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Koronavirtis salgini sirasinda egitim, yliiz yiize egitimden ¢evrim
ici veya hibrit bir formata gecmistir. Yeni sistemin egitim ve
6gretim modelleri her ne kadar gevrim i¢ci modellere dayansa da
pandemi égrencilerin 6grenmelerini etkilemistir. Arastirmacilar
acil bir ¢evrimici veya karma kurs igin yeni bir degerlendirme
tasarimi olusturabilmek icin, salgin dénemine dair &grencilerin
dil kullanimlarini ve tutumlarini incelemelidir. Bu ¢alisma, bircok
6grencinin sinifta yasadigi kaygi gibi olumsuz duygu ve duygu
durumlarindan dolayi, ters yiiz sinif 6dgretimi yaklasiminin,
ingilizceyi yabanci dil olarak 6grenenlerin dil basarisi ve dil
kaygisi lzerindeki etkisini gdzlemlemeyi amaglamaktadir.
Ingilizceyi yabanci dil olarak 6grenen 60 kisi orta diizey tiniversite
ogrencisi katiimci olarak arastirmada yer almaktadir. Ters yiiz
edilmis sinifin, katiimcilarin dil kaygisi ve basarisi lizerindeki
etkisini incelemek icin 14 haftadan olusan bir yariyilda
ogrencilere FLCAS (kaygi anketi), én test, ve son test
uygulanmustir.Elde edilen bilgiler istatistiksel olarak analiz
edilmis ve statistiksel sonuglar, ters yliz Ggrenmenin,
ogrencilerin hibrit egitimin gerceklestigi pandemi déneminde
motivasyon ve kaygilari lizerinde anlamli ve olumlu bir etkisi
oldugunu géstermistir.

Anahtar Kelimeler: Ters Yiiz Edilmis Sinif, Ingilizceyi Yabanci Dil
olarak Ogrenenler, Dil Basarisi, Kaygi, Motivasyon, Hibrit, Covid-
19

Suggested Citation

Inonu University
Journal of the Faculty of
Education
Vol 24, No 3, 2023
pp. 1990-2013
Dol
10.17679/inuefd.1169059

Article Type
Research Article

Received
31.08.2022

Accepted
27.12.2023

Aslan, P. (2023). The Effect of Flipped Classroom Teaching on EFL Learners' Language Achievement and Anxiety during Hybrid
Covid-19 Period, Inonu University Journal of the Faculty of Education, 24(3), 1990-2013. DOI: 10.17679/inuefd.1169059



1991

GENISLETILMiS TURKGE OZET
Giris
Koronavirlis salgini sirasinda, ¢esitli mobil uygulamalar aracihgiyla cevrim igi egitimin
mecburi hale gelmesi diinya genelinde egitimde popllerlik kazanmigtir. Bu nedenle, bu galisma
ters yiiz sinif 8gretim tekniginin ingilizceyi yabanci dil olarak 6grenenlerin dil basarisi ve kaygisi
Gzerindeki etkilerini incelemistir. Aslinda kiresel COVID-19 pandemisi ile egitim, bir nevi, yiz
ylze siniftan ¢evrimigi veya hibrit bir formata tasinmistir.

Uzun yillar boyunca, yabanci dil 6gretmenleri ve bilim adamlari, bircok yabanci dil
ogrenen kisinin karsilastigi zorluklara ¢6ziim aradilar (Ganschow, Sparks, Anderson, Javorshy,
Skinner & Jon, 1994). Cok sayida arastirma, bu zorluklari duygusal faktérlerle iliskilendirmistir.
Bu duygusal bilesenler arasinda en cok ilgiyi kaygi ¢cekmistir. Krashen'e (1985) gore, sinirli
ogrenciler ilgili bilgileri 6ziimsemekte zorlanirlar ve dil ¢iktilarina tepki veremezler.

Bilim adamlari, dil kaygisi ile konusma, dinleme, okuma ve yazma dahil olmak tzere dil
becerileri arasindaki iliskiyi kanitlamis durumdalar. Ornegin, Elkhafaifi (2005) yabanci dilde
dinleme kaygisi ile dinleme puanlari arasinda pozitif bir iliski bulmustur. Anksiyete, bireyler icin
yararli veya olumsuz sonuglari olabilecek gesitli fizyolojik ve psikolojik tepkilerle bilinir. Olumsuz
etkisi nedeniyle, kisinin konsantre olma ve kimi durumlarla basa ¢ikma kapasitesini bozabilir.
Kaygl, kisiyi potansiyel olarak tehlikeli olaylara hazirlayarak olumlu bir motivasyon etkisine sahip
olabilir (Brown, 2007). Brown'a (2007) gore kaygi, otonom sinir sisteminin aktivasyonundan
kaynaklanan 6znel bir gerilim, korku, huzursuzluk ve endise deneyimidir.

Yabanci dil kaygisi, olumsuz elestiri korkusu, iletisim korkusu ve sinav kaygisi gibi cesitli
faktorler tarafindan tetiklenebilir. Dili zayif kavramalari gercegi sebebiyle, ingilizceyi yabanci dil
olarak 6grenenler, iletisim kaygisi yasayabilir ve hedef dilde topluluk 6niinde konusma becerileri
etkilenebilir. Olumsuz elestiri korkusu, 6grenicilerin hatalarinin dil 6grenme siirecinin dogal bir
parcasi olmadigi diistiincesine sahip olduklari igin ortay ¢ikar ve dil becerilerinin egitmenler veya
sinif arkadaslari tarafindan olumsuz degerlendirileceginden endise duyarlar. Sinav kaygisi,
cogunlukla ingilizceyi yabanci dil olarak 6grenen égrenciler, sinavi gegmek icin yeterli olduklarina
inanmadiklarinda ortaya ¢ikar (Horwitz ve digerleri 1986).

Amag

Calismanin literatiire ana katkisi, dil dgretmenlerinin dikkatini, égrencilerin ingilizce
0grenme konusundaki kaygisina ¢ekmek ve bu kayginin kaynaklarini belirlemelerine yardimci
olmaktir; ek olarak, bu durumda ters yiz sinif 6gretimi yaklasimi gibi yenilik¢i bir 6gretim
yontemi kullanarak 6gretmenlerin 6gretim siireglerini ayarlayabilecekleri ve bu dogrultuda,
ingilizceyi yabanci dil olarak 6grenenlerinin kaygilariyla basa ¢cikmak icin daha uygun bir 6grenme
ortamina yaratabilmeleri umulmaktadir.

Yontem

Teknolojinin sinif ici 6grenme ve 6gretme lizerindeki ¢ok cesitli etkileri nedeniyle, bu
¢alisma icin bir arastirma metodolojisi segmenin zor oldugu séylenebilir. Kavramsal ¢ercevenin
bir sonucu olarak, asagidaki arastirma sorulari formile edilmistir:

RQ1: Ters yiiz sinif dgretim yaklasimi ingilizceyi yabanci dil olarak 6grenenlerin hibrit sinif
ortamindaki dil basarisini ne 6lctide etkiler?
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RQ2: Ters yiiz edilmis sinif 6gretimi yaklasimi, ingilizceyi yabanci dil olarak 6grenenlerin
hibrit sinif ortamindaki dil kaygisini ne 6lctide etkiler?

Ters yiiz edilmis sinif 6gretim tekniginin ingilizceyi yabanci dil olarak dgrenenlerin dil
basarisi ve dil kaygisi lzerindeki etkisi, calismanin ana odak noktasi olmustur. Sonug olarak,
mevcut ¢alismanin tasariminda On test, son test, ankete dayali ydontem ve karsilastirma teknigi
yer almistir. Bagimli degiskenler ingilizceyi yabanci dil olarak dgrenenlerin dil basarisi ve dil
kaygisi iken bagimsiz degisken ters yiiz sinif 6gretim teknigi olmustur.

Arastirma, bir devlet Universitesine kayitli, yaslar 18 ile 24 arasinda degisen 70 orta
seviye 6grenciyi kapsamaktadir. Katiimcilara Flower and Coe (1976) tarafindan Nelson Dil
Yeterlilik Testi (Nelson 350 A) uygulanmis ve homojenligin bir sonucu olarak her sinifta 30
dgrenci kalmistir. On dort hafta boyunca 6grenciler her hafta (i¢ saat ingilizce dersine katildilar.

Siniflardan biri, ters ylz sinif 6gretimi alan deney grubuna, digeri ise geleneksel 6gretim
géren kontrol grubuna rastgele olarak atanmistir. Orta diizeyde yabanci dil olarak ingilizce
ogrenenler kriterine aykiri birkag 6grenci sinifta mevcuttur ve Universite kurallari ve
yonetmelikleri nedeniyle uygulama sirasinda bu 06grencilerin siniftan ¢ikamamislardir;
arastirmanin disinda kaldiklari kendilerine bildirilmemistir. Sonug olarak, uygulama seanslarina
da katilmislardir; ancak performanslari bu ¢alismada dikkate alinmamustir.

Tartisma

Bu arastirmanin amaci, geleneksel sinif 6gretimine kiyasla ters yliz 6gretim yonteminin
ingilizceyi yabanci dil olarak 6grenen Tiirk 6grencilerin dil basarisini ve sinif kaygisini nasil
etkiledigini gdormektir. Bu amagla katilimcilar kontrol ve deney olmak tizere iki gruba ayrilmistir.
Deney grubu, ters yiiz edilmis bir sinifta egitim alirken, kontrol grubu geleneksel bir sinif
ortaminda egitim almistir. Uygulama oncesi 6n testte gruplar arasinda anlamli bir fark yokken,
her iki grup icin son test sonuglarindaki énemli 6lglide anlamli farklilik, 6gretim turiniin bir
fonksiyonu olarak dil basarisi ve dil kaygisinda bir degisiklik oldugunu ortaya koymustur. Ters yiiz
sinif egitimi, denemenin sonunda katilimcilarin kaygisini azaltmasina ragmen, etkinligi, kontrol
grubu olan normal sinif egitimininkine benzer bulunmustur. Ozetlemek gerekirse, ters yiiz sinif
egitimi, ingilizceyi yabanci dil olarak 6grenenlerinin daha yiiksek diizeyde dil yeterliligi elde
etmelerine yardimci olabilir.

Bu calisma, Universite dgrencileri arasinda Dil Ogrenme Stratejileri ve Yabanci Dil Kaygisi
arasindaki iliskiyi inceleyen Mohammadi, Bira, Koosha ve Shahsavari (2013) gibi 6gretim
arastirmalarinin amaclarini ve sonuglarini dogrulamaktadir. Bulgulari, dil 6grenme tekniklerinin,
mevcut arastirmanin bulgularina benzer sekilde, genellikle dil kaygisi ile dnemli dlgude iliskili
oldugunu gostermistir. Bulgulara gore, dil 6grenme araglarinin daha fazla kullaniimasi, daha
diistik ingilizce dili sinif kaygisi seviyeleri ile iliskilendirildi.

Mevcut arastirmanin sonuglari deneysel c¢alismalarla karsilastirildiginda, mevcut
¢alismanin bulgularinin ters yiiz sinif egitiminin etkisini inceleyen karsilastirilabilir ¢alismalarla
tutarli oldugu kesfedildi. Ornegin Szparagowski (2014), ters yiiz sinifin 6grencilerin 6grenmesi
Uzerindeki etkisini arastirirken, ters yiz sinif ydnteminin ters yiiz olmayan yaklasimdan daha iyi
oldugu sonucuna varmistir. Bulgular, etkiyi inceleyen Asksoy ve Ozdamli (2016) ile tutarlidir. Ters
ylz sinif yaklasiminin 6grencilerin basarisi, motivasyonu ve kendi kendine yeterliligi Gzerindeki
etkisi ve deney grubundaki 6grencilerin kontrol grubundaki 6grencilerden daha iyi performans
gosterdigini kesfetti; ancak, mevcut bulgularin aksine, deney grubundaki 6grencilerin kontrol
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grubundaki 6grencilere gore daha disiik motivasyona ve kendi kendine vyeterlilige sahip
olduklarini kesfettiler.

Bell, ters yiz sinif 6gretim tekniginin lise 6grencilerinin konuyu kavrama ve 6grenme
ortamina iliskin tutumlari Gzerindeki etkisini belirlemek igin baska bir arastirma yapmistir (2015).
Mevcut c¢alismanin bulgularinin aksine, veri analizi, 6grencilerin sinif 6gretim yontemleri
hakkinda bir ankete verdikleri yanitlarda istatistiksel olarak anlamli birka¢ farklik olmasina
ragmen, deney ve kontrol gruplarinin test puanlarinda istatistiksel olarak anlamli bir farklihk
olmadigini ortaya koydu.

Sonug¢

Arastirmaci, dilsel basari ve kaygidaki degisiklikleri degerlendirmek igin 6n ve son test
yeterlilik degerlendirmelerini kullandi. Kontrol grubu ile karsilastirildiginda, ters ylz sinif,
ogrencilerin daha yiliksek yetkinlik testi puanlari elde etmelerini saglamistir. Ters yiz edilmis
ogrenciler sadece akademik olarak daha iyi degil, ayni zamanda dil 6§renme siireci boyunca daha
rahat hissettiklerini ve daha az kaygi yasadiklarini bildirdiler. Ek olarak, ters ylz edilen 6grenciler
odevlerine daha fazla dahil oldular ve kendi 6grenmelerinin sorumlulugunu Ustlendiler. Bu
arastirmanin bulgularina dayanarak, ters yiiz yénteminin ingilizceyi yabanci dil olarak égrenen
ogrencilerin daha iyi diizeyde dil 6grenme basarisi elde etmelerine yardimci olabilecek yenilikgi
bir strateji oldugu ifade edilebilir.

Arastirma ayrica bu stratejinin Ogrencilerin kaygl diizeylerini disirmede faydal
oldugunu gostermistir; Dolayisiyla, ters ylz sinif Ogretim stilinin, 6grencilere tehdit
olusturmayan bir ortamda yetersizliklerinin giderildigi, kisiye 6zel bir egitim sundugu
soylenebilir. Ayrica, her 6grencinin videolar! istedigi kadar izleyebildigi ve kendi hizinda
calisabildigi 6zerk 6grenme kosulu, azalan kaygi derecesini aciklayabilir.
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Abstract

During the global COVID-19 pandemic, education has moved
from the classroom to an online or hybrid format. No matter how
much the new system's education and training models are based
on online models, the pandemic affects students' learning. In
order to construct a novel assessment design for urgent online or
hybrid courses, researchers must examine students' language
use and attitudes throughout the epidemic period. Due to the
negative feelings and emotions such as anxiety that many
learners experience in the classroom, the current study aims to
examine the effect of the flipped classroom teaching approach
on EFL learners’ language achievement and language anxiety. 60
EFL intermediate university students took part as participants.
The anxiety questionnaire FLCAS, a pre-test and a post-test were
administered to the students during a semester consisted of 14
weeks to study the effect of flipped classroom on participants’
language anxiety and achievement. The obtained information
was statistically analyzed and the statistical results showed a
significant and positive effect of flipped learning on students'
motivation and anxiety in the hybrid pandemic period.

Anahtar Kelimeler: Flipped Classroom, EFL Learners, Language
Achievement, Anxiety, Motivation, Hybrid Covid-19 Period.
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The Effect of Flipped Classroom Teaching on EFL Learners' Language Achievement
and Anxiety during Hybrid Covid-19 Period

Introduction

During the COVID-19 pandemic, the usage of online teaching through various mobile
apps has grown in popularity in education across the globe. Therefore, this study looked at the
effects of a flipped classroom teaching technique on EFL learners' language success and anxiety.
In fact with the global COVID-19 pandemic, education has moved from the classroom to an
online or hybrid format. The purpose of the present study was to investigate the effectiveness
of online teaching methods and compare a combined model of online and flipped learning to
the traditional model.

For many years, foreign language teachers and scholars have sought solutions to the
challenges encountered by many foreign language learners (Ganschow, Sparks, Anderson,
Javorshy, Skinner & Jon, 1994). Numerous researches have linked these challenges to emotional
factors. Anxiety has received the most attention from these affective components. According to
Krashen (1985), nervous learners have difficulty absorbing relevant information and cannot
react to linguistic output.

Scholars found an association between language anxiety and language abilities including
speaking, listening, reading, and writing. For example, Elkhafaifi (2005) discovered a positive
correlation between foreign language listening anxiety and listening scores. Anxiety is
characterized by various physiological and psychological responses that may have beneficial or
negative consequences for individuals. Because of the negative impact, it may impair one's
capacity to concentrate and cope with situations. Anxiety may have a positive impact by
preparing a person for potentially dangerous events (Brown, 2007). According to Brown (2007),
anxiety is a subjective experience of tension, fear, uneasiness, and concern caused by an
activation of the autonomic nervous system.

Foreign language anxiety may be produced by a variety of factors, including dread of
unfavorable assessment, communication fear, and exam anxiety. Because of their poor grasp of
the language, EFL learners may have communication anxiety, and it may interfere with their
ability to speak in the target language in public. Fear of negative evaluation stems from learners'
thoughts that their mistakes are not a natural part of the language learning process, and they
are anxious that their language skills will be adversely appraised by instructors or classmates.
Exam anxiety arises mostly when EFL students do not believe they are proficient enough to pass
the test (Horwitz et al., 1986).

In order to address foreign language learners' learning challenges, several scholars have
resorted to novel teaching techniques and approaches. The flipped teaching method, in which
the usual procedures of the conventional classroom are reversed and extended outside the
classroom's confines, is one of these new techniques (Lage, Platt, & Treglia, 2000). This
technique, according to Bergmann and Sams (2012), allows more tailored and personalized
learning, which may help students become more motivated.

With the rise in popularity of e-learning, the flipped teaching method has gotten a lot of
attention (Bergmann & Sams, 2012; Graham, 2006). Flip teaching, which is derived from blended
learning, changes the order of the instructional process in a traditional classroom and provides
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learners with supplemented or integrated instructional videos and lectures that can be watched
at home, as well as activities and assignments that can be completed in the classroom rather
than at home (Garrison & Vaughan, 2008; Tucker, 2012). Graham believes that the purpose of
the flipped teaching technique is to enhance conventional classroom teaching experiences in
blended learning contexts by using technology (2006). Tang et al,. (2023) in their study proved
that during the pandemic period the blended model of online instruction and flipped learning
enhanced students’ learning, focus, and course evaluation.

According to Arnold and Brown (1999), failing to pay attention to learners' affective
sides would stymie their learning since they will be unable to overcome bad emotions and
transform them into good ones. As a result, not only will the learning process be hampered, but
the teaching process will also be tough. As a consequence, instructors must examine the
learners' emotions and reactions in order to overcome learning obstacles and prepare
themselves to respond flexibly to the learners' needs (Prince, 2004).

According to Bergmann and Sams (2012), the flipped method allows students to
complete what they would normally do in class at home or online. Instead of finishing
assignments at home, which may cause worry and tension among students owing to a lack of
instructor availability, with the flipped classroom teaching technique, tasks are completed in
class or online, when the teacher is present to help students with any problems they may have
(Correa, 2015).

Divjak et al. (2022) examined 205 research study which had done on the effect of flipped,
online, and blended instruction and according to their result, those who had previously used
flipped classroom approaches in face-to-face or blended learning environments continued to
use them more effectively in online environments than those who had not.

Some scholars (Basal, 2015; Bergmann & Sam, 2012; Flumerfelt & Green, 2013; Kang,
2015) allude to the flipped classroom approach as a beneficial strategy for improving language
teaching and learning in their quest for novel methods of language teaching and learning.
According to Knag (2015), the flipped classroom teaching method not only maximizes student
involvement but also allows formative evaluation of student development. The flipped
classroom method, according to Bergmann and Sam (2012), may help students study at their
own speed while also establishing a close connection with the instructor; similarly, Basal (2015)
believes that this technique allows teachers to customize and individualize learning.

According to Abeysekera and Dawson (2015), there are three main advantages of flipped
classroom instruction; inside the classroom, learning activities are dynamic and sociable, most
information-transmission instruction takes place outside the classroom, and students should
profit from in-class work by doing pre- and/or post-class activities. Cecilia et al., (2021) intended
to present and describe a flipped learning experience in higher education prior to and during
the COVID-19 pandemic's transformation of education. The results indicate a high level of accord
among students regarding the benefits or efficacy of flipped classroom learning designs for the
development of skills that will be beneficial in their personal and professional futures. These
skills include character development, collaboration, communication, citizenship, critical
thinking, and innovation. Significant differences are also observed depending on control
variables such as the mode of instruction (onsite or online), the course, the propensity to
innovate, and prior experience with innovation.
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The study's main contribution may draw language teachers' attention to students'
English language anxiety and assist them in identifying the sources of this anxiety; additionally,
it is hoped that by using an innovative teaching method, such as the flipped classroom teaching
approach in this case applying hybrid method in pandemic period, teachers will be able to adjust
their instructional processes and move toward a more favorable learning environment to deal
with EFL students' anxiety.

Methodology

Because of the wide range of effects that technology has on classroom learning and
teaching, choosing a research methodology for this study was a difficult task. As a result of the
conceptual framework, the following research questions were formulated:

RQ1: To what extent flipped classroom teaching approach affect EFL learners’ language
achievement in a hybrid classroom setting?

RQ2: To what extent flipped classroom teaching approach affect EFL learners’ language
anxiety in a hybrid classroom setting?

The influence of a flipped classroom teaching technique on EFL learners' language
success and language anxiety was the study's main focus. As a consequence, the current study's
design included a pretest, posttest, survey-based method, and a comparison technique. The
dependent variables were EFL learners' language achievement and language anxiety, whereas
the independent variable was the flipped classroom teaching technique.

Participants

The research involved 70 intermediate-level students ranging in age from 18 to 24 years
old who were enrolled at a Turkish state university. Nelson Language Proficiency Test (Nelson
350 A) by Flower and Coe (1976) was administered to them and as a consequence of the
homogeneity, each class had 30 students. For fourteen weeks, the students attended English
class for three hours each week.

One of the classes was randomly allocated to the experimental group, which received
flipped classroom instruction, and the other to the control group, which received conventional
instruction. To avoid discouraging the outliers, and because they were unable to leave the class
during treatment due to university rules and regulations, they were not informed that they had
been discarded from the study. As a result, they attended the treatment sessions as well;
however, their performance was not taken into account in this study.

Instruments and Materials
The following instruments were used to carry out the research.
A consent form

The study had to be approved by the university's ethical committee before it could be
carried out. In addition, the participants in the study had to provide their permission. In order
to ensure that research participants freely chose to participate, informed consent papers were
supplied to them, and they were asked to read and sign the document if they consented to
engage in the study.
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Barron’s 1100 Words You Need to Know (2018)

As Barron's 1100 Words You Need to Know (2018) was the major course book utilized in
this course, it was used to teach English in both groups. The researcher chose fifty pages of 1100
words You Need to Know in order to construct PowerPoints for the flipped experimental group's
participants. The instructor lectured the participants in the control group on the identical units
in the traditional manner. The instructor taught the materials to the students in class, and they
were expected to do the activities at home for the subsequent sessions.

Video PowerPoint

The researcher prepared video PowerPoints based on the contents and subjects of the
1100 words You Need to Know and utilized them in the instructional process of the flipped
classroom teaching method because they were required to perform the flipped teaching
approach. These files were used to show learners the contents of lessons that were provided to
them through their Moodle online classroom page.

Assessment of Language Proficiency

Nelson 350 test was used by the researcher to determine the impact of a flipped
classroom teaching technique on the participants' language achievement. To evaluate the
participants' linguistic accomplishment, this test (Flower & Coe, 1976) was utilized as a test of
homogeneity, once before the treatment as a pretest and once after the treatment as a posttest.
Atotal of 50 items are included in this multiple-choice exam. Each question was worth one point,
and test-takers were given a 60-minute time limit to complete the exam under controlled
settings.

Anxiety questionnaire

The Foreign Language Classroom Anxiety Scale (FLCAS), adapted from Horwitz, Horwitz,
and Cope (1986), was used to measure the participants' anxiety before and after treatment
sessions. FLCAS, according to Horwitz (2002), analyzes students' anxiety in the foreign language
classroom. It's a self-report tool that evaluates the level of anxiety as shown by negative
performance expectations and social comparisons, psycho-physiological symptoms, and
avoidance actions.

A 5-point Likert scale was employed in the questionnaire, with 1 indicating strong
disagreement and 5 indicating strong agreement.

Procedures
In order to perform this research, the following approaches were used:

To begin, the researcher obtained university permission to perform her research. Then,
at random, two intact intermediate-level courses with 70 EFL students were chosen. In the first
session, consent forms were provided to these students to get their permission to participate in
the research.

The Nelson Language Proficiency Test was given to 70 students as a homogeneity test
once they gave their agreement. Outliers were defined as persons who scored one standard
deviation above or below the mean and were eliminated. An experimental group (N=30) got
flipped classroom education, whereas a control group (N=30) received traditional training. The
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homogeneity scores were also kept as a pretest to measure the participants' performance in
both groups before treatment.

All students were given the Foreign Language Classroom Anxiety Scale (FLCAS), which
was derived from Horwitz, Horwitz, and Cope (1986), to evaluate their anxiety level before
starting the treatment. Since the experimental flipped group required PowerPoints for
treatment, the researcher originally generated PowerPoint slides based on the content and
subjects of the course book. These PowerPoint files were sent to the participants one day before
each class session so they could view them at home. The experimental group was given early
notice of the content of the classes so that they could study at their own speed and view them
as many times as they wanted. They might raise questions in class and then participate in
activities relating to the information they had acquired through PowerPoints. The instructor
utilized the book's class activities to ensure that all of the students understood the material of
the lessons using PowerPoints.

The control group got conventional education, in which the instructor educated them
on the contents in class and requested them to complete the activities for the subsequent
sessions at home. It's worth noting that the materials offered to the experimental and control
groups were similar, and both groups were taught fourteen sessions.

Following the completion of treatments in both groups, all participants were given the
FLCAS (Horwitz, et al, 1986) and the Nelson 350 exam (Flower & Coe, 1976) to assess their
anxiety and language achievement following the sessions.

Ethical Approval

Ethical permission was obtained from the E-95531838-050.99-31691 Agri Ibrahim
Cecen University’s Ethical Committee for this research.

Data Analysis and Findings
Analyzing Homogeneity Test Scores

A simple assessment of the data in Table 1 indicates that the highest score is 40, the
lowest is 25, the mean is 33.2, and the standard deviation is 2.5. Any participant who scored
significantly above or below the average by one standard deviation was excluded.

Tablo 1.

Descriptive Statistics: Homogeneity Test Data

N Min Max Mean Std. Deviation
Statistic Statistic Statistic Statistic Std. Error Statistic
Nelson 70 25 40 33.2 .350 2.5
Valid No 70

Ten outliers were eliminated from the 70-person sample pool as a consequence, and
the remaining 60 students (N=60) were separated into two groups (30 students in every group).
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Analyzing Pretest Scores

Learners in the control and experimental groups were homogenized and outliers were
excluded before calculating pretest scores. Before evaluating the data from the pretest, the
Kolmogorov-Smirnov test was used to determine if the results were normally distributed.
Normality tests are performed to see whether a data set fits the normal distribution effectively.
Furthermore, they used to determine the likelihood that a random variable underlying the data
set will be distributed correctly. The table of the test of normality is shown below to offer an
overall view of the findings. In addition to the learners' language competency, their language
anxiety was assessed using the Foreign Language Classroom Anxiety Scale (FLCAS), which was
adapted from Horwitz, Horwitz, and Cope (1986). Similarly, the normality of anxiety ratings was
evaluated using the same instrument, the K-S test.

Table 2.

Distribution Normality

Proficiency Pretest

N 60
Normal Parameters Mean 33.2
Std. Deviation 1.4
Most Extreme Differences Absolute .180
Positive .120
Negative -.180
Kolmogorov-Smirnov Z 1.24
Asymp. Sig. (2-tailed) .09

The normal distribution of the results from the pretest is shown in Table 2. The
significance level (p =.09, z = 1.24) was higher than the established alpha level (0.05), rejecting
deviations from the normal distribution and demonstrating distribution normality; hence, as the
data shows, the data does not statistically deviate from a normal distribution. As a consequence,
parametric tests must be used to more effectively investigate the findings.
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Table 3.

The Normality of Distribution of Anxiety Scores of the Participants in the First Administration

Anxiety Pretest

N 60
Normal Parameters?b Mean 78
Std. Deviation 25.0
Most Extreme Differences Absolute .105
Positive .102
Negative -.107
Kolmogorov-Smirnov Z .73
Asymp. Sig. (2-tailed) .68

a. Test distribution is Normal.

b. Calculated from data.

Table 3's findings, like Table 2, indicated that anxiety ratings follow a normal distribution
since the significance level (p =.68, z =.73) was more than the established alpha level (0.05),
rejecting the divergence of scores from a normal distribution. As a consequence, parametric
tests must be used to more effectively investigate the data. The pretests were given to the
participants to verify their language competency and first language anxiety at the start of the
research. After collecting the pretest outcomes, the data was subjected to two independent
samples t-tests to see whether there was a significant difference between the control and
experimental groups prior to treatment. The initial comparison of learners' language
competence is presented in the next section that includes the descriptive statistic findings of
language proficiency differences across groups, including mean and standard deviation (Table 4.

Table 4.

Descriptive Statistics of the data obtained from the Language Proficiency Pretest

Grouping N Mean Std. Deviation Std. Error Mean
Proficiency Pretest Experimental 30 33 1.40 .288
Control 30 32 1.41 .286

According to Table 4, the mean score and standard deviation for the experimental and
control groups were M = 33, SD = 1.40 and M = 32, SD = 1.41, respectively. The data were
subjected to an independent t-test to see whether this little difference was statistically
significant. Table 5 shows the results of an independent t-test conducted on both groups' pretest
scores.
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Table 5.

Crosschecking Pretest Mean Scores

Levene's Test for Equality of

Variances t-test for Equality of Means
95% Confidence Interval of
Sig. (2- Mean Std. Error the Difference
F Sig. t df tailed) Difference Difference Lower Upper

Proficiency Equal variances .26 .61 1.71 44 .095 7 4 =12 1.5
Pretest assumed

Equal variances not 1.71 43.5 .094 7 A4 -12 1.5
assumed

Because the p-value is 0.09, which is more than the threshold of significance (0.05) used
to analyze the differences in this research, there is no significant difference between the groups'
pretest mean scores [T (44) = 1.71, P =0.09], according to Table 5. It may be said that the groups'
language abilities at the time of the pretest were similar. Then, as shown in Table 6, the mean
scores of both groups are compared.

Table 6.

Language Anxiety: Pretest Results

Grouping N Mean Std. Deviation Std. Error Mean
Anxiety Pretest Experimental 30 72.5 22.32 4.8
Control 30 82.5 26.57 5.5

According to Table 6, the experimental and control groups' mean scores and standard
deviations are M = 72.5, SD = 22.32, and M = 82.5, SD = 26.57, respectively. When the mean
scores of the two groups were compared, a difference was discovered. Table 7 shows the results
of a second independent samples t-test to assess the statistical significance of the observed
difference.
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Table 7.

Mean Scores of the Anxiety on Pretest Scores of both Experimental and Control Groups

Levene's Test for t-test for Equality of Means

Equality of Variances

F Sig. t df Sig. (2- Mean  Std. Error 95% Confidence
tailed) Difference Difference Interval of the
Difference
Lower Upper
Anxiety  Equal variances 1.17 .29 -1.4 44 172 -10.083 7.7 -24.74 4.57
Pretest assumed
Equal variances -1.4 437 170 -10.083 7.2 -24.63 4.46

not assumed

As shown in Table 7 the independent-samples t-test was used to compare the scores of
the experimental and control groups in the pre-test regarding their language anxiety, the p-
value, the criteria for significance of the comparison, equaled p =.17. As a result, the observed
difference in mean scores across groups was not statistically significant. The individuals in the
experimental and control groups had similar levels of linguistic anxiety, according to the findings.

The experimental group received treatment following the pretest, whereas the control
group received just the traditional procedures used by the teacher in the courses. Following the
treatment period, both groups were given two posttests, one evaluating language achievement
and the other looking into language anxiety. The analysis of the data received from the post-test
is described in the next section.

Investigating the Distribution Normality of Post-test Scores

Tables 8 and 9 summarize the statistical examination of the performed distribution
normality.

Table 8.

The Distribution Normality of Post-test

Proficiency Posttest

N 60
Normal Parameters Mean 38.3
Std. Deviation 3.5
Most Extreme Differences Absolute .24
Positive .24
Negative -.13
Kolmogorov-Smirnov Z 1.15

Asymp. Sig. (2-tailed) A1
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According to table 8 the distribution of the scores obtained from the post-test followed
a normal pattern. The significance level (p =.1, z = 1.15) was higher than the stated alpha level
(0.05). As a result, a visual analysis of the data reveals that the data does not stray considerably
from a normal distribution. As a consequence, parametric techniques must be utilized to
examine the findings more effectively, just as they were in the pretest.

Table 9 shows the distribution normality of the language anxiety post-test conducted on
the study subjects at the end of treatment.

Table 9.

The Distribution Normality of Anxiety Scores: Second Administration

Anxiety Posttest

N

Normal Parameters Mean
Std. Deviation

Most Extreme Differences Absolute
Positive
Negative

Kolmogorov-Smirnov Z

Asymp. Sig. (2-tailed)

60
70
23
.095
.095
-.080
.65
.80

Because p =.80, z =.65 was larger than the cut-off of .05, the Kolmogorov-Smirnov Test
results in Table 9 demonstrated that the obtained scores were normally distributed. As a
consequence, the researcher used a parametric test to look at the anxiety levels after the test.

The participants' post-test and pre-test mean scores are compared using a paired
samples t-test to see whether flipped classroom instruction has a significant influence on EFL
learners' language achievement. Table 10 illustrates the experimental and control groups' pre-
and post-test language proficiency mean scores.

Table 10.

Language Proficiency of both Groups in Pre and Post-test

Mean N Std. Deviation Std. Error Mean
Pair1  Preexperimental 33 30 1.3 .30
Postexperimental 39 30 2.3 .90
Pair2  Precontrol 32 30 1.3 .30
Postcontrol 37 30 1.9 .40

According to Table 6, which depicts descriptive statistics of all the groups' proficiency
scores in the pre and post-test, the mean score and standard deviation of the experimental and
control groups in the pre and post-test were M =33,SD=1.3, M =39,SD=2.3and M=32,SD
= 1.3, M =37, SD = 1.9, respectively. The descriptive findings of the pre-and post-test scores



revealed that the two groups' mean scores differed significantly, suggesting possible
improvement; hence, the data were subjected to two paired samples t-tests to check whether
the differences were statistically significant. The findings are shown in Table 11.

Table 11.

Crosschecking the Language Proficiency Mean Scores in Pre and Post-test

2005

Paired Differences

95% Confidence Interval

Std. Std. Error of the Difference Sig. (2-
Mean  Deviation Mean Lower Upper t df tailed)
Pair 1 Preexperimental -6.73 3.9 .83 -8.45 -5.005 -8.13 21 .000
Postexperimental
Pair2  Precontrol -4.88 2.5 .52 -5.95 -3.808 -9.46 23 .000

Postcontrol

test; as shown in Table 11, the experimental and control groups' pre- and post-test performance
is substantially different. It was thought that participants performed substantially better in the
post-test than in the pre-test since p =.00. Based on the experimental group's results who
received hybrid education and the level of significance, the effectiveness of treatment on
learners' language achievement, was accepted. However, since both groups improved
significantly in language performance, the post-test scores of the control and experimental
groups were compared using an independent samples t-test to determine which technique was

The significance of the observed difference was investigated using the paired samples t-

better, flipped or conventional. Tables 12 and 13 describe the findings of the comparison.

Table 12.

Crosschecking Both Groups in the Post-test

Grouping N Mean Std. Deviation Std. Error Mean
Proficiency Posttest Experimental 30 39.00 2.3 .93
Control 30 37.00 1.2 40

compared to the control group's mean and standard deviation (M = 37, SD = 1.2) to determine
whether there was any obvious difference between the two groups, suggesting that one
outperformed the other. Despite the fact that the pre-test scores did not differ, the
experimental group had a higher mean score than the control group when the groups were
compared. The statistical significance of this outperformance was determined using an
independent samples t-test on the post-test scores. Table 13 summarizes the findings.

The experimental group's mean and standard deviation (M = 39.00, SD = 2.3) were
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Table 13.

Crosschecking the Mean Scores of the Language Achievement of Post-test Scores

Levene's Test for Equality of t-test for Equality of Means
Variances
F Sig. t df Sig. (2- Mean Std. Error  95% Confidence Interval of
tailed) Difference Difference the Difference
Lower Upper

Proficiency Equal variances 12.79 .001 2.6 44 .013 2.55 .98 .57 4.5
Posttest assumed

Equal variances not 2.5 28.7 .017 2.55 1.01 49 4.6
assumed

According to the findings of the independent t-test assessing the mean differences in
table 13, as the p-value is smaller than the set alpha (0.05) used to investigate the differences in
this research, the difference between the groups (p=0.01) is statistically significant. In the post-
test, it may be inferred that the groups are distinct. Because the difference between the groups
was statistically significant, it was determined that the experimental group who received hybrid
education and flipped teaching method performed better than the control group. As a
consequence, the findings showed that participants in the experimental group who were taught
utilizing a flipped classroom method were more effective in terms of language accomplishment
than those in the control group.

To answer the second research question, whether flipped classroom teaching has any
significant effect on EFL learners' language classroom anxiety level in a hybrid setting, the mean
scores of the participants' language classroom anxiety scores in post and pre-test are compared
using paired samples t-test, similar to the analysis done on language achievement. Table 14
provides the descriptive statistics of the language anxiety mean scores in pre-and post-tests for
both groups.

Table 14.

Descriptive Statistics of the Language Anxiety of both Groups in Pre and Post-tests

Mean N Std. Deviation Std. Error Mean
Pair 1 Preexperimental 72.5 30 22.3 4.7
Postexperimental 62.8 30 17.3 3.7
Pair 2 Precontrol 82.6 30 26.5 5.5
Postcontrol 75.2 30 26.0 5.5

For the second research question, we utilized a paired samples t-test to see how
students who received flipped classroom training succeeded compared to those who received
traditional in-class education. When comparing the mean scores from the first and second
administrations of the questionnaire, it can be seen that the mean scores (representing anxiety
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level) in both groups have dropped from pre- to post-test, indicating that both teaching
techniques have a positive influence on anxiety reduction. To determine the significance of the
mean score difference between two groups, the paired samples t-test was utilized.

Table 15.

Crosschecking the Language Anxiety Mean Scores of Both Groups in Pre and Post-test

Paired Differences

95% Confidence Interval of the

Difference

Mean  Std. Deviation Std. Error Mean Lower Upper t df Sig. (2-tailed)
Pair 1 Preexperimental - 9.64 13.7 2.9 35 15.7 33 21 .003
Postexperimental
Pair 2 Precontrol — Postcontrol 7.42 15.7 3.2 .81 14.0 2.3 23 .029

According to the results of the test summarized in Table 15, which are both smaller than
the cut-off p-value indicating that the differences were significant, the significance level for
comparing the mean scores in both groups equaled p =.00 and p =.02 for experimental and
control groups comparing their scores from pre to post-test, respectively. According to the result
of comparing the mean scores, employing flipped classroom instruction considerably reduced
language classroom anxiety in the hybrid classroom setting. Although the experimental group's
outcomes were statistically significant, the anxiety level in the control group was also
considerably reduced. As a result, the researcher conducted further analysis to see whether any
of the strategies outperformed the others. To do so, an independent samples t-test was used to
compare the experimental and control groups' post-test results. Tables 16 and 17 provide the
findings.

Table 16.

Descriptive Statistics Comparing Groups’ Post-test

Grouping N Mean Std. Deviation Std. Error Mean
Anxiety Posttest Experimental 30 63 17.2 3.7
Control 30 75 26.01 5.3

According to the table above, the experimental and control groups' mean post-test
scores are M =63 and M =75, respectively. Furthermore, since the groups did not vary in anxiety
level prior to treatment at the start of the trial, it is conceivable that the anxiety level in the
flipped classroom has fallen more than the control group, indicating that flipped classroom
training is more successful. The data were subjected to an independent samples t-test to
determine the significance of the observed difference. Table 17 summarizes the findings.
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Table 17.

Crosschecking the Mean Scores of the Language Classroom Anxiety by Post-test Scores

Levene's Test for

Equality of Variances t-test for Equality of Means
95% Confidence Interval of
Sig. (2- Mean Std. Error the Difference
F Sig. t df tailed) Difference Difference Lower Upper
Anxiety Equal variances 6.35 .015 -1.9 44 .07 -12.3 6.6 -25.5 .95
Posttest assumed
Equal variances not -1.91 40.2 .06 -12.3 6.5 -25.3 .75

assumed

According to Table 17, p =.06, the difference in the effectiveness of traditional and
flipped classroom training in lessening learners' classroom anxiety was not statistically
significant. As a result, statistically and substantially, there is no difference in the degree of
classroom anxiety between learners who got flipped classroom teaching and those who received
conventional in-class instruction. To put it another way, employing flipped classroom education
to reduce learners' anxiety was no more successful than conventional in-class instruction, and it
did not result in decreased anxiety among Turkish EFL students when compared to the control
group.

Discussion

The purpose of this research was to see how the flipped teaching method compared to
traditional classroom instruction affected Turkish EFL learners' language achievement and
classroom anxiety during the pandemic hybrid period. For this aim, the participants were divided
into two groups of control and experimental. The experimental group received instruction in a
flipped classroom, whereas the control group received instruction in a traditional classroom
setting. While there was no significant difference between groups on the pre-test before the
treatment, the substantially significant difference in the post-test results for both groups
revealed a change in language achievement and language anxiety as a function of instruction
type. Although flipped classroom training reduced participants' anxiety after the treatment, its
efficacy was similar to that of regular classroom instruction that was the control group. To sum
up, flipped classroom education may help EFL students achieve higher levels of language
proficiency.

It may confirm the assertions of academics (DewiSuryani, 2014; Enfield, 2013; Farjami,
2023; Hake, 1998; Han, 2015; Hung, 2015; Latorre- Cosculluela et al,. 2021; Obari & Lambacher,
2015) who feel that employing flipped classroom instruction has favorable benefits and efficacy
in teaching and acquiring various language skills. Enfield (2013), for example, argues that a
flipped classroom approach helps equip students to take responsibility for their own learning
since it fosters active learning and leads to autonomous study outside of the classroom. Students
may stop to think about what is being said, rewind to hear it again, listen to as much or as less
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of the lecture as their schedules allow, and see the lecture on a mobile device rather than in a
fixed place using this strategy (Talbert, 2012).

Hung (2015) discovered that using the flipped classroom paradigm in English classrooms
enhances students' overall academic performance, validating the benefits of flipped classroom
training. Dewi Suryani (2014) discovered that flipping English classes improved students'
speaking ability. Furthermore, several studies (Han, 2015; Hsieh, Wu, & Marek, 2017; Kang,
2015) show that using a flipped classroom enhances students' performance and competency in
some English courses.

Han (2015) also feels that employing a flipped classroom technique may encourage and
engage students in the learning process. In addition to the effects of using flipped classroom
instruction on various aspects of language learning and teaching, it can improve learners'
attitudes and perceptions toward learning because it allows students to come to class prepared,
which increases their self-confidence and participation, according to Hsieh, Wu, and Marek
(2017).

The claims of Bergmann and Sams (2014), who believed that one of the innovative
methods of teaching to increase learners' motivation and cause a higher degree of engagement
and autonomy of learners is the flipped classroom teaching approach, it can fairly justify the
findings in terms of the effectiveness of flipped classroom instruction in lowering anxiety. What
was previously done in class is now performed at home, and what was previously accomplished
as homework is now completed in class, according to Bergmann and Sams (2012). Furthermore,
according to Correa (2015), rather than doing assignments at home, which can increase anxiety
and stress among students due to a lack of teacher availability, in the flipped classroom teaching
approach, assignments are completed in class, where the teacher is available to help students
with any difficulties they may encounter.

Researchers in different cultures and majors also emphasized the effectiveness of
flipped instruction in difficult situations such as the Covid-19 pandemic period in which
education system in most of countries turned to the online or hybrid system (Farjami, 2023;
Divjak et al., 2022; Karakuzu et al., 2020; Latorre- Cosculluela et al,. 2021; Tang et al., 2023). This
study also confirms the goals and results of instructional research such as Mohammadi, Biria,
Koosha, and Shahsavari (2013), which looked at the relationship between language learning
strategies and foreign language anxiety among university students. Their findings demonstrated
that language learning techniques often correlate substantially with language anxiety, which is
similar to the findings of the present research. According to the findings, greater usage of
language learning tools was associated with lower levels of English language classroom anxiety
(ELCA).

When the results of the present research were compared to the empirical studies, it was
discovered that the current study's findings were consistent with comparable studies that
looked into the impact of flipped classroom education. Szparagowski (2014), for example,
concluded that the flipped classroom method is better than the non-flipped approach when
investigating the influence of flipped classroom on students' learning.

Additionally, the findings of Al-Harbi and Alshumaimeri's (2016) study on the impact of
flipped classroom strategies on the grammar performance and attitudes of EFL Saudi secondary
school students corroborated the findings of this study, indicating that using the flipped
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classroom strategy improved the experimental group's grammar performance and that they had
favorable attitudes toward using the flipped classroom strategy in the EFL class.

The findings are consistent with Asksoy and Ozdaml (2016), who examined the effect of
the flipped classroom approach on students' achievement, motivation, and self-sufficiency and
discovered that students in the experimental group outperformed students in the control group;
however, in contrast to the current findings, they discovered that students in the experimental
group had lower motivation and self-sufficiency than students in the control group.

Bell conducted another study to determine the effect of a flipped classroom
instructional technique on high school students' subject comprehension and attitudes about the
learning environment (2015). In contrast to the current study's findings, data analysis revealed
that, while there were few statistically significant differences in students' responses to a survey
about classroom instructional methods, there were no statistically significant differences in the
experimental and control groups' test scores.

Conclusion

The purpose of this study was to examine the learning outcomes and language anxiety
of two groups of EFL students: experimental students taught in a flipped classroom versus
control group students taught in a traditional classroom at the end of the pandemic period of
Covid-19 which was a hybrid setting.

The researcher employed a questionnaire, a pre- and a post-test proficiency assessment
to assess changes in linguistic achievement and anxiety. When compared to the control group,
the flipped classroom led students achieving higher competency test scores. Not only did flipped
learners do better academically, but also reported feeling more at ease and experiencing less
anxiety throughout the language learning process. Additionally, flipped students were more
involved in their assignments and took responsibility for their own learning. Based on the
findings of this research, it can be stated that the flipped method is an innovative strategy that
may assist EFL students in achieving better levels of language learning success in the pandemic
hybrid education period.

The research also demonstrated that this strategy was beneficial in decreasing students'
anxiety levels; hence, it can be stated that the flipped classroom teaching style provides students
with a tailored education in which their inadequacies are addressed in a non-threatening
environment. Furthermore, the autonomous learning condition, in which each student may view
the videos as many times as s/he likes and study at her or his own speed, may account for the
reduced degree of anxiety.
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