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ABSTRACT

This paper reports a descriptive account of English language learners’ perceived
pronunciation anxiety, which is a relatively underexplored area of foreign language
learning anxiety. The participants of the study were English Language and
Literature students studying at a public university in Tiirkiye in the 2022-2023
academic year. The research data were collected through a questionnaire survey
form consisting of the Measure of Pronunciation Anxiety in Foreign Language
Classroom (MPA-FLC) and a personal information section and were analyzed via
statistical tests in SPSS. The findings indicated that the students felt mild-to-
moderate levels of pronunciation anxiety and that the pronunciation anxiety
component with the highest rating was beliefs about pronunciation and its
importance as a communicative skill. The study also sought to examine the effects
of some learner on pronunciation anxiety. The findings
demonstrated that the students’ gender, perceived English proficiency and previous
language learning experiences influenced their anxiety levels whereas the variables
of age and year of study in the department had no significant effects on student
responses. The females, those students with lower levels of perceived proficiency,
and those who received intensive English language education at the foreign
language departments at high school reported higher pronunciation anxiety. The
results are discussed in the light of available literature providing implications and
recommendations for further research.
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Introduction

Earlier studies scrutinizing the influence of affective agencies on learning emerged in the second
half of the twentieth century, and anxiety as an affective factor received substantial scholarly
attention within the scope of second language acquisition (SLA) in the later decades. Horwitz et al.
(1986, p. 128) conceptualized second/foreign language (L2) learning anxiety as a situation-specific
construct with performance-impeding effects and described it as “distinct complex of self-
perceptions, beliefs, feelings, and behaviors related to classroom learning arising from the
uniqueness of the language learning process”. L2 learners with this type of anxiety exhibit
differences from their peers by having more stringent criteria in the evaluation of their personal
performance, especially errors, displaying procrastinating behaviors more frequently, and worrying
more about being evaluated by others (Gregersen & Horwitz, 2002). Relevant SLA research has
addressed anxiety both with reference to L2 learning in general (Cheng et al., 1999; Gregersen &
Horwitz, 2002; Horwitz, 2001, 2010; Horwitz et al., 1986; Scovel, 1978) and to the discrete L2 skills of
speaking (Woodrow, 2006; Young, 1990), listening (Bekleyen, 2009; Chang, 2008; Elkhafaifi, 2005;
Vogely, 1998), reading (Saito et al., 1999), and writing (Atay & Kurt, 2006; Cheng, 2002; Cheng et al.,
1999). It has eventually been acknowledged that all language skill anxieties differ from the general
foreign language anxiety to varying extents (Horwitz, 2001).

Oral performance has been identified as the language area where anxiety is observed most severely
or at the highest frequency (Baran-bLucarz, 2013; Horwitz, 2010; Phillips, 1992). Pronunciation is an
important aspect of oral communication due to its function in word recognition (Kafes, 2018) and
clear understanding of utterances, and it has been argued to be in a robust association with language
ego (Guiora et al., 1972), identity, and self-confidence (Kralova et al., 2017). On account of this
association, incorrect pronunciation is perceived as ego-threatening by some L2 learners, and
consequently lead to anxiety (Baran-Lucarz, 2014), which in return impedes the correct use of
segmental (vowels and consonants) and supra-segmental (stress, intonation, rhythm, etc.) aspects of
communication due to the adverse effects of anxiety on the neuromuscular system (Szyszka, 2017).
Thus, anxiety pertaining to pronunciation has been approached with academic scrutiny (Suzukida,
2021).

Baran-Lucarz (2013) stands out as the first scholar to approach pronunciation anxiety (PA hereafter)
as a discrete type of L2 skill anxiety. She defined PA as a “multidimensional construct referring to
the feeling of apprehension experienced by non-native speakers in oral-communicative situations,
due to negative/ low pronunciation self-perception and to beliefs and fears related to pronunciation”
(Baran-tucarz, 2014, p. 453). According to her conceptualization, PA was grounded on two
theoretical bases. The first was the theory of anxiety as a psychological construct characterized with
three dimensions (cognitive, physiological, and behavioral) whereas the latter was the more specific
language anxiety approaching the anxieties in different language areas as separate constructs
(Baran-Lucarz, 2014). PA itself has been theorized to be a joint outcome of four basic components in
a model developed by Baran-Lucarz (2014): self-perceptions, namely self-assessment and self-
efficacy related to pronunciation skills, fear of being negatively evaluated, pronunciation self-image,
and finally beliefs regarding the pronunciation learning process and its significance for the
development of communicative skills.

PA is accounted for the cases where some language learners with necessary phonetic abilities, high
motivation for sounding like native speakers, and positive attitudes towards L2 learning still display
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limited progress in their pronunciation (Baran-Lucarz, 2013). PA may be observed both inside the
L2 classroom and in authentic conversations outside the classroom (Baran-Lucarz, 2016). It is
considered to be an emotional rather than linguistic construct (Kafes, 2018) and is reported to arouse
most frequently as a result of the embarrassment the L2 learners feel when they assume that they
have bad accent (Price, 1991). It is also attested to be a major determinant of willingness to
communicate and the amount of oral output in L2 learning context (Baran-Lucarz, 2014).

Empirical research on pronunciation anxiety is limited to several studies conducted in the past
decade. The pioneer works on PA included several successive studies conducted by Baran-Lucarz
(2013, 2014, 2016). Later, Kralova et al. (2017) conducted an intervention study providing a group of
Slovakian learners of English language with intensive pronunciation instruction combined with
psycho-social training. The students’ PA was measured before and after the training and a decrease
was identified in anxiety levels after the intervention. In a recent study, Baran-Lucarz and Lee (2021)
investigated the factors potentially correlating PA and found that willingness to communicate in the
target language was the most substantial determinant of PA and that L2 enjoyment was the other
factor with significant association with PA particularly for those students at the lower levels of self-
perceived L2 proficiency.

In Turkey, according to the best knowledge of the researcher, two empirical research articles and
two master’s theses focused on PA as an independent construct. In one of the articles, Yagiz (2018)
adapted and revised the Measure of Pronunciation Anxiety in Foreign Language Classroom (MPA-
FLC) developed by Baran-tLucarz (2016) with the aim of obtaining a measure appropriate for Turkish
language and culture. In the other article published in the same year, Kafes (2018) explored the PA
of 75 pre-service English language teachers. The results revealed a moderate level of PA and
significant effects of prior L2 learning experiences, perceived pronunciation competence and
perceived PA on the reported PA levels. The two master’s theses were completed in the successive
years. Yilmaz (2019) carried out a descriptive survey on PA levels of preparatory year EFL students
and reported mild PA for the participations students as well as significant effects of some variables
on perceived anxiety levels. In the following year, Tekten (2020) examined PA within the framework
of reconceptualised L2 motivational system concluding that PA determined future L2 pronunciation
self-concept and that gender, proficiency, overseas experience and duration of L2 learning were
among the variables affecting PA.

Evidence has been gathered suggesting the debilitating impact of anxiety on learning and using L2
(Baran-tucarz & Lee, 2021; Horwitz, 2001, 2010; MacIntyre & Gardner, 1989; Onwuegbuzie et al.,
1999), and pronunciation has been reported as an anxiety-provoking area by apprehensive L2
learners (Szyszka, 2011). Relevant scholarly work, which is apparently inadequate in quantity and
diversity, has called for more L2 learning anxiety research with specific reference to the area of
pronunciation (Bosmans & Hurd, 2016; Kralova et al., 2017). New studies appear to be necessary for
not only extending and augmenting the available literature by providing descriptive data about
different subject groups in different learning contexts, but also for informing all parties involved in
teaching and learning about the extent of the anxiety experienced, stimulating them to develop
strategies to deal with it. Hence, this study set out to explore the pronunciation anxiety of students
majoring in English language and literature and examine the effects of some learner characteristics
on pronunciation anxiety. The overarching research questions for the study were as follows:

1. What are the pronunciation anxiety levels of English major students?
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2. Does PA of English major students differ across different groups of gender, age, year of
study, perceived English proficiency, and prior L2 learning experience?

Method

Research Design

The present research was designed as a descriptive case study utilizing a questionnaire survey.
Questionnaires are extensively used in quantitative research as they provide the convenience of
obtaining sizeable data in a short period of time through easily processible forms (Dornyei, 2011).
This methodological approach was adopted in this study as the purpose of the current study was to
obtain average results for a group derived from the perceptions of its individual members.

Participants

The participants of this study were undergraduate students majoring in English language and
literature in a state university in eastern region of Tiirkiye in the 2022-2023 academic year. Total
population sampling was adopted in the determination of the participants; that is, all students in the
department were included in the study, excluding the seniors who were only four in total and
Ghanaian in majority. Learner characteristics determined to be tested in terms of their relation to PA
were determined as gender, age, year of education, perceived English proficiency and high school
department (foreign language department or others). Age, gender and level of education were
included as learner variables since they have been suggested to be among the biological/experiential
factors associated with phonological attainment (Moyer, 2004). Year of study and high school
department (foreign language department or others) were also included as it was recommended in
previous research that L2 learning experiences should be elucidated with regard to their potential
relation with PA (Baran-Lucarz & Lee, 2021). The frequencies and percentages of participant
characteristics are given in Table 1 below.

Table 1
Descriptive Values of Participant Characteristics
Variable f %
Gender Female 107 73.3
Male 35 24.0
Missing 4 27
Age 18-22 118 80.8
23 and above 26 17.8
Missing 2 1.4
Year of Study Preparatory 52 35.6
Freshmen 33 22.6
Sophomores 34 23.3
Juniors 27 18.5
Perceived L2 proficiency Low 19 13.0
Intermediate 117 80.1
High 9 6.2
Missing 1 0.7
High school department = Language Department 112 76.7
Others 30 20.5

525



Didem Erdel

Total 146 100

As shown in Table 1, approximately three-fourths (73.3 %) of the participant group consisted of
female students, whereas males composed only one-fourth (24.0 %) of the population. As regards
their age, the majority of the students were between 18-22 (80.8 %) while the other students were
determined to be over 23 (17.8). A relatively balanced distribution was observed in the year of study
variable. The grade with the highest number of students was the preparatory year (35.6 %), followed
by second year (23.3 %), first year (22.6 %) and third year (18.5 %), respectively. With respect to the
students” perceptions about their proficiency levels in English, it was observed that the majority
(80.1 %) reported to be of intermediate level proficiency. Those with low and high proficiency
perceptions were quite few in number (13.0 % and 6.2 %, respectively). The students were also asked
to provide information regarding the department they studied at high school so that their prior L2
learning experiences could be elicited. The students graduating from the foreign language
departments of high schools (76.7 %) were in majority in the study, whereas students of other
departments (sciences, social sciences or others) constituted only one-fifth (20.5 %) of the total group
of participants.

Data Collection

With the aim of obtaining data about the PA levels and the predetermined characteristics of the
participants, a questionnaire survey form was prepared. The survey form consisted of two sections,
tirst interrogating personal information and the latter presenting the Turkish version (Yagiz, 2018)
of the Measure of Pronunciation Anxiety in Foreign Language Classroom (MPA-FLC) developed by
Baran-Lucarz (2016). Although the students were majoring in English language, the version in their
native language was preferred due to concerns over the intelligibility and cultural transferability of
the English items.

The original MPA-FLC was a 6-points Likert-type scale comprising 5 subscales and 40 items,
whereas in the revised version, 15 items were removed due to validity concerns while the 5-factor
construct was preserved. The MPA-FLC subscales were determined as “classroom anxiety and FL
oral performance apprehension, fear of negative evaluation related to pronunciation, pronunciation
self-efficacy and self-assessment, pronunciation self-image, and beliefs” (Yagiz, 2018, p. 1520). The
conformability of the revised Turkish version was tested via validity and reliability tests. Validity of
the scale was assured with confirmatory factor analysis resulting with the values of RMSEA= .60,
RMR=.53, NFI=.95, NNFI=.97, CFI=.97, IFI=.97, RFI=.94, GFI=90, AGFI=.85, collectively indicating
perfect fit. Scale reliability was determined via internal consistency test of Cranbach’s Alpha, the
results ranging between .71-.90 for the subscales, and being .84 for the overall scale, demonstrating
high reliability (Yagiz, 2018). The Cronbach’s Alpha internal consistency value of the scale was
found .90 in the present study.

Once necessary permissions were obtained from Yagiz and the research ethics approval was granted
by Igdir University Scientific Research and Publication Ethics Committee with the document
number E-37077861-900-87068 on December 16, 2022, the researcher proceeded to the administration
of the survey.

Data Analysis

The collected research data were transferred into SPSS program. Missing values were replaced with
the mean values for scale items after confirming that their percentage in the overall data set was
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fewer than 2 % (Seger, 2015). Then the first item in the scale was reverse coded as it was negatively
worded. Testing the normality of population distribution was the next step, and the results are
provided in Table 2 below.

Table 2
Results for Normality of Distribution
Scale /Subscale N Kolmogorov-  Skewness Kurtosis
Smirnov p
MPA-FLC 146 .023* 129 -.841
Classroom Anxiety & Oral Perf. Apprehension 146 .017* 212 -.448
Fear of Negative Evaluation 146 .082 162 -.760
P. Self-Efficacy & Self-Assessment 146 .000** -213 -1.016
Pronunciation Self-Image 146 .000%* 403 -.768
Beliefs 146 .000** -.445 -.324

*p<.05; **p<.001

As shown in Table 2, although the skewness and kurtosis values were between the acceptable range
(Tabachnick & Fidell, 2013), the Kolmogorov-Smirnov results (p<.05, p<.001) indicated that
population distribution was non-normal for the overall scale and four subscales excluding the
subscale of fear of negative evaluation (p>.05). Therefore, both parametric and non-parametric tests
were used in the analysis of the relationship between learner variables and responses to the scale
and subscales.

Findings

With the aim of answering the first research question, descriptive values (mean, standard deviation,
minimum and maximum values) were determined on scale and subscale basis. The results are
displayed in Table 3 below.

Table 3

Descriptive Results for MPA-FLC and its Subscales
Scale /Subscale N Min Max X SD
MPA-FLC 146 1.36 5.32 3.17 .88
Classroom Anxiety & Oral Perf. Apprehension 146 1.00 6.00 3.42 1.01
Fear of Negative Evaluation 146 1.00 6.00 3.03 1.19
P. Self-Efficacy & Self-Assessment 146 1.00 5.33 3.15 1.09
Pronunciation Self-Image 146 1.00 5.25 2.63 1.07
Beliefs 146 1.00 6.00 3.72 1.15

Descriptive results given in Table 3 demonstrated that the overall PA of the research participants
was at a mild-to-moderate level (M=3.17+0.88). Regarding the subscale scores, it was found that the
sub-component with the highest mean value was “beliefs” (M=3.72+1.15), which was found to be at
a moderate level, followed by “classroom anxiety and FL oral performance apprehension”
(M=3.42+1.01), “pronunciation self-efficacy and self-assessment” (M=3.15+1.09), and “fear of
negative evaluation” (M=3.03+1.19), respectively. The PA component with the lowest rating, on the
other hand, was “pronunciation self-image” (M=2.63+1.07), which was found to be at a mild level
for the participating students.
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With an attempt to address the second research question, inferential statistics were used so as to
determine the differences across student groups of different characteristics. Independent samples t
test and one-way ANOVA were used to measure the differences across variable groups for the
subscale of “fear of negative evaluation,” whereas Mann Whitney U and Kruskal Wallis H were
administered for the overall scale and the other four subscales.

Table 4
Inferential Results for Differences across Gender Groups
Scale /Subscale Gender N Mean  Sum of U p
rank ranks
MPA-FLC Female 107 7586 8117.50 1405.50 .027*

Male 35 58.16  2035.20

Classroom Anxiety & FL Oral Perf. Apprehension Female 107 77.72  8316.00 1207.00 .002**
Male 35 5249  1837.00

Pronunciation Self-Efficacy& Self-Assessment Female 107 76.62  8198.50 1324.50 .009**
Male 35 55.84  1954.50

Pronunciation Self-Image Female 107 7256  7764.00 1759.00  .590
Male 35 68.26  2389.00
Beliefs Female 107 76.75 821250 1310.50 .008**
Male 35 55.44  1940.50
X SD t p
Fear of Negative Evaluation Female 107 3.07 1.21 914 .362

Male 35 2.85 1.18

*p<.05; *p<.01

As Table 4 displays, statistically significant differences were revealed between the responses of
female and male students for the overall MPA-FLC (U=1405.50; p<.05) and for three subscales,
namely “classroom anxiety and FL oral performance” (U=1207.00; p<.01), “pronunciation self-
efficacy and self-assessment” (U=1759.00; p<.01), and “beliefs” (U=1310.50; p<.01). The mean rank
values indicated that the female students had higher anxiety than the male students did on both
general pronunciation anxiety and subcomponent basis.

Table 5
Inferential Results for Differences across Age Groups
Scale /Subscale Age N Mean  Sum of U p
rank ranks
MPA-FLC 18-22 118 73.64  8690.00 1399.00  .483
23> 26 67.31  1750.00
Classroom Anxiety & Oral Perf. Apprehension  18-22 118 74.58  8800.50 1288.50  .202
23> 26 63.06  1639.50
P. Self-Efficacy& Self-Assessment 18-22 118 7233  8535.00 1514.00 917
23> 26 73.27  1905.00
Pronunciation Self-Image 18-22 118 71.87  8480.50 1459.50  .698
23> 26 75.37  1959.50
Beliefs 18-22 118 7150  8436.50 141550  .536
23> 26 77.06  2003.50
X SD T p
Fear of Negative Evaluation 18-22 118 3.07 1.23 1.533 132
>23 26 2.74 .93

The second participant characteristic interrogated in the study was age. As obvious in Table 5,
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responses of students from different age groups showed difference according to neither the overall
scale nor any of the subscales (p>.05). The result indicated that age was not a significant factor in the
students” perceptions regarding their pronunciation anxiety.

Table 6
Inferential Results for Differences According to the Year of Study
Scale /Subscale Year of study N Mean rank X2 p
MPA-FLC Prep. 52 72.86 930 818
Freshmen 33 70.33
Sophomores 34 79.37
Juniors 24 71.22
Classroom Prep. 52 67.15 5.190 .158
Anxiety & Freshmen 33 69.50
Oral Perf. Sophomores 34 87.47
Apprehension Juniors 24 73.02
P.Self- Prep. 52 72.78 1.671 .643
Efficacy& Self- Freshmen 33 74.74
Assessment Sophomores 34 79.57
Juniors 24 65.72
Pronunciation Prep. 52 74.12 1.039 792
Self-Image Freshmen 33 79.11
Sophomores 34 70.43
Juniors 24 69.33
Beliefs Prep. 52 82.02 4.394 222
Freshmen 33 68.24
Sophomores 34 74.07
Juniors 24 62.80
X SD F p
Fear of Prep. 52 3.14 1.15 213 .887
Negative Freshmen 33 291 1.24
Evaluation Sophomores 34 3.09 1.35
Juniors 24 3.14 1.03

As the third participant characteristic, the students’ year of study at the department was tested with
respect to its effect on students” perceptions about their PA. The results displayed in Table 6 above
demonstrated that the students’ year of study was not a significant determinant of their perceived
PA (p>.05).
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Table 7
Inferential Results for Differences According to Perceived L2 Proficiency
Scale /Subscale Perceived N Mean X2 p
L2 rank
Proficiency
MPA-FLC Low 19 7692 12952  .002**
Intermediate 117 76.12
High 9 2422
Classroom Anxiety & Oral Perf. Apprehension Low 19 75.34 16.708  .000***
Intermediate 117 76.88
High 9 17.67
P.Self-Efficacy& Self-Assessment Low 19 7271 8.370 .015*
Intermediate 117  76.03
High 9 3417
Pronunciation Self-Image Low 19  91.66 13.486  .001**
Intermediate 117 73.32
High 9 2950
Beliefs Low 19 68.58 7.361 .025%
Intermediate 117 76.42
High 9 3783
X SD F p
Fear of Negative Evaluation Low 19 311 .98 2.234 A11
Intermediate 117  3.09 1.23
High 9 2.23 .84

*p<.05; **p<.01; **p<.001

The students” perceptions regarding their proficiency in English language was another learner

variable tested in relation to PA in the study. According to the results in Table 7, the students’

perceptions about their PA were affected by their perceptions about their L2 levels. For the general
MPA-FLC, it was found that anxiety decreased as L2 proficiency increased (X?= 12.952; p<.01).
Excluding “fear of negative evaluation” (p>.05), all subscales demonstrated statistically significant

differences across perceived proficiency levels. The subscale with the greatest significant differences

in responses was determined as “classroom anxiety and FL oral performance apprehension” (X?=

16.708; p<.001). For both the overall scale and the subscales, the mean rank values for students with

low and intermediate proficiency perceptions was much greater than that of those with high

proficiency perceptions.
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Table 8
Inferential Results for Differences According to High School Department
Scale /Subscale Department N Mean Sum of U p
rank ranks
MPA-FLC FL 112 75.09 8410.00  1278.00 .044*
other 30 58.10 1743.00
Classroom Anxiety & Oral Performance FL 112 75.05 8405.50  1282.50 .047%
other 30 58.25 1747.50
P.Self-Efficacy& Self-Assessment FL 112 72.36 8104.00  1584.00 .630
other 30 68.30 2049.00
Pronunciation Self-Image FL 112 73.28 8207.00  1481.00 319
other 30 64.87 1946.00
Beliefs FL 112 76.14 8527.50  1160.50 .009**
other 30 54.18 1625.50
X SD t p
Fear of Negative Evaluation FL 112 3.10 1.20 1.897 .060
other 30 2.65 .007
*p<.05; *p<.01

The final learner variable examined in relation to PA was the students’ prior English learning
experiences, and in order to obtain relevant data, the students were asked to specify whether they
were in the foreign language department or other departments at high school. The analysis results
presented in Table 8 above indicated significantly higher PA levels for those studying at the foreign
language classes (U=1278.00; p<.05). The L2 classroom anxiety and oral performance apprehension
were also higher for these students (U= 1282.50; p<.05). Lastly, beliefs of FL. department graduates
about the pronunciation learning process and its significance for communication were also found to
be significantly different and rather negative when compared to those from the non-FL high school
departments (U= 1160.50; p<.01).

Discussion

It is very common among Turkish EFL learners to hold the belief that correct pronunciation is about
native-like accent, and furthermore, those who totally confuse the concept of pronunciation with
accent are not few. With the belief that they do not sound natural, even when they pronounce words
accurately, some students feel stressed and embarrassed due to their non-native, or Turkish-English,
accent. The study results demonstrating that the students did not suffer from high levels of PA might
be evaluated as satisfactory although mild or moderate levels should also be approached with
caution as relevant research has shown that increasing PA may lead to lower pronunciation
performance. Baran-Lucarz (2013) examined the association between phonetics learning anxiety and
pronunciation performance of a group of tertiary-level Polish EFL students and revealed significant
negative correlation between the students’ apprehensive reactions and their pronunciation test
scores. As Young (1991, p. 428) asserts, this might be explained with the case that some students may
regard pronunciation as the most important element of communication, and become discouraged
and distressed when they cannot attain fluency in the target language in a short time, as a result of
which anxiety arouses as “beliefs and reality clash”. Speaking of beliefs, the results showed that L2
learner beliefs about pronunciation learning and its function in communication was the PA
subcomponent with the highest rating in the study. The subscale items subsumed under beliefs
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involved the assertion of the weirdness of some sounds in English or the difficulty of English
pronunciation, and scoring higher in this subscale indicated that the students held some negative
preconceptions about pronunciation. It is possible to alleviate these negative student perceptions by
L2 educators’ guidance on acquiring sound and accurate knowledge about the place and importance
of pronunciation among other communicative skills so that the students” PA would not amount to
a debilitating extent.

As another noteworthy result of the study, female students were found to have higher PA than their
male peers did. Among previous works addressing PA and gender relationship, two studies
reported supporting results, i.e. higher pronunciation anxiety levels for female students (Tekten,
2020; Yilmaz, 2019), whereas one study found no significant association between PA and gender
(Kafes, 2018). The higher PA results for female students might be explained with a general tendency
of females toward L2 anxiety as highlighted in previous L2 anxiety research (Park & French, 2013;
Piniel & Zolyami, 2022).

The students’” age and year of study did not produce significant differences in their PA levels.
Apparently, the students” perceptions regarding their PA did not change as the years advanced.
Among all PA studies reviewed thus far, Tekten’s (2020) was the only work addressing the age-PA
relationship, which was found insignificant in the same vein as the present study. Concerning the
year of study and PA relationship, no comparable results were found in available literature.

Another learner characteristic in significant relationship with PA was the students’ perceived L2
proficiency. The participants with the perception of lower levels of English proficiency reported
greater PA, whereas those regarding themselves as high-level L2 learners reported much less PA.
This result does not appear surprising since, as mentioned earlier, PA is considered to be quite
associated with language ego and self-confidence. That the pronunciation self-image, self-efficacy
and self-assessment aspects of PA were also found to be lower for the high-level students confirms
the premise that the students’ self-perceptions affect their pronunciation anxiety. Previous PA
research lends support to these results. Yilmaz (2019) similarly found that those students with high-
level perceived L2 proficiency had lower PA. Kafes (2018) more specifically focused on the perceived
pronunciation competence and PA relationship and found that the students who perceive their
pronunciation skills weak had the highest PA while those perceiving their pronunciation skills as
more advanced reported the lowest PA. Aside from the perceived proficiency levels, the actual L2
proficiency was also found to be in a meaningful relationship with pronunciation anxiety. Tekten
(2020), for instance, demonstrated higher PA for students of lower proficiency levels.

The final factor tested with reference to its relationship with PA was high school department (foreign
language or others), which was interrogated with the aim of obtaining information about the
students’ prior L2 learning experiences. The foreign language department students, who received
more intensive L2 education at high school, reported higher PA. They also reported higher L2
classroom anxiety and oral performance apprehension and more apprehensive beliefs about
pronunciation. Similar to the present study, Kafes (2018) found that the students taking intensive
English language courses before entering university had demonstrated higher PA than their peers
did. These results might be related to the negative learning experiences, particularly inside the
classroom, which may have developed over-sensitivity in these students toward correct
pronunciation since, as mentioned above, it is quite common in language classrooms to be ridiculed
for speaking Turkish-accented English. The students receiving more intensive language education
carry the potential to experience negative, mocking, or even humiliating reactions more frequently
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and may develop higher anxiety accordingly.

Conclusion and Recommendations

This study sought to explore pronunciation anxiety, a relatively underexplored territory of foreign
language learning anxiety, by examining the relevant self-perceptions of a group of English major
students at a state university in Tiirkiye. The research also involved determining the effects of some
learner variables on perceived PA. The results eventually revealed mild-to-moderate PA for the
participant students and significant differences in students’ PA depending on gender, perceived L2
proficiency and prior L2 learning experiences.

There is a general consensus among many educational psychologists that anxiety to an extent may
be facilitating. Preventing anxiety from reaching a debilitative intensity may be accomplished with
teacher support and guidance (Horwitz, 2001; Martin et al., 2022). As advocated by Horwitz et al.
(1986), teachers might help their students cope with anxiety by teaching them how to handle
situations inducing anxiety and by creating less stressful learning environments. As regards anxiety
specific to pronunciation, the issue that language teachers should pay attention to first and foremost
is correct pronunciation modelling, which will enable students to acquire correct forms in the target
language subconsciously, thus eliminate the risk of discouraging reactions from their interlocutors
and enhance their pronunciation self-confidence. Secondly, teachers should spare time in their
classes for elaborating on the current approaches highlighting the precedence of the intelligibility of
a message and effective communication over accurate pronunciation within such frameworks as
World Englishes and English as a lingua franca (ELF). This might reduce the possibility of PA by
relieving the students of inaccurate assumptions and negative beliefs.

A number of limitations should be acknowledged with respect to the present study. As the research
was administered in a single setting with a limited number of participants, the results may not be
transferable to different contexts or wider populations. Another source of ambiguity is the
supposition that all participants responded to the self-report scale honestly and sincerely and that
all possible measurement errors were discarded. Notwithstanding these drawbacks, this study
offers insights into and lay premise for the areas related to both language learning anxiety and
teaching/learning pronunciation. More research is required in order to specify the determinants or
predictors of PA and effective approaches to alleviate it.
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Bu calisma, Ingilizce ogrenenlerin telaffuz kaygisini betimsel bir yaklagimla
arastirmay1 amaglamaktadir. Arastirmanin katilimcilary, 2022-2023 akademik yilinda
Tiirkiye'de bir devlet iiniversitesinde 6grenim goren Ingilizce Dili ve Edebiyat: Lisans
Programi 6grencileridir. Arastirma verileri, Yabanc1 Dil Sinifinda Telaffuz Kaygisi
Olgegi (MPA-FLC) ve kisisel bilgiler boliimiinden olusan bir anket formu araciligiyla
toplanmis ve SPSS'de istatistiksel testler araciligiyla analiz edilmistir. Bulgular,
Ogrencilerin hafif ile orta diizeyde telaffuz kaygisi hissettiklerini ve en yiiksek
derecedeki telaffuz kaygisi alt boyutunun, telaffuza ve onun iletisimsel bir beceri
olarak 6nemine dair inanglar oldugunu gostermistir. Calisma ayrica bazi dgrenen
Ozelliklerinin telaffuz kaygisi tizerindeki etkilerini incelemeyi amaglamistir. Sonuglar,
dgrencilerin cinsiyetinin, algilanan Ingilizce yeterliliginin ve onceki dil 6grenme
deneyimlerinin kaygi diizeylerini etkiledigini, yas ve boliimdeki 6grenim yih
degiskenlerinin ise 6grenci yanitlar1 iizerinde anlaml bir etkiye sahip olmadigimni
gostermistir. Kadinlar, yeterlik algis1 daha diisiik olan 6grenciler ve lisede yabanci dil
boliimlerinde yogun Ingilizce dil egitimi alanlar daha yiiksek telaffuz kaygist
bildirmistir. Sonuglar, mevcut alan yazin 1s1ginda tartisilarak gelecek arastirmalar igin
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Giris

Duyussal faktorlerin 6grenme tizerindeki etkisini inceleyen ilk calismalar, yirminci yiizyilin ikinci
yarisinda ortaya c¢ikmig, takip eden yillarda duyussal bir faktér olan kayg: ikinci dil edinimi
kapsaminda arastirmacilarin biytiik ilgisini ¢ekmistir. Horwitz ve digerleri (1986, s. 128)
ikinci/yabanci dil (D2) 6grenme kaygisini 6grenci performansini engelleyen, duruma 6zgii bir yap1
olarak kavramsallastirmis ve onu “dil 6grenme siirecinin benzersizliginden kaynaklanan, sinifta
ogrenmeyle ilgili 6z-algilarin, inanglarin, duygularin ve davraniglarin farkli bir birlesimi” olarak
tanimlamigtir. Bu tiir kaygiya sahip yabana dil ogrencileri, kisisel performanslarmin
degerlendirilmesinde daha kati kriterlere sahip olarak, 6zellikle hatalar yaparak, daha sik erteleme
davraniglar sergileyerek ve baskalari tarafindan degerlendirilme konusunda daha fazla endise
duyarak akranlarindan farklihik gosterirler (Gregersen ve Horwitz, 2002). Bu alanda yapilan
aragtirmalar, kaygiyr hem genel olarak D2 6grenimi (Cheng ve digerleri, 1999; Gregersen ve
Horwitz, 2002; Horwitz, 2001, 2010; Horwitz ve digerleri, 1986; Scovel, 1978) hem de konusma
(Woodrow, 2006; Young, 1990), dinleme (Bekleyen, 2009; Chang, 2008; Elkhafaifi, 2005; Vogely,
1998), okuma (Saito ve digerleri, 1999) ve yazma (Atay ve Kurt, 2006; Cheng, 2002; Cheng ve
digerleri, 1999) becerileri baglaminda ele almistir. Sonug olarak, tiim dil becerine dair kaygilarin
genel yabana dil kaygisindan, degisen derecelerde, farklilik gosterdigi kabul edilmistir (Horwitz,
2001).

Sozlii performans, kaygimnin en siddetli veya en sik goriildiigii dil alani olarak tanimlanmistir (Baran-
Lucarz, 2013; Horwitz, 2010; Phillips, 1992). Telaffuz, kelimeleri tanima (Kafes, 2018) ve ifadelerin
net bir sekilde anlagilmasindaki islevi nedeniyle sozlii iletisimin 6nemli bir parcas1 olmakla birlikte,
telaffuzun dil egosu (Guiora ve digerleri, 1972), kimlik ve 6zgiiven ile giiglii bir iliski i¢inde oldugu
ileri siirtilmiistiir (Kralova ve digerleri, 2017). Bu iliskiye baglh olarak, yanlis telaffuz, bazi1 yabanc
dil 6grencileri tarafindan bir ego tehdidi olarak algilanip kaygiya yol agabilmektedir (Baran-tucarz,
2014). Bu durum ise kaygimnin néro-miiskiiler sistem tizerindeki olumsuz etkileri sebebiyle iletisimin
parcasal (linliiler ve iinstizler) ve pargcalar tstii (stres, tonlama, ritim vb.) birimlerinin kontroliinii
zorlastirmaktadir (Szyszka, 2017). Tiim bu sebeplerden dolayi, telaffuz kaygis1 akademik olarak
arastirilmaya baglanmistir (Suzukida, 2021).

Baran-Lucarz (2013), telaffuz kaygisina (bundan sonra TK) miinferit bir ikinci dil beceri kaygs tiirii
olarak yaklasan ilk isim olarak ©ne ¢ikmaktadir. TK'y1 “olumsuz/diisiik telaffuz 6z algisi ve
telaffuzla ilgili inan¢ ve korkular nedeniyle sozlii-iletisimsel durumlarda anadili olmayanlarin
yasadig1 endise duygusuna karsilik gelen ¢ok boyutlu bir yap1” olarak tanimlamakta (Baran-Lucarz,
2014, s.453) ve onu iki kuramsal temel {izerinde kavramsallastirmaktadir. Bunlardan birincisi, ti¢
boyutla (bilissel, fizyolojik ve davranigsal) karakterize edilen psikolojik bir yap1 olan kaygi teorisi
iken, ikincisi, farkl dil alanlarindaki kaygilar1 ayr1 yapilar olarak ele alan, daha dar kapsaml bir dil
kaygis1 olarak agiklanabilir (Baran-Lucarz, 2014). TK, Baran-tucarz (2014) tarafindan gelistirilen bir
model ile dort temel bilesenin ortak bir sonucu olarak kuramlastirilmistir. Bu bilesenler 6z algilar,
yani telaffuz becerileriyle ilgili 6z degerlendirme ve 6z yeterlilik, olumsuz degerlendirilme korkusu,
telaffuz 6z imgesi, ve son olarak telaffuz 6grenme siireci ve bunun iletisimsel becerilerin gelisimi
i¢in 6nemi ile ilgili inanglar olarak belirlenmistir (Baran-Lucarz, 2014).

TK, gerekli fonetik yeteneklere, anadili Ingilizce olanlar gibi konusmak icin yiiksek motivasyona ve
ikinci dil 6grenmeye yonelik olumlu tutumlara sahip baz1 dil 6grencilerinin telaffuzlarinda hala
sinirli ilerleme goriilmesinin sebebi olarak degerlendirilmektedir (Baran-Lucarz, 2013). TK, hem D2
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sinifinda hem de sinif disindaki gercek yasam diyaloglarinda gozlemlenebilmektedir (Baran-Lucarz,
2016). TK, dilden ziyade duygu temelli bir kavram olarak kabul edilir (Kafes, 2018) ve en sik olarak
yabancl dil 6grenen kisilerin aksanlarmin kotii oldugunu diistindiiklerinde hissettikleri utang
sonucu ortaya ciktigr bildirilmektedir (Price, 1991). Ayrica, TK'nin ikinci dil 6grenme baglaminda
iletisim kurma isteginin ve sozlii ¢ikti miktarmin 6nemli bir belirleyicisi oldugu kanitlanmistir
(Baran-Lucarz, 2014).

Telaffuz kaygisina iliskin deneysel arastirmalar, son on yilda yapilan gesitli ¢alismalarla sinurhidir.
TK ile ilgili 6nciil ¢calismalar, Baran-Lucarz (2013, 2014, 2016) tarafindan yiiriitiilen birka¢ ardisik
calismay1 icermektedir. Daha sonra Kralova ve digerleri (2017), bir grup Slovak Ingilizce 6grencisine
psiko-sosyal egitimle birlikte yogun telaffuz egitimi saglayan bir miidahale ¢alismasi yiiriitmiistiir.
Egitimden 6nce ve sonra 6grencilerin TK's1 6l¢iilmiis ve uygulamadan sonra kayg diizeylerinde bir
azalma tespit edilmistir. Yakin tarihli bir ¢alismada ise Baran-bucarz ve Lee (2021), TK ile
iliskilendirilen faktorleri arastirmis ve hedef dilde iletisim kurma isteginin TK'min en Snemli
belirleyicisi oldugunu ve ikinci dilden almman zevkin 6zellikle algilanan L2 yeterliligi daha diistik
seviyedeki 6grenciler i¢in TK ile anlamli iligkisi olan diger bir faktor oldugunu bildirmislerdir.

Tiirkiye'de, yapilan alan yazin arastirmasma gore, bagimsiz bir yap: olarak TK'ya odaklanan iki
deneysel arastirma makalesi ve iki yiiksek lisans tezi bulunmaktadir. Makalelerden birinde Yagiz
(2018), Baran-Lucarz (2016) tarafindan gelistirilen Yabanci Dil Sinifinda Telaffuz Kaygisi Olgegi'ni
(MPA-FLC) Turk dili ve kiiltiirtine uygun bir dlgek elde etmek amaciyla uyarlamis ve revize
etmistir. Ayni y1l yayinlanan diger makalede Kafes (2018), 75 hizmet 6ncesi Ingilizce 6gretmeninin
TK'sim1 aragtirmigtir. Sonuglar, orta diizeyde TK'min ve onceki D2 6grenme deneyimlerinin,
algilanan telaffuz yetkinliginin ve algilanan TK'nin asil TK seviyeleri {izerinde 6nemli etkileri
oldugunu ortaya gikarmistir. Yiiksek lisans tezleri ise takip eden yillarda tamamlanmistir. Yilmaz
(2019), hazirhk sinifindaki Ingilizce 6grencilerinin TK seviyelerine iliskin betimsel bir aragtirma
gerceklestirmis ve katilan 6grenciler i¢in hafif diizeyde TK'min yani sira bazi degiskenlerin algilanan
kayg diizeyleri tizerinde anlaml etkileri oldugunu bildirmistir. Bir yil sonra Tekten (2020), TK'y1
yeniden kavramsallastirilmis D2 motivasyon sistemi gergevesinde incelemis ve TK'nin gelecek D2
telaffuz benlik kavramini belirledigi ve cinsiyet, dil yeterliligi, yurtdis1 deneyimi ve D2 6grenme
stiresinin TK'y1 etkileyen degiskenler arasinda oldugu sonucuna varmustir.

Kayginin D2'yi 6grenme ve kullanma tizerindeki olumsuz etkileri yapilan calismalarla ortaya
konmustur (Baran-bucarz ve Lee, 2021; Horwitz, 2001, 2010; MacIntyre ve Gardner, 1989;
Onwuegbuzie ve digerleri, 1999) ve kaygili 6grenciler icin telaffuzun endise uyandiran bir dil alan
oldugu gosterilmistir (Szyszka, 2011). Bu alanda yeterli sayida ve farkli ¢alismalarin olmayist
ozellikle telaffuz 6grenimi baglaminda yabanci dil 6grenme kaygisinin arastirilmasini gerekli
kilmaktadir (Bosmans ve Hurd, 2016; Kralova ve digerleri, 2017). Farkl1 6grenme baglamlarindaki
farkli 6grenen gruplari hakkinda betimsel veriler saglayarak mevcut literatiirii genisletmek ve
desteklemenin yani sira, ayn1 zamanda Ogretme ve 0grenmeye dahil olan tiim taraflar1 yasanan
kayginin boyutu hakkinda bilgilendirmek, onlar1 bu kaygiyla basa ¢ikmak i¢gin stratejiler gelistirme
konusunda harekete gegirmek icin yeni arastirmalar gerekli goriilmektedir. Bu nedenle, bu ¢alisma,
Ingiliz dili ve edebiyati alaninda lisans egitimi alan 6grencilerin telaffuz kaygilarini arastirmak ve
bazi 6grenci Ozelliklerinin telaffuz kaygilar tizerindeki etkilerini incelemek amaciyla yapilmstir.
Calismanin baglica arastirma sorular1 asagidaki gibidir:

1. Ingilizce alan1 &grencilerinin telaffuz kayg: diizeyleri nedir?
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2. Ingilizce alan1 6grencilerinin TK's1 cinsiyet, yas, 6grenim yili, algilanan Ingilizce yeterliligi
ve onceki D2 6grenme deneyimi gibi degiskenlere gore farklilik gostermekte midir?

Yontem
Arastirma Deseni

Bu arastirma, bir anket arastirmasmnin kullanildigi betimsel bir durum ¢alismasi olarak
tasarlanmistir. Anketler, kolayca islenebilir yapida olmalar sayesinde kisa siirede biiyiik miktarda
veri elde etme kolaylig1 sagladig icin nicel arastirmalarda yaygin olarak kullanilmaktadir (Dornyei,
2011). Bu calismanin amaci, bir grubun bireysel {iyelerinin algilarindan elde edilen ortalama
sonuglara ulasmak oldugundan, ¢alismada bu metodolojik yaklasim benimsenmistir.

Katilimcilar

Bu c¢alismanin katilimcilari, 2022-2023 egitim Ogrenim yilinda Tiirkiye'nin Dogu Anadolu
Bolgesindeki bir devlet iiniversitesinde Ingiliz dili ve edebiyati bdliimiinde okuyan lisans
ogrencileridir. Katilimcilarin belirlenmesinde tam sayim Orneklemesi benimsenmis; diger bir
deyisle, boliimdeki tiim 6grenciler (toplamda sadece dort kisiden olusan ve cogunlugu Ganali olan
son sinif Ogrencileri harig) ¢alismaya dahil edilmistir. TK ile iliskisi a¢isindan test edilmek tizere
belirlenen 6grenen 6zellikleri cinsiyet, yas, 6grenim yili, algilanan ingilizce yeterliligi ve lise boliimii
(yabanc dil boliimii veya digerleri) olarak belirlenmistir. Yas, cinsiyet ve egitim diizeyinin fonolojik
kazanimla iligkili biyolojik/deneysel faktorler arasinda olmalar1 sebebiyle 6grenen degiskenleri
olarak aragtirmaya dahil edilmistir (Moyer, 2004). Ogrenim y1ili ve lise boliimii (yabanci dil boliimii
veya digerleri) degiskenleri ise 6nceki arastirmalarda ikinci dil 6grenme deneyimlerinin TK ile olas1
iligskileri agisindan agiklanmasi gerektigi dile getirilmis oldugundan (Baran-Lucarz & Lee, 2021)
aragtirma kapsaminda bagimsiz degisken olarak belirlenmistir. Katiimar 6zellikleri yiizde ve
frekans degerleri ile asagida yer alan Tablo 1'de verilmistir.

Tablo 1
Katilimer Ozelliklerine Ait Betimsel Degerler
Degisken f %
Cinsiyet Kadin 107 73.3
Erkek 35 24.0
Belirtilmemis 4 2.7
Yas 18-22 118 80.8
23 ve tizeri 26 17.8
Belirtilmemis 2 1.4
Ogrenim yil Hazirlik 52 35.6
1.5muf 33 22.6
2.Smuf 34 23.3
3.Smuf 27 18.5
Algilanan D2 yeterliligi Diisiik 19 13.0
Orta 117 80.1
Yiiksek 9 6.2
Belirtilmemis 1 0.7
Lise boliimii Y. Dil boliimii 112 76.7
Diger 30 20.5
Toplam 146 100
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Tablo 1'de, katihmcr grubun yaklasik dortte tiglinii (%73,3) kiz 6grenciler olustururken, erkeklerin
toplam saymin sadece dortte birini (%24,0) olusturdugu goriilmektedir. Yaslarna bakildiginda
ogrencilerin biiyiik cogunlugu 18-22 (% 80,8) arasinda iken, diger 6grencilerin 23 ve iizerinde (17,8)
oldugu belirlenmistir. Ogrenim yili degiskeninde nispeten daha dengeli bir dagilim gdzlenmistir.
En fazla 6grencinin bulundugu sinif hazirlik simfi (%35,6) iken, onu ikinci sinif (%23,3), birinci sinuf
(%22,6) ve ticlincii sinif (%18,5) takip etmektedir. Ogrencilerin Ingilizce yeterlik diizeylerine iliskin
algilarma bakildiginda ise cogunlugun (%80,1) orta diizeyde yeterlilige sahip oldugu ve yeterlilik
algis1 diisiik ve yiiksek olanlarin oldukg¢a az oldugu (sirasiyla %13.0 ve %6.2) goriilmiistiir.
Ogrencilerin 6nceki D2 6grenme deneyimlerini belirlemek amaciyla lisede okuduklari béliimle ilgili
bilgi vermeleri istenmistir. Arastirmada liselerin yabanci dil boliimlerinden mezun olan 6grenciler
(%76,7) cogunluktayken, diger boliimlerin (fen bilimleri, sosyal bilimler veya diger) 6grencileri
toplam katilimc grubunun yalnizca beste birini (%20,5) olusturmustur.

Verilerin Toplanmasi

Katilmcilarin TK diizeyleri ve belirlenen bireysel 6zellikleri hakkinda veri elde etmek amaciyla bir
anket formu hazirlanmistir. Anket formu, Baran-Lucarz (2016) tarafindan gelistirilen Yabanci Dil
Sinifinda Telaffuz Kaygisi Olgegi'nin (MPA-FLC) Tiirkge versiyonu (Yagiz, 2018) ve kisisel bilgilerin
talep edildigi iki boliimden olugmaktadir. Ogrencilerin Ingilizce dilinde egitim almalarma ragmen,
Ingilizce maddelerin anlasilirlig1 ve kiiltiirel olarak aktarilabilirligi konusundaki endigeler nedeniyle
Olcegin Tiirkgeye uyarlanmis versiyonu tercih edilmistir.

Orijinal MPA-FLC, 5 alt 6l¢ek ve 40 maddeden olusan 6'l1 Likert tipi bir 6lgek iken, revize edilmis
versiyonunda gegerlilik gerekce gosterilerek 15 madde ¢ikarilmis, ancak 5 faktorlii yap:
korunmustur. MPA-FLC alt 6lgekleri “smif kaygis1 ve yabanci dil sozlii performans endisesi,
telaffuzla ilgili olumsuz degerlendirilme korkusu, telaffuza dair 6z yeterlik ve 6z degerlendirme,
telaffuz 6z imgesi ve inanglar” olarak belirlenmistir (Yagiz, 2018, s. 1520). Revize edilen Tiirkge
versiyonun uygunlugu gecerlilik ve giivenilirlik analizleri ile test edilmistir. Olgegin gegerligi
dogrulayici faktor analizi sonucunda (RMSEA= .60, RMR=.53, NFI=.95, NNFI=97, CFI=.97, IFI=.97,
RFI=.94, GFI=.90, AGFI=.85) cok iyi uyum gostermistir. Olgegin giivenirligi Cranbach’s Alpha ig
tutarlilik testi ile belirlenmis, hem alt 6lgekler i¢in (a =.71-.90) hem de dlgegin tamamu igin (a =.84)
olmasi yiiksek giivenirlik gostermistir (Yagiz, 2018). Bu c¢alismada Cronbach Alpha i¢ tutarlilik
degeri .90 olarak bulunmustur.

Yagiz'dan gerekli izinler alindiktan ve Igdir Universitesi Bilimsel Arastirma ve Yaym Etik Kurulu
tarafindan 16 Aralik 2022 tarih ve E-37077861-900-87068 belge numarasi ile arastirma etigi onay1
alindiktan sonra arastirmaci tarafindan anketin uygulanmasina gegilmistir.

Verilerin Analizi

Toplanan arastirma verileri SPSS programina aktarilmistir. Eksik degerler, toplam veri setindeki
ylizdelerinin %2'den az oldugu dogrulandiktan sonra, 6lcek maddelerinin ortalama degerleri ile
degistirilmistir (Seger, 2015). Daha sonra Olgekteki ilk madde olumsuz ifade edildigi igin ters
kodlanmustir. Bir sonraki adimda popiilasyon dagilim normalligi test edilmistir ve sonuglar Tablo
2'de sunulmustur.
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Tablo 2
Dagilim Normalligine Dair Sonuglar
Olgek/Alt 6lcek N Kolmogorov- Carpiklik Basiklik
Smirnov p
MPA-FLC 146 .023* 129 -.841
Smif Kaygisi ve Y. Dil Sozlii Perf. Endisesi 146 .017% 212 -.448
Olumsuz Degerlendirilme Korkusu 146 .082 162 -.760
T. Oz Yeterlik & Oz Degerlendirme 146 .000** -213 -1.016
Telaffuz Oz imgesi 146 .000** 403 -.768
Inanclar 146 .000** -.445 -.324
*p<.05; *p<.001

Tablo 2'de goriildiigii gibi ¢arpiklik ve basiklik degerleri kabul edilebilir sinirlar arasinda olmasina
ragmen (Tabachnick & Fidell, 2013), Kolmogorov-Smirnov sonuglarina gore (p<.05, p<.001) olumsuz
degerlendirilme korkusu alt 6lgegi (p>.05) hari¢ olmak tizere dlgegin tamamai ve dort alt boyutu igin
popiilasyon dagiliminin normal olmadig) tespit edilmistir. Bu nedenle 6grenen degiskenleri ile 6lgek
ve alt 6lgeklere verilen yanitlar arasindaki iliskinin analizinde hem parametrik hem de parametrik
olmayan testler kullanilmigtir.

Bulgular

Birinci arastirma sorusunu cevaplamak amaciyla dlgek ve alt olgek bazinda betimsel bulgular
(ortalama, standart sapma, minimum ve maksimum degerler) elde edilmistir. Sonuglar asagidaki
tabloda gosterilmektedir.

Tablo 3
MPA-FLC ve Alt Olcekleri Icin Betimsel Bulgular
Olgek/Alt 6lcek N Min Max X SS
MPA-FLC 146 1.36 5.32 3.17 .88
Sinif Kaygisi ve Y. Dil Sozlii Perf. Endisesi 146 1.00 6.00 3.42 1.01
Olumsuz Degerlendirilme Korkusu 146 1.00 6.00 3.03 1.19
T. Oz Yeterlik & Oz Degerlendirme 146 1.00 5.33 3.15 1.09
Telaffuz Oz Imgesi 146 1.00 5.25 2.63 1.07
Inanclar 146 1.00 6.00 3.72 1.15

Tablo 3'te verilen betimsel analiz sonuglari, arastirma katilimcilarinin genel TK'sinin hafif-orta
diizeyde oldugunu gostermistir (M=3.17+0.88). Alt 6l¢cek puanlarina bakildiginda ortalama degeri
en yliksek olan alt bilesenin orta diizeyde bulunan “inanglar” (M=3,72+1,15) oldugu ve onu “smif
kaygis1 ve soOzlii performans endisesi” (M=3.42+1.01), “telaffuza dair 0z vyeterlik ve 0z
degerlendirme” (M=3.15+1.09) ve “olumsuz degerlendirilme korkusunun” (M=3.03+1.19) takip ettigi
gorilmiistiir. En diisiik degerler “telaffuz 6z imgesi” (M=2.63+1.07) igin belirlenmis olup,
ogrencilerde bu TK boyutu hafif diizeyde bulunmustur.

Tkinci arastirma sorusunu cevaplamak amaciyla, farkli dzelliklere sahip 6grenci gruplari arasindaki
farkliliklar1 belirlemek igin ¢ikarimsal istatistikler kullanmilmistir. “Olumsuz degerlendirilme
korkusu” alt 6lgeginde degisken gruplar arasi farkliliklar: 6l¢gmek icin bagimsiz drneklem t testi ve
tek yonlii ANOVA kullanilirken, 6lgek geneli ve diger dort alt boyut icin Mann Whitney U ve
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Kruskal Wallis H uygulanmastir.

Tablo 4
Cinsiyet Gruplar1 Arasindaki Farkliliklara Dair Cikarimsal Sonuclar
Olgek/Alt dlgek Cinsiyet N Sira Sira U p
Ort. Top.
MPA-FLC Kadin 107 7586  8117.50 1405.50 .027*

Erkek 35 58.16  2035.20
Simaf Kaygisi ve Y. Dil So6zlii Perf. Endisesi Kadin 107 77.72  8316.00 1207.00 .002**
Erkek 35 52.49  1837.00

T. Oz Yeterlik & Oz Degerlendirme Kadin 107 76.62 819850 132450 .009**
Erkek 35 55.84  1954.50
Telaffuz Oz Imgesi Kadmn 107 7256  7764.00 1759.00 .590
Erkek 35 68.26  2389.00
Inanclar Kadin 107 76.75 821250 1310.50 .008**
Erkek 35 55.44  1940.50
X SS t p
Olumsuz Degerlendirilme Korkusu Kadin 107 3.07 1.21 914 .362
Erkek 35 2.85 1.18
*p<.05; **p<.01

Tablo 4'te goriildiigti gibi, kadin ve erkek ogrenciler arasinda hem genel MPA-FLC (U=1405.50;
p<.05) hem de “simf kaygisi ve sozlii performans endisesi” (U= 1207.00; p<.01), “telaffuz 6z yeterlik
ve 0z degerlendirme” (U=1759.00; p<.01) ve “inanglar” (U=1310.50; p<.01) alt boyutlarinda anlamh
farkliliklar gozlenmistir. Kadin 6grencilerin hem genel telaffuz kaygis1 hem de alt bilesenler igin
erkek 6grencilere gore daha yiiksek kaygiya sahip oldugu goriilmiistiir.

Tablo 5
Yas Gruplar: Arasindaki Farkliliklara Dair Cikarimsal Sonuglar
Olgek/Alt 6lcek Yas N Sira Sira U p
Ort. Top.
MPA-FLC 18-22 118 73.64  8690.00 1399.00  .483
23> 26 67.31  1750.00
Sinif Kaygisi ve Y. Dil Sozlii Perf. Endisesi 18-22 118 74.58  8800.50 1288.50 202
23> 26 63.06  1639.50
T. Oz Yeterlik & Oz Degerlendirme 18-22 118 7233 8535.00 1514.00 917
23> 26 73.27  1905.00
Telaffuz Oz imgesi 18-22 118 71.87  8480.50 1459.50 .698
23> 26 75.37  1959.50
Inanclar 18-22 118 71.50  8436.50 1415.50 .536
23> 26 77.06  2003.50
X SS t p
Olumsuz Degerlendirilme Korkusu 18-22 118 3.07 1.23 1.533 132
>23 26 2.74 .93

Calismada incelenen diger bir 6grenci 6zelligi yas olmustur. Tablo 5'te goriildiigii gibi, farkli yas
gruplarindan 6grencilerin cevaplar1 dlgegin geneline veya herhangi bir alt boyuta gore farklilik
gostermemistir (p>.05). Sonug, 6grencilerin telaffuz kaygilarina iliskin algilarinda yasin énemli bir
faktor olmadigini gostermistir.
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Tablo 6
Ogrenim Yilina Dair Cikarimsal Sonuclar
Olgek/Alt Ogrenim Yil N Sira Ort. X2 p
Olgek
MPA-FLC Hazirlik 52 72.86 930 .818
1.Smuf 33 70.33
2.Smuf 34 79.37
3.S1mmuf 24 71.22
Sinif Kaygisi Hazirlik 52 67.15 5.190 158
ve Y. Dil Sozlii 1.Smuf 33 69.50
Perf. Endisesi 2.Sif 34 87.47
3.S1mmuf 24 73.02
T. Oz Yeterlik Hazirlik 52 72.78 1.671 .643
& Oz 1.Sinuf 33 74.74
Degerlendirme 2.Smuf 34 79.57
3.S1muf 24 65.72
Telaffuz Oz Hazirlik 52 74.12 1.039 792
Imgesi 1.Smif 33 79.11
2.Smuf 34 70.43
3.S1muf 24 69.33
Inanclar Hazirhik 52 82.02 4.394 222
1.Smuf 33 68.24
2.S1muf 34 74.07
3.S1muf 24 62.80
X SS F p
Olumsuz Prep. 52 3.14 1.15 213 887
Degerlendiril Freshmen 33 2.91 1.24
me Korkusu Sophomores 34 3.09 1.35
Juniors 24 3.14 1.03

Uciincii katilimer 6zelligi olarak, 6grencilerin boliimdeki 6grenim yili, dgrencilerin TK'larina iligkin
algilar1 tizerindeki etkisi agisindan test edilmistir. Tablo 6'da gosterilen sonuglar, 6grencilerin
O0grenim yilinin algilanan TK diizeylerinde énemli bir etkisi olmadigini gostermistir (p>.05).
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Tablo 7
Algilanan L2 Yeterliliine Dair Cikarimsal Sonuclar
Olgek/Alt dlgek Algilanan L2 N Sira X? p
Yeterliligi Ort.
MPA-FLC Dusiik 19 76.92 12.952  .002**
Orta 117 76.12
Yiiksek 9 24.22
Sinif Kaygisi ve Y. Dil Sozlii Perf. Endisesi Diistik 19 75.34 16.708 .000***
Orta 117 76.88
Yiiksek 9 17.67
T. Oz Yeterlik & Oz Degerlendirme Diisiik 19 72.71 8.370  .015*
Orta 117 76.03
Yiiksek 9 34.17
Telaffuz Oz imgesi Dusiik 19 91.66 13.486  .001**
Orta 117 73.32
Yiiksek 9 29.50
Inanclar Distik 19 68.58 7.361 .025%
Orta 117 76.42
Yiiksek 9 37.83
X SS F p
Olumsuz Degerlendirilme Korkusu Diisiik 19 3.11 .98 2.234 A11
Orta 117 3.09 1.23
Yiiksek 9 2.23 .84

*p<.05; **p<.01; **p<.001

Ogrencilerin Ingilizce yeterliliklerine iligkin algilari, calismada telaffuz kaygist ile ilgili olarak test
edilen bir baska 6grenci degiskeni olarak belirlenmistir. Tablo 7'deki sonuglara gore, 6grencilerin
TK'arma iligkin algilars, ingilizce seviyelerine iligkin algilarindan etkilenmistir. Genel MPA-FLC
i¢in ikinci dil yeterliligi arttikca kayginin azaldigr bulunmustur (X?= 12.952; p<.01). “Olumsuz
degerlendirilme korkusu” (p>.05) harig tiim alt 6lgekler ile algilanan yabanci dil yeterlilik diizeyleri
arasinda istatistiksel olarak anlamli bir iligki tespit edilmistir. Cevaplar arasinda en biiyiik anlamli
farkliligin oldugu alt 6lgek “smif kaygisi ve sozlii performans endisesi” olarak belirlenmistir (X?=
16.708; p<.001). Hem genel 6lgek hem de alt boyutlar icin, diisiik ve orta yeterlilik algisina sahip
Ogrencilerin cevaplarinda sira ortalama degerlerinin, yeterlik algis1 yiiksek olan 6grencilerinkinden
cok daha ytiksek oldugu bulunmustur.
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Tablo 8
Lise Boliimiine Dair Cikarimsal Sonuclar
Olgek/Alt 6lcek Bolim N Sira Sira U p
Ort. Top.
MPA-FLC Yab.Dil 112 75.09 8410.00 1278.00 .044*
Diger 30 58.10 1743.00
Simaf Kaygisi ve Y. Dil So6zlii Perf. Endisesi Yab.Dil 112 7505 840550 128250  .047*
Diger 30 58.25 1747.50
T. Oz Yeterlik & Oz Degerlendirme Yab.Dil 112 72.36  8104.00 1584.00  .630
Diger 30 68.30 2049.00
Telaffuz Oz Imgesi Yab.Dil 112 7328  8207.00 1481.00  .319
Diger 30 64.87 1946.00
Inanclar Yab.Dil 112 76.14 8527.50 1160.50  .009**
Diger 30 54.18 1625.50
X SS t p
Olumsuz Degerlendirilme Korkusu Yab.Dil 112 3.10 1.20 1.897 .060
Diger 30 2.65 .007
*p<.05; *p<.01

Aragtirmaya dahil edilen son 6grenen degiskeni, daha once de belirtildigi gibi 6grencilerin 6nceki
Ingilizce &grenme deneyimleri olmustur ve ilgili verileri elde etmek icin 6grencilerden lise
mezuniyet alanlarmni (yabanc dil ya da diger) belirtmeleri istenmistir. Tablo 8'de sunulan analiz
sonuglari, yabanci dil siniflarinda okuyan 6grencilerin telaffuz kaygilarinin anlaml diizeyde daha
yliksek oldugunu isaret etmektedir (U=1278.00; p<.05). Sinif kaygis1 ve sozlii performans endisesi de
bu 6grenciler i¢in daha yiiksek bulunmustur (U= 1282.50; p<.05). Son olarak, yabanci dil boliimii
mezunlarinin telaffuz 6grenme siireci ve bunun iletisim i¢in énemine iliskin inanglarmin da diger
lise boliimlerinden mezun olanlara gore anlamli derecede farkli oldugu bulunmustur (U= 1160.50;
p<.01).

Tartisma

Ingilizceyi yabanci dil olarak 6grenen dgrenciler arasinda dogru telaffuzun bir dili ana dili olarak
konusanlar ile ayni aksana sahip olmak anlamina geldigi inanci oldukca yaygindir. Oyle ki telaffuz
kavramini aksan ile tamamen karistiranlar az degildir. Baz1 6grenciler, kelimeleri dogru telaffuz
etseler bile kulaga dogal gelmedigi inanciyla Tiirkge-ingilizce aksanlarindan dolay: stresli ve
mahcup hissedebilmektedir. Ogrencilerin ¢ok yiiksek diizeyde telaffuz kaygisi yasamadigimi
gosteren bu arastirmanin sonuglar: tatmin edici olarak degerlendirilebilir, ancak hafif veya orta
diizeylerdeki TK'ya da dikkatle yaklasilmalidir, zira ilgili arastirmalar artan TK'nin telaffuz
performansinin diismesine yol agabilecegini gostermistir. Baran-bucarz (2013), bir grup Leh
uiniversite 6grencisinin fonetik 6grenme kaygisi ile telaffuz performansi arasindaki iligkiyi incelemis
ve Ogrencilerin endiseli tepkileri ile telaffuz testi puanlar1 arasinda 6énemli bir negatif korelasyon
oldugunu ortaya koymustur. Bu durum, Young'in (1991, s. 428) da belirttigi gibi, baz1 6grencilerin
telaffuzu iletisimin en Onemli unsuru olarak gormeleri ve kisa siirede hedef dilde akicilik
kazanamadiklar1 zaman cesaretlerinin kirilmasi, stres yasamalar1 ve sonug olarak “inanglar ve
gercekler catisti1 icin” kaygi hissetmeleri ile agiklanabilir. Inanclar ele alindiginda, arastirma
sonuglarinin, telaffuz 6grenimi ve bunun iletisimdeki islevi hakkindaki 6grenci inanglarinin,
calismada en yiiksek puana sahip TK alt bileseni oldugu gdriilmiistiir. Inanglar alt 6lgegindeki
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maddeler, Ingilizcedeki bazi seslerin tuhaf oldugu veya Ingilizce telaffuzun zor oldugu iddiasim
icermektedir ve bu alt 6lgekten alinan yiiksek puanlar, 6grencilerin telaffuzla ilgili baz1 onyargilara
sahip olduklarini gostermektedir. Ogrenci kaygilarimin ileri bir boyuta varmamasi icin telaffuzun
diger iletisim becerileri arasindaki yeri ve 6nemi hakkinda saglam ve dogru bilgi edinme konusunda
egitimciler tarafindan yapilacak yonlendirmelerle bu olumsuz 6grenci algilarini hafifletmek
mimkiindiir.

Arastirmanin bir diger dikkat gekici sonucu olarak, kadin 6grencilerin erkek akranlarina gore
TK'larinin daha yiiksek bulunmasidir. TK ve cinsiyet iligkisini ele alan 6nceki ¢alismalar arasinda,
iki calisma benzer sekilde kadinlarda daha yiiksek telaffuz kaygisi bildirirken (Tekten, 2020; Yilmaz,
2019), bir calismada TK ile cinsiyet arasinda anlaml bir iliski bulunamamaistir (Kafes, 2018). Kadin
ogrencilerde daha yiiksek telaffuz kaygis1 bulunmasi, daha 6nceki yabanci dil 6grenme kaygisina
dair yapilan 6nceki calismalarda da vurgulandig: gibi, kadinlarin ikinci dil kaygisina yonelik genel
egilimi ile agiklanabilir (Park & French, 2013; Piniel & Zdlyami, 2022).

Ogrencilerin yas1 ve 6grenim yilina gére TK diizeylerinde énemli farkliliklar tespit edilmemistir. Bu
durumda, 6grencilerin TK'larma iligkin algilarmin yillar gegtikce degismedigi sonucuna varmak
miimkiindiir. Incelenen tiim TK calismalar1 arasinda, Tekten'in (2020) calismasi, bu calisma ile ayni
dogrultuda 6nemsiz bulunan yas-TK iligkisini ele alan tek ¢alismadir. Ogrenim yil1 ve TK iligkisi ile
ilgili olarak ise karsilastirilabilir sonuglar mevcut alan yazinda bulunamamuistir.

.....

Ingilizce yeterlilikleri olmustur. Daha diisiik diizeyde Ingilizce yeterlilik algisi olan grenciler daha
yliksek telaffuz kaygis1 bildirirken, daha ileri dil seviyesine sahip oldugunu diisiinen 6grenciler ¢ok
daha diisiik diizeyde kayg: bildirmislerdir. Bu sonug, daha 6nce de belirtildigi gibi telaffuz kaygisi,
dil egosu ve kendine giiven ile oldukca iligkili olarak kabul edildiginden sasirtic1 goriinmemektedir.
Telaffuz 6z imgesi, Oz-yeterligi ve O6z-degerlendirme gibi TK boyutlarinin da ileri diizeydeki
ogrenciler igin daha diisiik olmasi, 6grencilerin benlik algilarinin telaffuz kaygilarini etkiledigi
onermesini dogrulamaktadir. Onceki TK arastirmalar: da bu sonuclar: desteklemektedir. Yilmaz
(2019), benzer sekilde, yiiksek D2 yeterlilik algisia sahip o6grencilerin daha diisiik TK yagadigin
bulmustur. Kafes (2018) daha spesifik olarak algilanan telaffuz yeterliligi ve TK iliskisine
odaklanmuigtir ve telaffuz becerilerini zayif goren 6grencilerin en yiiksek TK'ya sahip olduklarini,
telaffuz becerilerini daha ileri seviyede goren 6grencilerin ise en diisiik TK bildiren 6grenciler
olduklarimi bildirmistir. Algilanan yeterlilik diizeylerinin yani sira, gercek D2 yeterliliginin de
telaffuz kaygisi ile anlamli bir iliski iginde oldugu bulunmustur. Tekten (2020), 6rnegin, daha diistik
yeterlilik seviyelerine sahip 6grenciler i¢in daha yiiksek PA gostermistir.

TK ile iligkisi test edilen son faktor, 6grencilerin lise mezuniyet alanlari (yabanci dil veya digerleri)
olmustur. Lisede daha yogun yabanci dil egitimi alan yabanc dil boliimii 6grencileri daha ytiksek
TK, daha yiiksek yabanci dil sinifi kaygisi ve sozlii performans endisesi, ve telaffuz hakkinda daha
endise yiiklii inanglar bildirmislerdir. Bu ¢alismayla benzer sekilde, Kafes (2018), {iniversiteye
girmeden once yogun Ingilizce dil kurslari alan &grencilerin akranlarindan daha yiiksek TK
gosterdiklerini bulmustur. Bu sonuglar, 6zellikle bu o6grencilerin dogru telaffuza karsi asiri
duyarlilik gelistirmis olabilecek olumsuz 6grenme deneyimleriyle iligkili olabilir, zira yukarida
belirtildigi gibi, yabanci dil derslerinde Tiirk-aksanli Ingilizce konusuldugunda dalga gegilmesi
oldukga yaygimndir. Daha yogun dil egitimi alan ogrenciler, negatif, alayc1 ve hatta asagilayici
tepkileri daha sik yasama potansiyelini tasirlar ve dolayisiyla daha yiiksek kayg: gelistirebilirler.
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Sonug ve Oneriler

Bu ¢alisma, simdiye dek yeterince arastirlmamais bir alan olan telaffuz kaygisini arastirmak amaci
ile Tiirkiye'deki bir devlet iiniversitesindeki Ingiliz dili ve edebiyat1 béliimii 8grencilerinin kaygiyla
ilgili algilarini incelemistir. Arastirma ayrica, bazi 6grenci degiskenlerinin algilanan telaffuz kaygisi
tizerindeki etkilerinin belirlenmesini de icermektedir. Sonuglar, arastirmaya katilan 6grenciler igin
hafif ila orta derecede TK, ve cinsiyete, algilanan Ingilizce yeterliligine ve 6nceki yabanci dil
ogrenme deneyimlerine bagli olarak 6grencilerin telaffuz kaygisi diizeylerinde anlaml farkliliklar
ortaya ¢ikarmuistir.

Egitim psikolojisinde kayginin bir dlciide 6grenimi kolaylastirilabilecegine dair genel bir fikir birligi
vardir. Kayginin riskli bir seviyeye ulagsmasmi onlemek, ogretmen destegi ve rehberligi ile
gerceklestirilebilmektedir (Horwitz, 2001; Martin ve digerleri, 2022). Horwitz ve digerlerinin de
savundugu gibi (1986), 6gretmenler 6grencilere kaygi ile nasil basa ¢ikacaklarini 6greterek ve daha
az stresli 6grenme ortamlari olusturarak endiselerle basa ¢ikmalarina yardimci olabilirler. Telaffuza
0zgii kaygi ile ilgili olarak, yabanci dil 6gretmenlerinin her seyden 6nce dikkat etmeleri gerek konu
dogru telaffuz modellemesidir. Dogru modelleme ile 6grenciler hedef dilde dogru yapilar1 dolayli
olarak edinmis olacak ve bu sayede telaffuzlarina dair cesaret kirici tepkilerle karsilasma riskini
ortadan kaldirarak telaffuza dair duyduklar1 dzgiivenin artmasini saglayacaklardir. Tkinci olarak,
ogretmenler, diinya Ingilizceleri ve ortak dil olarak Ingilizce (English as a Lingua Franca) gibi yaklagimlar
gercevesinde bir mesajin anlasilabilirliginin ve etkili iletisimin dogru telaffuzdan once geldigini
vurgulayan konugmalara siniflarinda zaman ayirmalidir. Bu sekilde, 6grencilerin yanhs
varsayimlar1 ve olumsuz inanglar1 hafifletilerek telaffuz kaygisi gelismesi olasiligin1 azaltmak
miimkiin olacaktir.

Bu calismada bir dizi sinirliliktan bahsetmek miimkiindiir. Arastirma, smirh sayida katilimer ile
stnurli bir baglamda uygulandigindan, sonuglarin farkli baglamlara veya daha genis popiilasyonlara
aktarilmasi miimkiin olmayabilir. Bir baska belirsizlik kaynag: ise, tiim katilimcilarin dlgege diirtist
ve ictenlikle yanit verdikleri ve tiim olasi 6l¢iim hatalarmin ortadan kaldirildigina dair varsayimdr.
Bu sinirliliklara ragmen, bu ¢alisma hem dil 6grenme kaygist hem de telaffuz 6grenimi/6gretimi ile
ilgili alanlara iligkin bilgiler sunmaktadir. Telaffuz kaygisin1 yordayan faktorlerin belirlenmesi ve
kaygimin ortadan kaldirilmasinda etkili olabilecek yaklasimlarin gelistirilmesi amaciyla yapilacak
yeni ¢alismalara ihtiya¢ duyulmaktadir.

Etik Kurul Onay1: Bu aragtirmanin etik kurul onay1 Igdir Universitesi Bilimsel Arastirma ve Yayin Etik Kurulu
tarafindan E-37077861-900-87068 say1l1 ve 16.12.2022 tarihli karar ile alinmustir.

Arastirmacilarin Katki Oran1: Arastirma siirecinin tiim asamalari1 yazar tarafindan gergeklestirilmistir.
Catisma Beyani: Yazar herhangi bir ¢ikar ¢atismasi olmadigini beyan eder.

Tesekkiir: Yazar, arastirmaya goniillii olarak katilan tiim 6grencilere tesekkiir eder.
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