy. Although teachers were in favor of autonomy supported classrooms and

knowledgeable about how to implement it, they did not make almost any rooms for
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autonomy in their classroom practices. With the same purpose and similar result, the
participants of Cetinkaya (2019) concluded that the participants supported fostering
autonomy and sharing responsibility with them. However, they weren’t completely sure
about the feasibility of learner autonomy. The participants of another perception based
study by Bekgibasi (2018) were also in favor of learner autonomy as a tool for success
in learning English. However, they were interviewed on the desirability and feasibility
of learner autonomy, and they considered promoting learner autonomy was not likely to
take place due to the education system. Moreover, according to more than half of them,
their students were not autonomous learners.

Teacher perceptions of learner autonomy were also positive as a result of a study by
Zorkaya (2019). Among many results reached with the study, it was found out that
when learners were given chance to act independently, they promoted learner
autonomy. A bargaining process between learners and teachers would be necessary for
the determination of some parts of the process like materials, objectives, content,
methods, practices of lesson. Choosing the materials and deciding on the homework
were non-negotiable issues. They saw learners coming from teacher-centered education
as a hindrance for learner autonomy.

Students and teachers of a preparatory programme at a university were interviewed
by Oztiikefci (2018) about their perceptions on learner autonomy. The study shared
similar results with Cetinkaya (2019), Nazari (2019) and Chan (2001). It was found out
that development of learner autonomy was hindered by the educational context
conditions and there was a need to express its importance more. Students seemed not to
be ready to take responsibility from their teacher instead of being controlled by the
teacher. However, the participants of another study by Yigit (2017) expressed their
readiness for learner autonomy and in the same vein with the study conducted by
Zorkaya (2019) it was revealed that the participants were in favor of developing learner
autonomy.

Olur (2013) studied learners' awareness of learner autonomy by comparing language
classes and other classes. The study resulted in more positively for language classes in
terms of perceptions towards learner autonomy. Correspondingly with the participants
of Kocak's study (2003), the participants of the study in general, were willing to be
autonomous, even though they were not knowledgeable about being autonomous, and

they were seen in need of a guidance from the teacher for developing learner autonomy.
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A study conducted by Eker (2010) in Turkey to foreign students learning Turkish
investigated foreign students' autonomy level in terms of learning Turkish. She found
out that even though most learners utilized autonomous learning and autonomy-based
techniques in their learning, they were not aware that they were learning autonomously.
As in the studies of Olur (2013) and Kogak (2003), they needed the assistance of their
teacher. However, in this study learners expected to be monitored and to be evaluated
by their teacher or someone competent at the language, which showed they were still
dependent on their teachers to some extent.

Chan (2001) in her study on readiness for learner autonomy revealed that her
participants were eager to be supported to develop autonomy. She remarked that as
there may still be preferences for teacher-centered learning by some learners, there
should be compromise between teacher-centered and learner centered learning in the
classroom. Teacher needs to facilitate this process sometimes as a mentor but
sometimes as a controller. On the other hand, a case study by Isik (2018) focused on
teachers’ readiness for learner autonomy and examined the technology use in
classrooms. As for readiness, the participants were not found out to be ready to foster
learner autonomy as a result of issues related to their school context and their learners.
Technology use by instructors tended to be mostly for teacher-directed activities due to
possible school situations and policies. More recently, Musayev (2019) conducted a
study on tertiary level of students to examine their readiness for learner autonomy and
she concluded that learner autonomy was such a manifold concept that needed to be
examined in smaller contexts.

In their study Chan, Spratt and Humphreys (2002) outlined converse studies on the
applicability of learner autonomy in Eastern cultures, as there were conflicting ideas on
whether learner autonomy was a Western-based concept and not applicable on Eastern
cultures. After all, they stated that there was still no consensus on the idea. They
concluded that mode of teaching and learning studies needed to be fashioned on the
context of learners and learning environment.

In a study done to investigate the relationship between learner autonomy and
portfolios, Gagliano and Swiatek (1999) concluded that when portfolio assessment was
done by learners, it facilitated taking responsibility for their learning. With the same
purpose, Isler (2005) also found out that the learners incorporating portfolios in their
learning process enhanced their learner autonomy as a result of being active in the

whole process.
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In search for the development of learner autonomy for primary school children,
Giindogdu (1997) highlighted that an autonomous learning environment was achievable
when the roles of teachers and learners were updated to teacher being facilitator and
learners being independent in an autonomy-supportive classroom atmosphere.
Mollamehmetoglu (2021) conducted a study with primary school children as well, but
in terms of vocabulary learning assisted by technology. She found out a positive
correlation between vocabulary learning and learner’s autonomy level although it was
found that due to online education the results differed among the students.

Isler (2019) approached learner autonomy differently with a study researching
learner autonomy outside the classroom. Learners admitted the importance of English,
language learning, and its lifetime impact for them. However, even if they seemed eager
to go on being autonomous after school, it was revealed that by making up some
excuses, they avoided improving their language skills effectively. Moreover, out-of-
activities were mostly not productive. On the bright side, they aimed to improve their
language while dealing with receptive activities like watching or listening.

Giines (2018) compared asynchronous distance learning and blended learning in
terms of learner autonomy, motivation and academic success and in terms of learner
autonomy, she found that learners of asynchronous distance learning were better, more
motivated and more autonomous than blended learning learners. This implies the
importance of face-to-face education for learners and for promoting autonomy unlike
some ideas supporting that learner autonomy is learning without teachers.

A material evaluation study based on learner autonomy was carried out by looking
into English coursebooks used by high school students (Kissacik, 2016). The results
showed that the coursebooks used by high school students were not autonomy
supportive. It was stressed that the process of making the decisions was profoundly one
of the most important parts of learner autonomy and coursebooks needed to provide it
for learners’ development. However, the coursebooks used by university level of
students in a more recent study were found out to be autonomy supportive (Inang,
2021). These coursebooks were described like a comrade for the students in Covid-19
education conditions with their contents, layouts, and additional technological
supplements. It is possible to say that coursebooks tend to be more updated to answer
the needs of the learners and the education system.

A case study carried on higher education context focused on self-efficacy and learner

autonomy perceptions of learners (Kaya, 2016). The participants were found to be
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autonomous in terms of determining learning objectives in learner-centered classroom
practices and autonomous students were found to be better learners with higher results
in examinations. Lastly, students having higher levels of self-efficacy were also students
with higher level of autonomy, which implied that promoting learner autonomy and
self-efficacy would affect the success of learners remarkably.

In a correlation study based on learner autonomy and learning strategies, Kocdeveci
(2020) concluded that learner autonomy needed to be fostered among learners as it was
in moderate level. She discovered that there was a statistically significant relationship
between learner autonomy and learning strategies when the searched group consisted of
learners who succeeded in proficiency exam, while there was not a statistically
significant relationship between two concepts when the searched group was comprised
of basic level of learners.

A fairly recent study searching the effects of distance education on learner autonomy
with university level of students resulted in distance education’s favor as it was found
out that learners made use of it in a productive way. It was concluded that learners took
control of their learning in distance education more than face-to-face education
(Kalyoncu, 2022). Another study conducted in virtual classrooms with high school
students resulted on the contrary due to restraints caused by the key players of education
who were the students, the teachers and the school management of the school the study
took place (Karaali, 2021). Unlike the result of the study by Kalyoncu (2022), Karaali
(2021) discovered the negative effects of online education for learners such as technical
problems, insufficient lesson time for each class and curriculum problems. In addition,
Bucak (2021) based her study on distance education as well, to explore the relation
between learner autonomy and motivation. She discovered that there was a relationship
between motivation and learner autonomy and they had an important role in distance

education.

1.5.3. Mindfulness
1.5.3.1. What is Mindfulness?

Mindfulness started as a part of social psychology, but in time it became the topic of
the many other research areas and many interdisciplinary researches (Ryan, 2012;
Roeser, 2016). The early history of mindfulness starts with Buddhist discipline in Sutra
on the Four Establishments of Mindfulness, the fifth century BCE (Tremmel, 1993). It
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was derived from either the Péali word “sati” or a word from Sanskrit “smrti”’, with a
meaning of “awareness at the present moment (Burnett, 2011, cited in Zarei &
Mohammadi, 2018).

Like autonomy, mindfulness has also many different definitions by different
researchers. “Being at the heart of the Buddha’s teachings” is a definition by a
Vietnamese Buddhist named Thich Nhat Hanh (1999), which is explained as being
present currently, being all-around and caring and being non-judgmental (p.64). “A
state of psychological freedom that occurs when attention remains quiet and limber,
without attachment to any particular point of view” is the definition in positive
psychology (Martin, 1997: p.291).

In general, the definitions gather around “awareness” and “being active”. Bishop et
al. (2004) brings out a two-dimensional definition for mindfulness, which are attention
and awareness, and acceptance. Suzuki (1970) defines it as having a full concentration
on the present moment with whole mind. Tremmel (1993) also defines it, like Suzuki, as
being fully concentrated and aware of the present moment and being alert “right here,
right now”. Zeilhofer (2020) summarizes the shared points of many definitions of
mindfulness as a “state of mind” which is non-judgmental and unresponsive to oneself
and most importantly promoting the state that a person is aware and attentive of oneself
more (p. 2). Young (2016) explained mindfulness as having three components which
are concentration, sensory clarity and equanimity. Concentration means being nowhere
but in the current moment while sensory clarity means controlling the current activity
whether it will go on or not. Equanimity constitutes the non-judgmental side of this
definition which means that accepting any new experience openly.

As a result of a lack of an explicit description for mindfulness, Bishop et al. (2004)
decided to come up with a practical one to provide a better insight into the concept and
the extensive description was “a kind of nonelaborative, nonjudgemental, present-
centered awareness in which each thought, feeling, or sensation that arises in the
attentional field is acknowledged and accepted as it is.” (p. 232). They united around an
operational definition which has two constituents; self-regulation of attention and
orientation to experience. In the self-regulation part, being aware, keeping attention for
long term and interchanging between feelings or ideas are the steps of the process. In
the second part, one is open and perceptive to experience without a tendency to focus on

or go back to the current feeling. Moreover, they concluded that mindfulness can be
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taught and developed and thus, an instrument is required for examining its effects on the
processes of mindfulness.

Mindfulness is described as focusing on the current moment and being in the current
moment as aware and concentrated (Tremmel, 1993). In his study, investigating
relationship between Zen philosophy and reflection, Tremmel (1993) points out that
mindfulness is “to return” by analogy. He explains that a person practicing Zen may be
driven away with thinking daily life rush during a meditation process and it is important
for this person to get away from these thoughts and to be in the moment via any kind of
mindfulness technique like pulling away from thoughts and getting back to the current
activity or getting breath. It is depicted by Dainin Katagiri (1988, p. 30) as;

When you walk on the street, be mindful of walking. Mindfulness is to go toward the
center of whatever you are doing. Usually the mind is going in many directions; instead
of going out in all directions, let’s go in. This means, look at the walking you are doing
now (cited in Tremmel, 1993).

A contemporary definition of mindfulness reflects the characteristics of mindfulness
related to education, improvement and experience by M. Williams, Teasdale, Segal, and
Kabat-Zinn (2007, p. 48) as it is;

1. intentional—concerned with cultivating an awareness of present moment reality
and the choices available to us

2. experiential—focusing directly on present moment experience rather than being
preoccupied by abstractions

3. non-judgmental—it allows us to see things as they are without a mental
assignment of critical labels to our thoughts, feelings, and perceptions (Cited in
Hyland, 2013).

Roeser (2016) asserts that the operational definition of mindfulness relies on
mindfulness practices, which is the core of learning mindfulness (Cullen, 2011). She
observes that by exercising mindfulness practices one improves skill and habit, and by
improving skill and habit one engages in a process directing oneself to changes in
behaviours such as fostering well-being or having better results in school.

Bishop et al. (2004) points out that in mindfulness a person gives reaction
intentionally, not with an accustomed way, so s/he does not give reaction as soon as s/he

apprehends, instead s/he takes a mental pause. In other words, the person is likely to
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provide reflection instead of habitual behaviors. For Tremmel (1993), the aim in
mindfulness is “to come to know and understand the mind in a direct and immediate
way that is not possible simply with analysis or evaluation” (p. 444). In other words,
one needs to be open-minded and acknowledge the things the way they are without
breaking them down in sections.

Zarei and Mohammedi (2018) expressed the benefits of mindfulness as having more
and better bonds with people, being more positive towards others, and fostering well-
being both physiologically and emotionally with a lower potential of anxiety. Also,
Bishop et al. (2004) points out that the practices of mindfulness are not for getting rid of
problems or regulating the feelings, instead for providing a cognitive guidance in case
of psychological or emotional unrests.

According to Roeser (2016) pointed out many definitions of mindfulness with
different aspects, and brought out five hypotheses in terms of education contexts. He
claims that it has not been verified with sufficient research on the topic but the
conclusions got from research until now indicate a link between mindfulness and
education. Mindfulness also fosters educational contexts by fixing attention, relaxing
the mind, promoting well-being of all the parties taking part in, which are initial
indications of positive effects of mindfulness in terms of education (Roeser, 2014)
Furthermore, “Mindfulness takes into account the student’s inclination to search, to
inquire. It considers the student’s ability to be aware, to perceive and conceive” which

shows its positive effects on cognitive aspect of education (Cooper & Boyd, 1996: p. 9).

1.5.3.2. Zen Mindfulness

Mindfulness has two aspects in itself; East and West. In their Handbook of
Mindfulness, le, Ngnouman and Langer (2014) give information about the history of
mindfulness and its two aspects and they call it “The Eastern and Western camp”.
According to the Eastern camp, mindfulness is based on Buddhism and built around
meditation practices. Zeilhofer (2020) regards meditation as a way to build up
mindfulness. The East camp was pioneered by Jon Kabat-Zinn, who started a very big
movement called afterwards as Zen mind or Zen Buddhism and spread throughout the
world, affecting so many people that there are now Zen centers in many countries.
According to the pioneer of mindfulness, Kabat-Zinn (2003: p.144), it is “the awareness

that emerges through paying attention on purpose, in the present moment, and
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nonjudgmentally to the unfolding of experience moment by moment”. While Zen mind
has been regarded as a technique for providing well-being in Buddhism, new age
mindfulness has dealt with promoting awareness and handling cognitive processes
(Bishop et al, 2004).

The starting point of research on mindfulness was with Suzuki’s (1934) book
Introduction to Zen Buddhism which paved the way for meditation into psychology.
Brown and Ryan (2003), Bishop et al. (2004) and Woodruff et al. (2014) were on the
common ground in terms of benefits of mindfulness for psychology. They went along
with the idea that it had positive effects on practitioners’ psychological problems such
as depression or anxiety, and it fostered well-being. Mindfulness-Based Stress
Reduction (MBSR) by Kabat-Zinn has opened a road for mindfulness into medical
science, firstly for the treatment of chronic pain and then has been used for the
treatment of psychological, emotional and behavioral problems (Bishop et al., 2004)
Mindfulness meditation and cognitive therapy were incorporated into practices of
MBSR. Since 1979, MBSR activities have incorporated meditative practices and
cognitive therapy for regulating behaviours and for well-being of psychology, which is
a 8-week programme (Kabat-Zinn, 2003). MBSR was firstly intended for psychological
purposes like anxiety or depression, then has been refashioned for cognitive purposes
such as personal development (William et al, 2007). Hyland (2017) hold these MBSR
programmes liable for the fast growth of tendency of mindfulness to be dealt with in a
wide range of fields and areas. The practices of mindfulness keep the practitioners on
the path, make them lively and activate them cognitively (Kabat-Zinn, 1994, cited in
Hyland, 2017).

Mindfulness is both a notion and a practice that needs to be processed on (Brown et
al., 2007). Although meditation is the most common way of mindfulness practice, one
can incorporate mindfulness into everyday activities like walking, eating or basically
breathing and thus can learn being more mindful (Dimidjian & Linehan, 2003). In other
words mindfulness comprises many other practices as well as meditation and one can
accompany doing even the simplest activities in life with mindfulness. Among many
various practices, the primary meditation practice is described as the practitioner sits
straight and tries to keep his/her attention on his/her breath (Bishop et al., 2004). The
aim here is to refrain from being distracted by other thoughts and remain in the moment
and adapt this behaviour to the general course of life. Behan (2020) puts forward some

other mindfulness practices such as “compassion focused meditation”, “the body scan”,
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using chants or mottos or “walking meditation” in which one concentrates just on
his/her way of walking (p. 3). Compassion focused meditation is described as awareness
for the misery of oneself and the people around, the effort to ease the pain and not to
re-experience it, thus to foster the welfare (Dale-Hewitt & Irons, 2015). The body scan
is to be conscious of the body parts so that if the person gets distracted s/he could use
them to remain in the moment (Behan, 2020). Gethin (2011) instantiates how
mindfulness practices, such as focusing on the breath or paying attention to one’s own
speech or body, acts like “a gatekeeper guarding a city” in one’s mind to prevent other
thoughts, ideas and judgments to occupy the mind. However, MBSR programme
practices are not suitable for children and adolescents as they are likely to be
nonfigurative, so these practices have been fashioned to be more perceptible for
younger practitioners such as practices that need more actions. To illustrate, putting
down a teddy bear to sleep focusing on their breath, doing the body scan by using a
hula-hoop or hypothetically putting thoughts on a train so as to comprehend being
nonjudgemental are examples for making the practices more concrete for younger
practitioners (Lyons & DelLange, 2016).

Lyons and DeLange (2016) assert that for learning mindfulness, one does not need to
follow a specific set of behaviours since it is a life-long learning method one can
incorporate into plenty of areas in life. Following the years MSBR was used for
psychological purpose, meditation was also exploited for educational purposes, such as
special education practices and classroom practices precisely. During the process of
explorations for the gains of mindfulness in terms of education fields, it has been seen
that mindfulness is quite adjustable to different educational contexts and is effective to
be utilized for educational purposes (Zeilhofer, 2020). To illustrate, there are also some
mindfulness-based programmes for students, teachers and parents such as The
Association for Mindfulness in Education (AME), Mindfulness in Schools Project
(MIiSP), Learning to Breathe (L2B), Inner Kids Programme, MindUP, Mindful Schools,
and Mindful School (A Private School) (Tonga, 2018, p. 29).

Studies on neuroscience shows that experience can affect the systems in brain
positively and in that effect mindfulness may have a role (Hyland, 2017). It is
understood that, since brain or mind goes through some changes through the effect of
thinking and learning actively, education and mindfulness can be brought together to
activate the brain and foster attention (Siegel,2007; Doidge, 2007; cited in Hyland,

2017) which refers to promoting attention in a more insightful way (Williams et al,
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2007). Moreover, Tremmel (1993) draws a conclusion in his study that one both needs
to be conscious of things happening in his/her cognitive world and also needs to leave
preoccupations behind during teaching or learning processes for being mindful.

Mozzon-McPherson (2019) exemplified some activities and exercises for
maintaining mindfulness as examples for mindful based-interventions or approaches,
which can be practiced by students themselves or by teacher in a classroom context. To
illustrate, “Breathing meditation” could be practiced for promoting attention. “Journal
keeping” could be tried out via stream of consciousness for conveying ideas with no
judgements. By “Create a ritual”, a specific action, place and time could be chosen for
just focusing on oneself and the activity being in the moment (2019, p. 92).

There are many studies searching on how to incorporate mindfulness practices into
educational settings and how they affect the practitioners and their learning process. To
illustrate, Lillard (2011) correlated mindfulness practices with Montessori’s approaches
to the child education, and she found some similarities between them such as being
concentrated and focused on the activity, using sensational tools for experiencing,
exposing students to simplicity instead of surrounding with plenty of sources, etc. She
suggests incorporating Montessori approaches in child education as they are likely to
direct children to be mindful. Smallwood, Fishman and Schooler (2007) conducted
research on mind-wandering under the effects of mindfulness techniques in terms of
education and, their conclusion is that MBSR programmes may foster efficacy in
learning as these programmes enable practitioners to be refrain from thoughts from their
past or from their personal life.

The efficacy of mindfulness practices at American schools have been put down in a
wide framework such as more aware students, decrease in anxiety levels, better
classroom atmosphere by Schoeberlein and Sheth (2009) and was also stated as;

Mindfulness and education are beautifully interwoven. Mindfulness is about being
present with and to your inner experience as well as your outer environment, including
other people. When teachers are fully present, they teach better. When students are fully

present, the quality of their learning is better (p. xi).

1.5.3.3. Langerian Mindfulness

The Western camp was pioneered by the researcher Ellen Langer and was also called

Langerian Mindfulness in which social psychological approaches are dominant by
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giving a little place for mediation. However, Langer (2014) doesn’t object to meditation
in any way and regards these two camps like “two roads to the same place”. While
mindfulness described by Langer is distinctive from mindfulness of Zen in some ways,
they meet on a common ground in having the similar perspectives on how active and
aware mind needs to be, and being open to new ideas and and being flexible in forming
(Tremmel, 1993). As the other pioneer of mindfulness, Ellen Langer (2014) defines it
as “an active state of mind characterized by novel distinction-drawing that results in
being (1) situated in the present; (2) sensitive to context and perspective; and (3) guided
(but not governed) by rules and routines” (p. 11).

Around 1980s, Langer started her studies with an extraordinary starting point,
mindlesness and at the same time she studied on the illusion of choice. Mindfulness
studies were the results of the studies of choice. After conducting a lot of studies, she
wrote the book “The Power of Mindful Learning” which is an influential work for
education researchers and for this current research. Langer (1989) described
mindfulness as finding out new concepts and new ideas, no matter what the quality of
this novelty is. In other words, it is important for an individual not to be bound to the
existent concepts or ideas and instead to be on a quest of finding new differences and
new divisions, which will provide attention and awareness of the individual in the
current situation and time. (1) A greater sensitivity to one’s environment, (2) more
openness to new information, (3) the creation of new categories for structuring
perception, and (4) enhanced awareness of multiple perspectives in problem solving”
(Langer &Moldoveanu, 2000, p.2) are some examples for many various consequences
of making new distinctions (Moafian et al., 2019). Langer (1997) points out that the
more students are led to learn the essentials, the less they are exposed to new ideas and
also it is easily teachable for teachers through encouraging students to make distinctions
and to find out new ideas different from their existent knowledge. As Fatemi (2020)
points out that mindfulness activates our mind and keeps us aware through seeking new
distinctions, being open to new and not being trapped in existing knowledge.
Furthermore, finding out new ideas is likely to result in having more attention, and more
than that enhancing motivation and recollection (Bodner & Langer, 1997). Sherretz
(2006), basing her arguments on Langer’s and her colleagues’ studies (1989, 1995,
1997) draws a conclusion that mindfulness has obvious benefits for students’ learning
process and needs to be a part of education practices. Moreover, the aim for

mindfulness to be included in education is to deal with problems like putting new
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practices into existent knowledge, enhancing perception, getting and keeping the
interest, creative thinking and learning how to learn (Sherretz, 2006).

In education contexts after involving mindfulness, a new term emerged as mindful
learning. It is accepted as an approach for learning which was pioneered by Ellen
Langer. In accordance with Langer’s mindfulness definition, when learners exploit
mindful learning, they are attainable to new ideas and approaches, and have a
realization of who they are (Piscayanti, 2018). It is explained by Langer (2000) as;
“When we are mindful, we implicitly or explicitly (1) view a situation from several
perspectives, (2) see information presented in the situation as novel, (3) attend to the
context in which we perceive the information, and eventually (4) create new categories
through which this information may be understood.”(p.111). Supporting this idea,
Cooper and Boyd (1996) regards mindfulness as a promoter of learning as it figures on
that learners tend to investigate and explore, and includes their cognitive and attentional
skills in the process. With the aim of searching how effective mindful learning is,
Piscayanti (2018) conducted a grounded theory research using it as a teaching strategy
with a group of students. She came up with a compatible result with Flook et al. (2013)
as showing the efficacy of mindful learning on learning outcomes, cognitive skills and
ingenuity of learners. Mindful learning has been proven to be among the 21th century
skills which drives the students to think creatively, reflectively and critically.
Piscayanti’s other study with Davenport (2016) shows that Langerian mindfulness
points the way for incorporating 21 century skills into learning process such as creative
and critical thinking, and collaborative learning. In a study done by Tarracsh (2015)
traditional academic settings are recommended to integrate mindful practices which will
have successful results for teachers and students.

As a component of mindful learning, reflection has important connections with
mindfulness (Wang & Liu, 2016; Cooper and Boyd, 1996). Reflection is a process of
regularly reviewing of knowledge and practice in which learners see what they have
learnt and to what extent (Loughran, 2002). It comprises of inquiring and exploring
information that is likely to promote perception better (Smyth, 1992). In their study,
Wang and Liu (2016) made use of reflection journals that both they and students kept
for seeing their progress during the process, which made them more aware of their
process, helped them learn better and promoted their critical thinking skills. Similarly,

in Piscayanti (2021)’s study, the students were also asked to reflect on their own process



32

keeping self-reflection journals where they put into their creative skills into use and
related their learning process.

Langerian mindfulness, also, includes thinking conditionally without being restricted
to one viewpoint and emphasizes indistinctness. In that way individuals are likely to see
over formulaic mindsets (Moafian et al., 2019; Bercovitz et al., 2017). Langer et al.
(1989) exemplifies conditional learning with an experiment on learners by presenting
both in a conditional way and in a widely used way. The experiment shows that they
handled the procedure more successfully and in a more creative way when they were
told there were many ways to complete the task, not just one way. In another
experiment Langer et al. (1989) discovered that presenting information in a fixed way
without making room for different options hindered learners to use the acquired
knowledge in new contexts.

Hyland (2017) elaborates how mindfulness practice works with an example of
driving a car. Driving a car needs to involve our primary faculties related with the road
and the car like being careful about how fast we are, but not our secondary faculties
related with our daily life like the things happened at work that day. In other words, you
focus on nothing but driving alone. He defines mind’s being busy by secondary
facilities as being in the autopilot, which is used by Langer (2016) as “being on
automatic pilot” meaning to be mindless in her book the Power of Mindfulness (p. 3).
Langer (2000) explains mindfulness basically by mindlessness as being like a machine
directed with the feelings based on our previous actions. Moreover, she adds that being
mindless is like being trapped by limited and strict ways of thinking without resorting to
possible different options. Fatemi and Langer (2018) asserts that mindlessness limits
learners in such a single path to follow that it is not likely for them to look for
alternatives and to find out strength to turn over a new leaf.

“Practicing mindfulness enhances mental and physical health, creativity, and
contextual learning” is a statement deduced from studies done on mindfulness so far
according to Yeganeh and Kolb (2009). They study experiential mindful learning and its
efficacy and their discovery is that when mindfulness and experiential learning are put
to use arm in arm, it becomes a potent way of qualifying adult learning. They put
forward two kinds of mindfulness as meditative mindfulness which is theoretically Zen
mindfulness and socio-cognitive mindfulness which can be accepted as Langerian
mindfulness or mindful learning. While one goes through an inner process of being

aware and in the current moment in meditative mindfulness, in socio-cognitive
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mindfulness one deals with process related to cognition. After conducting researches on
both kinds, they came up with a manifold definition as;
Mindfulness is a state in which an individual:
1.focuses on present and direct experience
2. is intentionally aware and attentive
3. accepts life as an emergent process of change (Yeganeh & Kolb, 2009, p.14).

For the current study, mindfulness will be defined integrating both Zen and
Langerian mindfulness. Therefore, the definition of a mindful learner implicates
(1)paying attention on the current moment with awareness (2)being nonjudgmental,
(3)making distinctions between the existed knowledge and the new knowledge, (4)

being open to novelty and diversity (5) being reflective and creative.

1.5.3.4. Mindfulness and Language Learning

There is a bond between psychology and language learning since nineteenth
century as researchers of language made use of ideas and propositions from psychology
for fostering language learning process (Moafian et al., 2019). Since the implementation
of mindfulness in educational settings and Ellen Langer’s mindfulness approach to
learning as mindful learning, there have been some attempts to bring mindfulness and
language learning together as well. However, As Zarei and Mohammadi (2018) and
Khany and Kafshgar (2013) point out, there has been a rare tendency for researchers to
study mindfulness in English language learning field. Additionally, Moafian et al.
(2019) asserts that language learning field has not dealt with Langerian mindfulness
intensely yet in spite of the number of studies conducted on the concept so far. They are
in favor of more studies being done for the improvement of language learning field.

Bringing Langerian mindfulness and language learning together to investigate a
possible link, Moafian et al. (2019) discussed four components of Langerian
mindfulness; novelty seeking, novelty producing, engagement and flexibility. As
language learning process inholds many novelties like new forms of language, new
ideas, new vocabulary and new habits, facing them in an open-minded and welcoming
way is an important feature for learners. Secondly, being involved actively in the
process is likely to enhance their learning. Novelty producing has a direct effect on

speaking and writing skills of learners as they are required to use the language actively.
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The last but not the least component is flexibility as it has three aspects. Through
learning how to be flexible, learners will probably adapt to the differences brought by
the second language, they will open their doors to new and different viewpoints and
they will be open to reflect on their learning. Despite being still nonempirical, they
assert that language learning have parallels with mindfulness and they are required to be
investigated (Moafian et al., 2019).

Having noticed the lack of studies dealing with mindfulness in the framework of
learning how to speak English in an unanxious and better way, Charoensukmongkol
(2016) designed a study to investigate Thai students’ presentations and speaking lessons
publicly in English in terms of their anxiety level and its relation with mindfulness
using scales and grades got at the presentations. The study showed that the more the
learners were mindful, the less they felt anxious and in harmony with the former studies
it was seen that mindful learners fulfilled their performance better and overcame their
anxiety easier. From the same point of view but with a different method, an
experimental study was carried out on university level of students to see the effect of
meditation on students’ anxiety and learning English vocabulary skill by Onem (2015).
She used meditation and aromatherapy to alleviate the anxiety level of students before
each vocabulary teaching session, which were examples for mindfulness practices. In
the study, pre tests were conducted on two groups to see their anxiety level and
vocabulary knowledge. After teaching some vocabulary, students were conducted
posttests to examine the effect of meditation session given to experiment group. The
result revealed that mindfulness had a direct effect on learning vocabulary better and
lowering the anxiety. A remarkable deduction from this study was that a simple
technique with the participation of students had effective results for language learning.

Tuyan and Kabaday1 (2018) outline that while mindfulness can be presented to
students in language classes as direct mindfulness practices like teaching students to
make use of technology mindfully or engaging them in collaborative writing activities,
they also could be trained to think mindfully through making distinctions, being able to
transfer the knowledge to new contexts, readiness to new and different ideas. The
researchers themselves make use of both ways for fostering mindfulness in their
classrooms. To illustrate, they use some basic mindfulness practices like breathing or
body movements at the beginning of the lessons, and also they get their students reflect
on their feelings concerning the given topics as a mindfulness intervention. At the end,

they notice encouraging changes in students’ behaviours.
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During the language learning process, it is seen that language learners have an
awareness to determine on their learning strategies based on how they learn (Khany and
Kafshgar, 2013; Oxford, 2003) which is likely to be a sign of a direct relationship
between language learning strategies and mindfulness. One of the rare examples for
studies on mindfulness and language learning is by Wang and Liu (2016) who studied
the effects of mindfulness strategies on language learning and language learners. They
underscore that learners who are aware of their learning process, and can perceive and
conceive throughout their learning are defined as mindful learners. “The strategies we
incorporated in class included graphic organizers (Campbell, 2009; Cooper & Boyd,
1996), word definition diagram (Campbell, 2009), improving questioning skills, using
mindful assessments (Cooper & Boyd, 1996), cooperative learning (Brady, 2004, 2007,
2008), and mindful writing (Boice, 1994). We integrated all the strategies along with
guidedmeditation (Brady, 2004).” (p. 145). That is to say, they integrated both Zen and
Langerian mindfulness approach into their teaching and got very promising results for
both mindfulness and language learning field. Their students were more autonomous,
more collaborative, more aware, more eager and more reflective at the end of the
process.

Along with sample activities for education in general, Mozzon-McPherson (2019)
also exemplifies some mindfulness practices that can be integrated into language
learning process, These are mostly to prepare students for learning and to get their
attention at the beginning of the lessons. For instance; “Loud/silent and tandem reading
exercise (empathising,questioning, confronting)” could be put into practice for engaging
in the learning environement as oneself. “Breathing or body scan meditation
(attending)” could be practiced at the beginning of the lesson or in stressful times during
the lesson for alleviating stress and promoting concentration and awareness. With
“OND exercise: Observe, Notice, Describe (attending, restating, paraphrasing,
confronting) “ the students could be engaged mentally and emotionally with attention
and awareness (p. 92).

Mindfulness has been found out to have positive effects on learning process such as
transferring knowledge to new contexts, being more perceptive, being more attentive,
being more creative and ready for being autonomous (Sherretz, 2006; Langer, 1989,
1995, 1997). These positive effects are likely to affect the language learning process as
well when they are integrated (Moafian et al., 2019). To illustrate, mindfulness has been

shown to create an effective language learning atmosphere with creative, collaborative,
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reflective and engaged learners (Davenport & Pagnini, 2016; Piscayanti, 2018; Wang &
Liu, 2016). Additionally, Piscayanti (2018) conducted a study on the use of mindful
learning in professional development of English teachers and found out that it affected
learning achievement, student’s creativity and critical thinking skills positively.

Another study based on mindful learning by Houston and Turner (2007) investigated
pedagogically second language acquisition, specifically Communicative Language
Teaching. They discovered CLT was in line with mindfulness in some ways and
“Communicative Language Teaching is a mindful approach to language instruction”
(p.141). It can be inferred that while teachers advocate their learners to be using the
language actively in a meaningful learning atmosphere as a part of CLT, they also pave
way for their learners to be mindful as they are active, open to the new forms and
contextualize new information.

Palanac (2019) exemplifies the relationship between language learning and
mindfulness with vocabulary learning. She explains mindfulness with mindlessness
stating that mindless learners may have problems in applying a word that they have
learnt in new or different contexts. This is mostly because they have problems in
adjusting themselves in new situations (Langer & Piper, 1987).

Zarei and Mohammadi (2018) investigated the relationship between three concepts;
mindfulness, speaking anxiety and willingness to communicate. Their study showed
parallelism with Kabat-Zinn’s (1991, 2011) conclusion he got from his studies as with
Mindfulness-Based Stress Reduction (MBSR) practitioners had less anxiety than before,
which shows that there is relationship between mindfulness and speaking anxiety.
However, it turned out that there was not a link between mindfulness and willingness to
communicate. In other words, when teachers want to urge their students for
participating in speaking activities, mindfulness may not be an effective way for it. In a
recent study by Kocali (2020) conducted to explore the relationship between
mindfulness and foreign language anxiety, it was found out that to overcome foreign
language anxiety, mindfulness could be utilized since it turned out to be an effective
method. Also, since Kabat-Zinn asserted that mindfulness was a learnable skill (1990),
it was concluded that it was better to include it in school programs as well as other
skills.

With a quasi-experimental study conducted on the effects of mindfulness in English
language classrooms, Zeilhofer (2020) draws a conclusion that mindfulness is likely to

yield better results in language learning as its practices bring forth awareness in
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learners. Moreover, it is possible to include meditation in ways for promoting self-
regulation and hence learner autonomy. All in all, she proposes some circular links
between mindfulness, self-regulation, motivation, autonomy, language learning and

academic success, which are likely to foster language learning process highly.

1.5.3.5. Studies on Mindfulness

Ergas (2019) points out at a fast growth in the number of studies on mindfulness and
puts it on figure as 447 studies just between the dates 2002-2017. Recent statistics by
American Mindfulness Research Association show that the number of yearly issuing of
studies have gone from 5 to 842 and the number of researches conducted has been
243.000 (Fatemi, 2020). These studies have different implications like the importance
of exploiting more researches, paying attention to its role in education or the influence
of education field on the concept, which are some examples to state among the wide
range of its practices and aims. Hyland (2017) also draws attention to the fast growth of
the field by exemplifying it through internet entries of mindfulness which is about 18

million. the Mindfulness in Education Network (http://www.mindfuled.org/) is a

resource for learning many things and the practices of mindfulness thoroughly, which
depicts the benefit of mindfulness as “Our experience tells us that; mindfulness fosters
concentration, understanding, learning, peace, happiness and well being.”

In the literature, it has been found out that the studies about mindfulness on
education have mostly results related to emotional and psychological conditions of
learners (Mendelson et al., 2010; Sibinga et al.,2013; Costello& Lawler, 2014;) which
are mostly about decrease in stress level, enhancing well-being and decrease in
depression.

Saputra et al. (2020) conducted a study investigating the relationship between
mindfulness and writing competency. They found out that learners who exploited
mindfulness in their writing process had better results in understanding and
implementing them in writing as well as raising their awareness towards learning
process in general.

A descriptive study was carried out by Yazici (2020) in a state university with the
aim of examining the relationship between consciousness, that is mindfulness, and

ruminative thinking. His findings revealed that the lower the ruminative thinking means
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were, the higher their mindfulness levels were, which showed a positive correlation
between two concepts.

With the aim of investigating the relationship between mindfulness, multiculturalism,
and learner centeredness, Thornton and McEntee (1995) found that they were bound to
each other. Moreover, when they move in concert with, they enhance the rapport
between learners, teacher and the content and moderate classroom atmosphere.

Although it is generally known in the literature that Zen mindfulness has been found
to have a relationship with well-being and psychological problems, Pagnini et al.
(2018), for the first time, studied the relationship between Langerian Mindfulness and
well-being in their research. It turns out that there is a positive relation between
Langerian mindfulness and well-being. Another important implication of this study was
that as mindfulness is easily learnable through mental activities and is also adaptable to
various situations, it can be utilized for medical or social problems. Another study
linking Langerian mindfulness with a psychology concept, Confucianism, compares
their views on mindfulness (Tan, 2020). She puts forward that Confucius’ mindsets
about mindfulness bring all aspects of mindfulness together as cognition, emotion,
ethics and human relations, so Confucius’ ideas gain the upper hand over Langer’s
ideas.

The first study conducted in Turkey on mindfulness was to investigate the
relationship between university students’ self-compassion levels with mindfulness,
personality traits and demographic Variables (Ozyesil, 2011). It revealed that there was
a correlation between self-compassion and mindfulness, and this could probably have
important contributions to students' life as a whole.

Baer et al. (2006) presented mindfulness as a learning model having five
characteristics. In this model, learners are required to be observer of and to distinguish
the things happening around them and as a result they need to behave accordingly. They
need to encounter their experiences without any judgement and without being
responsive. Lastly, they are expected to be expressing themselves well.

To examine the effect of an online mindfulness training on teachers’ well-being and
motivation, Simsir (2019) carried out a comparative study on two groups of teachers.
On the condition that there wouldn’t be any change on variables, it was found out that
the teachers who got the training turned out to be more eager, enthusiastic, influential
and motivated. Thus, Simsir (2019) suggested learning mindfulness for both teachers

and learners in all levels of education.
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1.5.4. Studies on the relationship between Mindfulness and Learner Autonomy

In the literature, there is not a study directly exploring the relationship between these
concepts. One of the few examples is by Brown and Ryan (2003) which investigates
Mindful Attention and Awareness Scale (MAAS) in terms of well-being and self-
regulation. Their results showed that mindfulness had effects on regulating behaviors
and directing towards autonomy.

Mindful learning puts the learners into the center of learning utilizing novelty
seeking and learning how to be aware (Wang & Liu, 2016). Learners construct their
own learning with their own experiences and collaboration with others having pleasure
while learning in mindful learning (Davenport & Pagnini, 2016; Noone et al., 2016).
Dealing with new distinctions and being in the moment, in other words being mindful, it
is more likely to be able to gain control over one’s preferences and to be one’s own
decision-maker (Fatemi, 2020). Mindful people are likely to be more creative, more
self-ordained, fighting more with hardships and more self-improving (Fatemi et al.,
2016).

In a study conducted to find out the perceptions of teachers in terms of learner
autonomy and how they fostered it, a teacher shared his/her perception of learner
autonomy as “Autonomous learning is important on the grounds that it assists learners
with getting more mindful of their learning issues.” (Mansooji et al., 2022). While
studying with burnout of the staff in a nursing house Langer (1989) found out that when
the staff took control more, they were more into problem-solving and this resulted in
being more mindful. Ritchhart and Perkins (2000) pointed out that mindfulness had a
bigger capacity than had been thought such as the ability to use an existing skill or
knowledge in new situations, having a better insight, being more engaged and eager,
critical thinking and fostering self-directed learning. Although not studied together
before explicitly, these ideas implied that there might be a relationship between

mindfulness and learner autonomy, which made way for this study.

1.5.5. Emergency Remote Teaching

Due to the breakout of Covid-19, starting from March 2020 and lasting for about two
years, a process of lockdown was gone through all around the world. This lockdown
necessitated education to be proceeded online instead of face-to-face and brought out a

new term Emergency Remote Teaching (ERT) which is defined as “a temporary shift of
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instructional delivery to an alternate delivery mode due to crisis circumstances”
(Hodges et al., 2020). With this method, it is aimed to maintain teaching process
through a practical and applicable system instead of improving the current education
system in the event of any extraordinary situation (Hodges et al., 2020). ERT is
preferred instead of online or distance education as with ERT the situation is
unexpected and not planned, so this is just a last-minute solution for the problem
(Donham et al., 2022).

In Turkey, starting from March 2020, together with other countries in the world, all
universities carried out the teaching process through online learning management
systems exploiting emergency remote teaching. In the context of this study, courses
were carried out via a system called Blackboard which was used by the whole
university. All teachers and students could sign in and follow the courses and materials
using this system. The courses were all live and attendance was compulsory like face-
to-face education process, with an allowance of %20 absence of the year. Learners
could follow the course books via iTools and attend the courses visually and vocally. As
being distant from the school, announcements related to the courses and the learning
process were provided using Whatsapp groups by teachers of each class. Furthermore,
this way of communication also served for the rapport between students and teachers
even a little which was a lack because of emergency remote teaching conditions.

For the past two years, there have been many studies conducted on ERT, mostly
about how it was perceived by students and teachers and effects of it on students and
teachers. To illustrate, Cinar and Bavli (2022) carried out a research to learn about the
views of secondary school students on ERT. Their main finding was about
psychological impacts, particularly the increased anxiety level, among students due to
Covid 19 conditions, which affected adversely English learning process. They
suggested generating a new English curriculum, putting more emphasis on productive
skills.

Donham et al. (2022) conducted a study to learn supports and barriers of ERT for
teachers and students at university level with the aim of getting insight for future
implementations. They revealed that the students thought there were more barriers of
ERT than support for them such as problems related to technology, virtual classroom
environment and students’ feelings.

Zagkos et al. (2022) pointed out the inequality result of ERT for students in Greek

Universities. They revealed that ERT caused more educational inequality among
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students than already existed due to the unsettled pandemic atmosphere. Moreover, they
concluded that pandemic conditions caused concerns about future career among
students.

In an atmosphere where there is a virtual teacher, many distractions caused by being
at home, an obligation of carrying out the learning process mostly by themselves,
learner autonomy and mindfulness are among the first two concepts that spring to mind

to be exploited and studied in this learning process.
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CHAPTER I

2. METHODOLOGY

2.1. Introduction

This chapter contains the process of data gathering and analysis in detail, which are
respectively the research design, participants and context, instruments, data collection,
data analysis and reliability.

2.2. Research Design

The aim of this study is to explore the relationship between mindfulness and
autonomy levels of students in EFL context. Besides that, it is aimed to find out
perceptions of the students in terms of mindfulness and learner autonomy in the
framework of this study. Incorporating a mixed method of qualitative and quantitative
methods, this study aimed to reach to a more reliable and successful result as pointed
out by Creswell (2018) that this method gives a clearer picture to find the answers to
research questions and to overcome possible problems during the research. Dornyei
(2007) stated that the first experiences of incorporating multiple data collecting in
research were put into practice after 1900s, but the actual progress put on the record
around 1970s through the term “triangulation” which meant bringing data tools together
for analyzing the same concept in social sciences. To stress the importance of mixed
method, Strauss and Corbin (1998; p.34) stated; “The qualitative should direct the
quantitative and the quantitative feedback into the qualitative in a circular, but at the
same time evolving, process with each method contributing to the theory in ways that

only each can.”

2.3. Participants and Context

This study was carried out at a state university in Elazig, Turkey in the spring
term of 2020-2021 academic year. At Firat University, students of English Language
Teaching and English Language and Literature Department, and Software Engineering
International Joint Degree Program are obliged to attend English preparatory classes for
one year in the event that they fail to get at least 70 out of 100 in the exemption exam

done at the beginnning of the academic year. The ones who fail in the exam start
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attending courses at the level of A2 and finish the year at B1+ level. In addition, the
School of Foreign Languages accept volunteer students from Engineering Faculty
without conducting any exam. Students are divided in two groups as Compulsory group
of students including the students of English Language classes and Software
Engineering classes and Non-compulsory group of students including volunteer
Engineering Faculty students. That is to say, the participants of this study were
comprised of students from students of English Language Teaching, English Language
and Literature Department, Software Engineering International Joint Degree Program
and Engineering Faculty.

Due to emergency remote teaching and pandemic conditions, all students were
required to attend the courses online, however all registered students could not or
somehow did not attend the courses. Thus, for the data gathering, out of 226 students
155 students (Table 1) were reached and were included in the study voluntarily. As the
aim was to reach a reliable and successful result as much as possible and also to find out
all students’ perceptions, a specific sampling method was not utilized. Lastly, the
instruments conducted on the students were all in Turkish so as to prevent any
misunderstanding since they were conducted during the spring term and the participants

were mostly at the beginning of B1 level.

Table 1

Demographic Information of the Participants

Female 74
Male 81
Age 18-20 124
Age 21-25 27
Age 26-45 4
Total Number 155

2.4. Instruments

To find answers for the research questions of the study, both quantitative and

qualitative data gathering methods were used.
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2.4.1. Autonomy Perception Scale

This scale was adapted by Ismail Demirtas (2010) via utilizing a scale developed by
Figura and Jarvis (2007). Demirtas (2010) followed a four-step process for developing
the scale; review of literature and experts, constitution of an item pool, having experts’
opinion and preparing for piloting, and piloting and putting the scale into final form. To
test the validity of the scale, KMO and Bartlett tests and exploratory factor analysis
were conducted. As a result, 30 items out of 37 were chosen and it was found that the
scale had a single factoral model. After all, the scale was found to have a high level of
validity and reliability. It is formed on a five-point Likert scale. The mean of scale
results gives the autonomy level of the participants, that is to say, the higher the mean

is, the higher the autonomy level is.

2.4.2. Mindful Attention Awareness Scale

The scale was developed by Kirk Warren Brown and Richard M. Ryan (2003). It was
“designed to assess a core characteristic of dispositional mindfulness, namely, open or
receptive awareness of and attention to what is taking place in the present.” (Brown &
Ryan, 2003, p.1.). It was conducted and validated with college, community and cancer
patient samples by Brown and Ryan. It consists of 15 items and the results are
calculated by a mean of these 15 items. The questionnaire is formed on a six-point
Likert scale. The results show the level of mindfulness of the sample, that is to say the
higher the result is, the higher the level of mindfulness is.

To provide the reliability and validity of the results, it was deemed suitable to choose
a Turkish version of the scale. Ozyesil, Kesici, Deniz and Arslan (2011) had the scale
translated into Turkish by expert translators and then tested both versions on learners for
language equivalance. They concluded that Turkish version was valid and reliable and,

it had a single factoral model (Tuncer, 2017).

2.4.3. Semi-Structured Interview

Conducting interviews is the most frequently used instrument for collecting
qualitative research data (Dornyei, 2007). Adams (2015) asserts that semi-structured
interviews need to be resorted to in the event that the researcher needs to learn the topic
in-depth by using open-ended questions and wants to learn the ideas of the samples

individually. These interviews are likely to be complementary and to provide an insight
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in mixed- method research design. In addition, using interview as a data collecting tool
enables one to reach information in an agreeable and appropriate way, to use this
information in numerous ways and, to provide more comprehensive data (Dornyei,
2007).

For interviews, the scales which were administered to the students were reviewed
and ten questions were prepared. Their intelligibility and feasibility were checked by
three experts comparing the questions to the scales. The participants were chosen via
convenience sampling. They were nine students; five from Engineering Faculty and
four from English Language Departments. Four of them were females and five of them
were males.

As a result of pandemic and emergency remote teaching conditions, students were
attending courses online and the interviews had to be conducted online via Zoom
application. They attended the interviews voluntarily and they stated their consent to
attend the interviews and to be audio recorded verbally. To provide reliability of the
research they were asked the questions in Turkish. The interviewing process lasted for
20-25 minutes in average for each person. The audio recordings were filed for

transcription afterwards.

2.5. Ethical Procedures and Data Collection

In advance of conducting the data collection process, it is essential to obtain required
permissions from the institutions with which the researcher is affiliated and in which the
research will take place. Firstly, Cag University’s Research Ethics Committee was
applied to commence the process and was informed about the study, its content, the data
collection tools and the process. After getting the Committee’s approval, the document
was presented to the Rectorate of Firat University for getting their approval this time.
Both the approvals of Rectorate and the School of Foreign Languages were obtained to
conduct the scales on the students. Due to emergency remote teaching process, the
scales were formed as a Google Form document.

Having obtained the approvals, the link to the scales was shared with the lecturers of
the School of Foreign Languages for them to share it with their students. As stated at the
beginning of the scales form, the attendance to the scales was voluntary and the
information given and the names of students would be kept in confidence. The scales

were conducted at the beginning of May and the interviews were done in June, after the
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second term finished. The Zoom meeting time was discussed and decided together with

each student after getting their consent to attend the interview verbally.

2.6. Data Analysis

Firstly, the answers of the students to the scales on Google Form were obtained as an
excel document and then the data were tranferred to the The Statistical Package for
Social Sciences (SPSS) programme. Based on the data, descriptive analysis,
independent t-test, and correlational statistics were conducted. To answer the first and
second research questions of the study, descriptive analysis was conducted through
looking at the mean, the frequencies and percentages of the data. For answering the
third research question, which is to see whether there is a statistically significant
difference between genders regarding mindfulness and learner autonomy, independent
t-tests were utilized. Finally, to answer the last research question of the study, namely to
explore the relationship between learner autonomy and mindfulness, correlational
statistics were put into practice. Correlational analysis was used as it is for analyzing
whether there is a relationship between two or more variables and also for identifying
the direction and intensity of this relationship. Having analyzed the data, the results
were found to have a normal distribution.

For the qualitative aspect of the analysis, all semi-structured interviews were
transcribed and filed as a document respectively. Each file was reviewed and some
codes and categories were determined using content analysis method which is defined
as “A detailed and systematic examination of the contents of a particular body of
materials for the purpose of identifying patterns, themes, or biases.” (Leedy & Ormrod,
2001, p.155). Under the categories, the answers of the participants were brought
together, which constituted of the perceptions of the participants in terms of the

concepts, and analyzed.

2.7. Reliability

For the reliability and validity of the results, as mentioned before, the scales and
interviews were all conducted in Turkish. For the Autonomy Perception Scale, being
developed out of an item pool, the scale went through a long process consisting of

getting expert opinions, exploratory factor analysis and piloting. Cronbach Alfa
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reliability co-efficient was calculated to test the reliability of the scale and found out as
.89 (Demirtag, 2010) which was sufficient enough for a scale to be accepted as reliable.

For the Mindful Attention and Awareness Scale, Brown and Ryan (2003) found out
that it had internal consistency reliability via test-retest method conducted on the same
participants in one month process and Cronbach Alfa reliability coefficient was found
out to be .82.

Ozyesil, Kesici, Deniz and Arslan (2011) conducted both Turkish and English
versions of the scale on two groups respectively having time gaps between each conduct
and they found high level of positive correlations. After their analyses, they concluded
that the scale had high internal consistency reliability (Tuncer, 2017) and for the
Turkish version Cronbach Alfa reliability coefficient was found out to be .80. Tuncer
(2017) also used the scale and found out that it had a high level of reliability following
her data analysis in her study.
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CHAPTER Il

3. FINDINGS

3.1. Introduction

Based on the research questions that directed the current study, this chapter aims to
present the analysis of the data gathered both qualitatively and quantitatively. The data
were gathered via two scales; Mindful Attention and Awareness Scale and Autonomy
Perception Scale, accompanied with semi-structured interviews. With the gathered data,
it was aimed to explore the relationship between learner autonomy and mindfulness
concepts, to examine the perceptions of students in terms of learner autonomy and
mindfulness, and lastly to find out whether females and males differ in terms of

mindfulness and learner autonomy.

3.2. Research Question 1: What are the perceptions of students in terms of learner
autonomy in learning English process?

Autonomy Perception Scale was analyzed using SPSS programme and descriptive
statistics of the scale were presented firstly with an overall statistics, next with the mean
scores of individual students and lastly, with the frequencies and percentages for each

item in the scale.

Table 2
Descriptive Statistics of Overall Autonomy Perception Scale
N Mean SD Min Max
Learner
155 3.22 .58 1.16 4.59
Autonomy

Table 2 shows the overall statistics of Auotonomy Perception Scale for Learner
Autonomy. The mean value is 3.22 (SD= .58) with the lowest value being 1.00 and the
highest value being 5.00 (Demirtas, 2010). This statistic depicts that participants

employ some autonomous behaviours, but not in an adequate and effective way.
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Table 3

Autonomy Perception Mean Scores of Individual Students

Ranges Frequency Percent
Students between  0-1.49 1 0.6
Students between 1.50-2.49 12 7.7
Students between 2.50-3.49 96 61.9
Students between 3.50-4.49 43 27.7
Students between 4.50-5.00 3 1.9
Total 155 100.0

Table 3 shows the mean scores of individual students according to the criteria for
evaluation the scale by Demirtas (2010), in which the means were categorized into five
ranges. Firstly, the mean range between 0-1.49 was qualified as the activity did not take
place and the mean range between 1.50-2.49 was qualified as the activity was not
performed willingly. The mean range between 2.50-3.49 was evaluated to be
implemented inadequately, while the mean range between 3.50-4.49 was qualified as to
be conducted adequately. Means 4.50 and above were qualified to be done effectively.
According to the findings, most of the students in this study employed autonomous
behaviours inadequately as the mean scores of 96 students ranged between 2.50-3.49.
While 43 students showed autonomous behaviours adequately, only 3 students could be
accepted as effectively autonomous students. Therefore, as the majority of the students
were qualified as inadequate based on the criteria, it can be concluded that learners who

took part in this study had a low level of autonomy.
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Table 4 shows the detailed statistics of participants in Autonomy Perception Scale
with the frequency and the percentage of answers given to each item. There is also a
mean and the standard deviation value for each item. The lowest value (M=2.30) is for
item 12 “ | write down either my comments or the comments made by others about my
learning” which may imply that they did not employ reflection or self-evaluation on
their learning process adequately. Moreover, the other lower values are for item 9
(M=2.51) and item 10 (M=2.44), which are also about giving and receiving feedback
and it is inferred that they did not evaluate themselves and also did not ask for feedback
for their activities sufficiently. This may indicate that learners were not in favor of
cooperative learning and did not try hard to learn from others. The second lowest mean
value (M=2.40) is for item 28. “In order to promote my vocabulary knowledge, I
regularly go through the text that I have read before” which may indicate learners’ lack
of systematic studying for revision and also lack of reading habits.

On the other hand, the higher valued items are 3 “l identify my aims and targets in
English learning.” (M=3.81) and 4 “I look for better ways to learn English.” (M=3.89),

which may indicate that they were better at setting off their learning journey with an
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aim and at searching for improving themselves. Also, this finding may imply that they

were in favor of self-learning rather than cooperative learning.

3.3. Research Question 2: How mindful are the students in learning English?

Mindful Attention and Awareness Scale was analyzed using SPSS programme and
the analysis was presented first as descriptive statistics of the overall scale and then as

descriptive statistics for each item with the frequencies and percentages.

Table 5

Descriptive Statistics of Overall Mindful Attention and Awareness Scale

N Mean SD Min Max

Mindfulness 155 3.74 15 1.73 5.53

In the scoring of the Mindful Attention and Awareness Scale, it is stated that the
scores of the scale are between 1 and 6, with 1 being the lowest and 6 being the highest
(Carlson & Brown, 2005). Table 4 shows that the students in this study had a moderate
level of mindfulness with a mean value 3.74 (SD= .75). In other words, they did not

perform mindfulness sufficiently.



Table 6
Descriptive Statistics for Mindful Attention and Awareness Scale in detail
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4. | tend to
walk quickly
to get where

I’m going

without
paying
attention to
what |
experience
along the
way
5. | tend not
to notice
feelings of
physical
tension or
discomfort
until they
really grab
my attention.
6. | forget a
person’s
name almost
as soon as
I’ve been
told it for the
first time.
7. It seems |
am “running
on
automatic,”
without
much
awareness of
what I’'m

doing.
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8. I rush
through
activities
without
being really
attentive to
them.
9.1getso
focused on
the goal |
want to
achieve that |
lose touch
with what
I’m doing
right now to
get there.
10. I do jobs
or tasks
automatically
, without
being aware
of what I'm
doing.
11. 1 find
myself
listening to
someone
with one ear,
doing
something
else at the

same time.
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12. I drive
places on

‘automatic
47 1

pilot’ and
% 0.6 9.3 16 13.3 15.3 45.3 2 1

then wonder
why | went
there.
13. I find
myself f 37 57 29 17 7 6
preoccupied 24 1
with the % 24.1 37.2 18.9 111 4.5 3.9 8 0
future or the
past.
14. 1 find
myself doing 8 25 44 36 22 16
things 36 .1
without % 5.3 16.5 29.1 23.8 14.5 10.6 1 0
paying
attention.
15. I snack

without

11 16 19 22 31 51
43 1

being aware
% 7.3 10.6 12.6 14.6 20.6 34 6 3

that I’'m

eating.

Table 6 shows the detailed statistics of Mindful Attention and Awareness Scale for
each item with frequencies and percentages. The mean values for the items of this scale
range between 2.48 and 4.72. The lowest mean value (M=2.48) is for the item 13" [ find
myself preoccupied with the future or the past.” which indicates that learners dream
about the past or future considerably. The other lower mean values are for item 1 I
could be experiencing some emotion and not be conscious of it until some time later.”
(M=3.01), 4 “I tend to walk quickly to get where I’'m going without paying attention to
what I experience along the way” (M=3.26) and 11 “I find myself listening to someone
with one ear, doing something else at the same time.” (M=3.27). The results of these
items show that the participants significantly tend to behave mindlessly since they

express the behaviors done without paying adequate attention, defined as behaving
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automatically like robots (Langer, 2000). These behaviors are also contradictory to the
definition by Kabat-Zinn who defines mindfulness as “the awareness that emerges
through paying attention on purpose, in the present moment, and nonjudgmentally to the
unfolding of experience moment by moment™ (2003: p.144).

On the other hand, the highest mean value (M=4.72) is for item 12 “I drive places on
‘automatic pilot’ and then wonder why I went there.” which gives the impression that it
had the highest value because it was about driving and most of the students did not
know how to drive. The second highest mean value (M=4.51) is for the item 2 “I break
or spill things because of carelessness, not paying attention, or thinking of something
else.” which may imply that they may be more mindful when they are doing short-term
activities or the activities that do not require cognitive faculties considerably since the
other item with the highest mean value is about having snacks without paying attention
a lot.

3.4. Research Question 3: Are there any significant differences in participants'
autonomy and mindfulness in language learning based upon their gender?

The scales used in this study were analyzed in terms of gender separately and the
findings were presented to show whether there was a statistically significant difference

between genders regarding both concepts respectively.

Table 7
Mindful Attention and Awareness Scale Results Regarding Gender
Gender N Mean SD T P
Female 74 3.75 .78
Mindfulness 249 .80
Male 81 3.72 72

Out of all participants, 74 of them were female and 81 of them were male (Table 7).
The level of mindfulness is M= 3.75 for females and M=3.72 for males, which shows a
very small difference. Then, to determine whether mindfulness differed according to
gender, an independent t-test was used. Within the confidence interval of difference, if
the Sig (2-Tailed) is > p (p=0.00), there is not a significant difference (Kalayci, 2010).

Table 7 shows that there was not a significant difference between genders in terms of
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mindfulness (p >.05). In other words, it is possible to say that both genders have equally

moderate levels of mindfulness.

Table 8
Autonomy Perception Scale Results Regarding Gender
Gender N Mean SD T P
Female 74 3.48 54
Learner 5.7 .00
Autonomy
Male 81 2.98 52

Table 8 shows the level of learner autonomy separately for females and males which
is M=3.48 for females and M=2.98 for males. An independent t-test was conducted to
determine whether learner autonomy levels differed according to gender and within the
confidence interval of difference, Sig. value turned to be .00 (Table 8). Because of the
fact that if Sig < p (p=0,000) (Kalayc1, 2010), it turned out that there was a significant
difference between genders in terms of Learner Autonomy, that is, females were more
autonomous than males. As expressed in the criteria for scoring Autonomy Perception
Scale, the mean range between 3.50-4.49 showed adequate level of learner autonomy.
Therefore, although both genders were evaluated to be inadequate based on the criteria,
it can be argued that female participants were closer to being adequately autonomous

since the mean score for females was 3.48.

3.5. Research Question 4: Is there a relationship between the learners’ levels of
autonomy and mindfulness in terms of learning English?

The main aim of this study was to explore the relationship between learner autonomy
and mindfulness and Table 9 shows the results of Correlation analysis conducted using
Pearson product-moment correlation coefficient. Although the findings indicated a
significant relationship between these two variables (p < .05), the strength of the
relationship was positive but small with a correlation coefficient (r) of .12. Cohen
(1988) identified three levels of correlation based on the effect of correlation
coefficient; if r is between .10 - .30 this is a small correlation, if it is between .30 - .50 it

is medium correlation and if it is between .50 — 1.0 it is strong correlation. Therefore,
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although it is small, it can be concluded that there is a relationship between mindfulness
and learner autonomy as hypothesized at the beginning of the study based on the
similarities of both concepts’ approach to learners and on the fact that they were
effective to be better learners.

Table 9
Correlation Results for Autonomy Perception Scale and Mindful Attention and

Awareness Scale

Mindfulness  Learner Autonomy

Mindfulness Pearson Correlation 1 ,124
Sig. (2-tailed) ,126
N 155 155
Learner Autonomy Pearson Correlation ,124 1
Sig. (2-tailed) 126
N 155 155

3.6. Semi — Structured Interviews Analysis

Semi-structured interviews constitute the qualitative part of the study and are aimed
to support the quantitative data of the study. They were conducted with the aim of
shedding light on the concepts examined on this study through the eyes of 9 students in
a more detailed way. The group consisted of 4 females and 5 males. In advance of the
interviews, the participants were informed about the process in detail. The interviews
were recorded via Zoom application and transcribed manually one by one. Transcribed
data were analyzed and the analyses were presented under two titles in accordance with
the two concepts studied. As the participants were kept anonymous, they were named as

Respondent 1-9.

3.6.1. The Analysis of Interviews in Terms of Mindfulness

To learn about to what degree participants performed mindfulness in their learning
process, nine students were interviewed using semi-structured questions. These
interviews were analyzed using content analysis and were presented under some

categories in Table 10.
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Table 10
Interview Categories and Codes for Mindfulness

Categories Codes

Being aware of the learning process
] ) Being aware of how to learn better
Acting Mindfully Motivati
otivation

Extra activities

) ) ) Emergency Remote Learning Conditions
Focusing and Distractions
Technology Based Problems

Unreal Classroom Atmosphere

Old Memories

Concerns about Future and Job
Thoughts about the Past /Future
Concerns about the Exam

Out of ten questions asked in the interviews, four questions were related to
mindfulness concept. The questions were asked to learn whether the students were in
the moment and aware of the learning process and whether they had any problems in
focusing and in keeping the attention on the lesson. Based on the analysis of their
answers, three categories emerged including some codes (Table 10).

Firstly, they were questioned about being mindful, and in line with the concept’s
definition “the awareness that emerges through paying attention on purpose, in the
present moment, and nonjudgmentally to the unfolding of experience moment by
moment” (Kabat-Zinn, 2003: p.144) the questions were about being aware of the
learning process from the beginning to the end. Furthermore, Langer (2000) put forward
that people behave like automated robots based on their past behaviors when they are
not mindful. For this reason, with the aim of clarifying whether students were acting
mindfully or not, they were asked if they were doing the activities in the lesson knowing
why they were doing or just because they were told to. In other words, it was aimed to
understand whether they were behaving mindfully or automatically. Basically, based on

their answers, it was discovered that the level of mindfulness differed from student to



62

student. Except for two students, they were found out to have awareness about learning
English and about being at their school even if they all did not express it explicitly.
They were conscious about the importance of learning English for them and why or
how they were learning.

“For all the assignments we were given, | had never done for just doing them. | was
thinking on why we were doing that activity and what gain | could get. Also, I was
thinking about how to make use of them for my future career.” (Respondent 8)

“I always think that we need to start doing things by seeing the point of them, not
just for doing them. We need to see why we are doing something and what the good of it
is, and it was exactly this way for me at this school. ’(Respondent 5)

Respondent 3 and 6 expressed losing their motivation even though they had started
off setting an aim for themselves and thus their awareness reversed during the process.
Due to their loss of motivation, they told having done most of the activities for just
doing and finishing them, which imply that motivation may have an effect on
mindfulness.

“I was aware of what and how I should learn at first, I was browsing resources on
the net and trying to learn new things. Then everything got monotonous for me, | lost
my motivation along with my failures in the exams. At the end I failed the class.”
(Respondent 3)

“Due to online lessons, I didn’t try hard to attend activities actively and I was just
trying to do the coursebook activites just because | was told to. Actually at first | was
feeling excited as | was a new university student, then I lost my motivation.”
(Respondent 6)

In addition, three students whose majors were English particularly expressed how
they benefitted from extra activities done in the lesson which kept them away from
automatization. It was concluded by their answers that language department students
tended to be mindful when they were learning by doing.

“l was just trying to finish coursebook activites as soon as possible because | was
told to. However, when we were asked to do a task like preparing a video or writing an
assignment that required research, | was trying really hard and was very attentive. At
first I was not aware of the benefits of these assignments. During the process | saw that
these assignments served well for me. What was very important about them was that |
was doing research, learning more and learning how to learn eagerly. | was thinking on

my learning process .” (Respondent 7).
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Even though other students did not explicitly link extra activities with mindfulness,
they also utilized them a lot during their learning process and more importantly they
were aware of how beneficial they were for them.

“I think to a large extent I got closer to the aim I set at the beginning of the year. I
was doing extra activities, revising and did speaking, writing and listening studies out
of classroom.” (Respondent 5)

“English cannot be learned only in the lesson or with the homework, we need to
study out of the class as well. | was aware of this and did extra activities and | saw that
I benefitted them a lot.” (Respondent 1)

Secondly, they were asked about concentration or focusing and their answers mostly
revolved around their complaints about emergency remote teaching conditions.
Basically, they all stated that they had problems in concentrating on the lesson, even if
the level of distraction differed from student to student. Respondent 3, particularly,
regarded emergency remote teaching conditions as the biggest problem for her failure.

“Due to my nature, it is very difficult for me to interact with people without face-to-
face meeting. | have to look people in the eye, see their body language and have a face-
to-face interaction. Otherwise, I get very nervous and shy away.” (Respondent 3)

“Everything would be very different if we had had face-to-face education.”
(Respondent 2)

They frequently had technology based problems such as disconnections, which
caused distraction as well.

“During the lesson, there would be internet disconnections from time to time, and |
would try to keep up with the activity after connection. However, sometimes it was not
possible as it would be over when I reconnected.” (Respondent 6)

“I didn’t have a personal computer, so I had to use my mobile phone to attend the
lessons. During the lessons there were notifications sent from the applications which
were very distracting.” (Respondent 9)

Next, they could not have a classroom atmosphere at home causing them to “feel like
we were having a private lesson at home” as told by Respondent 7 and also causing
distractions from the lesson.

“ 1 would not be ready for the lesson mentally and physically because | would just
wake up and sit in front of the computer to attend the lesson without making any
preparations or changing anything around me. Turning on the computer meant entering

the virtual classroom, which did not feel like a real classroom”. (Respondent 8)
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Based on their answers, it was clearly apparent that emergency remote teaching
process affected them adversely. None of the participants shared any satisfaction with it.
It was found out that being in a classroom with a teacher and classmates, having
interaction and sharing opportunities without any barriers and without the need for any
application or buttons to reach people was what students needed incredibly for a better
learning experience. This was also supported by the statements of the students since
nobody expressed having reached to the aims they set completely, which made them
feel at the end that they could and needed to do more.

Lastly, students were also asked whether they were distracted by their thoughts about
the past or future during the lessons and their self-study times with the aim of
understanding if they could stay in the moment as expressed in the definition of
mindfulness by Kabat-Zinn; “....paying attention, on purpose, in the present moment”
(2003). Of all the students, two of them were older than the others, and they reported
experiencing almost no such distractions throughout the process. It may be inferred that
learners’ age may have an effect on keeping their concentration on. In addition, one
student stated that he was rarely distracted by future or past thoughts. Among the others,
Respondent 1, 4 and 5 were on the common ground in terms of thinking about the future
during studying or lesson.

“There were always concerns about the future in my mind even during the lessons
that distracted me like; will this pandemic be over?, will | be able to go to university?,
what will change even if 1 can go to university? will |1 be able to find a job after
uiversity?These would cause me to lose motivation and sometimes | would want to take
a break.” (Respondent 4)

Distractions from thoughts by different reasons were described as;

“I have a tendency to remember or dream about old memories with my beloved
ones. | would sometimes find myself distracted from the lesson due to these
thoughts.”’(Respondent 2)

“I would have distractions particularly in the weeks before the exams because our
teacher would do some revisions for the exam. My mind would be surrounded with the
concerns of failure so I would not be able to concentrate on the lesson.” (Respondent 3)

In conclusion, it is inferred that motivation may have a role in fostering mindfulness
as it is seen that students tend to behave more mindlessly when they lose their
motivation. Online education was also found to have effects on being unable to get

learners to pay attention. All in all, in harmony with the quantitative data results, the
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participant students moderately displayed some mindful behaviors but these were not

persistent and adequate to be regarded as mindful.

3.6.2. The Analysis of Interviews In Terms of Learner Autonomy

With the aim of supporting data gathered using Autonomy Perception Scale, nine
students were interviewed via semi-structured questions and the interviews were
analyzed using content analysis. The extent to which they were autonomous in their
English learning processes is presented in Table 11 according to the categories that

emerged as a result of the analysis.

Table 11
Interview Categories and Codes for Learner Autonomy
Categories Codes
Making plans Beginning Aim

Complying with the Plan

Self-Evaluation
Taking Responsibility for Learning Reflection
Out of Class Studies

Permanent Learning

Independence or Interdependence Advices from the Teacher

Interaction with Classmates

Out of ten questions, six questions were about learner autonomy. First, they were
asked whether they had made any plans before and after the process, which constituted
the first category as making plans. Next, what extra studies, techniques or applications
they had exploited, whether they had thought on their learning process reflectively and
what they had done for their learning to be permanent learning were questioned. As
learner autonomy deals with how the learner takes the responsibility of his/her learning,
the questions were aimed to see whether they could take responsibility for their learning

and if so, to what extent they displayed autonomous behaviors during their English
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learning process. Lastly, they were asked whether they had any support or help while
learning and whether they had interaction in terms of learning in the process.

As for making plans, seven of them had a common ground which was to improve
themselves in English although they had additional different aims as well such as going
abroad after university, studying abroad with Erasmus programme or talking to native
speakers more fluently. However, two participants who were older than the others and
at the same time studying English Language Teaching were compulsory students of the
school and they were not satisfied with this compulsion, for example, Respondent 7 said
“I was looking forward to the school being over.”

“ 1 was anxious when | learned that | had to study at prep class. | was thinking it as
a waste of time and as being late to start working one year more. * (Respondent 7 and
8)

At this point of analysis, it can be deduced that to a great extent they knew why they
had started learning English and more or less they displayed some autonomous
behaviours at the beginning. However, as progressed through the answers, it was found
out that they could not or somehow did not display the behaviors as much as they had
planned to do before they had set off on this road because none of them stated to have
achieved their beginning goals completely. Their common comment was “I could do
better.”

Next, they were asked whether they had thought on how they were learning and how
they could learn better during and at the end of the process, which is one of the core
elements of learner autonomy. In other words, learners need to take responsibility for
their own learning to be autonomous learners, so they need to control how they are
learning, how they learn better or what ways they need to exploit to be better learners,
etc. It was found that all the participants were aware of what they were bad at and good
at, and what they needed to strive for. Apart from three students, the others reported to
have reflected on their progress throughout the process and did extra studies along with
the assignments and the studies done for the lesson.

“In the second term, particularly, I focused on writing and saw that I got better. 1
could search for a topic, put my thoughts together and put them down on paper easier
and better. Also, in the second term, we came together with some of my friends and
asked our teacher for help with using grammar in daily language. She gave us some
extra worksheets, resources and assignments for this. We studied for both of them really
hard.” (Respondent §)
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“We were being given extra assignments and studies by our teacher and I saw that
these were improving us a lot.” (Respondent 7 and 9) .

“I knew my weak points in English, so I took some online courses. I got some books
for studying grammar, reading and vocabulary. | had lots of problems with listening
and speaking. However, by the end of the year, | realized that | was ahead of where |
started.” (Respondent 5)

Although their efforts were mostly limited to what their teachers advised them to do
or to their studies while they were doing the assignments given to them, it can be
inferred that still they were behaving autonomously or they were learning to behave
autonomously.

When they were asked about their studies out of classroom, even the students
who lacked motivation or who felt having failed were found out to have tried doing
some activities or studies even a little.

“At the beginning, I was listening to podcasts in English and I enjoyed them a lot. |
sometimes read some science magazines. | was using an application called Wall Screen
which had extracts from movies and series with some activities.” (Respondent 3)

“I was making use of British Council website for listening and speaking. Also, | used
an app called ABLO for chatting in any language you liked. I had a vocabulary book for
studying and doing exercises.” (Respondent 6)

“I used an application called Cake, and benefitted from it a lot, especially for
listening.” (Respondent 4)

Despite all these promising answers, it was understood during the interviews that
these studies were not regular and adequate as most of them expressed they had
distractions from studying due to various factors such as lack of motivation and
emergency remote teaching conditions as mentioned before for mindfulness.

Furthermore, they were asked to learn about what they had done to make their
learning permanent. It was important also for understanding if they had a systematic
learning process. Their effort for permanent learning was limited to vocabulary. “I was
using words I learned while doing writing and speaking.” was a common comment by
most of them, but nonetheless, the frequency and awareness of this practice differed
from student to student. Three language department students noted that they had tried
for learning words and keeping them in their long-term memory by using vocabulary
charts, notebooks or cards. Respondent 3, 4 and 6 attempted to do some extra studies on

learning vocabulary, but afterwards they did not follow up.
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“I was aware that if I hadn’t revised the things I learned, I would not have
learned them completely. | was putting down on paper what | had learned by myself and
| was trying to find different examples for the sentence structures. “(Respondent 1)

“While writing assignments, particularly within the scope of writing course, one has
an opportunity to do research, use different sentence structures and so engage in
permanent learning.” (Respondent 8)

Although autonomy is mostly associated with independence, interdependence has
been seen more important for learning, which means to come together with the aim of
working cooperatively and having the responsibility of learning in an equal share
(Boud, 1981; Brookfield,1986). In other words, learner autonomy does not necessarily
mean that learners are supposed to be alone for being autonomous, instead they can
make use of each other while learning. Moreover, just as Vygotsky” well-known theory
scaffolding, which refers to learning with the assistance of someone more
knowledgeable, learners can construct their knowledge by getting help from others.
Although the participant students did not have the convenience of being in a classroom
with their peers and teachers, they had the opportunity to have interaction with them
online using some applications apart from their 20 hours per week online lessons, and to
reach their teachers sending emails or sending messages via Whatsapp application. The
participant students all narrated getting advices from their teachers on learning English
better, few of which were personal requests, and they expressed making use of their
teachers’ advices and improved themselves more or less.

“I had problems in vocabulary, so I asked my teacher what to do about it and she
gave me some advices as well as recommending a book.” (Respondent 6)

“I did not ask for advice personally, but as a class at the beginning of the year we
asked our teachers what we needed to do to get better. They shared some websites,
books and ways for studying. ” (Respondent 2, 3 and 7)

In addition to these, only Respondent 5 and 1 stated having online meetings with
each other or with some other classmates using Zoom to practice speaking from time to
time. However, Respondent 1 added “At first we were trying to practice, but after some
time we tended to chat in Turkish” which showed one of the disadvantages of online
education, that is, it lacks the real interaction and tends to be monotonous in time.
Considering emergency remote teaching conditions and not being in a class with
classmates, which they all complained about, they all expressed feeling the lack of

things that a real classroom atmosphere needed to have and this feeling caused them
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being distracted from studying both during and after the class. Thus, this result was
found to have affected their autonomous learning process adversely as well as it had
occurred with the mindfulness. Moreover, it was discovered that they could not or did
not make use of the opportunity of having virtual interaction or communication at the
desired level. It is possible to say that their autonomous learning process remained at
around moderate level and for some of them below moderate level.

To conclude, under the influence of various factors, particularly emergency remote
teaching, the participant students left a lot to be desired in many ways. Being in an
virtual classroom atmosphere, they did not have the opportunity to communicate with
their teachers and classmates one-to-one to a great extent. In spite of setting out to learn
English with an aim, they had difficulty in following their plans, so it is possible to say
they could take responsibility of their learning in a moderate but not adequate way.
Their out of classroom activities such as using some applications or websites, reading
magazines or magazine websites, reading activities, watching series or movies, etc.
were quiet promising as a step for learning to be autonomous and learning how to learn
better. Also, their consultation to their teachers or taking them at their word for
improving themselves in English is a possibly positive sign of going towards learner
autonomy.

Finally, the correlational analysis of the quantitative data of the scales used in the
study showed that there was a small relationship between mindfulness and learner
autonomy. To further this, nine students were interviewed about these concepts in
detail. Based on the students answers as well, it was inferred that there was a
relationship between these two concepts. To illustrate, Respondent 3 and 6 expressed
losing their motivation after some time and doing the activities in the lesson for just
doing them automatically. Moreover, they reported having stopped doing extra
activities after some time as well or spending less time doing them. On the other hand,
Respondent 7 expressed starting to the school without a clear aim, but in time doing
extra activities even within the context of the lesson and seeing his progress, he got an
awareness and expanded his awareness day by day doing more extra activities.
Nonetheless, Respondent 8 started school with an aim and expanded his current
awareness of learning more by working harder and experimenting. Thus, based on these
examples, it was discovered that the higher these students’ level of taking responsibility
of their learning was, the higher their level of awareness was. In addition, it was

evaluated that the fact that the small relation between mindfulness and learner
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autonomy may be due to the inadequate levels of the students in terms of mindfulness
and learner autonomy. Therefore, if they had had higher levels for both concepts, a
statistically strong relationship could have been found out.
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CHAPTER IV

4. DISCUSSION AND CONCLUSION

4.1. Introduction

This fourth and the last chapter presents the discussions of the analyzed findings in
the line with the research questions. Firstly, the study was summarized briefly. Next, the
findings of the study were discussed with findings reported in the relevant literature.
Then, an overall conclusion was drawn followed by implications of the study and
suggestions for future studies.

4.2. Summary of the Study

The main aim of the study was three-fold: first to explore the relationship between
mindfulness and learner autonomy, to determine the level of students in terms of
mindfulness and learner autonomy and to determine whether there was a difference
between genders regarding mindfulness and learner autonomy. To this end, 155
preparatory class students from Firat University, Elazig attended the study through the
scales entitled Mindful Attention and Awareness Scale and Autonomy Perception Scale.
With the aim of backing up the data gathered via scales, nine students were chosen
conveniently for carrying out semi-structured interviews. The quantitative data were
analyzed using the Statistical Package for the Social Sciences (SPSS) through
descriptive and correlational analysis. The qualitative data was transcribed and analyzed
using content analysis. The quantitative data revealed that autonomy level of students
were low, mindfulness level of students were moderate, and there was a small
correlation between mindfulness and learner autonomy. It was concluded that due to
level of students in terms of mindfulness and learner autonomy, the correlation turned
out to be small between these two concepts, which implies a need to raise students’
awareness regarding both concepts and a need for the students to learn autonomous and

mindful skills in guidance of their teachers.
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4.3. Discussions
4.3.1. Discussion of the Research Question 1

The first research question of this study “What are the perceptions of the preparatory
school students in terms of learner autonomy in learning English process?” aimed to
find out how autonomous the students were in their learning English process in
preparatory class. The students were found to have performed autonomous skill
inadequately. It was understood that they had incorporated some skills to some extent,
however, they did not show progress sufficiently. The findings of the study shows
parallellism with the study by Demirtas (2010) and Gonen (2020) in which the same
scale was used. There are two likely causes for this parallellism which are the similarity
of the methods used by the teachers and backgrounds of the students participated in the
studies although they took place in different times. Furthermore, the students in both
Demirtag (2010) and Gonen (2020) along with the students in this study were from all
levels of English. It is assumed that students level of English or namely their academic
success in English may be influential on students’ autonomy level. This assumption is
in agreement with Musayev’s (2019) findings which shows that the students who are
better and more succesful in learning are likely to develop autonomous skills more.

On the other hand, Cay (2020) revealed that the students in his study were found out
to be adequately autonomous. The facts that they raised an awareness towards learner
autonomy between the pre and post test process and the number of the students was
larger were thought to be among the reasons of having more autonomous students
unlike the current study. Similarly, in Bucak (2021)’s study, the students had a high
level of learner autonomy and the fact that the participants were from one of the best
qualified high schools with high academic success might be a possible explanation for
this. Nevertheless, in the current study the participants were not informed about learner
autonomy during the learning process explicitly and they were heterogenous in terms of
level of English. Furthermore, Bucak (2021)’s study took place in distance education
context, which was priorly designed with the required time and materials. However, the
current study took place in the emergency remote teaching conditions and everything
was decided at the last minute and required preparations could not be carried out
properly in terms of materials, curriculum and readiness of teachers and students.

When the findings of the scale were analyzed in detail, it was discovered that the

students got lower scores in three main points regarding learner autonomy; self-
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evaluation, interdependence and ways for permanent learning. The students did not give
or receive feedback about their studies as the scores for these items were the lowest. It is
assumed that they were not paying attention to evaluate themselves since they were
neither encouraged to do so nor informed about the gains of it. This result is consistent
with Bucak (2021)’s finding regarding self-evaluation since the students in her study
held the view that the teacher needed to be the evaluator of their process, which might
be attributed to their habit of being evaluated by only their teacher traditionally like the
students in the current study. The interview results were also supportive of this as most
of the respondents reported not having assessed their performance during or at the end
of the process. Besides, the ones who had evaluated themselves did not show a serious
attempt to take a step forward for their progress. However, the findings of the study by
Sener (2021) demonstrate that evaluating oneself and reflecting on own progress yield
for the students to take responsibility of their learning, which is one of the most
important issues to be addressed in autonomous learning.

Another point that needed consideration was about interdependence. Benson (2001)
and Little (1991) pointed out that learning alone without a teacher and students’ having
complete control over learning did not mean learner autonomy, instead learners need to
be with their teacher and peers for better learning, which means interdependence. In
terms of interdependence with their teachers, it is possible to say that it was mostly
limited to the online lesson times, which included guidance by their teachers on how to
learn better, particularly for skills. In other words, the students did not have sufficient
opportunities to have interaction with their teachers, except for their lesson time
together and a few examples of requesting recommendations for books or websites
personally. Additionally, during the interviews the students expressed repeatedly that
they were negatively influenced by the limited level of interaction with their teachers
and peers in the emergency remote teaching conditions. When it comes to
interdependence with peers, it is not possible to mention a progress. Although the
students had higher scores for item 8, which focused on working cooperatively, there is
a holdback in this item in that students were ready for interdependence only if they were
not knowledgeable on the relevant topic or skill. Moreover, the lower mean scored
items for 9, 10 and 12 illustrated that they were only ready to ask for help or have
interaction if they were in need, otherwise they were not eager enough to share their
knowledge with peers, and comment on or get comment from others for their homework

or studies. That is, the students possibly see their peers as the transmitter of knowledge
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like their teachers, not as an assistance for reflection and collaboration. In contrast to
this finding, in Sener (2021) participants were engaged in collaborative learning with
their peers and it was highlighted that it promoted their autonomous learning. In similar
vein, Dam (1995) emphasized that learning cooperatively was a fundamental factor for
learner autonomy, and as learner autonomy is a capacity that learners can develop in
time (Little, 1997; Benson, 2001), learners are better to construct their learning more
effectively in educational contexts by sharing and cooperating (Little, 1996).

The third point was about making learning permanent. Other lower scored items
were about what students could do for retention of the knowledge they got, such as
reading, taking notes or using the things they learned in speaking or writing. This was
confirmed by the interviews of the students since they expressed either not having
engaged in a serious effort for this aim or having attempted to show some effort with no
end of. It is understood that they were not knowledgeable with the ways of permanent
learning such as reading books or using a new word in speaking. Moreover, mostly they
did not follow a systematic studying cycle. It is inferred that virtual classroom
atmosphere may be a hindrance for teachers’ to be a model for learning styles as it is not
possible to learn about how each student is able to learn better.

The students in this study showed an adequate level of autonomy for only the items
numbered 3,4,5,8,13,15 and 20, of which mean value ranged between 3,50 — 3,89. It
was inferred that the students could only implement the autonomous learning skills
stated in these items sufficiently, and for the other items they could not perform learner
autonomy or could perform in a low level. The mean results for items 3,4 and 5
revealed that they were adequate in setting their route at the beginning and behaving in
accordance with the set route. As understood from the interviews as well, most of them
defined a goal for themselves and they were in search of ways like techniques or
resources to reach this goal. Dam and Legenhausen (1999) asserted that autonomous
learning atmosphere needed to encourage learners to set aims for their learning process,
think on what to do for these aims in terms of material and activities and eventually
assess their process. Although the students seemed to have these skills in a moderate
level, they obviously need further encouragement and support. Autonomous learning is
a process which has many various steps (Dickinson, 1977) and setting aim is a
fundamentally important step among them.

The higher mean scores for items 15 and 20 of the scale pointed out the students

were into using technology, visuals and audios moderately and had awareness of their
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contributions for their learning. Students in the interviews supported this with their
experiences such as using songs for listening, using some applications for skills,
particularly speaking and benefitting from websites to revise grammar. As told before,
even the students with low level of engagement and motivation were aware that extra
activities contributed them a lot and mostly they were utilizing technology for this. Isik
(2018) supports this based on the studies for the effect of technology on language
learning and pointed out that there have been important benefits for the learners
providing numerous resources both in and out of classroom to utilize. She underscores
that the advances done in technology and digital world has been incorporated into the
language learning process and thus has provided the process to be directed from
teachers to learners more.

Starting from these, as the students in this study had a low level of autonomy, it was
likely to conclude that they were not ready for learning how to be autonomous to a great
extent. In an atmosphere where there was not a teacher physically, and the students
were obliged to direct their learning process due to Covid 19 pandemic conditions, the
students were expected to take responsibility of their learning just as in Kalyoncu
(2022)’s study in which learners made use of distance education in an effective way.
However, by stating pandemic conditions as a reason, they were not able to employ
autonomous behaviours adequately as supported by interviews analyses as well. It is
understood from the interviews that they could not proceed in the same manner on the
path they had set off with willingness and aim. Most of them evaluated themselves and
saw where they had started and where they reached at the end. However, these
evaluations were just like the summative assessment exams to see the result. In fact, an
autonomous learning process needed to intertwine with regular evaluations of oneself as
in formative assesment which means that ‘... to provide feedback and correctives at
each stage in the teaching-learning process (Bloom, 1969, p.48). In other words,
students are expected to construct their learning process getting feedback from either
oneself or others. At this point, it is understood that students were just at the beginning
of autonomous learning process and needed assistance. As pointed by Littlewood
(1997) if the students are informed about learner autonomy supported by motivation and
confidence along with the required skills, they can be eager to behave autonomously
and learn to be autonomous, which is a process that needs to be monitored by the

teachers.
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4.3.2. Discussion of the Research Question 2

How mindful the students were in their learning English process was the second
research question of this study and they were found to have a moderate level of
mindfulness, in other words they performed some mindful skills but not in an effective
way. As a fairly new topic in educational settings, it is inferred that students were not
very familiar with the concept. The students may not have related expressions like
“being conscious, being automatical or having awareness” from the scale into their life.
Teachers also possibly did not have enough knowledge about the concept and its
practices so as to integrate it into their teaching. Moreover, the limited number of
studies conducted on mindfulness also gave similar results. To illustrate, Stinbil (2016),
Yazict (2020) and Kilingoglu (2020) discovered a moderate level of mindfulness with
their participants who were from different levels and contexts. In a similar vein, the
findings of Kocali (2020) illustrated that her participants were a little over the moderate
level and she reasoned participants’ unfamiliarity with the concept and inacquaintance
of how to perform it for this result. Therefore, based on the studies above, it is inferred
that the students in this study also need to have knowledge about being mindful.

When the findings of the scale were analyzed in detail, three main problems
emerged, which were also supported by the interviews. First, the participants had lower
scores in the items about paying attention and being in the moment (Items 1,4, 10,11
and 13) in contrast to the definition of Kabat-Zinn “ the awareness that emerges through
paying attention on purpose, in the present moment, and nonjudgmentally to the
unfolding of experience moment by moment” (2003: p.144). Considering the lower
scored items, it is inferred that students probably had problems in concentrating on and
keeping the attention. They were probably being distracted easier as they were alone in
their rooms listening to the lessons or distracted by their concerns while studying due to
pandemic conditions. As told before, they were not in control of their learning
adequately as autonomous learners, so it is thought that as they did not take
responsibility of their learning effectively, it is possible to say that they did not try hard
to keep focused in their learning process either.

In their interviews, some of the students expressed doing activities automatically,
namely mindlessly as put forward by Bodner and Langer (2001). When they are
mindless, students approach to the current situations with existed way of thinking and

limit themselves in one viewpoint. The reason why these students turned into mindless
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learners is thought to have stemmed from their habit of proceeding on their traditional
way of learning and thus following a monotonous routine at prep class learning English.
It is assumed that the students were not encouraged to notice the novelty and difference
in their learning process sufficiently to break out of their old routines. The students who
did not express being like an automated robot were found to have engaged in different
activities and did not limit themselves in the framework of the coursebook since
students with awareness are capable of directing themselves to the methods, techniques
and activities that comply with their needs and benefits better (Kogali, 2020).

The students also expressed losing their motivation due to many factors such as
emergency remote teaching conditions, monotonous learning atmosphere due to online
lessons, teachers, etc. Brown and Ryan (2003) put forward that students are likely to
feel motivated and to be involved in learning when they are concentrated on a single
task with awareness. Moreover, Mrazek et al. (2013) and Fallah (2016) point out that
when the students feel at the moment with awareness and attention, they are unlikely to
be diverted by other things and they are likely to maintain in their task without thinking
about failure. When a teacher keeps his/her students aware and attentive and encourage
them to novelty, it is foreseen that they are likely to be motivated and have better
learning outcomes as observed by Oz (2017) and Mrazek et al. (2013) who found out
more focused and more active students after incorporating mindfulness. Therefore, the
reason underlying the lack of motivation of the students in this study was possibly their
lack of concentration. A number of the students in the interviews expressed noticing
their progress in time and being more eager to learn more, accordingly with Kocali
(2020)’s interview analysis showing that students were feeling more motivated when

they saw their progress.

4.3.3. Discussion of the Research Question 3

The third research question was to find out whether females and males differed
regarding mindfulness and learner autoomy. While 74 females and 81 males
participated in the scales, 4 females and 5 males participated in the interviews. For
mindfulness, the t-test resulted that there was not a statistically difference between
males and females, in other words, both genders were found out to have a moderate
level of minfulness. As being relatively new to education settings, the number of the

studies conducted on mindfulness, particularly Zen mindfulness, is fairly limited.
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Moreover, the studies that revealed the difference between genders regarding
mindfulness are rare. Nonetheless, these few studies came up with the same results with
the current study. To illustrate, the developers of Mindful Attention and Awareness
Scale, Brown and Ryan (2003) found out mindfulness did not differ regarding gender.
Likewise Charoensukmongkol (2019) reached to the same finding using the same scale.
Similarly, Kogali (2020) also discovered that there was no statistical difference between
genders in terms of mindfulness via Mindful Attention and Awareness Scale and she
reasoned that this result may have stemmed from the context of the students, the
similarity of their backgrounds and their lack of practicing mindfulness.

Another study from Turkey by Yazici (2020) found out females had higher results in
terms of mindfulness, but based on the t-test results it appeared not to have a significant
relationship between genders regarding mindfulness. He argued that this was because
the participants were all university students living in the same city and leading the
similar life styles. Moreover, he put on a different complexion that just as the
opportunities for females and males have been about to be balanced, their mindfulness
levels may have got closer.

In a similar vein, Langerian Mindful Scale also resulted in no gender difference
regarding mindfulness (Pagnini et al., 2018). Likewise, the Turkish version of Cognitive
and Affective Mindfulness Scale results also did not differ significantly for females and
males (Catak, 2012). Kocali (2020) additionally pointed out that the educational studies
mostly resulted in having no significant relationship between genders, however in other
fields some studies resulted in a relation finding between mindfulness and gender. For
instance, Alispahic and Hasanbegovic-Anic (2017) used Five Factor Mindfulness
Questionnaire to investigate the age and gender difference in terms of mindfulness in
the framework of psychology field and they discovered a statistically small difference
between genders. They reasoned the difference of mental faculties as a cause for the
difference between genders exemplifiying that females can do many tasks at the same
time and are good observers while males can concentrate on one task with more
awareness.

The fact that there was not a relation between gender and mindfulness in the
framework of this study was reasoned to the context and the participants of the study
accordingly with the studies in the literature. The participants were more or less leading
a similar life with the similar conditions. Moreover, the pandemic conditions that were

prevalent all around the country and the world limited everybody to stay at their houses
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affecting their psychological states to a great extent. As a psychological trait,
mindfulness may have been under all these factors.

Considering the participants’ answers in the interviews, more or less they all had an
awareness starting to the school and proceeding for their learning; however aside being
aware, they fell behind about putting this awareness into practice. Moreover, it is
important to bear in mind that all of them were under the influence of emergency
remote teaching discontently and so being connected to the lesson and learning process
truly could not be achieved desirably. However, it is possible to say that males turned
out to employ mindfulness as none of them expressed being automated in the lesson and
they talked about how they were active in the learning process, while two out of four
females expressed automatically participating in the lesson and being not connected to
the lesson adequately. Males seemed more motivated and more dealt with their learning
process although they were more distracted than females. Based on their declaration,
being more mindful can be mentioned in favor of males.

Secondly, based on the independent t-test results, it was discovered that females and
males differed in terms of learner autonomy. Although both genders were inadequately
autonomous, females’ level of autonomy was found to be almost in an adequate level
with a mean score of 3.48, so females were more autonomous than males, which
resulted the same as Bucak (2021)’s study. She also discovered that females were better
than males regarding learner autonomy, who also conducted her study in pandemic
conditions with university level of students. Similarly, Abdel Razeq’s (2020) also
found out that females were engaged in autonomous activites more than males. Abdel
Razeq (2020) reasoned that due to the context of females where the study took place,
females were more motivated to learn and to take responsibility for their learning. On
the other hand, Abdel Razeq (2020) also discovered that when they were asked about
their perceptions for their capacity to be autonomous, there was not a gender difference,
and they all thought they could behave autonomously.

On the contary to these, Mardjuki (2018) came up with a different result revealing
that there was not a difference between genders concerning autonomous behaviours of
participants. The reason why there was no difference between genders in that study was
attributed to the students’ overall levels of learner autonomy by Mardjuki (2018) as the
majority of students were found to be in control of their learning processes as being
autonomous. However, Gonen (2020) also discovered that there was not a difference

between genders in terms of learner autonomy in her study, but her participants had a
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moderate level of autonomy. This difference may be based on the fact that Mardjuki
(2018) conducted a qualitative study with four students while Génen (2020) conducted
a mixed method of quantitative and qualitative method with 129 students. Based on
these studies, it is possible to state that females are more inclined to engage in
autonomous activities and take responsibility of their learning, nonetheless there may be
many factors needed to be investigated such as context, the number of participants,
department, background, etc.

4.3.4. Discussion of the Research Question 4

The main aim of this study is to explore whether or not there is a relationship
between mindfulness and learner autonomy, which is the last research question of the
study. For this purpose, the results obtained from the Mindful Attention and Awareness
Scale and Autonomy Perception Scale were put into correlational analysis and it was
shown that there was a small correlation between mindfulness and learner autonomy.
Therefore, it is possible to say that they affect each other and to put it simply the more
autonomous a learner gets, the more mindful s/he gets as well. In the literature, the
research on the relationship between these two concepts is fairly scarce. To illustrate, in
Brown and Ryan (2003) the relationship between mindfulness and autonomy was
analyzed based on Mindful Attention and Awareness Scale; however, autonomy was
defined as a personality trait that regulates behaviours to meet a fundamental need to be
the controller of oneself, so it was not learner autonomy used in education settings,
rather autonomy in a general framework. The study showed that there was a relationship
between mindfulness and autonomy, and they affected each other in a similar vein with
the current study. The results of their analysis showed that mindful people were
behaving in accordance with their choices.

Another example is by Pamuk (2021) who studied mindfulness effect on English
teacher’s motivation and for this she made use of the term autonomous motivation.
People have a number of psychological needs which are being independent, having self-
efficacy and having connections of love, and when these needs are satisfied, the person
has autonomous motivation. Contrary to expectations, this study did not find a
correlation between mindfulness and autonomy; however, a relation between
mindfulness and autonomous motivation was mentioned based on another study by

Ryan and Deci (2008) who indicated that by being mindful, one comes to an
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understanding of oneself as a whole and helps the one to be relate to oneself. Lastly, Li
et al. (2019) examined the effect of mindfulness on autonomy-supportive teaching and
basic psychological need satisfaction. However, the study did not indicate a finding
regarding the relationship between mindfulness and autonomy. Nonetheless, the finding
of the current study is consistent with a conclusion of the study of Li et al. (2001) who
assert that mindfulness promotes the awareness of the students in a way that they
develop autonomy skills for controlling their own actions.

There are also some conclusions drawn from a number of studies on mindfulness that
indicate a tendency towards learner autonomy. Davenport and Pagnini (2016) conduct a
case study to assess mindfulness and 21th century skills in K-12 classrooms, and
although they do not articulate learner autonomy in the findings or results, it is implied
that in mindful learning, students are able to work collaboratively, think critically and
eventually they obtain their own product of their learning. They are given choices about
their learning during the process, which leads them to take responsibility of their
learning.

Another example is from Wang and Liu (2016) who also integrated mindful learning
strategies into their teaching by first introducing and exemplifying themselves for
students. In addition to having effective results in terms of learning English, learners
were discovered to take responsibility of their learning actively. This finding
corroborates the ideas of Yeganeh and Kolb (2009) who suggested that learner took
control of their learning with mindful learning as it entailed being non-judgemental
which reinforced the mind since the mind got rid of assumptions.

Considering the interviews conducted with the students, it was deduced that the
students who were not performing autonomous skills were also not performing mindful
skills. On the other hand, it was discovered that students who were engaged in
autonomous activities like out of classroom studies were also found to have
mindfulness. To illustrate, respondents who expressed having awareness about their
learning aims and the process also expressed attempting to find ways for learning
English better and using various resources. It is important to bear in mind that all of
these students were not found to be inadequate in both learner autonomy and
mindfulness based on both qualitative and quantitative data. Nevertheless, there were
some promising findings for teachers that they can build their teaching on and promote
students’ learning. It can be concluded that if the students develop their autonomous and

mindful skills under the guidance of their teachers and with the support of their peers,
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they are likely to have better learning outcomes in terms of learning English and also

their life-long learning.

4.4. Implications of the Study

The study has suggested that the students had inadequate knowledge regarding
learner autonomy and mindfulness. Therefore, the study has a number of implications
for both learners and teachers.

As for mindfulness, in particular, teachers may need to search for what it is, how to
perform it and what its contributions for learning are, since it is a fairly new concept for
educational settings. They may utilize both Zen and Langer mindfulness in their
classrooms. It is possible to say that the key point for mindfulness is getting students’
awareness and attention. Next step is exposing them to developing new insights into
their knowledge, thus they are likely to have distractions less and be engaged in
reflection and critical thinking more. Teachers may prepare their learners with mindful
practices like breathing activities or getting their attention through Zen mindfulness.
Then, they may help students build up their knowledge by encouraging students to use
various resources, to make distinctions between existing and new knowledge, to notice
novelties, and to reflect on their learning process. As pointed out by Gause and Coholic
(2010), via mindfulness people can lead their attention consciously to the current
moment and in this way they can raise an awareness towards understanding themselves
better and so they can direct their mind in a better and effective way (Kocali, 2020).

As for learner autonomy, it is seen crucial for these students having a low level of
autonomy to be assisted in terms of autonomous learning. They need to be motivated
and encouraged to take responsibility for their learning. More importantly, they need to
be presented with resources and techniques to raise their awareness of learner
autonomy. If they understand the importance and gains of it, they are likely to develop a
capacity for learner autonomy. At this point, teachers have a lot to deal with. Firstly,
teachers need to investigate their readiness for autonomous learning. Yildirim (2005)
emphasized that based on the literature it was discovered that before trying to take on
autonomous learning, teachers need to examine what the students think about learning
atmosphere and conditions. Based on students attitudes towards how learning
atmosphere should be, and what the learners’ and teachers’ role are, the teachers need to

draw a road map towards autonomous learning. Otherwise, they may face the
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drawbacks from the students without being ready for them. Next, based on the
literature, students are generally found to be more autonomous in online teaching
atmospheres unlike the students in this study. For this reason, it is deduced that these
students need to change their traditional learning style that they brought from high
school. Moreover, on this road teachers need to support their students emotionally and
cognitively. Lastly, learner autonomy is a progression that needs to proceeded patiently
(Balgikanli, 2006) and “..autonomy is a process, not a product. One does not become
autonomous; one only works towards autonomy.” (Thanasoulas, 2009). Therefore, one
cannot be given an exact amount of time or exact number of studies to be regarded as
autonomous since it is a life-long process.

For both mindfulness and learner autonomy, teachers have a lot to deal with. First,
they need to introduce what the students need to do exemplfying through activities so
that they can integrate mindful and autonomous skills into their teaching. Teachers
should be open for new ideas and new learning styles and take the lead on
experimenting the novelty so their students may follow them. For instance, there is a
need to raise students’ awareness of novelty and different perspectives to evaluate
themselves. They need to be shown how to learn better and in what ways. As
understood from the findings, students are in urgent need for their teachers guidance,
even in virtual conditions, for new perspectives, different learning styles, directing their
own learning process and reflecting on what they have learnt.

As for students, they need to share the responsibility of their learning with their
teachers. As the proverb “you can bring a horse to water but you cannot make it drink”
suggests, the students need to be aware of their responsibilities in this process.
Teachers are definitely responsible for presenting suitable activities and resources to
engage them; however, to proceed with these activities and resources is students’
responsibility to a great extent. In other words, if both parties know what their roles and
responsibilities are in this process, they are likely to facilitate the learning in an
effective way. Moreover, mindfulness and learner autonomy are both learnable skills,
but need the patience to go forward. Therefore, both teachers and students are not
supposed to expect instant outcomes and they need to be aware that it is a process that

they need to proceed.
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4.5. Limitations and Suggestions for Future Studies

This study naturally has some limitations that require to be addressed in future
research. First, it is limited to the context of English preparatory school students
studying at the School of Foreign Languages of Firat University in 2020-2021 academic
year with a specific group of students. Therefore, it cannot be generalized to all
university students in Turkey.

Next, as it was conducted in emergency remote teaching conditions, the students
were under the influence of distress and concerns due to Covid-19. Their answers
particularly for interview questions were constituted by their complaints about its
negative effects on them. Moreover, due to the inconvenience of access to all students
in that atmosphere, recruiting a desired number of participants was not possible, which
made things difficult for finding participants for interviews in the same vein. Therefore,
it is better to conduct this study in a face-to-face teaching atmosphere to access more
participants and also to get genuine perceptions regarding these concepts free of
complaints.

Lastly, as is from the findings, it was understood that the students were not
knowledgeable enough regarding mindfulness and learner autonomy. For this reason,
the study may be conducted through a pre and post test process, in which students’ are
given the scales as a pre-test implementation at the beginning of the process and as a
post test implementation at the end of the process. Between these two implementation,
students may be introduced to the practices of mindfulness and autonomous learning
activities in the company of their teachers and be encouraged to incorporate them in
their learning process. In this way, they may provide more conscious answers to the

data collection tools.

4.6. Conclusion

It is known universally that language learning is a long and demanding process. As
being two parts of the key players of education, students and teachers need facilitative
tools and ideas as fellow travellers for them on this difficult path. As a teacher and a
researcher, it has always been challenging to find appropriate ways to keep students
active and involved in the learning process. Based on a review of literature on effective
ways of learning English and most importantly for active learning and engagement, two

concepts came forward; learner autonomy and mindfulness. Learner autonomy was
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chosen to address the problem of many teachers which is to have passive students who
do not know how and what to learn. English is not a subject that a teacher can talk about
the rules and then be done about it, rather, it needs practice, communication,
collaboration and so on. Instead of getting knowledge from their teacher, the students
are expected to be active, involved, and co-director in their own learning process.

The other challenging problem has been getting students focused on in the learning
process. Although many other factors are causing this problem such as teachers’
attitudes, curriculum, clasroom atmposhere, etc., one of the main problems is students’
attitudes as they are one of the key players of the education system. They tend to be
distracted by various contextual elements. Most importantly, they may cognitively and
psychologically struggle with being in the moment with awareness and attention.
Therefore, mindfulness is thought to be effective for this problem as mindful practices
keep people’s attention in the moment.

Starting from these problems, the study aimed to learn students’ perceptions of
mindfulness and learner autonomy. More importantly, with the idea of integrating both
into educational settings together, whether they had a relationship with each other was
aimed to be explored, since they both put the learner into the center of learning process
and keep them actively engaged. Despite resulting in a small correlation in the
framework of this study, it is possible to say that mindfulness and learner autonomy are
two good fellow travellers on the English learning journey. By incorporating them into
the learning process, teachers are likely to end up with more aware, more engaged, more

responsible and eventually better students.
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Appendix B: Mindful Attention and Awareness Scale

Bilincli Farkindahk Olcegi (BiFO)
Bu 6lcek kisilerin bilingli farkindalik diizeyini belirlemek amaciyla gelistirilmistir.
Liitfen asagidaki maddeleri okuyun ve size uygunluk derecesine gore cevap

seceneklerinden birini isaretleyin.

c c g S| & c c

S @ = d € | £ é% S O .3
EE LY ER|T |5 5| E E ]
T 4 da | B | = 8 8 S
I ITIONOMD Z2 | Ow | I IT1J

1. Belli bir sure farkinda olmadan bazi
duygular1 yasayabilirim.

2. Esyalar1 6zensizlik, dikkat etmeme veya
baska bir seyleri diistindiigiim i¢in kirarim
veya dokerim.

3. Su anda olana odaklanmakta zorlanirim.

4. Gidecegim yere yolda olup bitenlere
dikkat

etmeksizin hizlica yiiriiyerek gitmeyi
tercih ederim.

5. Fiziksel gerginlik yada rahatsizlik i¢ceren
duygulari,ger¢ekten dikkatimi ¢ekene kadar
fark etmeme egilimim vardir.

6. Bir kisinin ismini, bana soylendikten
hemen sonra unuturum.

7. Yaptigim seyin farkinda olmaksizin
otomatige baglanmis gibi yapiyorum.

8. Aktiviteleri gercekte ne
olduklarmadikkat etmeden acele ile yerine
getiririm,

9. Basarmak istedigim hedeflere dyle cok
odaklanirim ki o hedeflere ulasmak i¢in su
an ne yapiyor oldugumun farkinda olmam.

10. Isleri veya gérevleri su an ne yaptyor
oldugumun farkinda olmaksizin otomatik
olarak yaparmm.

11. Kendimi bir kulagimla birini dinlerken
ayn1 zamanda bagka bir seyi de yaparken
bulurum.
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12. Gidecegim yerlere farkinda olmadan
gidiyor, sonra da oraya neden gittigime
sasirryorum.

13. Kendimi gelecek veya gegmisle mesgul
bulurum.

14. Kendimi yaptigim islere dikkatimi
vermemis bulurum.

15. Ne yedigimin farkinda olmaksizin
atigtirryorum.




Appendix C: Autonomy Perception Scale

OZERKLIK ALGI OLCEGI
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Asagida 6grencilerin egitim siirecine iliskin 6zerklik durumlarint betimlemeye yonelik

ifadelere yer

verilmistir. Liitfen sorularmizi cevaplarken INGILIZCE OGRENME siirecinizi

diisiinerek cevaplaymiz. Her bir madde ile tanimlanan davranigi gosterme sikliginizi,

asagida belirtilen besli derecelendirme Glgegi lizerinde uygun gelen segenegi (6lcek

noktasini) isaretleyerek (X) belirtmeniz beklenmektedir.

DAVRANIS

Hicbir . Sik | Her
Zaman Nadiren | Bazen Sik | Zaman
1 2 3 4 5

1. Ingilizce 6grenme siirecimi planlarim.

2. Ingilizce 6grenirken zaman planlamasi
yaparim.

3. Ingilizce 6grenme amag ve hedeflerimi
belirlerim.

4. Ingilizceyi daha iyi grenmenin
yollarini arastiririm.

5. Ingilizce 6grenmek icin diizeyime
uygun araclar ve materyaller bulmaya
caligirim.

6. Arkadaslarimla ve/veya
dgretmenlerimle Ingilizce konusmaya
caligirim.

7. Arkadaslarimla ve/veya
ogretmenlerimle nasil Ingilizce
Ogrenilecegi konusunda goriis aligverisinde
bulunurum.

8. Anlamadigim bir konu hakkinda
arkadaglarimdan ve/veya
ogretmenlerimden yardim almaya
calisirim.

9. Bir 6grenme etkinliginin sonunda ne
kadar 6grenebildigim hakkinda
arkadaglarima ve/veya 0gretmenlerime
yorumlar yaparim.
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10. Bir 6grenme etkinliginin sonunda ne
kadar 6grenebildigim hakkinda
arkadaslarimdan ve/veya
Ogretmenlerimden yorumlar yapmasini
isterim.

11.Bir 6grenme etkinliginin sonunda
arkadaglarimin ne kadar 6grenebildigi
hakkinda yapici yorumlar yaparim.

12. Ogrenme etkinliklerim hakkimnda kendi
yaptigim
ya da bagkalarindan aldigim yorumlari
yazarim.

13. Radyo, internet vb. kaynaklardan
Ingilizce konusmalan dinlerim. Eger
yanitiniz
‘Hig¢ bir zaman’ ise 19. sorudan devam
ediniz.

14. Ingilizce dinleme yaparken 6nemli
anahtar kelimelere yogunlasirim.

16. Ingilizce sarkilar1 sdzlerini anlayarak
dinlemeye calisirim.

17. Karsilastigim yeni sézciikler, sézciik
gruplari, deyimler ya da yapilar1 not
alirm.

18. Yeni karsilastigim her s6zcuk ya da
yapiy1 her firsatta
konusarak kullanmaya c¢aligirim.

19. Yeni karsilastigim her sozciik ya da
yapiy1 her firsatta yazarak kullanmaya
caligirim.

20. Ingilizce program veya film izlerken
daha iyi anlamak icin goruntuye dikkat
ederim.

21. Karsilastigim yeni sozciikler, sézciik
gruplari, deyimler ya da yapilar1 not
alirim.

22. Yeni karsilastigim her sézciik ya da
yapiy1 her firsatta
konusarak kullanmaya caligirim.
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Hicbir Nadiren | Bazen Stk Her
DAVRANIS Zaman Sik | Zaman
1 2 3 4 5

23. Yeni karsilastigim her sézciik ya da
yapiy1 her firsatta yazarak kullanmaya
caligirim.

24. Kitap, dergi, gazete, internet vb.
kaynaklardan Ingilizce okurum. Eger
yanmitimiz ‘Hic¢ bir zaman’ ise
asagidaki sorular yanitlamayiniz.

25. Bir parcay1 okumaya baslamadan 6nce
baslik ve resimlerden konu hakkinda
tahminde bulunmaya caligirim.

26. Parca icindeki bilinmeyen kelimelerin
anlamini sézlitk
kullanmadan tahmin etmeye ¢aligirim.

27. Karsilastigim yeni sozctikler, sdzciik
gruplari, deyimler ya da yapilar1 not
alirim.

28. Kelime bilgimi tazelemek icin diizenli
olarak daha 6nce okudugum parcalarin
Uzerinden gecerim.

29. Yeni karsilastigim her sozciik ya da
yap1y1 her firsatta konusarak kullanmaya
caligirim.

30. Yeni karsilastigim her sozciik ya da
yap1y1 her firsatta yazarak kullanmaya
caligirim.
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Appendix D: Semi-Structured Interview Questions

1)

2)

3)

4)

5)

6)

7)

8)

9)

Goriisme Sorular:

Gegtigimiz yil aldigin hazirlik egitimini géz oniinde tutarak diisliniince,

Ingilizce dgrenirken kendini otomatige baglanmis gibi mi hissediyordun yoksa
ogrendigin seyleri neden ve nasil 6grendiginin farkinda miydin? Ornek verebilir
misin?

Dersle ilgili yapilan ¢alismalarda amacin sadece sdylenen seyleri yapmak miydi
yoksa o ¢alismanin neden yapildigini ya da sana ne katacagini diisiindiin mii?

Ders sirasinda ya da bireysel olarak ders calistiginda odaklanma konusunda
sikint1 yasadin mi1? Dersten koptugun ya da tekrar odaklanmada sorun yasadigin
oldu mu? Eger dyleyse bu sikintiy1 asmak i¢in yaptigmn bir sey oldu mu?

Ders calisma ya da dersi dinleme sirasinda ge¢cmisle ya da gelecekle ilgili
diisiinceler i¢cinde olup dikkatini toparlayamadigin oldu mu?

Egitim 6gretim yili basinda amaclarin neydi? Planlama yapmis miydin? Yil
sonunda bu amagclara ulastin mi?

Ogrenme siirecini  diisiindiigiinde nasil 6grendigin ya da nasil daha iyi
ogrenebilecegin konusunda diisiindiin mii, plan ya da degerlendirme yaptin mi?

Egitim-6gretim yil1 sonunda kendini smav haricinde degerlendirdin mi? Neler
O0grendim, nasil 6grendim, neler yapabilirdim ya da yapmadim gibi sorular
sordun mu?

Ingilizce dgrenebilmek icin dgretmenlerinden yardim aldin m1 ya da bireysel
olarak arastirma yaptm mu? Yardim alarak ya da bireysel cabalarinla Ingilizce

ogrenmek icin neler yaptin mi1?

Ingilizce 6grenme siirecinde sana yol arkadas olan kisiler ya da araglar nelerdi?

10) Ders sirasinda ya da ders dig1 6grendigin yeni bir bilgi, kelime ya da yapiy1 bilgi

dagarcigina eklemek icin ne yaptin ve kalict olmasi i¢in herhangi bir teknik ya
da calisma uyguladin m1? Basarili oldu mu?
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Appendix E: Consent Form of Conducting Questionnaires and Interviews

(Cag University)

‘ TC.
) CAG UNIVERSITESE

Sneval Bilimler Frstititsd
Sasn - E-23ESTOT2-044 2100002560 0&.04.2021
Eonmn :  Esra DEMIRCTye Ait Tez Anket

fzmi Haldanda

FIRAT UNIVERSITESI REETORLUGUNE

Ingiliz Dili Egitimi Tezli Yiksek Lisans Progranunda 20198026 numarah égrencimiz
olan Ezra DEB.{[RCI l"l:.'lg;l'tm:l ﬂztrk.hg;l, Bilinglilik ve ﬂgr\encl Ozerklik ile
Bilinclilik Kavramlars Arasindaki ]]l.gh" konulu tez ¢ahsmasimi Universitemiz Fen-
Edebiyat Fakiltesi sgretim iyesi Dr. Ogr. Uyesi Aysun YURDAISIK
DAGTAS damjmanlifinda halen yoritmektedir. Adi gegen &frenci tez
cahymasinda Universiteniz Yabaner Diller Yiksekokolona bagh Yabanc:r Diller
Biliimiinde halen Gzrenim goren tim GErencileri kapsamak fizere kopyan Ek'lerda
sumulan anket uyzulamasm yapmayy planlamaktadr. Universitemiz Ftk Kurubmda yer
alanmrel-mkmmsalmauladre:]mmdennnaylar onlme olarak alimmug olup, gerekh
iznin verilmesini bilzilernize sumarm

Prof Dr. Unal AY
Rektar

Ek : ? zayfa tez etik kural izin formm, 3 sayfa Anket ve Olpek, & sayvfa tez etik korol izin onay e
postalan.
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Appendix F: Consent Form of Conducting Questionnaires and Interviews
(Firat University)

Exrak Tarih ve Sayis: 26.04.2021-39530
MVER
.4;._

3 . = S TC . . o
=z E:I w FIRAT UNIVERSITES] REETORLOGH
[ | Genel Sekretarlik

- -
FE L]

Sayn - E-11611387-044-39530 26.04.2021
Eoou : Anket Uypulama Immi (Esra
DEMIF.CT)

CAG UNIVERSITESI REKTORLUGUNE

fli - 06/0472021 tarih ve E-23867972-044-2100002560 sayih yazmmez.

Damsmanhim Dr. Oz, Uvesi Aysun YURDAISIE DAGTAS m yordttizi, Universiteniz Sosyal
Bilimler Fnstitisi Ingiliz Dili E&itimi yiksek lisans G&rencisi Esra DEMIR.CTnin, “Gérenci Grerkisi
Bifinglilik v Cévenci Chevklik ile Bilinglilik Dmramlan drarmdaki High"kooulu tez gabijman
kapsammda; Universitemiz Yabane Diller Yiksekolulu bimyesinde Srenim giren &grencilere anket
uyzulama taleln Rektddifimmize nypun gorilmis olup, konuya iliskn gerekli doyum vapibmistr.

Bileilerimizi arz ederi

Prof. Dr. Fahrettin GOETAS
Rektar
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Appendix G: Official Permission from School of Foreign Languages,
Firat University

Evrak Tarh ve Sagns: 2oold 202139385

atﬂu-ﬁﬁ'i'ﬁ
i m TLC.
- nﬂ =z FIRAT ONIVERSITESI REKTORLOGD
(| Genel Sckreterlik
ST
Sayr  :E-11611387-044 39385 26.04.2021
Konu : Anket Uygulama leni (Esra
DEMIRCI)

YABANCI DILLER YOKSEKOKULU MODURLOGONE

Dangmanlifim Dr. Ofr. Oyesi Aysun YURDAISIK DAGTAS' I yitrittiFi, Cag Universitesi
Sosyal Bilimler Enstitlisd Ingiliz Dili Egitimi yilksck lisans &frencisi Esra DEMIRCl'nin, "(hrenci
Czerkligi, Bilinglilik ve Ofrenci Ozerbiik ile Bilinglilik Kaveamion Arasndaki fighi* konulu tez
galismas: kapsaminda; Universitemiz Yabanct Diller Yiksckokulu biinyesinde &frenim  gdren
ffrencilere  anket wygulama talebi  Rekwirlifimize uypon gonilmis olup, sz konosu
ankete " ! linkinden ulasilabilmektedir.

Bilgileriniz ile konuya iliskin gerekli duyunmun yapilmass hususunda;

Geregini rica edenim.

Prof. Dr. Fahrettin GOKTAS
Rektar

Ek: ¥az (14 Sayfa)
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