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Yiiksekogretimde Yabanci Dil Olarak Ingilizce Baglaminda Ogrencilerin Diller
Arasi Gegislilik Uygulamalarina Yonelik Tutumlar

(Yiiksek Lisans Tezi)

Kadir BAL

oz

Bu calisma, Ingilizceyi Yabanci Dil (EFL) olarak 6grenen Ogrencilerin
translanguaging (dil gecisi) stratejilerine iliskin bakis acilarini inceleyerek, bu
stratejilerin dil 6grenme deneyimleri, anlama ve katilim {izerindeki etkilerini
degerlendirmeyi amaglamaktadir. Arastirma, O&grencilerin perspektiflerini  ve
tepkilerini analiz ederek etkili translanguaging stratejilerinin anlagilmasin
gelistirmeyi ve kapsayici, ¢ok dilli O6grenme ortamlarimi  tesvik etmeyi
hedeflemektedir. Bu amagla, nicel verilerin 5 dereceli Likert 6lgegi ile olusturulan bir
anketten elde edilmesi ve acik uclu goriismelerden elde edilen nitel bilgilerle
birlestirilmesiyle karma yontem yaklasimi benimsenmistir. 461 katilimcidan elde
edilen verilere, tanimlayic1 ve ¢ikarimsal yontemleri igeren istatistiksel analizler
uygulanmis; goriisme yanitlar1 ise tematik igerik analiziyle degerlendirilmistir.
Aragtirma, Ogrencilerin yalmzca Ingilizce kullanimma karsi anadillerinin dahil
edilmesine yonelik ¢esitli gorlislere sahip oldugunu ortaya koymaktadir. Birgok
ogrenci, dil gecisinin karmagik konular1 anlamada ve kaygiyr azaltmada sagladigi
faydalar1 kabul ederken, bazilari anadil kullanimina asir1 bagimliligin Ingilizceye tam
anlamiyla maruz kalmay1 engelleyebilecegi endisesini dile getirmistir. Cinsiyet ve dil
yeterlik diizeyinin 6nemli faktorler oldugu goriilmiis; kadin 6grencilerin daha olumlu
tutumlar sergiledigi ve disiik yeterlilik diizeyine sahip Ogrencilerin dil ge¢isi
stratejilerini daha yaygin bir sekilde kullandig1 belirlenmistir. Arastirma, 6grencilerin
not alirken ve sinif arkadaslariyla is birligi yaparken dogal olarak dil gecisi yaptigini
gostermektedir. Gorlismeler, translanguaging'in  karmasik  konulart  agikliga
kavusturmadaki, sosyal baglantilar1 gii¢clendirmedeki ve 6z giiveni artirmadaki roliinii
vurgulamaktadir. Ancak, asir1 kullanim endigeleri, dengeli bir yaklasim ihtiyacini
ortaya koymaktadir. Oneriler arasinda translanguaging’in dikkatli bir sekilde
uygulanmasi, farkli yeterlilik seviyelerine uygun stratejilerin gelistirilmesi ve
ogretmenlerin etkili iki dilli uygulamalara yonelik egitimi yer almaktadir. Bu 6zellikler
ele alindiginda, translanguaging, kapsayici ve ¢ok dilli EFL smiflarini tesvik eden
basarili bir ara¢ olarak iglev gorebilir ve kiiresel yliksekdgretim baglamlarinda daha
genis bir uygulama alani bulabilir.

Anahtar Kelimeler: Cokdilli Ogrenme, Diller aras1 Gegislilik, Karma Yéntem
Yaklagimi, Tutum, Yabanci Dil Olarak Ingilizce, Yiiksekdgretim.

Sayfa Saysi: 135
Danigman: Dr.Ogretim Uyesi Yusuf Emre YESILYURT
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Students’ Attitudes Towards Translanguaging In Higher Education
In an EFL Context.
(Mater’s Thesis)

Kadir BAL

ABSTRACT

This study analyses the perspectives of English as a Foreign Language (EFL) students
about translanguaging strategies in higher education, aiming to evaluate its impact on
language learning experiences, comprehension, and engagement. This research seeks
to improve the understanding of effective translanguaging strategies by analysing
students' perspectives and reactions, hence fostering inclusive multilingual learning
environments. A mixed-methods approach was employed, combining quantitative data
from a 5-point Likert scale questionnaire with qualitative insights from open-ended
interviews. Statistical studies, encompassing both descriptive and inferential methods,
were conducted on data from 461 participants, accompanied with thematic content
analysis of interview responses. Research demonstrates that students hold diverse
views on the exclusive use of English compared to the incorporation of their native
languages. While many acknowledge the benefits of translanguaging for
understanding intricate topics and reducing anxiety, some express concerns regarding
an overreliance on their native language, believing it may hinder English immersion.
Gender and proficiency level were recognised as significant factors, with female
students demonstrating more positive attitudes and lower-proficiency learners
employing translanguaging strategies more extensively. The research demonstrates
that translanguaging often occurs naturally as students switch languages while note-
taking and collaborating with classmates. Interviews emphasised its role in clarifying
complex topics, fostering social connections, and boosting self-confidence. However,
concerns about overuse highlight the need for a balanced approach. Recommendations
include the prudent application of translanguaging, tailored strategies for diverse
proficiency levels, and teacher training in effective bilingual practices. By addressing
these characteristics, translanguaging can function as a successful tool for promoting
inclusive, multilingual EFL classrooms and enabling broader application in global
higher education contexts.

Keywords: Attitudes, EFL, Higher Education, Mixed-methods Approach,
Multilingual Learning, Translanguaging.
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CHAPTER I

INTRODUCTION

The introduction is divided into five subheadings in this chapter. The study's
background, which is a very important aspect of the research, is stated in the first
subheading. The problem statement is explained in the second subheading. Following
that, the third and fourth subheadings concentrate on the research questions, the study's
purposes and its importance. The study's limitations are then mentioned as the fifth

point.

1.1. Background of the Study

Originally introduced by Cen Williams in the 1980s, the term "translanguaging"
characterises the process of alternately speaking in one communication action (Garcia
& Wei, 2014). In applied linguistics, especially in relation to English as a Foreign
Language (EFL) in higher education, this concept has attracted a lot of interest.
Translanguaging challenges the conventional wisdom of language acquisition that
usually emphasises the separation of languages and advocates a more fluid and
dynamic approach that reflects the real-life language practices of bilingual or
multilingual persons (Baker, 2011).

Garcia (2009) claims that rather than only a teaching tactic, translanguaging is a natural
communicative behaviour among bilinguals. This viewpoint is compatible with
Bakhtin's (1981) heteroglossia theory, which claims that language is basically
multivoiced and covers a spectrum of social and cultural influences.
It has been observed that in EFL education, translanguaging offers several pedagogical
benefits. For instance, it helps students to interpret using their whole linguistic
repertoire, therefore enhancing their understanding and classroom involvement
(Creese & Blackledge, 2010). Research by Canagarajah (2011) indicates that
translanguaging can also create an inclusive learning environment whereby students'
different linguistic resources are leveraged to facilitate their learning, and their

linguistic identities are validated.



Translanguaging is not without challenges in EFL settings, either. The danger of
linguistic misinterpretation among pupils still developing their English language
competency causes great concern. Learning the target language (L2) in EFL
classrooms could be impeded, claims Macaro (2005), by misuse of the first language
(LD).

Research conducted by Gorter & Cenoz (2017) indicated that translanguaging is
predominantly favourably perceived by higher education students, particularly on its
ability to simplify intricate content. However, the same study indicated that other
factors, such as students' perceived status of the languages involved, their previous
language learning experiences, and their competence levels, can influence their views
towards translanguaging.

Research on translanguaging in EFL contexts within higher education reveals that,
despite several advantages, students' attitudes and teachers' intentional implementation
of this method are critical determinants of its efficacy. Despite existing challenges in
ensuring that translanguaging facilitates rather than hinders L2 acquisition, there is an
increasing recognition within Turkish higher education of its potential to enhance
language learning. Future studies should keep looking at the nuances of students'
opinions on translanguaging, with an eye towards the evolution of teaching strategies
that maximise its advantages over its drawbacks.

Teaching a foreign language in Turkey comes with significant challenges, largely due
to the rigid structure of the national education system. With an overwhelming focus
on standardized testing and rote memorization, students often find themselves
memorizing grammar rules and vocabulary rather than engaging in meaningful
communication. Traditional methods, like the grammar-translation approach,
emphasize accuracy over fluency, leaving many learners feeling confident in
answering test questions but hesitant when it comes to real-life conversations
(Kirkgoz, 2007). Unfortunately, the exam-driven nature of language education further
reinforces this problem, as success is often measured by multiple-choice test scores
rather than the ability to communicate effectively (Ozsevik, 2010).

Another pressing issue is the strict monolingual approach in classrooms, where
students are expected to use only the target language. While this might sound ideal in
theory, in practice, it often creates an intimidating environment where students fear

making mistakes. Research has shown that allowing learners to use their first language



strategically can actually support their understanding and learning process (Auerbach,
1993; Cook, 2001). However, in Turkey, many teachers still discourage or even
penalize the use of the mother tongue, missing an opportunity to help students bridge
gaps in comprehension. Additionally, Turkey's rich linguistic diversity is often ignored
in classrooms, overlooking the fact that many students grow up in bilingual or
multilingual households (Celik, 2008). Instead of embracing these linguistic resources,
the system enforces a rigid, one-language-only rule, which can increase anxiety and
reduce engagement.

This is where translanguaging emerges as a much-needed solution. By allowing
students to draw on their full linguistic repertoire, translanguaging helps them make
deeper connections with the language, boosting their confidence and making learning
feel more natural (Garcia & Wei, 2014). Instead of viewing different languages as
separate entities, it encourages a fluid and dynamic approach to language use, one that
mirrors how multilingual people actually communicate in the real world. For Turkish
students who often struggle with the rigid boundaries set in traditional classrooms, this
approach can be a game changer. By incorporating translanguaging into language
teaching, we can create a more inclusive, engaging, and effective learning
environment, one where students are not just learning a language but also learning how

to use it with confidence beyond the classroom (Velasco & Garcia, 2014).

1.2. The Statement of the Problem

Translanguaging has attracted a lot of interest as a creative technique of language
instruction since it provides a dynamic framework using all of the students' linguistic
repertoire. Although its uses in multilingual and bilingual classrooms have been much
investigated, not much is known about its use in English as a Foreign Language (EFL)
environment. Little is known about how translanguaging in EFL classrooms affects
learners' academic performance, motivation, and language confidence.

Many EFL programs' predominance of monolingual ideas sometimes prevents
students from using their home languages, therefore compromising effective learning.
Apart from their language identities, this rigorous approach limits pupils' capacity to
interact with challenging materials. Translanguaging supports inclusive events
honouring students' linguistic diversity and encouraging their cognitive and academic

development, so providing a possible answer. Still lacking, though, is an empirical



study on the success of translanguaging in EFL settings, especially on students'
impressions and experiences.

With an eye towards translanguaging's effect on students' learning outcomes and
attitudes, this study seeks to close these gaps in EFL classrooms. This study aims to
shed light on its pragmatic uses by investigating how translanguaging techniques
might improve engagement, understanding and language acquisition in EFL

environments, therefore supporting the continuous debate on multilingual education.

1.3. Research Questions.

1- What are the students’ attitudes towards translanguaging in an EFL context?
- What are their attitudes towards translanguaging?

- Do students' attitudes towards translanguaging differ significantly according to

the gender variable?

- Do students' attitudes towards translanguaging differ significantly according to

the English proficiency level variable?
2- What language-related difficulties do EFL students encounter?

3- What kinds of translanguaging techniques do college students employ in their

coursework?

1.4. The Purpose and the Significance of the Study

This study's main goal is to find out how students feel about translanguaging in the
context of higher education's EFL (English as a Foreign Language). Translanguaging,
or the deliberate use of multiple languages to facilitate learning, is becoming more and
more acknowledged as a potent multilingual education tool. By examining how
students interpret and respond to translanguaging behaviours in EFL environments,
this study will investigate how these techniques affect language learning,

understanding, and student involvement in academic environments.

This study aims to contribute to global research on translanguaging practices in higher
education, providing insights on effective strategies for integrating translanguaging in
EFL classrooms and fostering inclusive, multilingual learning spaces, ultimately

supporting its wider adoption and refinement in global higher education.



The current study considerably increases our knowledge of translanguaging in EFL
contexts since it offers a thorough awareness of the practice as a learning tool in
Turkish higher education. Also, it aims to provide a comprehensive research of
translanguaging in an EFL environment, which has not received enough attention in
Turkey thus far. By means of analysis and evaluation of present translanguaging
practices and student perceptions of translanguaging in an EFL environment, this study
aims to address the research gap on translanguaging in the local setting of higher
education. This is due to the limited number of studies that are currently available on
the topic. Additionally, it might help dispel instructors' preconceptions about using L.2

in the classroom.

1.5. Limitations

The study is limited to students enrolled in the Preparatory Class of a private
foundation university in Istanbul and also the students taking English lessons either
through distance education or face-to-face. The face-to-face participants include
students from the Civil Aviation Cabin Services and Tourist Guidance programs.

The sample size is restricted to 2,500 Al-level students. At the beginning of the
semester, the students were given a proficiency test prepared for both Al and A2
levels. Those who achieved more than 50 points were exempted from taking English
courses. These students have completed both qualitative and quantitative
questionnaires honestly and sincerely. Additionally, they possess sufficient experience

to express opinions regarding translanguaging.



CHAPTER II

LITERATURE REVIEW

In this chapter, key aspects of translanguaging are explored through various
subheadings. The chapter begins with its theoretical foundations, contrasting the "soft"
and "strong" approaches. Next, the historical development of translanguaging is
discussed, followed by its pedagogical applications in bilingual and multilingual
classrooms, highlighting its role in enhancing learning and engagement.

The chapter then examines translanguaging in EFL contexts, addressing its benefits
and challenges, including institutional resistance and monolingual ideologies. It also
differentiates translanguaging from code-switching and analyzes students’ attitudes
based on empirical studies. Additionally, the role of teacher education and digital
learning in translanguaging is reviewed. The chapter concludes by summarizing its

advantages, challenges, and existing research gaps.

2.1. Theoretical Foundations of Translanguaging

Translanguaging is anchored in a dynamic perspective of bilingualism that opposes
the idea of separate, autonomous language systems. Instead, it regards language
practices as fluid and linked, letting people create meaning from their complete
language repertoire (Garcia & Wei, 2014). Two opposing theories predominate in the
translanguaging discussion: the "soft" approach, which favours the merger of national
languages while acknowledging them, and the "strong" theory, which advocates a
single, unified language repertoire (Garcia & Lin, 2016).

Especially in multilingual classrooms, the "soft" concept of translanguaging stresses
on fostering adaptability inside predefined linguistic constraints. It suggests that
deliberately and strategically applying various languages could help to increase
knowledge and participation. On the other hand, the "strong" perspective doubts the
very existence of several language systems and implies that bilingual people inevitably
apply a single, linked linguistic framework. This perspective aligns with "dynamic
bilingualism," which emphasises the fluid and evolving quality of multilingual

communication (Wei, 2011).



Important theoretical contributions include the idea of "translanguaging space" put
forward by Wei (2011), which underlines the changing ability of translanguaging to
build social situations where people negotiate identities and connections. These spaces
foster uniqueness and creativity by letting people mix their language, cultural, and
experiential resources. Blackledge & Creese (2017) also stress the semiotic aspect of
translanguaging that is, combining gestures, visual signals, and other nonverbal forms
into communication. This viewpoint acknowledges translanguaging's multimodal and
holistic character, therefore extending knowledge of translanguaging outside spoken

and written languages.

2.2. Historical Development and Theoretical Foundations

Cen Williams initially used the word "translanguaging" in the 1980s to characterise an
instructional technique whereby students rotated between two languages for input and
output. Garcia (2009) broadened this concept by introducing translanguaging as a
theoretical prism through which one may see how multilingual people negotiate and
negotiate their language contexts. Emphasising its ability to challenge monolingual
standards, Garcia & Kleyn (2016) advanced the field by showing its use in bilingual
classrooms. Research also emphasises the sociopolitical aspects of translanguaging.
By affirming the many language practices of underprivileged groups, it questions
linguistic hierarchy and advances linguistic equity. Wei (2022) defines
translanguaging as a decolonising technique that opposes "abyssal thinking," which

imposes binary divisions across languages, civilisations, and epistemologies.

2.3. Pedagogical Applications

In bilingual and multilingual classrooms, translanguaging has become rather popular
as an educational tool. Originally, it explained the deliberate alternation between input
and output languages to enhance cognitive and communication possibilities (Lewis,
Jones, & Baker, 2012). Over time, its applications have expanded to incorporate a
range of instructional approaches supporting learning by leveraging students' language
competency.

In order to promote metalinguistic awareness in which students, by means of cross-
language links, expand their knowledge of language structures and functions, Cenoz

& Gorter (2020) underline the importance of translanguaging. This approach improves



not just verbal but also critical thinking and problem-solving capacity. Moreover,
translanguaging pedagogies recognise students' language identities and create a
supporting learning environment, therefore supporting inclusive classroom practices.
Shifidi (2014) demonstrates in Namibian secondary schools how well translanguaging
helps to increase comprehension and involvement among pupils from many language
backgrounds in Namibian secondary schools. The study underlines how
translanguaging lowers the divide between home and school languages, therefore
enabling students to take part more actively in the process of learning.

In line with this, Shah et al. (2019) look at the inadvertent use of translanguaging at
Pakistani institutions, stressing its regularity in casual academic talks even though
English is the language of instruction. These findings suggest that translanguaging is
naturally and adaptably used by multilingual people as their technique of handling

challenging language settings.

2.3.1. In higher education. In higher education, translanguaging is rather
crucial for reducing linguistic and cultural barriers in English-medium instruction
(EMI) settings. Translanguaging also promotes higher-order cognitive skills.
Karabulut (2019) found, for instance, improved planning, organisation, and critical
thinking among Turkish EFL students who translocated for writing projects. These

findings show how translanguaging might raise cognitive and academic performance.

2.3.2. Reading and writing skills development. Kamish (2022) employed
mixed methods to examine the effect of translanguaging education on the reading
comprehension of L2 in Turkish secondary school students. The results demonstrated
significant improvements in motivation and reading comprehension, particularly when

students were permitted to utilise their L1 for meaning-making.

2.4. Translanguaging in EFL Contexts

Kamish (2022) demonstrated that Turkish secondary school students' comprehension
and motivation were significantly enhanced by permitting them to utilise their first
language (L1) in English reading assignments. This suggests that translanguaging not
only supports content understanding but also empowers students to navigate complex

academic tasks more effectively.



Translanguaging also facilitates the development of thinking skills in EFL students.
Karabulut (2019) searched the impact of translanguaging on the writing of Turkish
EFL students and discovered that it improved their critical thinking, organisation, and
planning. Translanguaging enables students to utilise their cognitive tools and
language in order to establish a more profound connection with the material and to
foster metacognitive awareness. This is consistent with the theoretical perspective of
Garcia and Wei (2014), which views translanguaging as a vehicle for intellectual

inquiry and the construction of meaning.

2.5. Challenges and Resistance

In EFL environments, translanguaging presents challenges, particularly in contexts
that are influenced by monolingual ideas, despite its advantages. While numerous
students valued translanguaging for its pragmatic benefits, Fang & Liu (2020)
discovered that some perceived it as indicative of their insufficient English
proficiency. Additionally, institutional policies occasionally discourage the utilisation
of L1 in EFL classes, thereby limiting the potential of translanguaging techniques
(Escobar & Dillard-Paltrineri, 2015). These challenges underscore the necessity of
legislative reform and teacher training to effectively integrate translanguaging into

EFL instruction.

2.6. Translanguaging, Code-Switching and Code-Meshing Concepts and
Differences

In multilingual and bilingual educational contexts, three key concepts often emerge:
translanguaging, code-switching, and code-meshing. While they share similarities in
their engagement with multiple languages, they differ in their theoretical
underpinnings, functions, and implications for language use in academic and social
settings.

Usually imposed by social standards, code-switching is the alternation between
languages inside specified conversational limitations. Emphasising adaptability and
agency, translanguaging aggregates language resources into one system of meaning-
making. Wei (2022) says translanguaging lets pupils use their whole language

repertoire outside of code-switching's structural limitations.
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Translanguaging refers to the dynamic and fluid use of multiple linguistic resources
by bilingual or multilingual speakers. Rather than treating languages as separate
entities, translanguaging views language as an integrated system that individuals draw
upon to communicate effectively. This concept, rooted in sociolinguistics and
bilingual education, was initially developed in the Welsh bilingual education system
and later expanded by researcher Garcia (2017). Translanguaging goes beyond simple
language alternation; it encourages learners to utilize all their linguistic capabilities to
construct meaning, develop knowledge, and express their identities. In educational
settings, translanguaging promotes cognitive flexibility, deeper understanding, and
inclusive pedagogical approaches that recognize linguistic diversity as an asset rather
than a hindrance.

Code-switching is the alternating use of two or more languages within a single
conversation, sentence, or discourse. Unlike translanguaging, which assumes an
integrated linguistic system, code-switching is traditionally viewed through a more
rigid structural lens, where speakers consciously or unconsciously switch between
distinct languages based on situational, social, or grammatical constraints. Code-
switching can be intersentential (occurring between sentences), intrasentential (within
a single sentence), or tag-switching (inserting a word or phrase from another
language). Scholars such as Auer (2005); Myers-Scotton (2005) have analyzed code-
switching as a socio-pragmatic phenomenon influenced by power dynamics, audience
expectations, and contextual appropriateness. While it is a common practice among
bilingual speakers, code-switching is often stigmatized in formal educational settings,
reinforcing the perception of linguistic boundaries rather than fluid integration.
Code-meshing, on the other hand, refers to the intentional and strategic blending of
linguistic varieties, including dialects and standard languages, within formal and
informal contexts. Unlike code-switching, which often follows traditional grammatical
structures, code-meshing integrates elements of different linguistic systems to
challenge linguistic hierarchies and promote linguistic inclusivity. This concept is
particularly relevant in academic writing, where scholars advocate for incorporating
vernacular English and other non-standard varieties into traditionally monolingual
discourse (Canagarajah, 2011). Code-meshing aims to legitimize multilingual and
multicultural linguistic expressions by allowing speakers to maintain their linguistic

identity while engaging in academic or professional communication.
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While translanguaging, code-switching, and code-meshing all involve the use of
multiple linguistic resources, they differ in their conceptualization and application:
o Translanguaging sees language as a unified system and encourages fluid
linguistic practices to enhance comprehension and learning.
e Code-switching treats languages as separate systems and involves switching
between them based on context, audience, or grammar.
e Code-meshing integrates different linguistic varieties within a single
communicative act, often challenging traditional linguistic norms.
In educational contexts, translanguaging is increasingly recognized as a valuable
pedagogical strategy that empowers students by validating their linguistic repertoire.
Code-switching remains prevalent but is often constrained by social and institutional
expectations. Code-meshing, while gaining traction in academic discourse, faces
resistance due to the dominance of standard language ideologies. Understanding these
distinctions helps educators and researchers develop more inclusive language policies
that embrace linguistic diversity and enhance bilingual and multilingual students'

academic success.

2.7. Students’ Attitudes Towards Translanguaging

Particularly in multilingual classrooms, kids usually have neutral to positive opinions
about translanguaging. According to Fang & Liu (2020), translanguaging was seen by
university students as a crucial tool for language acquisition, therefore enhancing
confidence and understanding. But several students linked translanguaging with poor
English ability to reflect how monolingual notions affected their impressions.
Similarly, Wang (2016) discovered that translanguaging was regarded by Chinese
university students as a tool for promoting involvement and negotiating meaning,
therefore facilitating scaffolding-based collaborative learning.

Shifidi (2014) observed in Namibian secondary schools that students valued
translanguaging for its ability to promote knowledge and involvement, particularly in
challenging subjects. Translanguaging approaches reduced language anxiety by
bridging the gap between home and school languages, therefore increasing
involvement. In a similar line, Rivera & Mazak (2019) examined how psychology
students felt about translanguaging and discovered that it was perceived favourably as

a strategy for explaining challenging academic ideas.
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Although translanguaging usually produces good results, students nevertheless have
certain challenges. Under other conditions, such as in Costa Rica and Kazakhstan,
pupils expressed uncertainty, connecting translanguaging to outdated teaching
methods or seeing it as a sign of slowness Escobar & Dillard-Paltraineri (2015).
Furthermore, often the adoption of translanguaging techniques is hampered by
institutional limitations such as monolingual language policy despite their alleged
advantages (Fang & Liu, 2020). These findings underscore the need for teachers and
legislators tackling monolingual concepts and creating environments that foster

linguistic equality and confidence building by translanguaging.

2.8. Teacher Education and Professional Development

Teacher education, in major part, determines effective translanguaging
implementation. Oztiifek¢i (2023) developed a course for pre-service English teachers
in front of dynamic bilingualism and heteroglossic language concepts. The session
helped attendees to review their present monoglossic concepts and develop
translanguaging techniques, so arming them to create inclusive schools honouring
linguistic variety. Holdway & Hitchcock (2018) also investigated how activities for
professional development influence translanguaging attitudes of teachers. Growing
understanding of translanguaging, they found that more inclusive educational settings

and higher respect of students' multilingual abilities followed.

2.9. Empirical Studies on Translanguaging

2.9.1. Classroom practices. Examined research on translanguaging's use in
classroom interactions to increase student involvement and comprehension by Ilhan
(2022). With an eye towards student-directed translanguaging in English-centric
classes, Ilhan (2022) demonstrated, especially in group-based events, how

translanguaging improves listening and reading comprehension.

2.9.2. Digital and online learning. As online learning grows increasingly
prevalent, translanguaging has also developed to accommodate digital platforms.
Kamisli's (2022) research on translanguaging in online L2 reading instruction found

how effectively it creates dynamic and useful virtual learning settings. Students
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reported they engaged more and found negotiating difficult literature simpler than in

monolingual schooling.

2.10. Advantages and Challenges

Translanguaging has benefits for learning results, student involvement, and validation
of students' linguistic identities. Particularly for minoritized bilingual pupils,
translanguaging pedagogies challenge monolingual standards and provide fair access
to educational materials by letting students use their whole language repertoire
(Garcia, 2017).

Translanguaging also allows students to enhance important metalinguistic awareness,
therefore enabling them to study and consider language use in numerous contexts.
From this awareness, one can follow improved language talents and more respect of
linguistic variety. Translanguaging methods also enable students from many language
and cultural backgrounds to collaborate and build mutual understanding, therefore
promoting social cohesiveness.

Still, challenges still exist. Critics of translanguaging claim that by combining minority
languages with dominant ones it could threaten them and hence eliminate linguistic
diversity (Garcia & Lin, 2016). This problem is particularly relevant in cases where
minority languages are already excluded. Moreover, institutional resistance to
translanguaging driven by monoglossic concepts frequently limits its use in official
learning environments. Tight language policies could force teachers to comply,

therefore, compromising their ability to apply translanguaging strategies.

2.11. Research Gaps

Examining research on translanguaging in Turkey’s EFL context reveals several gaps,
particularly in its practical implementation in classrooms. While numerous studies
have explored translanguaging, they often focus on either students' or teachers'
attitudes rather than considering both perspectives alongside real classroom practices.
Consequently, there is no well-defined framework for effectively integrating
translanguaging into language teaching.

Most of the studies have examined the concept of translanguaging as part of bilingual
classroom practices (Kiigiik, 2018; Ozkaynak, 2020; Oztiirk &Cubuk¢u, 2022;
Karabulut, 2019; Kiigiikali, 2021) and attitudes (Sezer, 2022; Inci Kavak, 2021; Yiizlii,
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2021; Ilhan, 2022; Oztiifek¢i, 2023; Bozbiyik, 2023) in the Turkish EFL higher
education context. Likewise, there have been international studies investigating
translanguaging from sociolinguistic (Gort & Sembiante, 2015), psycholinguistic
(Wei, 2011), and digital-based corpus (Misir, 2023) perspectives. Therefore, studies
on translanguaging in tertiary-level EFL contexts have mostly focused on the attitudes
or practices of either students or instructors rather than investigating both.

One significant issue is the lack of clear pedagogical guidelines for incorporating
translanguaging into instruction. The Ministry of National Education (MoNE) in
Turkey presents an inconsistent stance on L1 use. While primary and secondary
education permit some use of students' native language in specific situations, high
school curricula emphasize an English-only approach. This inconsistency leaves both
teachers and students uncertain about when and how translanguaging can be
effectively applied. Without explicit guidance, teachers may struggle to integrate
translanguaging as a structured pedagogical tool.

Moreover, much of the existing research in Turkey has primarily examined code-
switching rather than translanguaging as an intentional teaching strategy. Studies
suggest that teachers often engage in translanguaging unconsciously (Canagarajah,
2011), highlighting the need for a more deliberate and structured approach to using
multiple languages in instruction.

Additionally, there is a noticeable disconnect between MoNE’s language policies and
international standards, such as the Common European Framework of Reference for
Languages (CEFR). While CEFR promotes a multilingual approach to language
learning, MoNE does not provide clear guidelines on translanguaging, creating
uncertainty for educators about how much flexibility they have in incorporating
students' native languages into instruction.

Translanguaging also holds significant potential for improving language learning in
university preparatory programs, yet this area remains largely unexplored. These
programs aim to help students progress from Al to B1 proficiency levels within a short
period, making effective teaching strategies essential. However, little research has
been conducted on how translanguaging could facilitate this process. Furthermore,
there is a lack of practical models to assist preparatory school instructors in

incorporating translanguaging into their teaching methods.
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To address these gaps, future research should investigate both student and teacher
perspectives on translanguaging while also assessing its impact on classroom
practices. Additionally, more training programs and instructional resources should be
developed to help educators implement translanguaging effectively. Further studies
should also examine its role in improving writing skills and explore ways to align
MoNE’s language policies with CEFR’s multilingual approach. Moreover, researchers
should focus on how translanguaging can be systematically integrated into university
preparatory programs to enhance students’ language development. By filling these
gaps, translanguaging can be better understood and effectively applied in Turkish EFL
education, ultimately making language learning more accessible and beneficial for
students.

Existing research on translanguaging in Turkey remains relatively new, particularly in
EFL settings, where it primarily involves the integration of Turkish (L1) and English
(TL). Yuvayapan (2019) examined English language teachers’ perceptions and actual
use of L1 in classrooms through questionnaires, class observations, and interviews.
The study found that teachers generally held positive attitudes toward translanguaging,
recognizing its benefits in certain situations. Specifically, the use of Turkish in
classrooms was found to support students with lower proficiency levels by improving
participation, clarifications, vocabulary explanation, classroom management,
interaction, and teacher-student rapport. However, teachers also noted constraints
associated with translanguaging in EFL settings. Institutional policies, expectations
from colleagues, and parental concerns often discouraged the use of L1 in classrooms.
Additionally, some teachers questioned the long-term effectiveness of translanguaging
for English language acquisition, with many resorting to L1 simply to save time and
keep up with the curriculum (Yuvayapan, 2019).

Similarly, Yizli &Dikilitas (2021) investigated the impact of planned translanguaging
pedagogies on EFL learners’ four language skills, as well as their perceptions of its
classroom implementation in high schools. The study employed an experimental
design, with treatment groups receiving ten weeks of instruction incorporating
translanguaging, while two control groups were taught using the grammar-translation
method and the communicative language teaching approach. The results demonstrated
that planned translanguaging practices had a positive impact on students’ overall

English language proficiency. Additionally, students reported various cognitive,
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interactive, and affective benefits, including enhanced meaning-making, autonomous
learning, bilingual and metalinguistic awareness, negotiation and clarification skills,
and a greater sense of comfort and motivation in learning and using English.

The study also offered valuable insights for teachers and teacher educators regarding
the pedagogical implementation of translanguaging. First, a structured and
contextually appropriate use of Turkish and English as both instructional and
interactive languages should be encouraged in EFL classrooms. Second, educators
should reconsider strict monolingual policies and explore ways to incorporate
translanguaging into curricula by developing suitable teaching materials and
assessment frameworks (Yiizlii & Dikilitag, 2021).

By addressing these research gaps and refining pedagogical approaches,
translanguaging can be more effectively implemented in Turkish EFL education,

ultimately enhancing students’ language learning experiences.
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CHAPTER III

METHODOLOGY

This chapter begins with the research design, which clarifies the type of research that
will be used to collect data, and then moves on to the study participants. The third stage
will focus on the research questions that will be utilised to answer the study's enquiries,
and the fourth, fifth, and sixth parts will detail data-gathering devices. The seventh
point will be an introduction to data gathering procedures, followed by information
regarding data analysis in the eighth part. Finally, the reliability and validity of the

study will be discussed.

3.1. Design of Research

In the study, qualitative and quantitative methods were blended to investigate the issue
from several directions. Combining these two approaches inside a single framework
gives mixed methods research a great way to approach difficult research subjects. This
approach uses the benefits of both qualitative and quantitative data, thereby providing
possibly not feasible depth with each method by itself (Molina & Azorin, 2010). It also
addresses the disadvantages of reliance solely on one strategy, therefore enhancing the
knowledge about the research question (Johnson & Onwuegbuzie, 2004; Denscombe,
2008).

Usually with an eye towards the goals of the study, e.g., triangulation or
complementarity, the timing of data collecting simultaneous or sequential and the
relative emphasis on qualitative rather than quantitative methods have researchers
proposed several frameworks for classifying mixed methods designs. For example,
Leech & Onwuegbuzie (2009) typology provides valuable guidance for selecting
appropriate designs, therefore enabling better integration of multiple data sources.
This work answered the research issue completely using a convergent parallel mixed-
methods approach. This well-established approach assigns equal relevance to both
quantitative and qualitative data by means of concurrent collecting and analysis. While

under analysis, the data remain distinct; throughout the interpretation stage, they are
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merged to help provide a consistent understanding of the findings (Creswell & Clark,
2017).
The study asked students' opinions about translanguaging using a quantitative survey.
While qualitative data gathered via interviews was investigated using inductive
content analysis, the results of this survey were subjected to statistical analysis.
Creswell & Poth (2018) say this qualitative approach lets themes and categories show
up straight from the data, free from the constraints of past beliefs or theoretical
frameworks. When little past research has been conducted, this makes it particularly
useful for exploratory research.
Creswell & Guetterman (2019) outline some fundamental aspects of qualitative
research.
- Examining a problem to acquire a clear knowledge of its main features.
- Using the literature review to justify the research problem in a concise yet
meaningful manner.
- Formulating open-ended research questions to capture participants’ authentic
experiences.
- Collecting insights from a smaller group of individuals through interviews or
visual data to delve into their perspectives.
- Analyzing texts to identify themes and patterns while interpreting the findings
within a broader context.
- Employing adaptable and reflective approaches, recognizing the researcher’s
own biases and perspectives.
Creswell & Creswell (2018) claim that the side-by-side approach generates
quantitative data first, then a study of qualitative themes either supporting or refuting
the statistical conclusions. Alternatively, comparisons to the quantitative findings can
follow first the qualitative data. In this study, the quantitative results were presented
initially, creating a foundation for linking them to the qualitative insights. This
approach helped clarify the relationship between the two data sets, aligning with
Creswell & Clark's (2017) emphasis on integrating qualitative perspectives with

quantitative data to uncover the subtleties of complex research questions.
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3.2. Participants

The research took place during the Fall Semester of the 2024-2025 Academic Year at
Istanbul Esenyurt University. Given the practical challenges of data collection, such
as time constraints and the need for easy access to participants, the convenience
sampling method emerged as the most suitable method. As described by Etikan et al.
(2016), this approach allows researchers to select participants who are readily available
and meet specific criteria, making the process more efficient. Since the study focused
on students, it made sense to recruit participants from within the researcher’s own
institution, ensuring a smoother and more manageable data collection process.
Creswell&Creswell (2018) note that the convenience sampling method is especially
useful in educational research, where researchers often face limitations in time and
resources. Similarly, Dornyei (2007) highlights its frequent use in applied linguistics
and education studies due to its practicality in institutional settings. In this study,
convenience sampling enabled direct communication with participants, contributed to
a high response rate, and allowed data to be gathered efficiently. While the method has
some limitations, particularly regarding generalizability, its advantages in terms of
accessibility and feasibility made it the best fit for this research.

Primarily, the participants of the study were taken from students taking English lessons
through distance learning. Additionally, students attending face-to-face lessons were
also included, and these students were from Prep Classes, Civil Aviation and Cabin

Services, and Tourist Guide programs.

Table 1.

Programs Offering EFL Courses at Esenyurt University

Distance Learning Face to face Learning

School of Physical Education and Sports Preparatory School of English

Faculty of Business and Management Sciences  Civil Aviation and Cabin Services Program
Vocational School Civil Aviation and Cabin Services Program
Faculty of Engineering and Architecture

Faculty of Health Sciences

Vocational School of Health Sciences

Faculty of Arts and Social Sciences
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As shown in Table 1, for this study, all EFL departments in the Distance Learning and
Preparatory School of English, Civil Aviation and Cabin Services Program and Tourist
Guidance Program in face-to-face learning were selected. Most of the departments
providing EFL courses were meant to be included in this study in order to obtain a
thorough and deeper understanding about students’ attitudes towards translanguaging
in the school.

The study participants were selected randomly from both distant learning and face-to-
face learning environments. Students who are in School of Physical Education and
Sports, Faculty of Business and Management Sciences, Vocational School, Faculty of
Engineering and Architecture, Faculty of Health Sciences, Vocational School of
Health Sciences, Faculty of Arts and Social Sciences, Preparatory School of English,
Civil Aviation and Cabin Services Program, Tourist Guidance Program took part in

the study.

Table 2.

Number of the Participants

Number of Interviewed Surveyed

Name of the Academic Department .. .7
P Students Participants Participants

Distance Learning
School of Physical Education and Sports
Faculty of Business and Management
Sciences
Vocational School
Faculty of Engineering and Architecture
Faculty of Health Sciences
Vocational School of Health Sciences
Faculty of Arts and Social Sciences
TOTAL 1812 15 410

Face to face Learning

Preparatory School of English
Civil Aviation and Cabin Services
Program

Tourist Guidance Program

TOTAL 126 9 51
SUBTOTAL 1938 24 461

According to Table 2, there are a total of 1812 students enrolled in distance learning,
while face-to-face learning students total 126, making the overall number of

participants 1938. Among the interviewed participants, 15 are distance learning
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students, and 9 are face-to-face learning students. For the survey, 410 participants are

from distance learning, whereas 51 are from face-to-face learning.

3.3. Research Questions
Regarding students' perceptions of translanguaging in an EFL context, the following
research questions were employed:
1. What are the students’ attitudes towards translanguaging in an EFL context?

- Do students' attitudes towards translanguaging differ significantly according
to the gender variable?

-Do students' attitudes towards translanguaging differ significantly according
to the English proficiency level variable?
2. What language-related difficulties do EFL students encounter?
3. What kinds of translanguaging techniques do college students employ in their

coursework?

3.4. Data Collection Instruments

To figure out the research problems in this study, multiple types of data rather than
depending on a single data source was collected. Data collection instruments such as
an interview and a questionnaire were implemented. To discover students' perspectives
on translanguaging within an EFL context, the translanguaging strategies employed by
students, and the language-related obstacles they encounter during their studies,
qualitative research interview was carried out. Qualitative research is a method that
emphasises exploring and comprehending social phenomena within their context,
grounded in the development of theories. Cresswell (2013, p. 48) states that qualitative
research is done as a problem or issue that should be discovered, and this discovery is
necessary due to the need to study a group or universe, to identify variables that cannot
be easily measured, or to hear silenced voices.

In the study, it was aimed to determine what the opinions of the students were about
the concept of translanguaging. It is aimed to describe the current situation of the
students regarding the concept of translanguaging so that perceptions and events are
presented realistically and holistically in the natural environment. However, it is
possible for people to understand and interpret the same events differently in the same

environment. This is a survey, etc., of the diversity of interpretations and concept
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richness. During the study, individual interview with EFL students was done.
Interviews were carried out as semi-structured interviews with open-ended questions.
Thus, it was aimed to reveal what meaning do the students attribute to the concept of

translanguaging and what their experiences are from their perspectives.

3.5. Open-Ended Interview Questions for EFL Students

Interviews designed for EFL students were taken from (Kiigiik, 2018) which was
derived from the research conducted by Shifidi (2014). It was edited by the researcher
for the target group. In the last quarter of the twentieth century, the interview technique
has taken its place as an effective data collection method in many social science fields.
Patton (1987) states that the goal of the interview is to look into the individual's inner
world and grasp their perspective. The standardized open-ended interview technique
consists of a series of carefully written and sequenced questions that are asked to each
individual in the same style and order (Patton, 1987, p.112). By systematically asking
the same questions to the interviewees in the same order, interviewer influence and
subjective judgments are minimized and the data obtained are easier to compare and
analyze. It can also be used effectively in situations where more than one interviewer
is to be used. It also reduces differences in responses that may be due to interviewers'
skills, biases or subjectivity. While editing the open-ended questions guiding
statements, asking questions with yes or no answers and asking multidimensional
questions were avoided.

The open-ended questionnaire consisted of six sections. Section 1 of the interview had
questions designed to gather demographic information from the participants. Section
2 of the interview was designed to gather information regarding the prevalence of
translanguaging procedures in the classroom. Section 3 looks for information on
translanguaging frequency practices. Section 4 tries to explain how students view
translanguaging. Section 5 included questions regarding language-related issues that
students encounter and techniques they use in an EFL environment to help them solve
these issues. Section 6 was designed to provide an opportunity for last comments on
translanguaging. The interview questions for EFL students are presented in Appendix

6
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3.6. Adapted Questionnaire on Translanguaging

To fulfil the goal of the study, a questionnaire for EFL students was used. The
questionnaire was taken from (Kiiclik, 2018) study. In her study, she intended to
analyse and evaluate current translanguaging practices in the context of Turkish higher
education, specifically referencing Adana Science and Technology University (Adana
STU). The questionnaire items were derived by the researcher from the research of
Baker (2011), Dykhanova (2015), Levine (2003), and Van der Walt (2006).

Four items in Section Four of the questionnaire were modified by the researcher in line
with Levine's (2003) study. These questions were meant to probe students' opinions
on two important subjects, the English-only policy and the use of their first tongue,
both of which are key to this study. Eight further questions, covering issues including
lecturer translanguaging, teaching tools, and instructional methodologies, came from
Van der Walt's (2006) work. Nine questions were modified from the findings of
Dykhanova's (2015) to ensure a match with the specific objectives of the study.
Carefully crafted to capture students' perceptions of translanguaging and its numerous
applications, the questionnaire as a whole in Baker's (2011) study asked one last
question on attitudes on the functional elements of translanguaging.

Inspired by (Kiiciik, 2018), the Likert scale was adjusted and ready comprised in four
portions with 25 items. The demographic information of pupils comes first on the
questionnaire. There are 3 items about the gender, mother tongue and their English
Level. A five-point Likert scale was used in Sections 2 and 3 in determining students'
agreement or disagreement with 8 statements about translanguaging and 8 items about
the English Only Policy. The final section of the questionnaire featured six statements
that asked students to indicate how often they utilise specific study techniques.

After the questionnaire was prepared, reliability was calculated by the researcher as (o
= .825) in “English only policy” dimension, (o = .846) in “Translanguaging”
dimension, .638 (ICC3,2) in “Frequency of translanguaging in classroom” dimension

and (o =.731) for overall scale.

3.7. Data Collection Procedures
First of all, with regards to the context of the study, students from the Distance
Learning, Preparatory School of English, Civil Aviation and Cabin Services Program

and Tourist Guidance Program were chosen randomly. The study utilised both a
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standardised open-ended interview questionnaire and an adapted survey questionnaire
to gather data and gain insights into students' views on Translanguaging.

The standardized open-ended interview questionnaire was distributed to be answered
later after school so that students would be more comfortable and sincere, as there was
no time limit. After completing the questionnaire they handed in their papers. Students
anonymously answered 17 open-ended questions. The surveys were labelled P1, P2,
etc. “P” stands for “Participants”.

As for the survey, Google Forms was used. Vasantha Raju & Harinarayana (2016)
noted that Google Forms has gained popularity in online survey research because it
offers access from anywhere at any time, along with other advantages like unlimited
surveys and being completely free. In order to make the survey data collection fast and
effective the survey was formed with Google forms and the link was given to the
students. The students were able to answer the survey questions outside of the school
via their mobiles or computers.

As there are students whose English levels are very low, in order to surpass linguistic
barriers they were allowed to answer in Turkish. In order to fulfil this a Turkish
versions of interview forms were prepared. After preparing the Turkish version of the
questionnaires they were checked by professionals in order to abstain from
misunderstandings. Once the interviews were conducted, they were translated into
English by the researcher. After completing the online survey, the whole data was
transferred into SPSS at once, and this hindered any possible mistakes in entering data

to SPSS.

3.8. Data Analysis

The mixed approach was utilised in the current study, moreover, the collected data was
analysed using the relevant data analysis methodologies based on the type of the data.
Qualitative and quantitative data analyses were performed separately and the resulting
information was used to interpret the total results to determine if the findings
confirmed or contradicted each other. The survey questionnaire was analysed using
Descriptive Statistics principles with the help of (SPSS, Version 23.0). A numerical
value was assigned to each variable in the survey questions to facilitate data coding in

SPSS.
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Firstly, the number of participants who replied to the questions, along with the standard
deviation and mean scores for each closed-ended item, were reported in tables. After

that, a normality test was made using SPSS.

Table 3.
Tests of Normality
Kolmogorov-Smirnova Shapiro-Wilk Skewness  Kurtosis
Statistic  df Sig. Statistic df  Sig. Statistic ~ df
MEAN 0.08 461 0 0.94 461 O 0,3 2,8
p<0.05

According to Table 3, the p-value (Sig.) is less than 0.05, which means the null
hypothesis (data is normally distributed) is rejected. This suggests that the data
distribution significantly deviates from normality. As for the Shapiro-Wilk test,
similarly, the p-value is less than 0.05, confirming that the data is not normally
distributed.

But with 461 cases, the sample size is large, which can make these tests sensitive. Even
slight deviations from normality might result in a significant p-value. A sample size of
461 indicates a large dataset that diminishes the impact of minor deviations from
normality in statistical analysis.

With 461 data points, the large sample size ensures the results are reliable, even if the
data isn’t perfectly normal. This is thanks to the Central Limit Theorem. Although the
normality tests (Shapiro-Wilk, Kolmogorov-Smirnov) flagged the data as not perfectly
normal, the histogram and Q-Q plot show it’s close enough for a t-test to work well.
The skewness and kurtosis values provide insight into how well the data aligns with a
normal distribution. The skewness values for The Policy of Just English,
Translanguaging, and Translanguaging Strategies are all 0.349, indicating a slight
positive skew. This suggests that the distribution is slightly right-tailed, but since the
values fall within the acceptable range of =1, the deviation from normality is minimal
and not a major concern.

The kurtosis values for all three scales are 2.875, which indicates a slightly leptokurtic

distribution, meaning the data may be more peaked than a perfectly normal
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distribution. However, since the value is below 3, it does not suggest an excessive
number of outliers, and the distribution remains close to normal.

Overall, the data appears to be reasonably normally distributed, with only minor
deviations. Given these values, parametric tests such as the t-test can be appropriately
applied.

Secondly, inductive content analysis was utilised to examine the qualitative data
obtained from interviews. Interviews were transcribed and archived separately. In
order to label the participants, the written form was labelled as “P1, P2” to represent
the participants. The written data was repeatedly reviewed to obtain a comprehensive
understanding of the information. The results were categorised to facilitate the
interpretation and discussion of the findings. The findings were organised into themes
based on the collected data in relation to the research questions.

The content analysis was conducted using the guidelines established by Flick (2009,
p. 326). He lists the main steps of content analysis:

1. Establishing the units of analysis.

2. Rewording the pertinent sections of the text.

3. Determining the necessary level of abstraction for the paraphrasing.

4. Reducing and deleting data (for instance, eliminating paraphrases that convey the
same meaning).

5. Streamlining information by merging and synthesising paraphrases to match the
necessary level of abstraction.

6. Organising the new statements into a categorised system.

7. Evaluating the new category system in comparison to the original data.

The raw data collected through interviews was analysed and interpreted, and the

findings were reported by presenting relevant sections.

3.8.1. Thematic analysis process. Thematic analysis is a qualitative research
method used to identify, analyze, and interpret patterns within data. In this study,
thematic analysis was employed to examine students' attitudes toward

translanguaging. The following steps outline the analytical process in detail:
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3.8.1.1. Data familiarization. The first step involved thoroughly reviewing
the raw data, which consisted of students' responses regarding their perceptions of
translanguaging. In this phase:
e The data was read multiple times to develop familiarity with the content.
o Key phrases and notable responses were identified.
o Initial observations and reflections were noted.
This step was crucial for gaining an overall understanding of the data before

proceeding with coding.

3.8.1.2. Initial coding. The next step involved coding, where the data was
broken down into meaningful segments. The process included:
e Analyzing responses at the sentence or meaning-unit level.
o Assigning short descriptive labels (codes) to specific ideas or recurring
patterns.
e Organizing similar responses under common codes.
For example:
o "Sometimes, my English vocabulary is insufficient, and I feel the need to use

’

my native language." — Code: “Using translanguaging to compensate for
vocabulary gaps”

o "When dealing with abstract or complex topics, translanguaging helps me
understand better." — Code: “Facilitating comprehension of complex topics”

o "At beginner levels, translanguaging is very helpful, but it should be reduced
in advanced levels.” — Code: “Role of translanguaging at different proficiency

levels”

3.8.1.3. Identifying and defining themes. Once the codes were generated, they
were analyzed for patterns and grouped into broader themes. This step involved:
Clustering related codes to form overarching themes.
Ensuring that each theme captured a distinct aspect of the data.
Evaluating how the themes addressed the research question.
For example, the codes “Using translanguaging to compensate for vocabulary gaps”,
“Facilitating comprehension of complex topics”, and “Clarifying meaning” were

consolidated under the theme “The Role of Translanguaging in Comprehension.”
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The final themes identified in the study were:
1. The Role of Translanguaging in Comprehension
Cognitive and Memory-Related Effects
Linguistic Balance: Advantages and Drawbacks of Translanguaging
Supportive Role for Beginner-Level Learners
Teachers’ Use of Translanguaging

The Importance of Bilingual Materials

Nk w N

The Role of Translanguaging in Multicultural Classrooms

3.8.1.4. Reviewing and refining themes. After identifying the themes, they
were carefully reviewed to ensure coherence and accuracy. This phase included:

o Assessing whether each theme was relevant to the research question.

o Refining the categorization of certain codes to enhance clarity.

o Examining relationships between themes and making necessary adjustments.

For instance:

o The theme “Linguistic Balance” was initially labeled as “Advantages and
Disadvantages of Translanguaging,” but the new title was chosen to better
reflect the nuanced perspectives found in the data.

e The subtheme “The Role of Translanguaging for Beginners” was kept separate
from “The Role of Translanguaging in Comprehension” because it focused on

a different aspect of language learning.

3.8.2. Writing the thematic analysis. Once the themes were finalized, they
were systematically written up in a clear and structured manner:
Each theme was elaborated upon using direct student quotes as supporting evidence.
e The findings were linked to relevant literature to provide theoretical grounding.
o The relationships between themes were discussed to ensure logical flow.
For example, in the section “The Role of Translanguaging in Comprehension,”
students' perspectives were analyzed alongside existing research on bilingual cognitive
processes. Through this thematic analysis, a comprehensive understanding of students’
attitudes toward translanguaging was obtained. The themes provided valuable insights

into the perceived benefits, limitations, and contextual applications of translanguaging
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in higher education EFL settings. By organizing the data into structured themes, the
study effectively captured the complexity of students' experiences and perspectives.
This process ultimately contributed to a well-structured and academically rigorous
analysis, ensuring that the findings were both meaningful and relevant to the research
objectives.

3.9. Reliability and Validity of the Study

As the study relies on both qualitative and quantitative methods, there were different
precautions taken to ensure both reliability and validity. In terms of ensuring
quantitative reliability after implementing the survey questionnaire, reliability was

calculated.

Table 4.

Reliability, Mean and Standard Deviations of the Variables

Scale Items number  Cronbach’s Mean Std.
alpha Deviation

The Policy of Just 8 .89 24.5 7.2

English

Translanguaging 8 .90 16.5 6.2

Translanguaging 6 .70 13.6 34

strategies

The reliability results in Table 4 show that the scales used in the study are generally
consistent and dependable. The Policy of Just English scale, which includes eight
items, has a Cronbach’s alpha of 0.894, indicating strong reliability and showing that
the items effectively measure the intended concept. Similarly, the Translanguaging
scale, also with eight items, demonstrates excellent reliability with a Cronbach’s alpha
of 0.907. In contrast, the Translanguaging Strategies scale, consisting of six items, has
a slightly lower Cronbach’s alpha of 0.707. While this is still within the acceptable
range, it suggests there may be room to refine the items to strengthen the overall
consistency of the scale.

The descriptive statistics provide further insights into the scales. The Policy of Just
English scale has the highest mean score (24.525), along with a relatively wide spread
of responses, as reflected by its standard deviation of 7.267. The Translanguaging
scale, with a mean of 16.594 and a standard deviation of 6.279, shows a somewhat

moderate level of agreement among participants, with varied responses. Meanwhile,
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the Translanguaging Strategies scale has the lowest mean (13.642) and the smallest
standard deviation (3.451), indicating that participants’ responses were more
consistent. Overall, the scales appear to be reliable and provide meaningful insights
into the study, although the Translanguaging Strategies scale might benefit from a
closer review to improve its internal consistency.

In qualitative studies, reliability indicates that an instrument's scores are reliable and
consistent. Creswell, (2019) defines reliability as scores being almost identical when
the instrument is administered many times at different times and in addition, he says
that scores must be consistent. From this point of view, reliability was fulfilled via
explaining the data collection and analysis phases in detail, in order to help researchers
who want to apply the study elsewhere. Also, to ensure reliability in another way in
the research, the method and stages of the research were explained clearly and in detail
and detailed information was given about the method.

As for validity Creswell, (2019) defines it as being based on accuracy and credibility,
not numerical precision like quantitative research and it ensures researchers'
interpretations match participants' realities and some strategies were put forward as:

- Triangulation: Corroborates evidence from different sources, methods, or data types
to enhance accuracy.

- Member Checking: Engages participants in verifying the researcher's

interpretations of their statements or actions.

- External Auditing: Involves an independent review of the research process to
identify strengths and weaknesses.

In this direction, the interviews were written on forms and the forms were kept. In
addition, direct quotations were used in the analysis phase. While doing this, no

changes were made in the quotations.
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CHAPTER IV

FINDINGS

The results of the current study are presented in this chapter. First, the results of the
survey that was given to EFL students are shown. The results of the interviews with

EFL students are then presented.

4.1. The Analysis of the Quantitative Questionnaire Applied to EFL Students

4.1.1. Descriptive information of participants. To collect data about
descriptive information, participants were asked about their gender, Mother tongue,
Foreign language, department and English language proficiency. Descriptive statistics

of background information of students are presented in Table 5 below in detail.
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Table 5.

Demographic Characteristics of Participants

(O]
Gender
Male 174 377
Female 287 623
Mother Tongue
Arabic 16 35
Azerbaijani 1 2
English 7 1.5
Farisi 7 1.5
French 1 2
Kurdish 6 1.3
Mongolian 1 2
Pulaar 1 2
Russian 3 i
Somalian 1 2
Turkish 416 90.2
Turkmenese 1 2
Foreign Language
Arabic 4 9
English 397 86.1
Farisi 1 2
French 1 2
Mongolian 1 2
Spanish 1 2
Turkish 56 121

Table 5 offers insights into the demographic profile of the survey participants. Among
the 461 respondents, the majority were female, accounting for 62.3% (n = 287) of the
sample, with males comprising 37.7% (n = 174). In terms of native languages, Turkish
was by far the most common, spoken by 90.2% (n = 416) of participants. A smaller
number of respondents identified other mother tongues, such as Arabic (3.5%, n = 16)
and Kurdish (1.3%, n = 6), while even fewer reported languages like English, Farisi,
Russian, Azerbaijani, Pulaar, Mongolian, French, Somalian, and Turkmenese, each
representing less than 2% of the group. Regarding foreign language proficiency,
English emerged as the most frequently mentioned, with 86.1% (n = 397) of

participants reporting fluency. Turkish followed as the second most noted foreign



33

language, spoken by 12.1% (n = 56). Other languages, such as Arabic, Farisi, French,
Mongolian, and Spanish, were mentioned by a handful of participants, each making
up less than 1% of responses. These results highlight the linguistic diversity within the
group while underscoring the prominence of Turkish as a native language and English

as a widely learned foreign language.

Table 6.

Departments of the Participants

® (%)
Department
Anaesthesia 14 3.0
Business 34 7.4
Child Development 18 39
Civil Aviation Cabin Services 72 15.6
Coaching 3 i
Computer Engineering 7 1.5
Computer Programming 31 6.7
Cookery 4 9
Dental Prosthesis Technology 10 2.2
Electrical And Electronics Engine 7 1.5
First And Emergency Aid 18 3.9
Foreign Trade 13 2.8
Graphic Designing 7 1.5
Management Information Systems 16 3.5
Medical Imaging Techniques 18 3.9
Medical Laboratory Techniques 7 1.5
Midwifery 14 3.0
Nursing 54 11.7
Nutrition and Dietetics 2 A4
Occupational Health and Safety 6 1.3
Operating Room Services 15 3.3
Oral and Dental Health 17 3.7
Penal Enforcement and Security 4 9
Political Science and International Relations 30 6.5
Psychology 2 4
Public Relations Promotion 13 2.8
Sociology 4 9
Tourist Guide 21 4.6

Total 461 100.0
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Table 6 presents the distribution of students across various departments. Among the
461 participants, the largest group, accounting for 15.6% (n = 72), was enrolled in the
Civil Aviation Cabin Services department. This was followed by students from the
Nursing department, who made up 11.7% (n = 54) of the sample, and the Business
department, representing 7.4% (n = 34). Political Science and International Relations
students comprised 6.5% (n = 30), while 6.7% (n = 31) were in Computer
Programming.

Smaller proportions of students were spread across departments such as Child
Development, Medical Imaging Techniques, and First and Emergency Aid, each
contributing 3.9% (n = 18) of the participants. Other notable departments included
Tourist Guide (4.6%, n = 21), Operating Room Services (3.3%, n = 15), Anaesthesia
(3.0%, n = 14), and Midwifery (3.0%, n = 14). Less commonly represented were
disciplines such as Management Information Systems (3.5%, n = 16), Oral and Dental
Health (3.7%, n = 17), and Graphic Designing (1.5%, n =7).

A few departments had minimal representation, such as Sociology, Psychology,
Cookery, and Penal Enforcement and Security, each with less than 1% of the
participants. Overall, the data reflects a diverse range of academic specializations, with

a noticeable concentration in healthcare, aviation, and business-related fields.

Table 7.
English Level of the Participants

® R
Level of English
Al 216 469
A2 120  26.0
B1 82 17.8
B2 37 8.0
Total 455  98.7

Table 7 illustrates the English proficiency levels of the participants. Only 6 students
did not express their level of English. The majority of students, 46.9% (n = 216),
identified their English level as A1, indicating a basic understanding of the language.
Following this, 26.0% (n = 120) reported an A2 level, reflecting a slightly higher

degree of familiarity but still within the beginner range. A smaller group, 17.8% (n =
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82), categorized their proficiency as B1, indicating an intermediate level of English
skills.

Only 8.0% (n = 37) of the respondents reported a B2 level, demonstrating a more
advanced command of the language. Out of the total participants, 98.7% (n = 455)
responded to this question. These findings reveal that most students fall within the
beginner to lower-intermediate range in terms of English proficiency, with relatively

few achieving higher levels of fluency.

4.1.2. What are the students’ attitudes towards translanguaging in an EFL
context? The study included 461 participants in all. The mean and standard deviation
scores of the items in each questionnaire part are displayed below in the context of
descriptive statistics. Students' preferences for translanguaging or an English-only
policy in EFL classes are displayed in Tables 8 and 9. Prior to presenting the overall

conclusions, the individual outcomes are first provided.
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Table 8.

Participants’ Attitudes Towards the Policy of Just English.

Mean  Median Std. Deviation
The Policy of Just English

1-(Only English should be used in classes) 31 3.0 1.2

2-(The more we use English in class, the more
progress we make in English) 23 2.0 1.1

3-(I believe that English should be used a lot in
lessons in order to master English) 24 2.0 1.1

4-(I do not think there is any situation that
requires students to use their mother tongue in

class) 3.2 3.0 1.2
5-(I believe that students should only use English

in class, when studying together) 3.0 3.0 1.2
6-(While teaching, the instructor spends a lot of

time switching from one language to another,

from English to Turkish or vice versa) 34 4.0 1.1
7-(I get confused when the lecturer switches from

English to Turkish (or vice versa) during the 34 40 12
lecture)

8-(Using both my native language and English at

the same time in class will cause my English to 35 40 L1

weaken)

Table 8 examines participants’ attitudes toward the "Policy of Just English" in EFL
classrooms, highlighting a range of opinions on the use of English versus the inclusion
of students' mother tongue. The statement “Only English should be used in classes”
received a mean score of 3.130, with a median of 3.000 and a standard deviation of
1.2855, reflecting a moderately neutral stance. Participants expressed even less
agreement with the belief that greater English use directly translates to language
progress, as seen in the statement “The more we use English in class, the more progress
we make in English,” which had a mean of 2.332, a median of 2.000, and a lower
standard deviation of 1.1442. Similarly, “I believe that English should be used a lot in
lessons to master English” scored 2.401, suggesting a degree of scepticism toward the
necessity of exclusive English use for achieving mastery.

The responses also suggest mixed feelings about the need for mother tongue use in

class. The statement “I do not think there is any situation that requires students to use
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their mother tongue in class” had a mean score of 3.223, a median of 3.000, and a
standard deviation of 1.2176, indicating that while some participants prefer
minimizing the use of their native language, others see its value in certain contexts.
Likewise, participants showed a moderately neutral response to the idea that “Students
should only use English in class when studying together,” with a mean score of 3.002
and a median of 3.000.

Interestingly, participants expressed some discomfort with translanguaging practices.
The statement “While teaching, the instructor spends a lot of time switching from one
language to another” scored a mean of 3.451, and “I get confused when the lecturer
switches from English to Turkish (or vice versa)” received a slightly higher mean of
3.484. Both statements had medians of 4.000, suggesting that many students feel that
frequent language switching can be distracting or confusing. Similarly, the statement
“Using both my native language and English at the same time in class will cause my
English to weaken” had the highest mean score of 3.501, reflecting a common concern
that translanguaging may hinder English proficiency.

Overall, the findings highlight a nuanced perspective on the "Policy of Just English."
While some students favor the exclusive use of English, others recognize the
occasional need for their mother tongue to support comprehension and collaboration.
The relatively high agreement with concerns about translanguaging suggests that, for
many students, minimizing language switching may enhance their learning experience.
These insights emphasize the importance of balancing English immersion with
strategic and purposeful use of the native language to address students’ diverse

learning needs.
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Table 9.

Participants’ Attitudes Towards Translanguaging.

Mean  Median Std, .
. Deviation

Translanguaging
9-(I want to use my mother tongue in my classes when I feel I

1.9 2.0 9
need to.)
10-(Using only English in class is not important as long as I
fulfil my responsibilities in class) 2.7 3.0 1.1
11-(It should not be a problem to speak with my classmates in
our mother tongue during class activities.) 2.0 4.0 9
12-(I benefit from the fact that the lecturer uses both English and
my mother tongue at the same time in the lessons). 1.9 2.0 9
13-(It is beneficial for me if the lecturer uses course materials in
English and my mother tongue) 1.9 2.0 9

14-(I will benefit more from the lessons if the lecturer presents

the vocabulary used in the lessons both in English and in my 1.9 2.0 9
mother tongue.)

15-(Using both my mother tongue and English at the same time

helps me to understand the course content better.) 1.9 2.0 9

16-(Using both my mother tongue and English at the same time
in class helps me to improve my English.) 1.9 2.0 1.0

Table 9 explores participants’ attitudes toward translanguaging strategies in EFL
classrooms, shedding light on how they perceive the use of their mother tongue
alongside English. The responses suggest a nuanced perspective, with students
generally favoring a flexible approach to language use. For instance, the statement "I
want to use my mother tongue in my classes when I feel I need to" had a mean score
of 1.959, a median of 2.000, and a standard deviation of 0.9671, reflecting a slight
preference for using the native language selectively. Similarly, "Using only English in
class is not important as long as I fulfil my responsibilities in class" showed a higher
mean of 2.753, with a median of 3.000, indicating that many participants prioritize
task completion over strict adherence to an English-only policy.

The role of the mother tongue in peer interactions was another area of interest. The
statement "It should not be a problem to speak with my classmates in our mother
tongue during class activities" had a mean of 2.067 and a median of 4.000, revealing
a split in opinions, with some participants expressing strong support for this practice.
Additionally, participants acknowledged the benefits of translanguaging in lessons.

Statements such as "I benefit from the fact that the lecturer uses both English and my
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mother tongue at the same time in the lessons" (Mean = 1.998) and "It is beneficial for
me if the lecturer uses course materials in both English and my mother tongue" (Mean
=1.991) show a slight agreement with the use of dual-language strategies.

When it comes to understanding and improving English, students expressed a modest
preference for translanguaging. For example, the statement "Using both my mother
tongue and English at the same time helps me to understand the course content better"
had a mean of 1.926, while "Using both my mother tongue and English at the same
time in class helps me to improve my English" scored slightly higher with a mean of
1.996. Both results highlight that students perceive translanguaging as a helpful, albeit
supplementary, tool for learning.

Overall, the results show that students want a balanced approach to language use,
where their home tongue is used to help them understand and communicate without
making English less important. The low standard deviation values across the assertions
indicate that participants had consistent attitudes, emphasising the potential for
translanguaging tactics to foster a more supportive and inclusive EFL learning

environment.

Table 10.

Participants’ Attitudes Towards Translanguaging Strategies

. Std.

Translanguaging strategies Mean Median Deviation
17-(I take notes in my mother tongue regardless of the
language used by the lecturer or the language used in the 2.4 3.0 9
activities.)
18-(I take notes in the language used by the lecturer in the

2.3 3.0 .8
lesson.)
19-(While taking notes in class, I find that I switch from
English to Turkish or vice versa without realising it) 2.7 3.0 9
20-(I use my mother tongue when explaining a new concept
related to the lesson to my classmate) 2.0 2. 9
21-(I use my mother tongue when I need to ask a classmate
about a concept in the lesson.) 1.9 2.0 8

22-(I use my mother tongue when I need to check the meaning
of a word or concept in a lesson.) 2.0 2.0 9
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Table 10 offers a thorough analysis of how students view and apply translanguaging
techniques in EFL classrooms, therefore exposing complex trends in their usage of
English and their mother tongue. The results reveal that note-taking habits are rather
adaptable; the mean score of "I take notes in my mother tongue regardless of the
language used by the lecturer or the language used in the activities" is 2.447 and the
median is 3.000. This suggests that while some students prefer their native language
for note-taking, many align their notes with the language used by the lecturer, as
indicated by a similar mean of 2.390 and median of 3.000 for the statement “I take
notes in the language used by the lecturer in the lesson.” Additionally, the tendency to
switch between languages while taking notes was higher, with a mean score of 2.755,
highlighting the natural integration of both English and Turkish during note-taking
activities.

Peer interactions show a slightly lower reliance on the native language. For example,
“I use my mother tongue when explaining a new concept related to the lesson to my
classmate” had a mean score of 2.067, while “I use my mother tongue when I need to
ask a classmate about a concept in the lesson” scored slightly lower at 1.976. Both of
the sentences represent approaches to using the mother tongue for working together,
especially when coping with complex ideas.

The sentence, "I use my mother tongue when I need to check the meaning of a word
or concept in a lesson" had an average score of 2.007 and a median score of 2.000.
This shows that students see their First language as a useful tool for clarifying
vocabulary and learning new concepts.

According to the statistics, pupils approach translanguaging techniques deliberately
and with awareness of their surroundings. While English remains fundamental to their
education, the use of their home language is a useful tool, especially for note-taking
and peer interaction. The relatively low standard deviation values across all statements
indicate a consistent trend in students' attitudes, emphasising translanguaging as a
natural and beneficial technique in EFL courses. These insights emphasize the
importance of allowing flexibility in language use to foster a more inclusive and

effective learning environment.

4.1.3. Do students' attitudes towards translanguaging differ significantly

according to the gender variable?
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Table 11.

Independent Samples T-Test Results for Students' Attitudes towards Translanguaging
by Gender

Gender N X sd T-Test
Male 174 2.5 .39 t sd P
Translanguaging Female 287 2.6 .38 24 459 .016

This study explored whether there is a difference in students' attitudes towards
translanguaging based on their gender. The results from the descriptive statistics show
that male students had an average attitude score of X=2.5196, SD=0.395, while female
students scored slightly higher, with an average of M=2.61, SD=0.385. These findings
suggest that female students tend to hold more positive attitudes towards
translanguaging compared to their male counterparts (Table 11).

To determine whether this difference was statistically significant, an independent
samples t-test was performed. The test revealed a meaningful difference between the
two groups (t(459)=-2.429, p=.016). Since the p-value (p=.016) is below the threshold
of p<.05, we can conclude that gender does indeed play a role in shaping students’
attitudes towards translanguaging. Furthermore, Levene’s test showed that the
variances between the groups were equal (F=0.085,p=.771), so the assumption of equal
variances was applied in the analysis.

In conclusion, the results indicate that gender does have a small but significant
influence on students’ attitudes towards translanguaging. Female students seem to
show a marginally greater openness to translanguaging practices compared to their
male counterparts. These findings highlight the importance of considering gender as a
factor in the design and implementation of translanguaging strategies in EFL
classrooms, ensuring that they address the preferences and needs of all learners

effectively.

4.1.4. Do students' attitudes towards translanguaging differ significantly
according to the english proficiency level variable? This study explored whether
students’ attitudes toward translanguaging differ based on their language proficiency

levels. To analyze this, a one-way ANOVA test was conducted.
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Table 12.

OneWay ANOVA Test Results for Students' Attitudes Towards Translanguaging by
Level of English

Variable Al A2 Bl B2
Translanguaging X SO X SO X SO X SD f
2,6 40 25 35 24 34 24 34 11.09

To explore whether students' attitudes towards translanguaging varied based on their
level of English proficiency, a one-way ANOV A was conducted. The ANOVA results
showed a significant difference in attitudes among the proficiency groups F(3,451) =
11.019, p = 0.000). This indicates that students’ language levels play an important role
in shaping their attitudes toward translanguaging. Students at the A1 level (X =2.682)
were much more optimistic than students in the other groups. The students at the A2
level (X=2.503) were slightly more positive than those at the B1 (X = 2.489) and B2
(X' =2.407) levels, but the changes were not very important. There was no big change
between the B1 level and the B2 level. B2 and B1 students showed the least positive
attitudes. A2 students fell somewhere in the middle. Al students were the most
positive overall. Additionally, Levene’s test (p=0.700) confirmed that the assumption
of equal variances was satisfied.

The results suggest that students’ positivity toward translanguaging decreases as their
language proficiency improves. This may be because lower-level learners, like those
at A1, rely more on their native language for support. On the other hand, higher-level
students, such as those at B1 and B2, might feel less dependent on such strategies and
see them as less necessary. These findings highlight the importance of tailoring
translanguaging strategies to different proficiency levels, ensuring that learners benefit

from these approaches in ways that match their needs.

4.2. Analysis of Open-Ended Interviews Applied to EFL Students

4.2.1. Demographic information of the participants. Students from various
departments were interviewed with an open-ended questionnaire for a better

comprehension of their perspectives on translanguaging. In total, 24 students of which
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16 were male and 8 were female students participated voluntarily. Students were
randomly chosen from these departments: Economics and Finance, Business, Political
Science, Electric and Electronic Engineering, International Trade and Finance /
Faculty of Business and Administrative Sciences, Civil Aviation Cabin Services,
Computer Technologies, and Software Engineering. As for mother tongues, students
specified their mother tongues as English, Turkish, Persian, Somalian, French,
Ukrainian, and Russian.

The responses to the question "Do you speak English outside of school?" can be
grouped into three categories: frequent speakers, occasional speakers, and those who
don’t speak English at all outside of school. Just over half of the participants (52.2%)
indicated that they regularly use English in their daily lives. These individuals often
speak English with friends, family members, coworkers, or even strangers. Some
individuals also said they practise English in private lessons or at work, while others
say they use social media and the internet to talk to people in English.

A different group, making up 8.7% of the participants, said they use English seldom.
For example, many mentioned they chat in English with friends once a week or for
brief periods in specific circumstances. However, a significant percentage (26.1%)
mentioned they never speak English outside of school. This could occur for a number
of reasons, including lack of drive to practise, feeling inadequate of self, or lack of
opportunity.

Many survey respondents want to use English in their daily life, whether through chats
with friends, work conversations, private lessons or internet chats. Nevertheless, the
group that avoids using English outside of the classroom emphasises the need to tackle
any obstacles, such as improving self-confidence or enabling experiences in English-
speaking surroundings. These findings provide a good basis for developing plans to

promote English usage in academic and social spheres.

4.3. Interlingual Practices in Classes.

4.3.1. Minimal or no use of native language. Many students reported that
they rarely or never use their mother tongue in the classroom, reflecting the strong
emphasis placed on immersion in the target language. For instance, P1 stated, "I only

speak my native language with family; I never use it in class.” This illustrates a clear
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distinction between academic and personal language, where the expectation in the
classroom is that students should exclusively use English, leaving little room for the
use of their native language. Some students might even view their mother tongue as a
hindrance to their progress in learning English, believing that limiting their native
language usage helps them focus better on acquiring the target language.

Similarly, P5 remarked, "I don’t use my native language in class because I am the only
one who speaks it." This statement highlights how the social dynamics in the classroom
can influence language use. In environments where students come from diverse
linguistic backgrounds, those whose mother tongue is less commonly spoken may feel
uncomfortable or isolated when speaking in their native language, thus avoiding it to
fit in. The absence of peers who share the same language reduces opportunities for
students to connect with others who speak both languages, making them more likely
to rely on the target language for communication.

Other students, like P2, shared a more nuanced perspective. They said, "It is used very
rarely. Since it has been like this from the beginning, my English proficiency did not
improve because it was expected to be A0 level and taught only in English." Here, P2
reflects on how the consistent avoidance of their native language from the outset may
have hindered their learning process. This comment suggests that a more balanced
approach, where the native language is occasionally used for clarification, might have
improved their understanding and overall English proficiency, especially in the early
stages.

On the other hand, some students expressed a greater degree of comfort with using
their mother tongue in specific contexts. For example, P6 explained, "I usually use my
mother language when I share every day with African peoples and others." For these
students, using their native language is a means of social connection, particularly in
informal settings with peers who share similar linguistic backgrounds. This highlights
how the use of a mother tongue can serve a social function, facilitating communication
and strengthening relationships within specific groups. In contrast, P7 said, "I usually
use my native language,” and P8 shared, "I use my native language very often for
communication in classes, apart from English." These students clearly feel more
comfortable integrating their mother tongue into their daily classroom interactions,
which might reflect a different learning environment or a higher degree of proficiency

in both languages.
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However, some students take a more hybrid approach. P9 noted, "60% English, 40%
Turkish," demonstrating a tendency to use both languages in a balanced way, perhaps
depending on the context or the complexity of the topic at hand. This combination of
languages allows students to leverage their full linguistic repertoire, making
communication more fluid and efficient. Similarly, P19 stated, "Mostly, when
needed—especially with Turkish teachers,"” indicating that their native language use is
often driven by specific situations, such as interacting with teachers who share their
linguistic background.

For other students, native language use is quite rare. P4, for instance, stated, "Rarely,”
while P22 remarked, "Very rarely.” These responses indicate that these students
predominantly stick to English, resorting to their mother tongue only when necessary.
P23, however, expressed, "I think that almost never,” suggesting a minimal reliance
on their native language, underscoring their preference for immersing themselves in
English during class.

Finally, P24’s comment, "I use Russian in class only when I have to talk to my
brother," adds an interesting perspective. For this student, their native language is used
in a very specific, familial context, indicating that their mother tongue is not part of
their regular classroom language practice but reserved for personal communication

with close family members.

4.3.2. Occasional use of native language. Some students also noted that
their native language is used in particular situations, not as a regular practice but in
response to specific needs or contexts. For example, P7 mentioned, "I usually use my
native language,” indicating a more frequent but still context-dependent use of their
mother tongue. This suggests that while the use of the target language may be
prioritized, there are times when students feel more comfortable switching to their
native language for better understanding or clearer communication.

P18 shared "Half of the lessons,” showing that their use of the native language is
substantial but not constant. This could indicate a more balanced approach where the
native language is used when necessary to support comprehension or discussion but is
not the default mode of communication. It reflects an environment where the student
feels the need to switch between languages depending on the situation, such as when

dealing with complex concepts or instructions.
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P9 had an interesting take, saying, "60% English, 40% Turkish."” This ratio highlights
that the student integrates both languages into their learning experience in a fairly
balanced manner. The use of Turkish may help clarify or emphasize certain points,
while English remains the dominant language for the main content. This mix of
languages suggests a flexible approach that adapts to the content and the student’s
comfort level.

Another student, P19, noted, "Mostly, when needed—especially with Turkish
teachers." This reflects a more selective use of the native language, where it is utilized
primarily when it seems beneficial for communication with a teacher who shares the
same linguistic background. The relationship between teacher and student seems to
influence whether or not the mother tongue is brought into the conversation.

P24 provided an intriguing perspective, stating, "I use Russian in class only when I
have to talk to my brother.” This comment suggests that the student's native language
is reserved for specific, personal communication rather than academic use. The use of
Russian is confined to moments of necessity, emphasizing the pragmatic reasons for

switching languages when the situation demands it.

4.3.3. Balanced use of native and target languages. A few pupils reported
that they use both their native language and English. For example, P9 stated, "I use
about 60% English and 40% Turkish." This implies that combining the two languages
can help students understand and participate in class. It also demonstrates how students
use their language abilities to manage academic tasks and improve their English. The
use of both languages allows students to clarify meanings, solidify concepts, and feel
more confident in expressing themselves, especially when dealing with challenging
topics.

P6 shared a similar sentiment, saying, "I usually use my mother language when I share
every day with African peoples and others.” This reflects a balanced use of native
language and English in social contexts, where students adapt to their surroundings
and utilize their first language when communicating with peers but still use English in
more formal or academic settings. It suggests that the native language often serves as
a bridge for connecting with others while still maintaining the primary focus on

learning English.
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P7 also expressed, "I usually use my native language." This may reflect the student’s
preference for comfort and ease of communication in their native language, but the
consistent use of English throughout the course indicates that they may also rely on
both languages to support academic understanding. This balanced approach could be
useful in creating a more inclusive and flexible learning environment where students
can shift between languages depending on their needs at the moment.

Another student, P3, explained, "I use English a lot," but still may fall back on their
native language when necessary for clarification or deeper understanding. This
indicates that while English is the dominant language used in the classroom, students
maintain a level of flexibility by relying on their native language when comprehension
challenges arise, thus promoting a more well-rounded approach to language learning.
In this way, students who balance both their native language and English in the
classroom can navigate between two linguistic systems, allowing them to better
manage the complexities of academic tasks. The strategic use of both languages
enables them to optimize their learning experience, making sense of new information

while maintaining a connection to their linguistic identity.

4.3.4. Frequent use of native language. Some students said they used their
original language a lot, which goes against the idea of teaching a language through
immersion. P8 told us, "I often use my native language for communication in class."
This could happen when students speak the same first language, which makes the class
more relaxed. It could also mean that they don't practice English as much. The frequent
use of the native language in these contexts may create a more comfortable
environment but could hinder the development of English proficiency, especially if
students rely too heavily on their first language.

P4 also shared, "Rarely, but sometimes I use my native language when I’'m with friends
in class.” While this indicates that their native language isn't always the first choice, it
suggests that social interactions or group settings encourage the use of the mother
tongue more often. This highlights the influence of peer relationships on language
choice, as students may feel more at ease using their native language in informal
interactions.

P19, another student mentioned, "Mostly, when needed—especially with Turkish

teachers." This reveals that the teacher's linguistic background can also affect language
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use. When students share the same first language as the teacher, they may feel it is
acceptable to use their native tongue during lessons, which can foster a sense of
community but also limit their immersion in the target language.

In a similar vein, P5 said, "I don’t use my native language in class because I am the
only one who speaks it," but this might not be the case when a student shares the same
language with classmates. In such instances, they might default to using their first
language frequently for ease of communication, which could lead to missed
opportunities to strengthen their English language skills.

These examples illustrate how the frequent use of a student's native language in class,
whether due to peer influence or comfort with the teacher, can limit the immersion

experience and potentially reduce the time spent actively engaging with English.

4.3.5. Using translanguaging for clarity. Many pupils claimed they mix
languages in order to grasp challenging materials or concepts. P2 said, "At lower levels,
students start by clarifying in their native tongue, which helps them improve later.”
This demonstrates how knowing two languages could help one develop before
switching entirely to English. It suggests that translanguaging, especially at early
stages, provides a supportive tool for comprehension, allowing students to lay a
foundation before fully immersing in the target language.

Similarly, P8 remarked, "I try it when the text gets too hard to understand.” Students
tend to adopt this approach just as needed and then go back to English. This highlights
that translanguaging is a strategic method employed in response to difficulties, helping
students overcome barriers in their learning without relying exclusively on their native
language.

P19 also mentioned, "When I don’t understand a specific topic or vocabulary, I use
my native language to clarify the meaning before switching back to English." This
illustrates how students apply their native language as a temporary support mechanism
when they face comprehension challenges, then seamlessly transition back to the target
language.

P17 shared, "I use my first language to understand the meaning of new words,
especially when they’re very technical.” This demonstrates the importance of

translanguaging in grasping specialized or complex vocabulary, which students might
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find difficult to understand in the target language without initial clarification in their
native language.

P5 noted, "When I get stuck, I use my native language to explain things to myself before
continuing in English." This response highlights the use of translanguaging as a self-
regulation strategy. By using their native language to work through confusion or
uncertainty, students can continue to progress in the target language with greater
confidence.

These quotations emphasize how translanguaging, especially when students encounter
difficult topics or words, serves as an important tool for clarification. It enables them
to manage challenges in learning while maintaining a steady progression toward

mastering the target language.

4.3.6. Overcoming language barriers. When pupils find it difficult to
articulate their ideas, some resort to translanguaging. P10 remarked, "I use it when I'm
stuck,” and P9 followed with, "I don't prefer it, but sometimes I need it." These
illustrations demonstrate how translanguaging is a conscious means of maintaining
ongoing communication. P19 also clarified, "I use it when I don’t understand a topic
or vocabulary or when talking to a friend." This indicates that in multilingual
classrooms, translanguaging is not only helpful for learning but also for fostering
social ties.

P3 explained, "Sometimes, I use my native language to clarify technical words or
phrases that are difficult to understand in English." This highlights the importance of
switching to a familiar language to bridge the gap when complex terms or concepts
arise, which might hinder comprehension in the target language.

P13 shared, "When the subject is too difficult, I use both languages to break it down
for myself." This shows that students use translanguaging as a cognitive strategy to
decode difficult material, allowing them to move past barriers and understand better.
P17 also stated, "I find it useful to switch between languages when a particular concept
is hard to grasp. It helps me understand the idea faster.”" This demonstrates that the
use of both languages in tandem helps students overcome cognitive challenges and
process new information effectively.

P20 noted, "I sometimes translate things into my own language when I can’t find the

right words in English. It helps me get the idea across." This shows that students may
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rely on their native language not only to understand difficult concepts but also to
communicate effectively when struggling to express themselves in English.

These quotations further emphasize that translanguaging is not merely a convenience
but an essential tool for overcoming language barriers, aiding students both in learning

and in communication within multilingual classrooms.

4.3.7. Context-based use. Students' usage of translanguaging usually reflects
the circumstances. P11 noted, for example, "I use it when explaining a topic in a way
everyone understands.” This indicates its worth in enabling the entire class to grasp.
Likewise, P14 said, "I use it for technical topics.” Translanguaging seems especially
helpful for elucidating specialised or sophisticated vocabulary.

P7 added, "When asked a question and when necessary, I use my native language."
This suggests that students do not rely on translanguaging constantly but rather employ
it selectively when the situation calls for it.

P18 remarked, "I use it when I can’t translate a question.” This highlights that
translanguaging plays a crucial role in bridging comprehension gaps, particularly when
students struggle to decode questions in English.

P22 explained, "When I talk to foreign students and don’t understand something, 1
switch languages." This shows how translanguaging can serve as a practical tool for
cross-cultural communication, especially in diverse learning environments.

P16 shared, "Occasionally, English words come out unintentionally, but I switch when
I need to explain something more clearly.” This illustrates that even students who
primarily use English may shift between languages depending on the complexity of
the content or the audience's needs.

P21 noted, "When needed, I use my native language, but I try to stick to English."” This
reinforces the idea that students make conscious decisions about when and how to
integrate translanguaging to aid their learning.

These responses collectively highlight that translanguaging is not a fixed practice but
rather a flexible, context-dependent strategy used by students to enhance

comprehension, communication, and engagement in the classroom.

4.4. Frequency of the Usage of Translanguaging in Classes.
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4.4.1. Frequency of translanguaging. The frequency of translanguaging
among participants varied depending on personal preferences and situational factors.
Many participants indicated that they switch languages only in certain circumstances,
suggesting that translanguaging is often a deliberate choice rather than an automatic
habit. For instance, P3 mentioned that they "sometimes” switch languages, implying
that their language choices depend on the context. Similarly, P10 acknowledged that
they "sometimes" engage in translanguaging, reinforcing the idea that language
switching is a selective and purposeful practice rather than a constant behavior.

In contrast, some participants reported using translanguaging as an integral part of their
daily communication. P1 expressed that they "always” switch between languages,
suggesting that translanguaging is a natural and consistent part of their interactions. P4
also stated that they "always” engage in language switching, highlighting a habitual
reliance on multiple languages in conversation.

Others described their translanguaging practices as frequent but not necessarily
constant. P12 noted that they do so "frequently, " indicating that while they often switch
between languages, it is not an automatic behavior. Similarly, P14 also described their
translanguaging as "frequent,” further emphasizing that their language choices are
consistent but context-dependent.

On the other hand, P24 took a completely different stance, stating that they "never”
engage in translanguaging. This response suggests a strong preference for maintaining
a single language in communication, possibly due to personal inclination, linguistic
confidence, or specific social settings that discourage language mixing.

The frequency of translanguaging among participants varied depending on personal
preferences and situational factors. Many participants indicated that they switch
languages only in certain circumstances, suggesting that translanguaging is often a
deliberate choice rather than an automatic habit. For instance, P3 mentioned that they
"sometimes" switch languages, implying that their language choices depend on the
context. Similarly, P10 acknowledged that they '"sometimes” engage in
translanguaging, reinforcing the idea that language switching is a selective and
purposeful practice rather than a constant behavior.

In contrast, some participants reported using translanguaging as an integral part of their
daily communication. P1 expressed that they "always” switch between languages,

suggesting that translanguaging is a natural and consistent part of their interactions. P4
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also stated that they "always" engage in language switching, highlighting a habitual
reliance on multiple languages in conversation.

Others described their translanguaging practices as frequent but not necessarily
constant. P12 noted that they do so "frequently, " indicating that while they often switch
between languages, it is not an automatic behavior. Similarly, P14 also described their
translanguaging as "frequent,” further emphasizing that their language choices are
consistent but context-dependent.

On the other hand, P24 took a completely different stance, stating that they "never”
engage in translanguaging. This response suggests a strong preference for maintaining
a single language in communication, possibly due to personal inclination, linguistic

confidence, or specific social settings that discourage language mixing.

4.4.2. Where translanguaging happens. Participants frequently referenced
translanguaging with professors and friends, illustrating how social and intellectual
connections shape language-switching behaviors. Many described engaging in
translanguaging in classroom settings, emphasizing the role of peer interactions in
fostering multilingual communication. For instance, P1 stated that they "normally
practice translanguaging with classmates,"” while PS5 simply noted, "with my friends."
These responses suggest that collaborative and casual environments encourage the use
of multiple languages, making translanguaging a natural part of everyday interactions.
P7 further reinforced this idea by stating that they engage in translanguaging "with the
teacher and my friends,” demonstrating how both academic and social contexts
contribute to language mixing.

Teachers emerged as key figures in shaping translanguaging habits, playing an
essential role in guiding students through multilingual interactions. P18 explicitly
stated that they translanguage "with my teachers,” underlining the importance of
instructor-led communication. Similarly, P20 mentioned that they engage in
translanguaging "between friends and teachers,” emphasizing how both peer
discussions and formal learning environments facilitate multilingual exchanges. P22
added another dimension by noting that they practice translanguaging "with foreign
student friends and my teacher," suggesting that diverse linguistic backgrounds within

educational spaces further promote this practice.
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Beyond academic settings, some participants highlighted the presence of
translanguaging in personal, familial, and professional contexts. P4, for instance,
described using translanguaging with "friends, family members, co-workers, students,"
reflecting the adaptability of language-switching across different areas of life.
Similarly, P15 mentioned engaging in translanguaging "with my spouse and friends,"
illustrating how language mixing extends beyond formal or academic situations to
personal relationships as well. P6 offered another perspective, explaining that they
often translanguage "when speaking with people who do not speak English very well,
to make them understand,” highlighting its role as a practical tool for bridging
language gaps and fostering effective communication.

These responses collectively illustrate how translanguaging is not confined to a single
domain but rather permeates various aspects of life, from classrooms to homes and

workplaces, depending on the communicative needs of individuals.

4.4.3. Translanguaging as a tool for understanding. Many participants
shared that they use translanguaging as a means to help others better grasp concepts
and communicate more effectively. P6, for instance, explained, "I often practice
translanguaging when I'm speaking with people who do not speak English very well,
to make them understand." This highlights the functional aspect of translanguaging, as
it becomes a tool for bridging language barriers and ensuring that the message is
clearly understood. By switching between languages, individuals can offer
explanations in a more accessible way, making complex ideas easier to comprehend.
Similarly, P11 shared that they "start discussing the topic in a language they
understand fully if someone is fluent in one language but a beginner in another." This
response emphasizes how translanguaging can be used strategically to address
proficiency gaps. By adjusting the language based on the listener's familiarity,
participants facilitate smoother communication, showing that translanguaging is not
just a means of expression, but also an essential tool for comprehension and learning.
These examples illustrate how translanguaging helps break down linguistic barriers,
making it easier for people to access and understand information. Rather than being a
hindrance, translanguaging serves as a flexible strategy to foster clear communication

and overcome limitations in language proficiency.
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4.5. Attitudes towards Interlingual Use in Class.

4.5.1. Translanguaging's significance in EFL classrooms. According to
student comments, translanguaging is rather important in English as a Foreign
Language (EFL) classrooms, particularly for beginners or when covering difficult
subjects. As P1 mentioned, "Translanguaging helps me understand complex concepts
when I'm first learning English, it’s a bridge between what I know and what I'm
learning." This reflects the notion that, particularly for beginners, using the local
language can aid comprehension, especially when students encounter unfamiliar or
challenging content. However, the results also emphasise the requirement of gradually
depending less on local languages in order to support immersion and long-term
language development
Teachers should strive for a balance, temporarily supporting understanding by means
of translanguaging and guiding students in developing their English competency. As
P2 reflected, "It’s helpful when the teacher explains in my first language, but I also
know that I need to switch to English to improve.” This highlights the dynamic role of
translanguaging it is not merely a crutch but a tool to scaffold understanding before
students transition fully to using English in all contexts. Teachers can foster more
inclusive and successful learning environments by customising their approach to the
demands and degrees of their pupils
Translanguaging is a move towards language independence as well as a support
system. P3 summed this up as, "I feel more confident in my ability to speak English
because I've been able to understand it better through translanguaging, and now I can
use English more on my own."” This reinforces the idea that translanguaging, when
used effectively, is not a crutch but a strategic method that empowers students,

ultimately leading to their independence in the target language.

4.6. Reasons for Using Multiple Languages in Class

4.6.1. Promoting understanding. Many pupils claimed translanguaging
clarifies challenging ideas or concepts. For these students, changing between
languages is not just a habit but also a useful approach to enhance knowledge. "In some

cases, translanguaging helps to understand an abstract and complicated concept
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rather quite well." (P4) "We better grasp the subjects we study in class by using several
languages.” (P14) These answers demonstrate how students break down difficult
subjects using their mother tongue, therefore showing the part translanguaging plays
in bridging knowledge gaps. The use of the local language helps students make abstract
or complex ideas more comprehensible by allowing them to draw on prior knowledge
in a familiar linguistic context.

In addition, "When I get stuck in English, I can use Turkish to help me think through
things."” (P7) This quote further highlights how translanguaging is seen as a cognitive
tool, allowing students to bypass difficulties in the target language by using their native
language to think through problems or connect unfamiliar concepts. Translanguaging,
in this sense, is not just a communication strategy, but a cognitive aid that facilitates
understanding.

P5 also emphasized, "lt’s easier to understand the lesson when the teacher explains it
in both languages. I feel like I can connect the dots more clearly.” This indicates that
when both languages are used in tandem, it creates a clearer connection between new
and existing knowledge, easing the process of comprehension. The back-and-forth
switching allows students to see the relationship between languages and concepts,
strengthening their learning process.

Furthermore, P8 shared, "Sometimes I learn more when I hear a difficult explanation
in both English and my first language." This reinforces the idea that translanguaging
helps to provide an additional layer of clarity, offering multiple angles on the same
information. For these students, this method of using two languages simultaneously
creates a richer learning experience, allowing them to solidify their understanding by

presenting the same concept in various linguistic forms.

4.6.2. Filling linguistic gaps. Another common reason for using multiple
languages was to compensate for limited English skills. Students shared how they
switch to their native language when their English vocabulary isn’t enough.
"Sometimes my vocabulary in English is insufficient while speaking, so I have to use
my native language." (P8) "Because I don’t know enough English." (P9). For these
learners, translanguaging acts as a helpful tool to overcome communication barriers in
real time, showing its importance in aiding learners with limited vocabulary. This

suggests that when students encounter limitations in their target language proficiency,
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they use their native language to ensure effective communication, preventing
frustration and facilitating smoother interaction.

Furthermore, P10 noted, "I feel more confident when I use both languages. It’s like [
can explain things better in my own language before I try in English." This highlights
how students use translanguaging to build confidence in their ability to express
complex ideas. Translanguaging in this case serves not only as a communicative aid
but also as a confidence-building strategy, reducing anxiety and enabling learners to
communicate with greater ease.

Similarly, P11 explained, "I switch to my first language when I don't have the right
word in English. It's easier to keep the conversation going." This quote reveals how
translanguaging helps maintain the flow of conversation, preventing the disruption that
may occur when students struggle with vocabulary. By switching to their first
language, students can continue expressing themselves without being hindered by

vocabulary gaps, which supports the continuity of their communication.

4.6.3. Retention and cognitive engagement. Several students highlighted
how the use of both languages simultaneously helps them retain information and stay
mentally engaged. For instance, P13 explained that "To retain information in the mind
and keep the brain active.” This suggests that switching between languages doesn’t
only support understanding, but also activates the brain, making the learning process
more dynamic. By tapping into both their native language and English, these students
feel more engaged, which aids in keeping the information fresh and accessible in their
memory.

P11 further elaborated, noting the benefits of cultural and linguistic variation in
learning. "Both for cultural and linguistic variation, for example, recording something
helps me remember it better.” This statement highlights that the process of using
multiple languages isn’t just about language comprehension but also about enriching
the learning experience. Translanguaging provides a tool to link linguistic concepts to
cultural contexts, which may enhance the way students encode and recall information.
By incorporating familiar elements from their culture, they feel a stronger connection
to the material, leading to better retention.

P15 also shared a similar sentiment, saying, "Using my first language alongside

English helps me process and remember better. I feel more connected to the material.”
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This reflects a common theme among students: using both languages creates a sense
of familiarity and comfort, helping them internalize what they’re learning.
Translanguaging, in this case, bridges the gap between two linguistic worlds, making
it easier to process and connect with the content on a deeper level.

Finally, P16 mentioned, "I find it easier to recall information when I use both
languages because I can tie it to experiences from both cultures.” This further supports
the idea that using multiple languages not only aids comprehension but also helps
students make personal and cultural connections to the content. By linking what they
are learning to their own lived experiences in both languages, students are able to

remember the material more effectively.

4.7. Benefits and Challenges of Using Both Languages

4.7.1. Enhanced understanding. Several students strongly emphasized the
immediate benefits of translanguaging, particularly when it comes to understanding
complex content. P3 expressed, "When we ask about an English word or topic we don’t
understand in our native language, it becomes easier to grasp the concept.” This
illustrates that using the native language as a stepping stone provides clarity. It helps
students bridge the gap between unfamiliar English concepts and their pre-existing
knowledge in their mother tongue. For these learners, translanguaging serves as an
essential tool to simplify difficult ideas, making them more accessible.

Similarly, P10 shared, "When I don’t understand something in English, understanding
it in Turkish first makes it easier to transfer and comprehend in English." This
quotation underscores how translanguaging aids the process of transferring knowledge
from one language to another. By first understanding a concept in their native
language, students are able to create a mental link, making it easier to process and
retain the same information when it is presented in English. This shows that the native
language not only facilitates comprehension but also serves as a cognitive anchor,
helping students internalize new knowledge in English more effectively.

These responses collectively reflect the significant role that translanguaging plays in
fostering understanding. It allows students to break down complex subjects into more
manageable pieces, supporting their comprehension by using the language they are

most comfortable with before working through the material in English. Thus,
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translanguaging enhances not only immediate understanding but also the long-term

retention of new concepts.

4.7.2. Concerns about overuse. Despite recognizing the immediate
advantages of translanguaging, several students voiced concerns about its potential
drawbacks, particularly in relation to long-term language development. P23 remarked,
"This way, I'm not fully immersed in an English-speaking language environment."
This statement highlights the concern that frequent use of the native language may
hinder complete immersion in English, which is often seen as crucial for advancing
language proficiency. For these students, there is a fear that relying too much on their
native language could slow down their exposure to English, which might limit their
ability to internalize and think directly in the target language.

Similarly, P9 expressed, "I think using more English in class is much more beneficial
for my English education.” This quotation reflects a preference for greater English
usage in the classroom, emphasizing that full immersion would likely provide better
long-term benefits for language acquisition. These concerns point to the underlying
tension between short-term support through translanguaging and the long-term goal of
achieving language independence.

These mixed opinions underscore the delicate balance students face between
leveraging translanguaging for immediate understanding and striving for immersion
to promote deeper language development. While translanguaging is undeniably
helpful in clarifying complex ideas and compensating for limited vocabulary, students
also recognize that overuse might impede their progress toward greater fluency in

English.

4.8. Instructor’s Use of Both Languages

4.8.1. Support for beginners and complex topics. Many students expressed
that the instructors' use of both languages was especially beneficial for beginners or
when grappling with challenging content. P7 highlighted this by stating, “Using both
languages simultaneously helps us to digest new ideas provided in the lesson without
struggling.” This reflects how translanguaging facilitates the processing of complex

ideas, making them more accessible to learners who may not yet have the English
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vocabulary or fluency to fully understand the material. By employing both languages,
instructors can bridge the gap between unfamiliar content and students' existing
knowledge, thus reducing cognitive overload.

Similarly, P18 added, “If the lesson is difficult, teachers can use Turkish to make it
more understandable.” This comment reinforces the idea that using the native
language strategically can ease the learning process, especially in difficult lessons. For
these students, translanguaging becomes a supportive tool that enables them to
navigate the complexities of the subject matter more effectively.

These responses demonstrate the significant role of strategic translanguaging in
meeting diverse learner needs, particularly for those who are just beginning to learn
English or are tackling difficult topics. By shifting between languages, instructors can

offer immediate support while still encouraging long-term language development.

4.8.2. Grammar specific applications. Grammar instruction was often cited
as a context where using the native language proved to be especially effective. P13
noted, “The good side is that using the mother tongue while explaining grammar is
beneficial for understanding.” Similarly, P6 shared, “When the teacher explains
grammar in our native language, it’s easier to understand the structure of the
sentences.” These comments emphasize how translanguaging can simplify the
comprehension of abstract or complex aspects of language, such as grammar rules,
which may not be easily grasped through a second language alone.

P12 also added, “Sometimes, when a teacher explains grammar rules in English, I still
don’t get it. But when they explain it in Turkish, it clicks.” This highlights that for
many students, the use of their native language serves as a clearer means of
understanding technical concepts, ensuring they have a solid grasp of the material
before applying it in English.

Finally, P19 remarked, “Translanguaging in grammar lessons allows me to connect
English grammar rules with my own language’s rules, which makes it much easier to
remember and wuse.” This suggests that translanguaging not only aids in
comprehension but also promotes a deeper understanding by allowing students to
make connections between languages, reinforcing their learning.

These responses demonstrate that translanguaging is particularly advantageous in

areas like grammar instruction, where precise understanding is crucial. The use of the
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native language allows for clearer explanations, making the learning process more

effective and less overwhelming.

4.9. Student Practice of Translanguaging

4.9.1. Building confidence and reducing anxiety. Many students explained
that translanguaging provided them with the confidence to express themselves,
particularly when they felt uncertain about their English abilities. As P2 noted, “It’s
much easier for students to express themselves in their own language when they don’t
understand something.” This indicates that when faced with a challenge in English,
students feel more comfortable using their native language to articulate their thoughts
and questions, thus reducing the anxiety often associated with language learning. P3
further emphasized this idea by stating, “We don’t hesitate when we use our own
language.” This highlights the role of translanguaging in alleviating hesitation or fear
of making mistakes, encouraging students to communicate more openly.

PS5 also echoed this sentiment, sharing that “When I don 't know the exact English term,
using my native language helps me to find the right word and explain my idea.” This
demonstrates how translanguaging not only boosts confidence but also helps learners
navigate gaps in their vocabulary, making them more effective in communication.
Similarly, P7 stated, “Translanguaging allows me to feel less worried about making
mistakes and more focused on getting my point across.” This emphasizes the
emotional relief that translanguaging provides, as it reduces the pressure to be
linguistically perfect and instead encourages meaningful communication.

These responses underscore the emotional and psychological benefits of
translanguaging, as it provides learners with a safety net, making them feel more
supported and less vulnerable in a learning environment. It creates an atmosphere in
which students feel empowered to ask questions, seek clarification, and actively
engage without the pressure of perfect language proficiency. Ultimately,
translanguaging plays a crucial role in fostering a more inclusive, confident, and

psychologically safe learning environment.

4.9.2. Embracing cultural and cognitive diversity. Some students saw

translanguaging as a way to incorporate their cultural identity into the learning process,
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which they found enriching. As P8 noted, “Speaking multiple languages can be
culturally beneficial. It is necessary for challenging vocabulary or terms.” This
highlights the broader cultural significance of translanguaging, as it allows students to
draw on their multilingual background to navigate complex concepts. By using their
native language alongside English, students are not only enhancing their
comprehension but also preserving and expressing their cultural identity, which can
further enrich their learning experience.

Similarly, P12 mentioned, “When we use both languages, we bring in our culture, and
that helps us connect the lesson to our real-life experiences.” This underscores the
idea that translanguaging is not merely a linguistic tool but also a bridge to cultural
understanding, allowing students to relate classroom content to their own cultural
context. For these learners, using both languages becomes a way to honor their
linguistic heritage while simultaneously advancing their language skills.

P6 also observed, “It makes learning more personal because we are allowed to use
the language we feel closest to.” This reflects the emotional aspect of translanguaging,
where students feel more connected to the learning process when they can incorporate
their own language and culture. Translanguaging, therefore, not only facilitates
cognitive processing but also fosters a deeper sense of belonging and self-expression
in the learning environment.

These comments illustrate the broader cultural and cognitive benefits of
translanguaging in multilingual contexts. By incorporating both their languages and
cultural knowledge into the learning process, students can achieve a more holistic

understanding and connect more meaningfully to the material.

4.10. Reasons for Avoiding Native Language

4.10.1. Fostering immersion. Several students highlighted that avoiding their
native language helps them stay immersed in English, which they believe is crucial for
improving their proficiency. As P9 explained, “To be more exposed to English and
push ourselves more.” This suggests that some students view immersion in the target
language as a key strategy for enhancing their language skills. By limiting the use of
their native language, they feel they are able to foster a deeper connection with English,

leading to more effective language acquisition.
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P16 echoed this sentiment, saying, “Speaking only in English sometimes forces
students to adapt and enhances their learning experience.” This indicates that
immersion can act as a catalyst for adaptation, pushing students out of their comfort
zones and encouraging them to think and communicate more fluently in English. The
idea that immersion helps students engage more fully with the language aligns with
the concept of "language learning through exposure," where consistent interaction with
the target language accelerates proficiency development.

P14 also pointed out, “When we use only English, we can think in English better and
become more confident in speaking.” This demonstrates that exposure to English not
only improves linguistic competence but also boosts learners' confidence in their
speaking abilities. The transition from thinking in one’s native language to thinking in
the target language is often seen as a milestone in the language learning process.

P5 emphasized, “I find that I learn more effectively when I don’t rely on my first
language because it forces me to focus more on English vocabulary and grammar.”
This highlights the cognitive advantages of immersion, as students shift their focus
away from their native language to develop stronger skills in the foreign language.
These responses collectively underline the significance of immersion in achieving
higher levels of English proficiency. While translanguaging can serve as a helpful
scaffold, these students also recognize that minimizing reliance on their native
language helps them fully engage with English, thus enhancing their overall language

learning experience.

4.10.2. Practicality in multilingual classrooms. In classes with diverse
linguistic backgrounds, relying solely on English was seen as a practical necessity to
ensure inclusivity. As P7 stated, “If everyone uses their own language, no one would
understand anything in that class.” This highlights the practical considerations of
language use in multilingual learning environments. The student's remark underscores
the importance of a common language, in this case, English, as a means of bridging
communication gaps between students from different linguistic backgrounds. Without
a shared language, effective communication and understanding could become
challenging, potentially isolating students from one another.

Additionally, P10 shared, “We need to stick to English so that everyone can follow

along, regardless of where they're from.” This illustrates the role of English as a
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unifying force in diverse classrooms, ensuring that no student is left behind due to
language barriers. It suggests that, in a multilingual setting, English serves as the
common ground for communication, facilitating a collaborative learning environment
where students can actively engage and learn from each other.

Moreover, P12 emphasized, “In a class with so many different languages, using just
one makes it easier for everyone to understand the lesson.” This reflects the pragmatic
benefits of using a shared language in such contexts, highlighting how a common
language can streamline the learning process and promote equal participation,
regardless of each student’s linguistic background.

These quotations reveal that in linguistically diverse classrooms, the use of English as
the primary language of instruction is not only a pedagogical decision but a practical

necessity to ensure clarity and inclusivity for all students.

4.11. Language related Difficulties in an EFL context.

4.11.1. Frequent challenges. Many students admitted to facing regular hurdles
in their classes, particularly when engaging with academic content. For instance, one
participant shared, “I often encounter language-related difficulties during my classes”
(P5). This response reflects ongoing struggles, likely tied to the complexities of
academic vocabulary and unfamiliar sentence structures, which may pose continuous
challenges for students as they progress through their coursework. Another student
noted, “I encounter them frequently” (P9), emphasizing that these difficulties are
persistent and prevalent, especially for learners who might not yet have the linguistic
foundation needed to keep up with the academic demands. Similarly, another response,
“Quite often, as the topics are academic” (P8), suggests that students feel particularly
overwhelmed when transitioning from conversational English to more formal, subject-
specific language, which often requires more specialized vocabulary and higher levels
of comprehension.

Moreover, students also pointed out specific difficulties they face in their studies. For
example, one participant explained, “Sometimes, I cannot understand the grammar or
the words. Some other times, I fail to say whatever I mean” (P4), reflecting the
frustration that arises from both comprehension and expression barriers in academic

contexts. Another respondent echoed this by stating, “Lack of vocabulary” (P9),
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pointing to a common issue that hinders their academic engagement. Likewise,
“Sometimes I don’t understand what other students are asking from teachers” (P23)
reveals that communication gaps extend beyond just the student-teacher interaction,
affecting group discussions and collaborative learning as well.

For students grappling with these language-related challenges, strategies vary widely.
One student remarked, “Google Translate helps us to communicate. Google search
and online applications like dictionaries help to know the meaning of vocabularies”
(P4), highlighting a practical approach that combines technology with language
learning. Similarly, “Studying at home” (P7) and “Practicing more and forcing myself
to speak” (P8) are common self-directed strategies to reinforce learning outside the
classroom environment. Another participant shared, “I try to adapt to speaking by
skipping words I forget” (P10), demonstrating a pragmatic method of managing
difficulties during conversations.

These responses reveal the multifaceted nature of language barriers and the diverse
approaches students take to overcome them, illustrating the significant impact of both

the academic content and the need for constant practice and adaptation.

4.11.2. Improvement over time. For some participants, difficulties were
intense at the beginning but gradually diminished as they adapted. (P4) explained, “At
the beginning of the course, a lot. But, over time due to learning and getting proficient
day by day, less and less difficulties”, reflecting the natural learning curve where
consistent effort helps learners become more comfortable. This sentiment is echoed by
another participant who shared, “So less than in the beginning” (P3), reinforcing the
idea that early challenges subside with time and practice. As learners gain proficiency
and familiarity with the academic language, their struggles decrease, allowing them to
engage with the content more effectively and confidently.

(P21) emphasized a similar shift in their experience, stating, “Once I got used to it, |
didn’t struggle to learn” This highlights how initial difficulties fade as students
become more accustomed to the learning environment, suggesting that the process of
adaptation can significantly alleviate the challenges they face. Moreover, (P6) noted,
“It’s difficult, but we are always with the good teacher, so that makes it easy”,
acknowledging that having strong guidance can ease the learning process and reduce

difficulties over time. This points to the importance of supportive teaching, which



65

helps students navigate their language challenges and enhances their overall learning
experience.

Additionally, (P21) shared, “I struggle a bit when exposed to English conversation,
but I don’t practice much outside of school”, revealing that while challenges persist,
the lack of external practice may contribute to the ongoing difficulty. This implies that
consistent practice beyond the classroom could play a crucial role in accelerating
adaptation and minimizing language-related struggles. As students engage more
actively with the language, their proficiency grows, and their confidence in handling

complex academic content increases.

4.11.3. Vocabulary and grammar issues. Common difficulties with basic
language skills included vocabulary and grammatical issues. Many participants
admitted trouble with language, as P9 and P15 pointed out, who highlighted a “lack of
vocabulary”. This emphasizes how much clear communication and understanding
depend on a rich vocabulary. Without a sufficient word bank, students struggle to
express their ideas effectively, making academic discourse particularly challenging.
As one participant stated, “Sometimes it is difficult to understand the text by ear and
the meaning of the word” (P22), further underscoring how a limited vocabulary can
impede both listening comprehension and the ability to grasp the full meaning of
spoken or written academic content.

Still, a significant challenge was interference with native languages. P14 noted,
“Trying to use grammar structures like Turkish is the biggest challenge, ” for example,
showing how following guidelines from their own tongue could lead to English errors.
This reflects how deeply ingrained native language structures can impact the learning
of a new language, causing students to apply familiar grammar rules inappropriately
and thereby making it harder for them to produce accurate English sentences. One
participant further reflected on this, saying, “Not knowing the language” (P13) — a
simple yet powerful reminder of the struggle learners face when they lack a solid
foundation in the target language. Similarly, P15 highlighted the difficulty of forming
sentences, stating, “Lack of vocabulary and difficulty forming grammar”, which
emphasizes that the challenge goes beyond understanding words to applying them

correctly in sentences.
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Moreover, the interference issue was not limited to grammar alone. P12 shared, “/¢’s
difficult, but we are always with the good teacher, so that makes it easy”, which
suggests that while native language interference may initially create struggles, the right
guidance and teaching support can alleviate these challenges and help students
overcome such hurdles more effectively. The role of effective teaching strategies
becomes critical in helping students navigate the complexities of language interference

and acquire the necessary skills to communicate proficiently in English.

4.11.4. Speaking and fluency. Many pupils said they struggled with voice and
fluency. P8 highlighted, “Generally, not being fluent in speaking,” pointing to
problems including poor confidence, little practice, or trouble remembering words.
This reflects how fluency issues can stem from a combination of factors, such as
nervousness in speaking, a lack of regular practice, or difficulties recalling vocabulary
in real-time conversations. Fluency in speaking often requires both skill and
confidence, which many students are still in the process of developing. One student
noted, “I struggle a bit when exposed to English conversation, but I don’t practice
much outside of school” (P21), indicating that limited practice outside of the classroom
contributes to their struggles with fluency. Without consistent engagement with the
language in everyday situations, students find it more challenging to improve their
speaking abilities.

P10, expressing how intimidating oral language in a second tongue can be, also said,
“I have trouble speaking English.” This emphasizes how speaking in a second
language can trigger anxiety and a sense of discomfort, especially when learners are
still building their linguistic confidence. For some, the fear of making mistakes can
create a barrier to expressing themselves clearly, thereby hindering their ability to
communicate effectively in class or during conversations. Another participant
highlighted the difficulty of engaging in spoken English, stating, “Sometimes I don’t
understand what other students are asking from teachers” (P23), suggesting that both
comprehension and production difficulties compound, especially in group or
classroom discussions.

Additionally, P7 shared, “Misunderstanding and sometimes inability to speak”, which
further reinforces the idea that fluency and the ability to articulate thoughts clearly are

frequent obstacles. When students are unable to express themselves effectively, they
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may feel isolated in academic settings, which can lead to frustration and a sense of
inadequacy. This underscores the emotional and cognitive challenges that come with
language production, further complicating the learning process for many students.
Overcoming these fluency barriers often requires practice, guidance, and building

confidence in speaking situations.

4.11.5. Using technology. Often utilized to fill such language gaps was
technology. P4 commented, “Google Translate helps us to communicate,” while P17
said, “I usually use a translator.” These tools provide rapid assistance, helping
students bridge gaps in understanding and facilitate communication, especially in
situations where vocabulary or grammar knowledge is lacking. Technology, such as
translation apps, can be an invaluable resource in moments of need, allowing learners
to continue engaging with academic content despite language challenges.

However, over-reliance on these tools could limit more sophisticated learning. As one
participant shared, “Google Translate helps us to communicate” (P4), while this may
offer immediate solutions, it may not always promote deeper engagement with the
language. Excessive use of translators could hinder students from actively learning and
internalizing new vocabulary or grammar rules, which are necessary for long-term
language development. Without regular practice of active language skills, students
might miss opportunities to improve their fluency and comprehension, potentially
stalling their overall progress. Thus, while technology can be a valuable aid, it is
important for learners to strike a balance and incorporate other methods, such as
independent learning and speaking practice, to ensure more sustainable language

acquisition.

4.12. Students’ Final Comments on Translanguaging

4.12.1. Translanguaging as a support for understanding. Many students
noted that translanguaging helps them understand challenging topics. P5 explained,
“Using our native language during challenging topics helps us understand better.”
This shows that translanguaging acts as a safety net, linking new ideas to students’
existing knowledge. Similarly, P7 shared, “When translanguaging is practiced in

lessons, it helps students succeed more, and if they fully understand the topic,
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transitioning to other languages becomes possible.” This highlights how
translanguaging aids immediate comprehension while supporting long-term language
learning.

Beyond academics, students appreciated the broader benefits of using multiple
languages. P1 said, “I speak 4 languages. I get experience and understand what
teachers say. I can make friends quickly, get better careers, and communicate well, so
it is beneficial for me to know more languages.” This reflects how translanguaging

contributes to social and professional growth.

4.12.2. Social and collaborative dimensions. Students perceived
translanguaging as a means to engage with others in their multilingual context. P6
remarked, “We have numerous international acquaintances here.” Utilising both
languages during communication or when addressing things we find perplexing with
instructors can be significantly more effective. This underscores how translanguaging
promotes inclusivity and closes cultural divides. Comments like P8's, "During class
discussions, progress can be made through adaptation and student dialogue by
translating between Turkish and English," clearly show the group benefits. This
demonstrates how translanguaging fosters confidence and a feeling of belonging by

means of team building and communication.

4.12.3. Challenges and concerns. Although translanguaging provides many
benefits, some students noted certain negatives. P2 said, "It is of both advantages and
disadvantages.” Sometimes, it is interesting and promotes cooperative projects. On
some other occasions, though, it is time-consuming or demoralising. This implies a
compromise between effectiveness and cooperation.

Code-mixing, in which students unwittingly combine components of several
languages, may lead to the misuse of translanguaging. P12 said, "We can combine
some words between two languages when we talk.” Although this improves
communication, it could make English less fluency-friendly.

P10 underlined at last, "Activities should not be done without fully understanding the
topics," stressing the requirement of the deliberate use of translanguaging to ensure it

aids deep comprehension rather than acting as a crutch.
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4.12.4. Balancing translanguaging with other strategies. Students said that
combining translanguaging with different techniques yields optimum results. For
speaking specifically, P9 suggested, "Encouraging students to use what they have been
taught through question-and-answer techniques could be more effective.” This
emphasises the need of deliberately use English in natural surroundings to develop
confidence and fluency. Teachers can make sure translanguaging complements rather

than impedes the aim of mastering English by combining it with other techniques.
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CHAPTER V

DISCUSSION

The next section discusses the research's conclusions, which were derived via a
quantitative and qualitative analysis of documentary content. Regarding the study's
findings, the next section outlines its implications as well as suggestions for additional

research based on its limitations.

5.1. What are the Students’ Attitudes towards Translanguaging in an EFL

Context?

The evaluation of students' attitudes towards translanguaging in an EFL context was
conducted through a questionnaire and interviews. The commonalities identified in
each section for all student groups involved in the study, derived from the interview
and questionnaire results, are summarised below.

The results of this study confirm and contradict several previous studies dealing with
translanguaging in various educational contexts and provide detailed insights into the
pedagogical values and challenges of this process. The studies of Karabulut (2019),
Aslan & Kiray (2020), Ozkaynak (2020), Erbakan (2020), Tanik (2021), Kiigiikali
(2021) underline that translanguaging is an important tool in terms of improving
comprehension, ensuring participation and facilitating collaborative learning in EFL,
EMI and multilingual classrooms.

The results of Karabulut (2019) go along with the emphasis that this study places on
translanguaging as a scaffolding tool for learners of limited English proficiency but
also points out its specific benefits for writing skills. Her study, in particular at this
point, places an emphasis on gradual movement from dependent translanguaging
practices (translating from Turkish into English) toward its more independent use with
the improvement of learners' proficiency. This is in line with the position taken by
Garcia & Wei (2014) who support the idea of drawing on learners' complete linguistic

resources. However, in the research at hand, students showed some reluctance to fully
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adopt the translanguaging behavior; this could be one of the reasons their development
was less striking than that in Karabulut (2019)’s study.

Similarly, Aslan (2019) shows how trans complementary language bridges the
linguistic gaps, developing understanding in both monolingual and multilingual
classrooms, critiquing the "English-Only Policy," and dealing with scepticism raised
about the potential influence of translanguaging on the proficiency in English. These
findings again highlight how students gain from using their first language in addition
to English, especially for clarity of content and the execution of tasks. The findings
are consistent with those by Aslan & Kiray (2020), which demonstrated how
translanguaging can trigger learners' linguistic repertoires and promote understanding
and participation, although there are still some barriers, such as a lack of resources and
preparedness on the part of teachers. His research also emphasized that it is teachers'
feedback that would prove the workable role of trans-language strategies. On the other
hand, the present study revealed that a continued approach on the part of instructors
using switching often caused puzzlement among learners; hence, more structured
practice has been in urgent demand.

There exist crucial differences between the studies. For instance, although the present
study has limited the selective use of translanguaging to EFL classrooms in higher
education, Ozkaynak (2020) drew attention to the preferred psychological benefits
concerning the reduction of foreign language anxiety. He supports these concepts
using his research, in which he shows in detail how "Translanguaging mediates
understanding and co-construction dialogues of participants with a ZPD [Zone of
Proximal Development], is associated with lower levels of language anxiety and
enhanced peer-to-peer interactions." This seems to contrast very strongly with any
reservations that participants demonstrated in this current research in terms of whether
translanguaging itself would somehow hurt their English competence.

Bruen & Kelly (2014), Liao (2006) also stress translanguaging in the decrease of
communication apprehension and development of self-confidence. These findings are
thus consistent with those of Ozkaynak (2020). Likewise, Erbakan (2020) displays the
role of translanguaging an early childhood education to develop both cognitive and
socioemotional learning. She demonstrates how young learners might freely switch
between Turkish and English, syntactically and morphologically developing skills

while nurturing curiosity and confidence. Higher education learners targeted by the
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study differ, as the attitudes and assumptions towards the act of translanguaging are
essentially oriented by an academic goal proposed, controlled, and also formal in its
type of task design.

Erbakan's (2020) findings on the creation of "third spaces" for bilingual interaction
resonate with Garcia's (2011) conceptualization of translanguaging as a mechanism
for meaning-making and identity construction. Tanik (2021) draws attention to the use
of translanguaging in TBLT and how task types affect its occurrence. She found that
closed tasks, like jigsaw and spot-the-difference activities, triggered significantly more
translanguaging turns than open-ended tasks. The participants themselves drew on
translanguaging selectively in order to handle particularly challenging collaborative
tasks, as supported by studies of Azkarai & Garcia Mayo (2015) and Storch & Aldosari
(2010), both relating the use of translanguaging by the learners back to task design
features. Indeed, findings in the case also support those suggestions, when in the
present study, participants in fact used much more selective translanguaging: only
when certain tasks, mostly solving problems, came under challenge from
collaboration.

Further distinctions arise in disciplinary and institutional contexts. Kavak (2021)
juxtaposes translanguaging practices across social sciences and engineering,
demonstrating its adaptability across fields. In this respect, while students in the social
sciences use translanguaging considerably to create meaning and hold critical
discussions, their peers in engineering do so mainly to solve lexical problems,
explaining technical terms, and negotiating meaning in laboratory activities. This
difference arises from the differential cognitive and linguistic demands posed by
different disciplines.

These contextual differences do indeed suggest that translanguaging is dynamic,
flexible, whether in collaborative learning or content-focused outcomes. Another
characteristic of translanguaging is that it is individual or groups of students who
approach and view translanguaging differently across contexts and levels. According
to Oztiirk (2022), the perceptions tend to be divided concerning different proficiency
levels. The high-achieving students distrust the idea of translanguaging because of its
potential danger to English competence.

The present research reveals contrasting attitudes: partial versus full EMI programs

view the issue of translanguaging as something harmful to English immersion. These



73

results show that students' fears should be dispelled and clearly explained with ways
of implementation to ensure maximum efficiency of translanguaging. Another very
significant factor is, of course, the institutional policies, which sometimes, especially
for more strictly English-only policy disciplines, can limit students' participation and
interaction.

The findings of this study are in tune and expand the insights of previous research,
such as Ozkaynak (2020) exploration of the psychological impacts of translanguaging.
Although this study does not focus on psychological factors, the participants of this
study hold sceptical views on how translanguaging would lower their proficiency in
English. Similarly, the findings of the present study, although context-bound, borrow
a leaf from Erbakan's (2020) study regarding how translanguaging aids bilingual
development in cognition and socio-emotional realms, albeit in a totally different age
and learning environment altogether.

Together, these studies point to the possibility of translanguaging as a pedagogical
approach that can be transformative. Effective translanguaging would require
overcoming contextual challenges of resource limitations, teacher preparedness, and
institutional language policies to adapt practices toward the linguistic and cultural
needs of learners. Educators may employ flexible and strategic translanguaging
practices that afford greater inclusivity, develop multilingual competencies, and spur

dynamic learning environments across diverse educational contexts.

5.1.1 Do students' attitudes towards translanguaging differ significantly
according to the gender variable? Results obtained in this study show that gender
indeed plays a critical role in influencing students' attitudes towards translanguaging.
Female students slightly outperformed their male peers: M = 2.61, SD = 0.39 for
females; M =2.52, SD = 0.40 for males. This corroborates earlier literature indicating
that learner-specific variables are crucial in the development of attitudes toward
translanguaging. For instance, Oztiirk (2022) observed that proficiency levels shape
perception: the low-proficiency participants generally evaluate translanguaging
practices as more favorable compared to those of higher proficiency. Correspondingly,
this paper points out the influence of gender a factor less commonly in the focus on

the degree to which learners will accept or be open to translanguaging.
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These findings are also at variance with the findings of earlier studies, which had
placed more emphasis on gender as a determinant than in earlier research, which had
limited attention compared to variables such as anxiety or multilingual backgrounds.
Although the study by Ozkaynak (2020) investigated the psychological benefits of
translanguaging, including reduced anxiety, this study finds a statistically significant,
though marginal, difference in attitude based on gender, p =.016. But this distinction
brings into relief the relevance of demographic variables in informing translanguaging
strategies within EFL classroom settings.

Furthermore, these findings are in line with the model by Garcia & Sylvan (2011),
which advocates for context-sensitive translanguaging practices. Yet, the modest
variation in attitudes serves to indicate the need for a gender-sensitive approach in
pedagogical matters regarding translanguaging strategies for active engagement of
learners of both genders. Again, this finds support in the argument by Baker (2011)
that translanguaging has the potential for adaptability for different learner needs. By
making translanguaging practices sensitive to demographic factors such as gender,

educators will be able to create more inclusive and effective learning environments.

5.1.2. Do students' attitudes towards translanguaging differ significantly
according to the English proficiency level variable? The results of the current study
showed that students' attitudes towards translanguaging were significantly different
because of the students' levels of English proficiency. This is underlined in the
ANOVA results: F(3,451)=11.019, p <0.001. It was the students at the A1 level who
showed the most positive attitudes, suggesting that lower-proficiency learners heavily
rely on translanguaging to scaffold comprehension and facilitate participation. This
also aligns with the framework by Garcia & Sylvan (2011), which highlights that
translanguaging is a powerful tool for leveraging the full linguistic repertoire of
learners, especially at the early stages of language acquisition. According to Baker
(2011), translanguaging provides important cognitive support for lower-proficiency
learners in navigating more complex language demands.

By contrast, at B1 and B2 levels, learners expressed less positive attitudes towards
translanguaging. As proficiency increased, attitudes became less positive, which may
mirror Turnbull’s (2001) suggestion that higher-proficiency learners perceive less

need for native language support, viewing translanguaging as potentially detrimental
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to immersion in the target language. Reflecting their trust in autonomous language use,
Ozkaynak (2020) noted patterns whereby advanced learners favoured tactics stressing
English-only instruction. The somewhat favourable sentiments of A2 students in this
study imply that translanguaging still has a transitional function, supporting until
students reach better degrees of competency. The results emphasise the need of
customising translanguaging techniques depending on the degree of skill of the
students. Translanguaging is a vital scaffold for lower-proficiency students since it
promotes understanding and lowers cognitive load, therefore complementing Garcia
& Wei's (2014) claim that translanguaging supports meaning-making and engagement.
Translanguaging techniques, on the other hand, must change emphasis for higher-
proficiency students to stress immersion in English while maintaining supporting
chances for group and reflective learning. This is consistent with Karabulut’s (2019)
advice for methodologies of structured, proficiency-sensitive translanguaging that fit
students' evolving needs. These results highlight, in general, the dynamic character of
translanguaging and its different effects on competency levels. Future studies could
investigate how competency interacts with other elements, such as classroom
dynamics or task complexity, to improve translanguaging procedures even more and

maximise their efficacy in many educational environments.

5.2. What Language-Related Difficulties do EFL Students Encounter?
The results of the present study combine and contradict past studies on translanguaging
techniques in both EFL and EMI environments and offer significant new perspectives
on the pedagogical uses and difficulties this activity presents. Like Karabulut's (2019)
research on writing courses, participants in this study underscored how
translanguaging is a resource in scaffolding comprehension and interacting with
difficult material. As one participant commented, "Using our native language during
challenging topics helps us understand better" (P5). This echoes Garcia & Wei's
(2014) conceptualization of translanguaging as a process which draws upon the full
linguistic repertoire of learners to support understanding and collaboration. Similarly,
emerging translanguaging benefits from collaboration in this study's peer and teacher
help-seeking; for example, "Discuss with my buddies" (P19) echoes the importance of

peer interaction as a crucial component of successful translanguaging practices.
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However, notable differences also emerge. Unlike Karabulut's (2019) participants,
who progressed from dependent to independent use as their proficiency improved, the
participants in this study reported continued dependence on their L1, especially in
areas like grammar and vocabulary. P14 noted, "It is difficult to use a different
language and structure in grammar,” clearly reflecting the persistent linguistic
challenges faced by EFL learners. Karabulut (2019) concentrated especially on the
function of translanguaging in writing skills, although this investigation exposed more
general uses including speaking and comprehension. Many participants cited fluency
difficulties, such as "I have trouble speaking English" (P10), which suggests that oral
language development depends critically on translanguaging.

Students' opinions of translanguaging represent still another point of difference.
Commonly felt in monolingual EFL environments, one student said, "Using both my
mother tongue and English at the same time will weaken my English” (P9). As P12
notes, some participants also voiced worries about code-mixing: "We can combine
some words between two languages when we talk". This reflects Kiiciikali's (2021)
conclusions on the possible negative effects of too much reliance on translanguaging,
especially in situations where fluency in the target language is given top priority.

The results also support earlier studies demonstrating how translanguaging could
lower anxiety and promote diversity. Participants in this study reported feeling more
confident and successful when translanguaging was allowed, much as Ozkaynak's
(2020) work showed how translanguaging reduces Foreign Language Classroom
Anxiety (FLCA). P7 said, for instance, "If translanguaging is applied during lessons,
it would be more helpful for the students to succeed, and if they understand the topic,
then shifting to other languages is possible". These findings imply, especially for low-
proficient students, translanguaging generates a more favourable and less intimidating
learning environment. These results highlight, pedagogically, the need of carefully
include translanguaging into EFL environments. Programs for teacher preparation
should concentrate on juggling translanguaging with immersive English only
approaches.

Ultimately, the results of this study support the increasing awareness of
translanguaging as a flexible pedagogical tool in EFL instruction. The study
emphasises translanguaging's part in scaffolding comprehension, improving

cooperation, and lowering anxiety by matching Garcia & Wei's (2014) paradigm. But



77

issues like worries about code-mixing and proficiency draw attention to the
requirement of careful and contextualised application. Future studies should look at
how organised translanguaging techniques could solve problems and raise long-term

learning results in different kinds of educational environments.

5.2.1. What kind of translanguaging techniques do college students employ
in their coursework? These results imply that college students address both language
and academic challenges in their courses using a variety of translanguaging techniques.
Among the most often mentioned techniques are online dictionaries and digital
translating applications like Google Translate. Students underlined how these
instruments improve communication and help to acquire language. One participant
observed that "Google Translate helps us to communicate; Google search and online
applications such as dictionaries help understand the meaning of vocabularies"; (P4).
This is consistent with the result of Oztiirk (2022), which show the part technology
plays in scaffolding translanguaging techniques, especially for vocabulary
development and comprehension. Garcia & Sylvan (2011) underlined similarly that
modern translanguaging depends on translating technologies, which help students to

efficiently close linguistic gaps.

Another somewhat common tactic seen was bilingual communication during group
projects and debates. To help peers in group environments and simplify difficult
subjects, participants sometimes alternated between their mother tongue and English.
"By using both languages during the conversation with foreign friends and in the
discussion of the issues we didn’t understand, it could be much better" one respondent
said (P6). Garcia & Wei (2014) further contended that translanguaging for group
projects exposes the inherent fluidity of linguistic interaction, therefore promoting
closer knowledge and involvement. Apart from group projects, students also revealed
personal habits, including memorising terminology and it into their regular speech.
One participant clarified, "By memorising vocabulary and trying to form sentences
everywhere I can” (P15). This fits Baker's (2011) perspective that translanguaging is
a tool for active language production as well as a means of comprehension. Moreover,
the results underline the need for self-directed learning via media. One participant
described, for example, "I develop my speaking comprehension by watching various

types of videos in English, especially conversations, and looking up words in
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dictionaries" (P21). Extending Oztiirk's (2022) work, this implies that translanguaging
supports autonomous language acquisition outside of classroom environments.
At last, one major tactic turned out to be combining first and second languages in
regular interactions. Students said this approach improved their communication and
understanding as well. "It can be better for understanding, but when we talk, we can
mix some words between two languages," one participant said (P12). This flexible use
of translanguaging fits Garcia & Wei's (2014) claim that translanguaging is a normal
feature of communication, guiding students across challenging linguistic obstacles.

These results demonstrate that translanguaging is a dynamic, adaptive process
reaching into students' academic and social life rather than only a teaching tool.
Students powerfully use their linguistic repertoire to overcome obstacles by using
digital technologies, multilingual interaction, vocabulary integration, and media use.
These findings highlight the need to create translanguaging plans catered to various
student requirements and circumstances so promoting both academic performance and
linguistic development. Future studies should look at how these approaches interact
with factors like task types and degree of expertise to improve translanguaging

procedures in higher education.
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CHAPTER VI

CONCLUSION AND SUGGESTIONS

This chapter summarizes students' views on the "Just English" policy and
translanguaging. While some students supported using only English in the classroom,
others preferred integrating their native language for better understanding.
Translanguaging was generally seen as a helpful tool for comprehension, especially
for lower-proficiency students, and was often used naturally during note-taking and
discussions.

Gender and proficiency influenced attitudes, with female students and lower-level
learners more favorable toward translanguaging. Interviews revealed that
translanguaging helps simplify complex content and boost confidence, though overuse
of the native language was a concern.

The chapter concludes with suggestions for the thoughtful application of
translanguaging, teacher training, flexible teaching methods, fostering student agency,

proficiency-level adaptations, and future research into its long-term effects.

6.1. Perspectives on the " Just English' Policy

Students expressed diverse opinions regarding the exclusive use of English in the
classroom. While some valued full immersion, others emphasized the occasional need
for their native language to enhance comprehension and alleviate stress. The statement
"Only English should be used in classes" received a neutral average score of 3.13,
indicating a balanced mix of agreement and disagreement among respondents.
However, concerns about frequent language switching were evident, as reflected in the
relatively high mean score (3.48) for the statement "I get confused when the lecturer
switches from English to Turkish or vice versa.” This suggests that while students
recognize the benefits of English-only instruction, unstructured and frequent language
shifts may hinder learning rather than facilitate it. These findings highlight the
importance of a strategic and pedagogically informed approach to language use in EFL.

classrooms.
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6.2. Views on Translanguaging

Students generally perceived translanguaging as a valuable tool for enhancing
communication and understanding complex concepts. The statement "Using both my
mother tongue and English at the same time helps me to understand the course content
better" received a mean score of 1.93, highlighting the advantages of strategic native
language inclusion, particularly for students with lower proficiency levels. This
finding suggests that when used deliberately and purposefully, translanguaging can act
as a scaffolding technique, allowing learners to engage more confidently with course
materials while gradually improving their English proficiency. Rather than viewing
translanguaging as a hindrance to immersion, educators should recognize its potential
to bridge linguistic gaps, reduce cognitive overload, and support students’ academic

SUucCcCess.

6.3. Variations by Gender and Proficiency

The findings revealed that gender and proficiency levels significantly influenced
students' attitudes toward translanguaging. Female students demonstrated more
favorable perceptions of translanguaging compared to their male counterparts (p =
.016), suggesting that gender-based differences in language learning preferences may
shape classroom experiences. Additionally, lower-proficiency students (A1) relied
more heavily on translanguaging than higher-proficiency students (B1, B2), who
deemed it less necessary (p < .001). These results emphasize the importance of
adapting translanguaging strategies to accommodate diverse learner profiles, ensuring

that instructional approaches are both inclusive and effective.

6.4. Insights from Open-Ended Interviews

The open-ended interviews revealed that translanguaging is a valuable tool for
enhancing student comprehension and engagement, both academically and socially.
Many students indicated that the use of their native language in conjunction with
English helps them understand difficult topics better, providing a bridge between
existing knowledge and new learning. This confirms that translanguaging serves as an
important support mechanism, enabling students to grasp challenging concepts more
effectively. Additionally, students highlighted the social and professional benefits of

translanguaging, with some emphasizing how it allows them to build relationships,
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foster inclusivity, and communicate across cultural boundaries. However, students
also voiced some concerns, such as the risk of code-mixing and the potential misuse
of translanguaging when not carefully managed. There were also concerns about the
time-consuming nature of translanguaging in some contexts, as well as the need to

balance its use with other learning strategies.

6.5. Suggestions:
Based on these findings, several recommendations are proposed to improve EFL

teaching and learning practices:

6.5.1. Adopt flexible translanguaging practices. Teachers can make a real
difference by using translanguaging in a way that feels natural and helpful to students.
Instead of rigidly sticking to one language, they can incorporate the native language
(L1) at key moments, like explaining tricky concepts or giving instructions, to make
sure students truly understand. However, the goal should be to gently guide students
toward using English as much as possible once they've grasped the content. Creating
a classroom environment where English is the main language, but where L1 is used

purposefully, helps maintain immersion without leaving students feeling lost.

6.5.2. Enhance understanding with visual and interactive tools.Teachers
can make learning more engaging and accessible by using visual tools like pictures,
charts, or even real-world objects (realia). These help students connect with the
material without relying too much on language switching. For example, when teaching
a difficult idea, showing a diagram or using multimedia can clear up confusion much
faster than just explaining it in words. These approaches create an inclusive
environment where all students can follow along more easily.

6.5.3. Encourage reflective teaching. Teachers should take the time to reflect
on how their teaching methods are working. After each lesson, they could check in
with students—maybe through quick surveys or informal conversations—to
understand what’s working and what’s not. Adjusting their approach based on real
feedback will help them fine-tune their strategies. This also gives teachers a chance to
assess whether they’re striking the right balance between using L1 for support and

pushing students to use more English.
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6.5.4. Ongoing professional development and gender-sensitive
approaches. Educators should have access to professional development that focuses
on using translanguaging in ways that meet the needs of all students. This includes
learning how to balance language support for students at different proficiency levels
and ensuring that all students—regardless of gender—feel included and valued. For
instance, offering tailored support for beginners while providing more immersive
English experiences for advanced students can foster a positive learning environment

for everyone.

6.5.5. Build a curriculum that supports gradual language learning.
Curriculum developers can play a key role by designing materials that help students
gradually reduce their dependence on their native language while still supporting
comprehension. This might include bilingual glossaries at the start, which can slowly
transition to full English immersion as students get more comfortable. By focusing on
content learning in English from the beginning, students become more confident and

capable in the language over time.

6.5.6. Align assessments with classroom language practices. It’s important
for assessments to reflect what’s happening in the classroom. If students are gradually
transitioning to using more English, assessments should match that shift. For example,
a student might start by using some L1 to explain concepts, but as they improve,
assessments should encourage them to express those same ideas fully in English. By
aligning assessments with the language learning journey, educators can ensure that

students are evaluated fairly based on their current skills.

6.5.7. Foster collaborative learning and peer support. Group work and peer
discussions are fantastic opportunities for students to practice English in a real-world
context. Teachers can create more inclusive environments by encouraging
collaboration across genders and ensuring that all students get a chance to share their
ideas. When students work together, they not only learn the content but also improve
their communication skills in English, building confidence and fluency in a supportive,

interactive setting.
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6.5.8. Promote student independence. As students’ English skills improve,
teachers can help them become more independent in their learning. By encouraging
them to take ownership of their language development, students can learn to monitor
their own progress and find strategies that work for them. For more advanced students,
teachers might minimize L1 use, focusing instead on fostering self-regulated learning.
The goal is to help students feel confident in using English on their own, even in
complex academic contexts.

By embracing these strategies, teachers and educators can create a classroom
atmosphere where students feel both supported and challenged, allowing them to thrive
in their English learning journey. Translanguaging becomes a tool to enhance
understanding, build confidence, and ultimately help students reach their full potential.
These approaches not only improve language proficiency but also encourage a
positive, inclusive learning experience that values each student’s unique linguistic

background.

6.6. Suggestions for Future Researches.
Future research could explore how translanguaging serves as a modern adaptation of
the "Suggestopedia" method, which emphasizes creating a relaxed, immersive, and

multi-sensory learning environment to enhance language acquisition.

6.6.1. Translanguaging and cognitive load. Similar to Suggestopedia’s goal
of reducing cognitive load, future studies could investigate how translanguaging
supports comprehension by allowing students to use their native language as a

scaffold, making it easier to grasp complex content.

6.6.2. Emotional and psychological benefits. Suggestopedia’s focus on
emotional well-being can be mirrored in translanguaging, as it may reduce language
anxiety and boost engagement. Research could explore how allowing students to use

L1 in certain moments creates a safe and supportive learning atmosphere.

6.6.3. Translanguaging as a multi-sensory tool. Future studies could

examine how translanguaging, combined with multimedia and visual aids, functions
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similarly to Suggestopedia’s multi-sensory approach by appealing to different learning

styles and enhancing engagement.

6.6.4. Translanguaging for accelerated learning. Like Suggestopedia, which
aimed to accelerate language learning, translanguaging could facilitate faster
acquisition and better retention. Research could focus on how it speeds up language

learning across various proficiency levels.

6.6.5. Translanguaging in diverse educational contexts. Research could
explore how translanguaging helps students in multilingual and multicultural
classrooms, allowing them to bridge the gap between their native language and English

in inclusive and engaging ways.

6.6.6. Comparing translanguaging and suggestopedia. Comparative studies
could assess the effectiveness of translanguaging versus traditional immersion
methods, such as Suggestopedia, in fostering language acquisition and learner
outcomes like fluency and retention. In summary, translanguaging presents a
promising avenue for research as a modern form of Suggestopedia, offering a
balanced, supportive approach to language learning that can be tailored to diverse

educational contexts and needs.
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APPENDIX 5

OPEN-ENDED QUESTIONNAIRE FOR EFL STUDENTS

QUESTIONS FOR INTERVIEWS ON TRANSLANGUAGING

Dear Participant,

The purpose of this survey is to investigate the practices of interlinguality in

environments where English is used as a foreign language. The results of this survey

will be used solely for research purposes, and your responses will be kept

confidential. Therefore, please answer the questions sincerely.

Section 1: Demographic

Information

1.
2.

Thank you very much for your help.

Kadir BAL
Burdur Mehmet Akif Ersoy University

Institute of Educational Sciences
Department of English Language Teaching

Master's Program

Gender: Male [ Female [

Native Language: English [ Turkish [ Other [ (Please specify)

Second Language: English [ Turkish [1 Other L] (Please specify)

What is your faculty/department?

How would you rate your English proficiency?
Low Beginner L] Beginner [ Low Intermediate [1 High Intermediate [
Advanced [

Do you speak English outside of school? Yes L1 No L

If yes, please explain how often and with whom you speak.

Section 2: Interlingual Practices in Classes

1. Derslerinizde anadilinizi kullanma sikliginiz nasildir? (How frequently do you use

your native language in your classes?)
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2. Ders esnasinda dillerarasi gegisliligi (birden fazla dilde kullanilmasi) ne zaman
tercih edersiniz?
(When do you use translanguaging (using more than one language) during the

lessons? )

Section 3: Frequency of the usage of Translanguaging in Classes

1. Bir dilden digerine ne siklikta gecersiniz? Goriismeyi yapan kisi uygun kutuyu
isaretleyecektir.

(How often do you switch from one language to another? (Please check the
appropriate box))

a) Always [ b) Mostly L] ¢) Sometimes [] d) Never

2. Dillerarasi gecisi genellikle kimlerle yaparsiniz? (With whom do you usually
practice translanguaging switching?)

Section 4: Attitudes Towards Interlingual Use in Classes

1. Ders esnasinda eszamanli olarak birden fazla dili kullanma nedeniniz nelerdir?
Aciklayiniz liitfen.
(What are your reasons for using more than one language simultaneously during a

class? Please explain.)

2. Derste Anadilinizi ve Ingilizce'yi ayn1 anda kullanmaniz sizce ne kadar faydali
veya zararl1? Bu konudaki goriisleriniz nelerdir?
(How beneficial or harmful do you find using both your native language and English

simultaneously in class? What are your views on this?)

3. Derste Ogretim Elemanlarmin Anadilinizi ve Ingilizce'yi aym anda kullanmasi
sizce ne kadar faydali veya zararl1? Bu konudaki goriisleriniz nelerdir?
(How beneficial or harmful do you find it when instructors use both your native

language and English simultaneously in class? What are your views on this?)

4. Ogrencilerin ders sirasinda dillerarasi gecisliliine izin verilmesi konusundaki
goriisleriniz nelerdir?
(What are your views on allowing students to practice translanguaging during class?)

5. Sizce, 6grencilerin anadillerini derslerde kullanmamalari i¢in gerekgeler ne
olabilir? Bu konudaki goriisleriniz nelerdir?
(In your opinion, what could be the reasons for students not using their native

languages in class? What are your views on this?)

6. Ogretim elemanlarinin ders boyunca hem Ingilizceyi hem de Anadilinizi
kullanmalari, 6grencilerin dersleri anlamalarinda nasil faydali olur? Bu konudaki
goriisleriniz nelerdir?
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(How do you think the use of both English and your native language by instructors
throughout the class helps students understand the lessons? What are your views on

this?)

7. Sinifta anadilinizi ve Ingilizceyi aymi anda kullanmanizin ders konularin
anlamanizda ne kadar yardimci olur bu konuda diisiinceleriniz nelerdir?
(How helpful is the simultaneous use of your native language and English in

understanding lesson topics? What are your thoughts on this?)

8. Sinifta anadilinizi ve Ingilizceyi aym anda kullanmaniz Ingilizcenizi
gelistirmenize ne kadar yardimci olur? (How helpful is the simultaneous use of your

native language and English in improving your English proficiency?)

9. Ogretim elemanlarmin derste kullanilan materyalleri ve kelimeleri hem
anadilinizde hem de Ingilizce olarak sunmalar1 ne kadar faydalidir, bu konudaki
goriisleriniz nelerdir?

(How beneficial is it for instructors to present materials and terms in both your native

language and English? What are your views on this?)

Section 5: Language Related Difficuties in EFL. Context.

1. Dersleriniz sirasinda dil ile ilgili zorluklarla karsilagma durumunuz nasildir?
(How often do you encounter language-related difficulties during your classes?)

2. Dersleriniz sirasinda karsilastiginiz zorluklar nelerdir? (What difficulties do you

encounter during your classes?)

3. Zorluklarin her biriyle basa ¢ikabilmek i¢in kullandiginiz stratejileri agiklayiiz
liitfen.
Please explain the strategies you use to cope with each difficulty.)

Section 6: Final Comments on Interlinguality

1. Derslerinizde dillerarasi gegislilik ile ilgili deneyiminiz hakkinda benimle
paylasmak istediginiz bagka seyler varsa buraya yazabilir misiniz liitfen?

If there is anything else you would like to share about your experience with

translanguaging in your classes, please write it here.)

End of the interview, thank you for your time!
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APPENDIX 6
QUANTITATIVE QUESTIONNAIRE FOR EFL STUDENTS

Asagidaki ankette bulunan sorular1 yanitlayarak bana yardimci olmanizi rica
ediyorum. Bu ¢alismanin amac1 Ingilizcenin yabanci dil olarak kullanildig:
ortamlarda Dilleraras1 Gegiglilik Uygulamalarina iligskin 6grencilerin tutumlarini
incelemektir. Bu anketin sonuglar1 sadece bilimsel aragtirma amaci ile kullanilacak

olup cevaplarimiz sakh tutulacaktir bu nedenle liitfen sorular1 samimiyetle

cevaplandiriniz.

Katkilariniz i¢in ¢ok tesekkiir ederim.

CINSIYET

ANADILINiZ

YABANCI DILINiZ

Ingilizce Seviyeniz

nedir?

FAKULTE/BOLUM

wnIoAI ey
wizZisierey]
WnIoATW[Ie Y

WNIOAT[IIEY] S[YI[UISOY

wnIoATW e SYI[UISY

1- Derslerde, yalnizca
Ingilizce kullanilmalidir.(Only
English should be used in

classes)

2- Derste Ingilizceyi ne

kadar ¢ok kullanirsak
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Ingilizcede o kadar ilerleme
saglariz.(The more we use
English in class, the more

progress we make in English)

3- Ingilizceye hakim
olmak icin Ingilizcenin derslerde
cok kullanilmas1 gerektigine
inantyorum.(I believe that
English should be used a lot in
lessons in order to master

English)

4- Ogrencilerin derste
anadillerini kullanmalarini
gerektiren herhangi bir durum

oldugunu diistinmiiyorum.

5- Ogrencilerin derste,
birlikte calisirken yalnizca
Ingilizce kullanmasi gerektigine
inantyorum(I believe that
students should only use English

in class, when studying together)

6- Ogretim elemani ders
anlatirken bir dilden digerine
(Ingilizce ‘den Tiirkce ‘ye (veya
tam tersi) gecis yaparken ¢ok
zaman harciyor
(While teaching, the instructor
spends a lot of time switching
from one language to another,
from English to Turkish or vice

versa.)
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7- Ogretim eleman1 ders
sirasinda Ingilizce ‘den Tiirkce
‘ye (veya tam tersi) gegince
kafam karisir(I get confused
when the lecturer switches from
English to Turkish (or vice

versa) during the lecture.)

8- Derste ayn1 anda hem
anadilimi hem de ingilizceyi
kullanmam Ingilizcemin
zayiflamasina neden olur.(Using
both my native language and
English at the same time in class
will cause my English to

weaken.)

9- Derslerimde,
ithtiyacim oldugunu
hissettigimde anadilimi
kullanmak istiyorum.(I want to
use my mother tongue in my

classes when I feel I need to.)

10- Dersteki
sorumluluklarimi yerine
getirdigim siirece sinifta
yalmizca Ingilizceyi kullanmak
onemli degildir(Using only
English in class is not important
as long as I fulfil my

responsibilities in class)

11- Sinif aktiviteleri
sirasinda sinif arkadaslarimla

anadilimizde konusmak sorun
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olmamalidir.(It should not be a
problem to speak with my
classmates in our mother tongue

during class activities.)

12- Ogretim elemaninin
derslerde ayn1 anda hem
Ingilizce hem de anadilimi
kullanmasi1 bana fayda sagliyor
(I benefit from the fact that the
lecturer uses both English and
my mother tongue at the same

time in the lessons).

13- Ogretim elemaninin
Ingilizce ve anadilimde ders
materyalleri kullanmasi bana
fayda saglar (It is beneficial for
me if the lecturer uses course
materials in English and my

mother tongue)

14- Ogretim elemanini,
derslerde kullanilan kelimeleri
hem Ingilizce hem de
anadilimde sunarsa derslerden
daha fazla fayda saglarim.(I will
benefit more from the lessons if
the lecturer presents the
vocabulary used in the lessons
both in English and in my

mother tongue.)

15- Derste ayn1 anda
hem anadilimi hem de

Ingilizceyi kullanmak ders
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icerigini daha iyi anlamamu
sagliyor.(Using both my mother
tongue and English at the same
time helps me to understand the

course content better.)

Stirekli

Sik Sik

Bazen

Hic¢

16- Derste ayn1 anda
hem anadilimi hem de
Ingilizceyi kullanmak,
Ingilizcemi gelistirmeme
yardimci olur.(Using both my
mother tongue and English at the
same time in class helps me to

improve my English.)

17- Ogretim elemaninin
kullandig1 veya aktivitelerde
kullanilan dile bakmaksizin
anadilimde not alirim.(I take
notes in my mother tongue
regardless of the language used
by the lecturer or the language

used in the activities.)

18- Ogretim elemaninin
derste kullandig1 dilde not
alirim. (I take notes in the
language used by the lecturer in

the lesson.)

19- Derste not alirken
Ingilizce den Tiirkce ’ye (veya
tam
tersi) fark etmeden gecis

yaptigimi goriiyorum.(While




106

taking notes in class, I find that I
switch from English to Turkish

or vice versa without realising it)

20- Derste sinif
arkadasima dersle alakali yeni
bir kavrami anlatirken anadilimi
kullanirim.(I use my mother
tongue when explaining a new
concept related to the lesson to

my classmate)

21- Derste gecen bir
kavrami sinif arkadasima sorma
ihtiyact duydugumda anadilimi
kullanirim.(I use my mother
tongue when I need to ask a
classmate about a concept in the

lesson.)

22- Derste gegen bir
kelime veya kavramin anlamini
kontrol etmem gerektigi zaman
anadilimi kullanirim (I use my
mother tongue when I need to
check the meaning of a word or

concept in a lesson.)




APPENDIX 7

PROFICIENCY TEST FOR A1&A2 LEVEL
1.A: “What their 7’
B:“Alexander and Philip.”

a) are/mame  b) is / name

c) is/names d) are/names
2% is Brenda?”

“She’s Patrick’s wife.”

a) What b) Who c¢) Which d) Where
3.Isabel is a flight attendant. She passengers.

a) serve b) to serve c) serves d) serving
4. We always ______lemonade in the evenings.

a) to drink b) has c)drinking d) have
5.1___ acigarette, but my teacher ___ smoke.

A) don’t/ smokes B)smoke /doesn’t

C) smokes / smokes D) smoke / don’t
6.Ilike  football, but my brother doesn’t.

A) play B)played C) playing D) plays
7.Bob, _____is my mother.

A) these B) it C) this D) that
8.London _____ gota lot of parks.

A)has B)have C)does D)do

9. 0/2/11/18/20 Find the correct alternative.

A) oh / twelve / eighteen / twenty

B) zero /Two/one-one/eighteen/ twenty

C) zero / two / eleven / eighteen / twenty

D) zero / two / eleven / eighty / twenty

10. In winter Sheila _____ skiing and in summer _____ tennis.
a) makes / plays b) goes / plays
c) does / plays d) starts / *
11.Flora __ driveacarbutshe __ ride a motorbike.
a) can/can’t b)is/can’t

¢) can’t/can’t d) is / can
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12.1t is half past eight.
A)8:30 B)7:30 C) 18:30 D) 17:30
13. Ankara is in
a)Turkey b)Turkish c)German d) Japan
14. They ___15 years old. They are 13!

a)is b) are c)aren’t d)isn’t
15. say

a)sunglasses b)eat c)sorry d)go
16.1don’thave  milk left.

a) much b)some c) many d)a

17. Anna likes Joanna, but Maria doesn’t like

A) her B) them C)your D) their

18.A: Where ______ you last week?
B:1___ in Alabama.
A) were / were B) was / is
C) were / was D) was / were
19.These exercises are _______ in the exam.

A) the difficulties B) the most difficult
C) the difficult D) most difficult

20. Nancy’s car is __than mine, but Ben’s caris __ car.

a) the most expensive / more expensive
b) more expensive / the most expensive
c) expensiver / expensivest

d) most expensive / the more expensive

21.Where ___you ___ on holiday last year?

A) did / went B) go/ did
C) did/ go D) do/ go
22. She ran .

a)quick b)quicker c)quickly d)the quickly
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READING PASSAGE:
Read the text, and answer the questions.
My name is Hans. I am a mechanic. I live in London in the city centre. I have a
brother and a sister. My sister’s name is Barbara. She's a student. She studies
medicine at a university. My brother’s name is Alan. He's a student too. He goes to
high school. We live in a big house with our parents. They are both teachers. Our
mother is an English teacher and our father is a biology teacher. There is a big garden
in front of our house. There are a lot of flowers in the garden. There is a lemon tree
in the garden. We love our house very much!
23.Hans has got siblings.

a)2 b3 ¢4 d)S
24 Hans’s house is

a)small b)expensive c)large d)cheap

25.The passage is mainly about______
a)Hans’s daily routine.
b)Hans and his family.
c)Hans’s parents.

d)Hans’s friends.



APPENDIX 8
PROFICIENCY TEST EXAM RESULTS

CTE(T(Z[2 CTEETZ(2

= |e |2 | |8 2lgl= |7 |2
Name/ 818 |< @ Name/ 8 a < @
Surname & Surname &
AB¥++f 124 |1 |0 |24 |96 ME**#*AN |12 |13 |0 |12 |48
AB*##AN |24 |0 |1 |24 |96 ME**#*AN [ 10 [ 15 |0 |10 | 40
AH*****UK |24 |1 [0 |24 |96 ME###+*AR |11 [11 |3 |11 |44
AR###R 124 |1 |0 |24 |96 ME**#*AN | 12 |10 |3 |12 |48
BA***+¥[N |23 |2 |0 [23 |92 ME*###+CL |11 [14 |0 |11 |44
BE**+EN |23 |2 |0 |23 |92 Mi*#**++T |10 [13 |2 |10 |40
Bi*****yYA |25 |0 |0 |25 | 100 MI¥****AN |12 |12 |1 |12 |48
EL****+(K |23 |2 |0 |23 |92 MU**¥AN [ 10 [ 15 |0 | 10 | 40
ER*®HH |25 |0 |0 |25 | 100 MU*****[N | 10 | 15 {0 |10 |40
IK**%AN |23 |1 |1 |23 |92 MU*+¥UN [ 10 [ 15 |0 |10 | 40
iS¥*+++EM |24 |1 |0 |24 |96 MU*YA [ 11 [ 14 |0 |11 |44
KA®HAL |23 |2 |0 |23 |92 MU**#SU [ 10 [ 15 |0 | 10 | 40
MA*#+NY |25 |0 |0 |25 | 100 MU*#+%[Z 112 |13 |0 |12 |48
MA*#+#MO |25 |0 |0 |25 | 100 MU**#+AN | 12 |13 |0 |12 |48
ME***+¥AS |24 |1 |0 |24 |96 MU**#+CE |12 |13 |0 |12 |48
ME**++[R |23 |2 |0 |23 |92 MU**+LU |12 |13 |0 |12 |48
MU**#+1Z |24 |1 |0 |24 |96 MU**#+AN | 12 |13 |0 |12 |48
NA***+N 124 |1 |0 [24 |96 MU**#+IM |12 |13 |0 |12 |48
NA*#AH |24 |1 |0 |24 |96 MU*YA [ 11 [13 |1 |11 |44
Ni##*#%Us (25 |0 |0 [25 100 NA**#*+{, | 10 |15 [0 |10 |40
Ni*##**17 124 |1 |0 [24 96 NA*##AM [ 10 [ 15 |0 | 10 | 40
Ni###**AN 23 |2 |0 [23 |92 NA®LU {10 [15 |0 |10 | 40
Ni#=gEM (25 |0 [0 |25 | 100 NE****+{N |10 |15 |0 |10 |40
SE***+*AS 23 |2 |0 |23 |92 NE***EK [ 11 [14 |0 |11 |44
SE**++IN |25 |0 |0 |25 [100 NIF####AN |12 |13 |0 |12 |48
SH¥**++F |24 |1 |0 |24 |96 NI®****AT |12 |10 |3 |12 |48
TU**##*AR |24 |1 |0 |24 |96 Ni®*F**NA [ 11 [14 |0 |11 |44
YU##EAR |24 |1 |0 |24 |96 Ni®#F#*AR |11 [13 |1 |11 |44
YUK A (24 |1 |0 |24 |96 Ni**+**RA {10 [15 |0 |10 | 40
AH*###¥IN_ |22 |3 |0 |22 |88 NU**###AN [ 11 [ 14 |0 |11 |44
AL®0s¥AN |22 |3 |0 |22 |88 OK*###+CT {10 [15 |0 |10 | 40
AL®RRsLU |22 |3 |0 |22 |88 ON*###kxy |11 (14 |0 |11 |44
AY*FeeeiN (22 (3 |0 |22 |88 OM#**+**CT |12 |13 |0 |12 |48
Crs**M |22 |1 |2 |22 |88 OM**#+++N |12 |13 |0 |12 |48
ES*H+AN |22 |3 |0 |22 |88 OM**+++EK |12 |13 |0 |12 |48
FA###0H] 22 (3 |0 |22 88 ON**#**EN [ 10 [15 |0 |10 | 40
KE*****L] |22 |3 |0 |22 |88 Pr¥*++++R {10 [15 |0 |10 |40
ME**[R |22 |3 |0 |22 |88 RA*#+QY |11 [14 |0 |11 |44
SU****+iK |22 |3 |0 |22 |88 RA*###¥A7 |10 [15 |0 |10 | 40
SU*++++EL |22 |3 [0 |22 |88 RA*HAG |12 |13 |0 |12 |48
SE***++AN [22 |3 |0 |22 |88 RE**N |10 [15 |0 |10 | 40
AH*###¥IN_ |21 [4 |0 |21 |84 RO**##+GU |11 |14 |0 |11 |44
AVH#EN 120 |5 |0 |20 |80 RO**#ER |12 |10 |3 |12 |48
AYy#rss ] |21 (4|0 |21 |84 RO**+UM [ 11 [14 |0 |11 |44
AY##x U 120 |5 |0 20 |80 RO**#EY {10 [15 |0 |10 | 40
CE***++{G 120 [5 [0 |20 |80 RU**#+*AR [ 10 [ 15 |0 |10 | 40
CE**#++(N |21 [2 |2 |21 |84 RU**#*AY [ 10 [14 |1 |10 | 40
EF#++CL |21 |4 |0 |21 |84 RU**##[§ |11 [12 |2 |11 |44
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EM*###%AN [20 [5 |0 |20 |80 RU*#**#[K | 10 |12 [3 |10 |40
ER***++L] |21 [4 |0 |21 |84 SA*##*+EN |12 |13 |0 |12 |48
ES*#**#Ug |21 (4 |0 |21 |84 SA**###+UT |12 |8 |5 |12 |48
EZ**+%*C[ |20 [5 |0 |20 |80 SA**#x+RA |12 |13 |0 |12 |48
Hi*****[z 121 [4 |0 |21 |84 SA**#*+DE |11 |14 |0 |11 [44
[R**#%+p] 21 [4 [0 |21 |84 SE*###+DU |10 | 15 |0 | 10 | 40
KE****N |21 [4 |0 |21 |84 SE*###+L] |12 |13 |0 |12 |48
ME####+AK |21 |4 |0 |21 |84 SE*###¥AN |11 |14 |0 |11 |44
ME####4AN |21 |4 |0 |21 |84 SE*###+QL |11 |14 |0 |11 |44
ME####+0Y |21 |4 |0 |21 |84 SE*+**+[K |10 |15 |0 | 10 | 40
ME****¥AS 120 |5 |0 |20 |80 SE*##¥AY |12 |13 |0 |12 |48
MO*#**+R] |21 [4 |0 |21 |84 SE**#*+IN |10 |15 |0 |10 |40
NA**#** [ |20 |5 |0 |20 |80 SE**#*+[K |11 |14 |0 |11 [44
OM*****AR |21 |4 |0 |21 |84 SE*###+RA |11 |14 |0 |11 |44
Oz***+*Ag 120 [5 |0 |20 |80 SE###x+SU |11 |13 |1 |11 [44
PI*+##¥AN 120 [4 |1 |20 |80 SI¥**#*UK |10 |15 |0 | 10 | 40
RE***#AN |20 [5 |0 |20 |80 SIF#*#*AN |12 |11 |2 |12 |48
Ri**#*+*M |20 |5 |0 |20 |80 SIxkxkxA7 |10 |15 |0 |10 |40
RU*###4VA 120 [5 |0 |20 |80 Si***#*RK |12 |13 |0 |12 |48
SA*##*+ER |20 |5 |0 |20 |80 Six****AR |12 |13 |0 |12 |48
SE#*###+D 20 |5 [0 |20 |80 SU****+Ri |11 |14 |0 |11 |44
SU***+UK |21 |4 |0 |21 |84 SU*##*+AN |10 |15 |0 | 10 | 40
TU**++ER |21 |4 |0 |21 |84 SU*#*+UT |10 |15 |0 | 10 | 40
UG***+*IN |21 [4 |0 |21 |84 SA**#*+ER |12 |13 |0 |12 |48
UM*#*++[K |20 [5 |0 |20 | 80 SA**#**AS |12 |13 |0 |12 |48
UL***+*OL |20 |5 |0 |20 |80 SE*****AN |10 |15 |0 | 10 | 40
ZA®RxMI (20 {5 |0 |20 | 80 SE*+#**(JL |11 |13 |1 |11 [44
ZE**%xN |21 (4 |0 |21 |84 SE**#*+ER |12 |13 |0 |12 |48
ALk 196 [0 [19 |76 Si¥*#**QK |11 |14 |0 |11 |44
AL**#%*N 119 |6 |0 |19 |76 TA**%*AS |11 |14 [0 |11 |44
AM*E L 119 |6 |0 |19 |76 TA**%*[§ |10 |15 |0 |10 |40
AR®**¥Nj 119 |6 |0 |19 |76 TA**+AN |10 |15 |0 |10 | 40
AY*#RLU [ 19 |6 |0 |19 |76 TA**EL |11 |14 [0 |11 |44
BA®##4IN_ |19 |6 |0 |19 |76 TU**AN |12 |13 |0 |12 |48
BU*****gy [19 |6 [0 |19 |76 UM#***+[T |10 |15 |0 |10 | 40
CA*****¥AY 119 |6 |0 |19 |76 UM**exAY |12 |11 |2 |12 |48
EL***%*g] 119 |5 |1 |19 |76 UM**#+*EK |11 |14 |0 | 11 |44
EL**%+CA |19 |5 |1 |19 |76 YA®RFAN |12 |13 |0 | 12 |48
EM*#UT |19 [6 |0 |19 |76 YA###6AK |10 |15 [0 |10 |40
EM**#*AN [ 19 [6 |0 |19 |76 YA###65EK |12 |13 |0 |12 |48
EN**:%*UL |19 |6 |0 |19 |76 YierskAK |11 |14 [0 |11 |44
FA****AN |19 |6 [0 |19 |76 YU*****Cl |12 |13 |0 |12 |48
GO***x*ER (19 |6 [0 [19 |76 YUk K 12 113 |0 12 [ 48
HA***%x[D 1916 |0 19 | 76 YU**++(JS [ 11 |14 |0 11 |44
ME####+[R |19 |6 |0 |19 |76 YU*##5AN | 10 [ 15 [0 |10 | 40
OM****+EN |19 |6 |0 |19 |76 ZA®D 10 |15 [0 |10 | 40
PA#HHEA 1916 |0 |19]76 ZE#+sAR |11 |14 [0 |11 |44
RA®FR |19 |5 |1 |19 |76 ZE**4AN |10 |15 |0 |10 |40
SE*###+ER |19 |6 |0 [19 |76 ZE**%*N |10 |15 |0 |10 |40
SUskskAH |19 |3 |3 |19 |76 AB*###¢D |8 |17 |0 |8 [32
SE*****EN |19 |6 |0 [19 |76 AB*###+ER |8 |16 |1 |8 [32
TU=+UT (19 |6 [0 |19 |76 AB####T 4 12110 |4 |16
UM#****+xUZ |19 |6 [0 |19 |76 AB*#*#*ER |8 |17 |0 |8 |32
Yi****+yA |19 |6 |0 |19 |76 AB*****EL |5 |20 |0 |5 [20
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Yi*#+#+OL (19 |6 |0 |19 |76 AB**++¥N |8 |17 [0 |8 |32
ZA®D (19 |6 |0 |19 |76 ACHHH¥IM |5 (20 [0 |5 |20
ASHerkksU [ 18 |7 |0 |18 |72 AH**N |6 |19 [0 |6 |24
AY*#exUK |18 |7 |0 |18 |72 AH**E*AL 12 |10 |13 |2 |8
AY*#:x+EN |18 |7 |0 |18 |72 AH**#**AN |9 |16 |0 |9 |36
BE®=#+AK [ 18 |7 |0 [18 |72 AH*eTU |7 |18 [0 |7 |28
BE*****AS |18 |7 |0 |18 |72 AH*ET |4 |13 |8 |4 |16
Bi*#*+CI |18 |7 |0 [18 |72 AK# L |6 |19 |0 |6 |24
CE*=#*AR |18 |7 |0 |18 |72 AL®R |8 |8 |9 |8 |32
CE*****AS |18 |7 |0 |18 |72 AL¥*+x(L |8 |17 [0 |8 |32
DA*##x N |18 |7 |0 [18 |72 AL¥#xG* |6 |19 |0 |6 |24
Di*****AN |18 |5 [2 |18 |72 AL**C[ |7 |18 |0 |7 |28
DO*#*#+QK |18 |7 |0 |18 |72 AL#*##*AS |5 12010 |5 120
DO***++*(JYy |18 |7 |0 |18 |72 AL**FE |6 |19 |0 |6 |24
ES*eeis ] |18 |7 |0 |18 |72 AR®#N |2 (2310 |2 |8
EY*****AC |18 |7 |0 |18 |72 AR**+++(UM |5 [20 [0 |5 |20
FU**++Bl |18 |7 |0 |18 |72 AR®eRkCU |7 |18 |0 |7 |28
HU***++UT |18 |7 |0 |18 |72 AR****IN |6 |18 |1 |6 |24
HU***+*AN |18 |7 |0 |18 |72 AR**AK |6 |19 |0 |6 |24
[L***x*AN |18 |7 |0 |18 |72 AS*He LU |8 |17 [0 |8 |32
[R¥***pU |18 |7 |0 |18 |72 AS*Rx K |8 |17 |0 |8 |32
MA*###+ER |18 |7 |0 |18 |72 AS**#x(iR |7 |18 |0 |7 |28
MU***55CA |18 |7 |0 |18 |72 AY*eIN |5 120 |0 |5 |20
NA#E##E] 187 |o |18 |72 AY*R:x G |4 (21 [0 |4 |16
NA®#EN |18 [7 |0 |18 |72 AY*#*#¥N |9 |13 13 |9 |36
R A7 |18 |7 |0 |18 |72 AZ#AY |6 (19 [0 |6 |24
SA* M |18 |7 |0 |18 |72 BA**DE |4 |21 [0 |4 |16
SE*eUT |18 |7 |0 |18 |72 BA**:*NC |8 |17 [0 |8 |32
SE**x+RA |18 |6 |1 |18 |72 BA***+*(N |8 |17 [0 |8 |32
S i (0 1817 [0 |18 |72 BA*****NC |6 |19 |0 [6 |24
SE*####*ER |18 |7 |0 |18 |72 BE**+EL |8 |13 |4 |8 |32
SE***#*ES |18 |7 |0 |18 |72 BE***R |8 |17 |0 |8 |32
TA***#%iz |18 |7 |0 |18 |72 BE****IN |5 [20]0 |5 |20
AB**#xN |15 |10 |0 |15 | 60 BE****YA |9 |16 |0 |9 |36
AB**#:xUs |16 |9 |0 |16 |64 BE**+EN |7 |18 |0 |7 |28
AB**#RT |17 |8 |0 |17 |68 BE***+*Us |9 |15 |1 |9 |36
AD*# LU [ 17 |8 |0 |17 |68 BE®IM |6 |19 |0 |6 |24
AH**L |15 |10 |0 |15 |60 BE**UN |9 |16 [0 |9 |36
AH=LL |16 |9 |0 |16 |64 BE***+*()z |8 |15 ]2 |8 |32
AL®IN |16 |9 |0 |16 |64 BE****AN |9 |16 [0 |9 |36
AR®eek M |15 110 |0 |15 | 60 BE***++[K |4 [21 [0 |4 |16
AS#RKE |17 |8 |0 |17 | 68 Bi*****OK |5 |18 ]2 |5 |20
AS**xN |17 |8 |0 |17 | 68 BU***K |6 |19 |0 |6 |24
AvEeessgL (17 18 |0 |17 | 68 BU*****AS |7 |18 [0 |7 [28
AY*AN [ 16 |9 |0 |16 |64 BU****L] |6 |14 |5 |6 |24
AZ=0L |16 |9 |0 |16 | 64 BU***xY |9 |16 |0 |9 |36
B skt A7 1619 |0 |16 |64 BU*****UR |9 |15 |1 |9 |36
BA**#EN |15 [10 |0 |15 | 60 CA**:*AN |7 |18 |0 |7 |28
BE®#+CI |17 |8 |0 |17 |68 CA*+r¥IK |5 (20 [0 |5 |20
BE****IC |16 |9 |0 |16 |64 CAmseiiz 12 (2310 |2 |8
BE®#=kkxy |15 |10 |0 |15 | 60 CA®=eksAK |6 |19 [0 |6 |24
BE*****IC |16 |9 |0 |16 |64 CE®0exxAY |7 |18 |0 |7 |28
BU*k+CA 17 |8 |0 |17 | 68 CE***+[] |6 |19 [0 |6 [24
CE**#*#*AN |17 |8 |0 |17 |68 CE*****IC |9 [16 |0 |9 |36
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CE**++*UN |16 |9 |0 |16 |64 CE***++[1 |7 |18 10 |7 |28
CE***++Lf |17 [8 |0 |17 |68 CE*****AN |8 |17 |0 [8 |32
Di***+IC |16 |9 |0 |16 |64 DA**AL, |9 |16 |0 |9 |36
Di***++[ |16 |9 |0 |16 |64 DA***EN |7 |18 |0 |7 |28
Di*****AS |17 [8 |0 |17 |68 DE*****y |7 |18 |0 |7 |28
Di****x*AS |15 |10 |0 |15 | 60 Di*****T |5 20 |0 |5 |20
EB*#++UT |15 [8 |2 |15 |60 Di*****CA |6 [19 |0 |6 |24
EB*###¥YA |15 |10 |0 |15 |60 Di*****IN |6 [19 |0 |6 |24
EL*#*xAN |15 [10 [0 |15 | 60 DO**##*EK |8 |17 |0 |8 |32
EL####4R 15100 |15 |60 DU*****AN |9 |16 |0 |9 |36
EL*####¥AY |15 |10 |0 |15 | 60 EC*#**+IM |5 |20 |0 |5 |20
EL**#4AS |16 |9 |0 |16 | 64 EC##sxxy |7 |18]0 |7 |28
EL**+¥ES |17 |8 |0 |17 | 68 ED***+EN |7 |18 [0 |7 |28
EM#*###*AN |15 [10 |0 |15 | 60 ED****(N |5 |18 ]2 |5 |20
EM**#**[R |16 |9 |0 |16 | 64 ED**# AN |9 |16 |0 |9 |36
EN*#:#%AN | 15 |10 |0 | 15 | 60 EFsoeIN |8 |17 |0 |8 |32
ES**+#*EN |17 |6 |2 |17 | 68 EF*#%*AN |5 |20 |0 |5 |20
ES*#LU |17 [8 |0 |17 |68 EF***+*Ci |9 |16 |0 |9 |36
ES##:xYA |15 [10 [0 |15 | 60 EG*****AS |8 |17 |0 |8 |32
ES*#***AR |17 |8 |0 [17 |68 EL*****OR |7 [18 |0 |7 |28
FA***+*UN |17 |8 |0 [17 |68 EL*****[T |9 |14 ]2 |9 |36
FU*#esER |15 (7 [3 |15 |60 EL***ES |8 |16 |1 |8 |32
HA®##AK |17 |8 |0 [17 |68 EL*****AN |7 |18 |0 |7 |28
HA***] |16 |9 |0 |16 |64 EL**%A7 |6 |12 |7 |6 |24
HE#++#+LU |17 |8 |0 |17 |68 EL*###IK |5 2010 |5 |20
Hi***++f |15 ]9 |1 |15 |60 EL*RI |8 |8 |9 |8 |32
iB***+0Y |17 |8 |0 |17 | 68 EL*UR |9 |16 |0 |9 |36
[B¥****AN |16 |9 |0 |16 |64 EL*UT |6 |19 |0 |6 |24
[L****+GIL |15 |10 |0 |15 | 60 EL**+ER |8 |17 |0 |8 |32
iPr++¥1C 115 [10 [0 |15 |60 EL*##e0xy |7 |18 [0 |7 |28
[R***++ER |16 [9 |0 |16 |64 EM*#EK |6 (19 |0 |6 |24
IR****+*AY |15 [10 [0 |15 |60 EM**EN (4 [21 |0 |4 |16
R¥***BA |16 |9 |0 |16 |64 EM*#EN |7 |18 |0 |7 |28
KA®=sekAY |17 |6 |2 |17 | 68 EM*#A7 |6 (19 |0 |6 |24
KA*##55]C 1619 [0 |16 |64 EMs*IN | 7 18 |0 [7 |28
KA*5AM |17 |8 |0 |17 | 68 EN*#06RK |7 |17 |1 |7 |28
KE#++*AL, |17 |8 |0 |17 | 68 ER****ER |7 |16 2 |7 |28
KE*#4[7, |17 |8 |0 |17 | 68 ER***AR |6 |19 |0 |6 |24
KU**ryA |15 |10 |0 |15 | 60 ES***AN |9 |15 |1 |9 |36
MA***#*NC |17 |8 |0 |17 | 68 ES*+IN |9 |15 |1 |9 |36
ME**#*AN |15 [10 |0 |15 | 60 ES*##**AK |3 |22 |0 |3 |12
ME####+CI_ |17 |8 |0 |17 |68 ES*#***BA |9 |13 |3 |9 |36
ME**+IN_ |15 |10 |0 |15 | 60 ES*****AG |8 |17 |0 |8 |32
ME*###*AR |15 |10 |0 |15 | 60 ES*#***AN |7 [13]5 |7 |28
Mi*****AY |16 19 |0 |16 | 64 ES*##**C| 9 [11 (5 [9 [36
MU#*###+NT [17 |8 |0 |17 | 68 B Skttt & 8 [15]12 |8 |32
MU*#s#¢A7 |15 |7 |3 |15 | 60 ET*****AN |8 |17 |0 |8 [32
MU***#xi§ | 15 |10 |0 | 15 | 60 Ev*eersic |7 |18 |0 |7 |28
MU***#*AS | 15 |10 |0 | 15 | 60 EY*eisz, |8 |17 [0 |8 |32
MU*LU |16 |9 |0 |16 | 64 EY**¥[R |7 |16 |2 |7 |28
MU*+#:SA |16 |9 |0 |16 |64 EZ*#0ivA |8 |17 [0 |8 |32
NU*=xTA [ 17 |7 |1 |17 |68 FA*****AS 19 |13 |3 |9 |36
NU*=EN |16 |9 [0 |16 | 64 FA#¥%%xN 8 |17 10 |8 |32
NU*#AR |15 |10 |0 |15 | 60 FA***7 |6 [18 |1 |6 |24
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NU*#+EN |15 |10 |0 |15 |60 FA*#***IN |9 |16 |0 |9 |36
OM**+++UD |16 |9 |0 |16 | 64 FA*****[( |8 |12|5 |8 |32
OM**#++AM | 15 |10 |0 |15 |60 FA*##++[R |8 |13 |4 |8 [32
OM**#++AN |15 |10 |0 |15 |60 FA###++RK |5 [20 |0 |5 |20
RA**5AZ |16 |9 |0 |16 | 64 FA**+#*UL |7 |18 |0 |7 |28
RO**+++ys |17 |8 |0 |17 |68 FA***#*CT |9 16 |0 |9 |36
RU**+~RK |15 [10 [0 |15 |60 FE***++[T |7 |18 |0 |7 |28
RU**+¥US |16 [9 [0 |16 |64 Fix#+++CA |6 [19 |0 |6 |24
RU***¥AR |15 [10 [0 |15 |60 FU*AN |8 |17 |0 |8 |32
SA####+ER |17 |8 |0 |17 [ 68 FU*EN |9 [16 |0 |9 |36
SA®¥HHMA |15 |19 |1 |15 |60 GA**##*IN_ |6 [19 |0 |6 |24
SE*+#*xis |17 |8 |0 [17 |68 GA*****AS |8 |17 |0 |8 |32
SE*#*++AN |16 |9 |0 |16 |64 Gi**+*+CI |6 |19 0 |6 |24
SE***#¥[§ |16 |9 |0 |16 |64 GO**+++AN [0 |8 [17 |0 |0
SE##+RA |16 |8 |1 |16 |64 GO***+*1Z |9 |15 |1 |9 |36
SN |16 |6 [3 |16 |64 GO***++EY |5 20 |0 |5 |20
Spxer#xCU |15 {10 |0 | 15 | 60 GO*****AN |9 |15 |1 |9 |36
Srk***+1C |15 |10 |0 |15 |60 GU*****AT |2 |23 |0 |2 |8
SI###+*AY |15 |10 |0 |15 | 60 GU***UN |8 |15 |2 |8 |32
Six+x[z | 15 1 |15]60 HA**##5CU |9 |9 |7 |9 |36
SO*#H#xVA | 16 0 |16 |64 HA**##5AN |6 [19 |0 |6 |24
SU**+++ER | 17 0 [17]68 HA**#**LU |8 |0 |17 |8 |32
SU*###+RI |15 |10 [0 |15 |60 HA®#***U |5 20 |0 |5 |20
SU**#+RI |16 |9 |0 |16 | 64 HA*****[M |6 |19 |0 |6 |24
TU**UR [ 16 (9 |0 |16 | 64 HA**#*%j7 |7 |18 |0 |7 |28
TU**+* G |15 |10 |0 |15 |60 HA**+N |6 [18 |1 |6 |24
TU=+*AM |17 |8 |0 [17 |68 HA®#+AN |5 20 |0 |5 |20
TU=RI |17 |8 |0 [17 |68 HA*+(US |1 |21 (3 |1 |4
UM#*4ER |16 |9 [0 |16 | 64 HA**+#KA |3 22 10 |3 |12
YA®CL 11519 |1 |15 |60 HA**##*F[ |9 |16 |0 |9 |36
YE####+LU |15 [10 [0 |15 |60 HA*###*E7 |7 |18 |0 |7 |28
YieesxUM |15 |10 |0 |15 | 60 HA***#*N |6 [19 |0 |6 |24
YU####5AN |16 [9 [0 |16 |64 HA*###*EL |5 [18 |2 |5 |20
YU####*BA |15 [10 [0 |15 |60 HA*****M |3 |19 |3 |3 |12
YU####50Y |15 [10 [0 |15 | 60 HE*****AR |8 |17 |0 |8 |32
ZE**AR |17 |8 |0 [17 |68 HE®*+UT |6 [19 |0 |6 |24
ZE**++*AC 115 |10 |0 |15 |60 HE®*+EM [9 |11 |5 |9 |36
ZE#EL |17 |8 |0 |17 |68 HE***N |8 [16|1 |8 [32
ZUs+¥IM 116 |9 |0 |16 | 64 HE®=LU |8 |16 [1 |8 |32
AH###e5AR |13 |12 |0 |13 |52 HE*++*EM |4 |21 |0 |4 |16
AL# LU |13 |12 10 [13 |52 Hi*+++ES |6 (190 |6 |24
AL®#CA |14 |11 |0 |14 |56 Hi*****RK |6 [19 |0 |6 |24
ALY |14 |11 [0 |14 |56 Hi*****EL |8 |17 |0 |8 |32
ARF# (T [ 13 |12 |0 |13 |52 HU***%*AN |5 |20 |0 |5 |20
AT***%AS |13 [12 |0 |13 |52 HU***++QL |7 |12 |6 |7 |28
AY#FRRRVA 113 |12 [0 [13 |52 IR¥*#+4KA |7 |18 |0 |7 |28
AY**#*[R |14 |11 |0 |14 |56 [K*#***+SE |9 |16 |0 |9 |36
AY##EAK 113 |12 10 |13 |52 fLx++++CA |8 |17 |0 |8 |32
AY**#44IS |14 [ 110 |14 |56 [Lxx***R |8 [17 10 |8 |32
BA*#*#+[] |13 |12 [0 |13 |52 [Lxxwixx 14 12110 |4 |16
BE#**+EL |13 |12 |0 |13 |52 [L****41g |4 |21 |0 |4 |16
BE*****[R |14 |11 |0 |14 |56 [Lx#x%%7 6 [18 |1 |6 |24
BE*###5CA |13 |12 |0 [13 |52 iN#eeexGE |7 |15 (3 |7 |28
BE*****IN |13 |12 |0 |13 |52 [R*****AN ]9 |16 |0 |9 |36
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BE**#+Q7 |14 |11 |0 |14 |56 [R¥***+*AK |7 |18 |0 |7 |28
BU**#xxUz |13 [12 |0 |13 |52 [R*****AN |7 |18 |0 |7 |28
BU**AN |14 |11 |0 |14 |56 IR¥**+EN |4 |21 [0 |4 |16
BU**+++Cl |13 |11 |1 |13 |52 R¥**++Dl |8 |17 [0 |8 |32
BU**++*IN [ 13 |12 |0 |13 |52 [S*#*++p |5 [20]0 |5 |20
BU****AN |13 |12 |0 |13 |52 [S¥resN |7 |18 10 |7 |28
CA*##+*AR |14 |11 |0 |14 |56 [S***+**¥UN_ |5 [20 |0 |5 |20
CE®##+ER |13 |12 |0 |13 |52 [g*exraz |7 |15 [3 |7 |28
Cix*+xxS |13 {12 |0 |13 |52 [S**#xxCT |7 |18 |0 |7 |28
EB**##*AN |13 |12 |0 |13 |52 KA*=#kxCA |7 |18 |0 |7 |28
EF###RA |13 |12 |0 [13 |52 KA*#*++17Z |8 |17 |0 |8 |32
EL*0+VA |14 |11 |0 |14 |56 KA*#4*AN |2 |23 |0 |2 |8
EL**+#[K |13 |12 |0 |13 |52 KA**#**CU |0 |0 |25 10 |0
EL**+RT |14 |11 |0 |14 |56 KE®*IN |5 [19 |1 |5 |20
EL**+AN [ 13 |12 |0 |13 |52 KE**+AN |9 |16 [0 |9 |36
EL*EN |13 |12 |0 [13 |52 KE**##R |6 [19]0 |6 |24
EL**AZ |13 |10 |2 |13 |52 KU**#+AT |9 |16 [0 |9 |36
EM**#+ED |14 [11 |0 |14 |56 KU####*EN |7 |18 |0 |7 |28
EM=t=+IM |14 |11 |0 |14 |56 KO**fz 19 |14 |2 |9 |36
EM**+%%AS |14 |11 |0 |14 |56 KOsz |7 |15 (3 |7 |28
EM**#*:NC |13 [12 |0 |13 |52 KU**#*AT 19 |16 [0 |9 |36
EM#=xksA7 |13 |12 |0 [ 13 |52 LE®*+Lf |7 [18]0 |7 |28
EN#*+AN |14 |11 |0 |14 |56 MA#*****K |7 |18 10 |7 |28
ER**#AN |13 |12 |0 |13 |52 ME**+++(UK |2 [23]0 |2 |8
ER*#IM [ 13 |12 |0 |13 |52 ME#*=#+UK |8 |17 [0 |8 |32
FE**+*[R |13 |9 |3 [13 |52 ME**+EN |9 |16 [0 |9 |36
GA*##*+QY [13 [12 |0 |13 |52 ME**##+UK |5 |20 |0 |5 |20
GU*+x+1z |13 |12 |0 |13 |52 ME**++AL |6 |19 [0 |6 |24
HA****¥IN |13 |12 |0 |13 |52 ME#**#++ER |5 [20 [0 |5 |20
HA*##5AN [ 13 |12 |0 |13 |52 ME#**+EM |2 [23 |0 |2 |8
HA®=#+CI [ 14 |11 |0 |14 |56 ME#*s=#5AK |3 (22 |0 [3 |12
HA****NC |14 |11 |0 |14 |56 ME*****IN |6 |19 |0 |6 |24
HA*##5AN [ 13 |12 |0 |13 |52 ME**+%jz |4 (210 |4 |16
R**+EN |14 |10 |1 |14 |56 ME*=#+K |9 |14 [2 |9 |36
[R*¥***+EL |14 |11 |0 |14 |56 ME**##RU |3 |22 |0 |3 |12
KE*#+AN |14 |11 |0 |14 |56 ME#**#+0L |6 |19 [0 |6 |24
KE*#+AR |14 |11 |0 |14 |56 ME#**#k5SA |9 |16 [0 |9 |36
ME#**#+RT |13 |11 |1 |13 |52 ME****NT |4 |21 |0 |4 |16
ME*****ES |13 |12 |0 |13 |52 ME#**=#++EK |6 |19 [0 |6 |24
ME**#x:AT |13 [12 |0 |13 |52 ME***#*j 19 |16 |0 [9 |36
ME**#:xAN |14 |11 |0 |14 |56 ME**#k#IM |9 |15 |1 |9 |36
ME#skx7 |13 |12 |0 |13 |52 ME#**#UT |7 |18 [0 |7 |28
ME####+AT |14 [11 |0 |14 |56 ME***#[T |8 |17 |0 |8 |32
ME#**k5AY [ 13 |11 |1 |13 |52 ME#***AN |8 |16 |1 |8 |32
ME**#*[C |13 |12 |0 |13 |52 ME#*****ER |9 |16 |0 |9 |36
MU*##AN [ 13 |12 |0 |13 | 52 ME***#+[C |8 [17 |0 |8 [32
MU*=+EL [ 13 |11 |1 |13 |52 ME#**#*AN |5 [20 |0 |5 |20
MU*#s5AL |13 |12 |0 |13 |52 ME*****Ug |8 |17 |0 |8 |32
MU*=xsxK |13 [12 |0 |13 |52 ME**#RT |9 |15 |1 |9 |36
NA*®##EN |13 |12 |0 |13 |52 ME**+**[R |8 |17 |0 |8 |32
Ni##ssK |14 |11 |0 |14 |56 ME*****UZ |6 |6 |13 |6 |24
Ni###*+ER |13 [12 |0 |13 |52 ME#**#k%A7 |5 {20 [0 |5 |20
oG****AL [13 |12 |0 |13 |52 ME**+++ci |7 |18 |0 |7 |28
oz*+#++K |13 |12 |0 |13 |52 Misxtz |6 |19 6 |24
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OM*++++Lf |14 |11 |0 |14 |56 MU**PE |9 |16 |0 |9 |36
OY***++AV |14 |11 |0 |14 |56 MU*#AL |7 |18 |0 |7 |28
OZ*+*++UN |13 |10 |2 |13 |52 MU**¥[C |9 |16 |0 |9 |36
OZ*+*++AN |13 |12 |0 |13 |52 MU**+CU |8 |17 |0 |8 |32
PA®#RHH] 14 [11 |0 |14 |56 MU*#**+, |6 |19 |0 |6 |24
PE**#++ER |14 |11 |0 |14 |56 MU**##%A |8 |17 |0 |8 |32
RA**#%*A7 |14 |11 [0 |14 |56 MU*****(N |7 |18 |0 |7 |28
RO**##+RA |13 |12 |0 |13 |52 MU****#*GA |5 |20 |0 |5 |20
RU***Ci |14 |10 |1 |14 |56 MU*****LU |8 |17 [0 |8 |32
SA*®HEHAK |13 |12 |0 |13 |52 MU*5IN_ |7 |18 |0 |7 |28
SE###+AN |13 |12 |0 |13 |52 MU****¥IC |5 |20 |0 |5 |20
SE*##++OK |13 |12 |0 |13 |52 MU***AR |4 |21 |0 |4 |16
Six#*++AN |14 |11 |0 |14 |56 MU*#+EK |9 |15 |1 |9 |36
SU**+++[N |14 |11 |0 |14 |56 MU*#AL |7 |18 |0 |7 |28
SE***++UN |14 |11 |0 |14 |56 MU*#5AN |5 {20 |0 |5 |20
SE*¥*+*+UN |13 |12 |0 [13 |52 MU*#***IN |6 |18 |1 |6 |24
TU=##+EL |13 |12 |0 |13 |52 MU****¥(J8 |6 |19 |0 |6 |24
UGH*+[U_ |14 |11 |0 |14 |56 MU*#+++ER |9 |16 |0 |9 |36
VE#=##5#AN [ 13 |12 |0 |13 |52 MUK |5 120 |0 |5 |20
VE##++OR |13 |12 |0 |13 |52 MU*****[N |8 |17 |0 |8 |32
YA#EAL |14 |11 [0 |14 |56 NA*****A7Z |7 |18 10 |7 |28
YA*=#s#RT |14 |11 |0 |14 |56 NA®##*xK |4 |21 |0 |4 |16
YUs#RT [ 13 |12 |0 |13 |52 NA***++C] |9 |15 |1 [9 [36
YU##tsAZ |13 |11 |1 |13 |52 NA® AN |6 |19 |0 |6 |24
YUstkLP |13 |12 [0 |13 |52 NE*#*+*AS |7 |18 |0 |7 |28
ZE®LL |14 |10 |1 |14 |56 NE###5+YA |3 (22 |0 |3 |12
ZE®AZ |14 |11 |0 |14 |56 Ni**+#+IM |8 |17 |0 |8 |32
AB*#++%R[ |12 |13 |0 |12 |48 NU##+EN |9 |15 |1 |9 |36
AH*#ER |11 (14 |0 |11 |44 NU*#***CA |7 |18 |0 |7 |28
AH#AN |11 |14 |0 |11 |44 NU**AN |5 |20 |0 |5 |20
AL****+*OR |10 |15 |0 |10 |40 OG*****R[ |6 |19 |0 |6 |24
AL*#%UK |11 |14 |0 |11 |44 ON*****AS |8 |17 |0 |8 |32
AL®HIN |11 |14 |0 |11 |44 ON###¥+§ 19 |16 |0 |9 |36
AR**UN | 11 |14 |0 |11 |44 ON**++4(J7 |6 |19 |0 |6 |24
ASHRRREAZ |12 |13 |0 |12 |48 OR**#**AN |5 |20 |0 |5 |20
AS##EUT |10 |15 |0 | 10 | 40 OS*+++x(Jz |5 20 |0 |5 |20
AY#EHAN |10 |15 |0 |10 | 40 OS#*###+RA |7 |17 |1 |7 |28
AY*R6+N |12 |12 |1 |12 |48 OM*+++¢[R |5 {20 |0 |5 |20
AZF L |12 |13 |0 |12 |48 OM*++++L] |8 |17 |0 |8 |32
AZF*+%0C |11 |14 |0 |11 |44 OzZ**+*++CA |8 |17 |0 |8 |32
BA**¥L] |11 |14 |0 |11 |44 Ozx+*+x07 |8 |17 |0 |8 |32
BA®®ec U |12 |13 |0 |12 |48 Oz#+++¥RK |7 |10 |8 |7 |28
BA**+¥IN [ 12 |13 |0 |12 |48 PE*#**¥A7 |7 |18 |0 |7 |28
BE#**++ZU |10 [15 |0 |10 |40 R ik | 8 |16|1 |8 [32
BE*++++[K |11 |14 |0 |11 |44 RA**#*LU |8 |17 [0 |8 |32
BE***EK |10 |15 |0 |10 | 40 RA*®##¥*AK |7 |16 |2 |7 |28
BE***LU |11 |14 |0 |11 |44 RA®0kk7 14 2110 |4 |16
BE***+EL |10 |13 |2 |10 |40 RA**#**AK 19 |16 |0 |9 [36
BE*##**AN |11 |14 |0 |11 |44 RA**UT |6 |19 |0 |6 |24
BE**+¥*[K |12 |13 |0 |12 |48 RE*###*UR |3 |21 |1 |3 |12
BE*##++AL |11 |13 |1 |11 |44 RE***+*()7 |5 20 |0 |5 |20
BE*###*AL |10 |15 |0 |10 | 40 RO*****AN |6 |19 |0 |6 |24
Bi***++AN |12 |13 |0 |12 |48 RO**#++OL |7 |18 |0 |7 |28
Bi**+++Uz |12 |9 |4 |12 |48 RO****4[§ 16 |19 |0 |6 |24
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BU***++UT |11 |14 |0 |11 |44 RO****R |6 [19]0 |6 |24
BU****+LU |11 |14 |0 |11 |44 RU*****AL |6 |19 10 |6 |24
BU****¥IN |11 [14 |0 |11 |44 RU* N |4 |14 |7 |4 |16
BU***+[T |12 [13 |0 |12 |48 SA*****A |7 |18 |0 |7 |28
BU**+*VA |11 |14 |0 |11 |44 SA****¥j7 19 |16 |0 |9 |36
CE***+IN |11 [14 |0 |11 |44 SA*#*E*YA |8 |16 |1 |8 |32
CE***++IM |12 |13 |0 |12 |48 SA*###*EN |7 |18 |0 |7 |28
CE***++KU |11 |14 |0 |11 |44 SA®#+#xQY |4 |21 [0 |4 |16
CA*****EN |12 |13 |0 [12 |48 SA*HHEKAR 19 |16 10 |9 |36
Ci¥++*+(Js |10 |15 |0 |10 | 40 SA*#+#*AN |4 |21 |0 |4 |16
D*+CE |12 |13 |0 [12 |48 SE***#*YA 19 |16 10 |9 |36
DA*#*+¥UZ |12 |13 [0 |12 |48 SE***++(N |4 |21 |0 |4 [16
DA*:RT |11 |14 |0 |11 |44 SE***#*AS |5 |18 |2 |5 |20
DA***++[T |10 |15 |0 |10 |40 SE**#++AN |8 |11 |6 |8 [32
DE****IN |10 [15 |0 |10 |40 SE**##4N |9 IS |1 |9 |36
Di**+*+[R |10 |15 |0 |10 |40 SE**#+AN |5 |5 |15 |5 |20
Di*****A7 |10 |15 |0 |10 |40 SE***+*[N_ |9 |16 |0 |9 [36
Di***++EN |12 |13 |0 |12 |48 SE####*UT |2 |23 |0 |2 |8
Di*****A7 |11 |14 |0 |11 |44 SE#*##*ER |8 |17 |0 |8 |32
Di***++AN |10 |15 |0 |10 | 40 SE#*##*E7Z |8 |17 |0 |8 |32
DU**##*EL |12 |10 [3 |12 |48 SE*#++*AK |8 |17 0 |8 |32
DU*++(JL | 11 |14 |0 |11 |44 SE####*EK |5 |20 [0 |5 [20
EB***+L] |12 |13 |0 |12 |48 SE####xE7Z |7 |17 |1 |7 |28
ED**##*AN |12 [13 |0 |12 |48 SE*****AN |7 |18 |0 |7 |28
EF###6Z 110 [15 |0 |10 | 40 SE***+CI |4 |21 |0 |4 |16
EL*###¥AY |12 |13 |0 |12 |48 SE**#+EN |8 |17 |0 |8 [32
EL*##+EK |10 |15 |0 |10 |40 SE*##++RT |7 |18 |0 |7 |28
EL***+UL |11 |13 |1 |11 |44 SE***+[K |7 |18 |0 |7 |28
EM**¢%jZ |10 |9 |6 |10 |40 SE***++(JS |9 |16 |0 |9 |36
EM##+EN | 11 |14 |0 |11 |44 SE#*##*ER |6 |19 |0 |6 |24
EM*#*xi7 | 11 |14 |0 |11 |44 Spx*#+K |8 |17 |0 |8 |32
EN##+4RK |12 [ 13 |0 |12 |48 SEsAY |7 |18 |0 |7 |28
EN###+4EK |10 |15 |0 |10 | 40 Sixswkxz 6 [19]0 |6 |24
EN###517 |10 |15 |0 | 10 | 40 Six#+xg |5 |20 [0 |5 [20
ER*##AL |11 |14 |0 |11 |44 Six+¥1c 19 |15 |1 |9 [36
ER*###+RK |12 |13 |0 |12 |48 SO***+*AS |7 |18 |0 |7 |28
ES*++¢*Ci |10 |15 |0 |10 |40 SO*#xtA7 |7 |18 |0 |7 |28
ES*#eH+AL | 11 |14 |0 |11 |44 SU*#*++EL, |8 |17 |0 |8 [32
ES*#+#AN |11 |14 |0 |11 |44 SU***+[N_ |8 |14 |3 |8 |32
ES**++k+C(J |12 |13 |0 |12 |48 SU***++(7 |6 |19 |0 |6 |24
ES*###+RT |10 |15 |0 |10 | 40 SU***++EN |0 |0 |25 |0 |0
ES***+NC |10 |15 |0 |10 |40 SU###*EN |4 |13 |8 |4 |16
ES*****¥AS |12 |13 |0 |12 |48 SU###*AY |8 |17 |0 |8 |32
EY* LU |11 |14 |0 |11 |44 SU****[R |6 |19 |0 |6 |24
Ez#=xAK |10 |15 |0 | 10 | 40 SU***#*AS |5 120 |0 |5 |20
FA®##¥%AS |12 |10 |3 |12 |48 SU****ES |9 |16 [0 |9 |36
FA*+[N [ 10 |15 |0 |10 | 40 SU***++ER |5 [20 |0 |5 |20
FE*##*AR |11 |14 |0 |11 |44 SU***++PE |9 |16 |0 |9 |36
FE*++%*[S |12 |13 |0 |12 |48 SE***++EN |7 |18 |0 |7 |28
FE*##RA |11 |14 |0 |11 |44 SE***+¥IN_ |9 |16 |0 |9 [36
FE##%%xC] 1219 [4 |12 |48 Six****JR |6 |15 |4 |6 |24
FIeerexCl |12 |13 |0 |12 |48 SU**4N |8 |13 |4 |8 [32
Gi*****AN |10 |15 |0 |10 |40 T T |5 1911 |5 120
GO**+++RK |10 |15 |0 | 10 | 40 TU****AN |9 |15 [1 [9 |36
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GO***++[R |12 |12 |1 |12 |48 TU***+¥AS |9 |16 |0 |9 |36
GO***++[K |12 |13 |0 |12 |48 TU***+N |8 |17 |0 |8 |32
GO***++17 | 11 |14 |0 |11 |44 TU***+L0J |9 |16 [0 |9 |36
GO***++CI_ |12 |13 |0 |12 |48 TU**#+OL |4 |21 |0 |4 |16
GO***++LP |11 |14 |0 |11 |44 TU*##*¥AR |5 |20 |0 |5 |20
GU****+AT, |11 |14 |0 |11 |44 TU*****AN |0 |0 [25 |0 |0
GU****+IN |12 |11 |2 |12 |48 Useert N |5 1200 |5 |20
GU*****CU |12 [13 [0 |12 |48 UM****xR |8 |17 |0 |8 |32
GU***xxA7 | 11 |14 |0 |11 |44 UMt 18 |16 |1 |8 |32
GU***#*EL |12 {13 |0 |12 |48 UM*##**AN |3 |22 |0 |3 |12
HA®#NT |11 [ 14 |0 |11 |44 UM**+T |6 |19 |0 |6 |24
HA####5AN |11 |14 |0 |11 |44 UM***+*Gi |9 |16 |0 |9 |36
HA***:+UL |11 |13 |1 |11 |44 VO##i:+UZ |4 |13 |8 |4 |16
HA®®0AY [ 12 |13 |0 |12 |48 YA*#E*HAY |7 |18 |0 |7 |28
HA***++OQL |12 |13 |0 |12 |48 YA®ERAR |9 |16 [0 |9 |36
HA®#AN |10 |15 |0 |10 |40 YA*#EAYA |6 |10 |9 |6 |24
HA*#*+[T |12 |13 |0 |12 |48 YA®EHAN |8 |16 |1 |8 |32
HA®#+LL |12 [13 [0 |12 |48 YA#RRRRZ 16 |16 |3 |6 |24
HA®®7 |11 |14 |0 |11 |44 YA***:*AS 19 |16 |0 |9 |36
HE*#***AT |10 |15 |0 |10 |40 YA*®*HAN |8 |17 10 |8 |32
Hi***+10 |10 |15 |0 |10 | 40 YA###+EK |8 |17 [0 |8 |32
Hi***+*+C] 10 [15 |0 |10 |40 YA®#ERERAK |6 |19 |0 |6 |24
Hi**+**ER |11 |14 |0 |11 |44 YAs#:1Z 19 |16 |0 |9 |36
HU*#+K |11 |14 |0 |11 |44 YE**+#*AN |7 |18 |0 |7 |28
HU*#%++AS |12 |13 |0 |12 |48 Yixs+#+iR |6 |19 |0 |6 |24
HU***++EK | 10 |15 |0 |10 | 40 Yi***+4AN |8 |16 |1 |8 [32
R**+L |10 |15 |0 |10 |40 YU**IN |6 |19 |0 |6 |24
[Brr++iN |12 |8 |5 |12 |48 YUsirz |5 120 |0 |5 |20
iLx+x+07Z |11 |14 |0 |11 |44 YUstsR |3 |22 |0 |3 |12
fL**+ LU |12 |11 |2 |12 |48 YUsIN |8 |17 [0 |8 |32
ILses*AY |11 |13 |1 |11 |44 YUssttAK |9 |16 |0 |9 |36
fL**+++EZ |12 [13 |0 |12 |48 YU L] |6 |19 |0 |6 |24
[R¥#*+¥AR |11 |14 |0 |11 |44 YUssttYA |6 |19 |0 |6 |24
[R***#*[R 11 [14 |0 [11 |44 YURE5YA |8 |17 |0 |8 [32
[R¥****AN |10 |15 |0 |10 | 40 ZE#HAN |4 |21 |0 |4 |16
KA®##+ER |11 |14 |0 |11 |44 ZE®##+QF |6 |19 |0 |6 |24
KA®##:4AN |12 |13 |0 |12 |48 ZE®AN |6 |19 [0 |6 |24
KE****¥AS |11 |14 |0 |11 |44 ZE®+AK |9 |16 [0 |9 |36
KU***AN |11 |14 |0 |11 |44 ZE*4EN |9 |16 |0 |9 |36
KU***++E7Z | 10 |15 |0 |10 | 40 ZE®*N |8 |17 |0 |8 |32
KU**KE |11 |14 |0 |11 |44 ZEFHAR |5 {20 [0 |5 |20
LE®AN |11 |14 |0 |11 |44 ZE#+0K |9 |16 |0 |9 |36
M #xk+AT, |10 [ 15 |0 |10 | 40 ZE****AAZ, |7 |18 |0 |7 |28
MA*4[B | 11 |14 |0 |11 |44 ZE¥+R¥IC |7 |17 |1 |7 |28
ME####++RT |12 |13 |0 |12 |48 ZE*****AZ |5 |20 |0 |5 |20
ME**##*CE |12 |13 |0 |12 |48 ZE#4ER |4 |20 |1 |4 |16
ME*###+CL_ |12 |13 |0 |12 |48 ZE**xxK |8 |16 |1 |8 |32
ME**#:xAK |11 [14 |0 |11 |44 ZE**kUZ |8 |16 |1 |8 |32
ME***+%AS |12 |13 |0 |12 |48 ZE®#+CE |7 |17 |1 |7 |28
ME***++L] |10 |15 [0 |10 |40 ZEFFCL |9 |16 10 |9 |36
ME#*####AR |10 |15 |0 |10 | 40 ZE#++4$AK |9 |15 |1 |9 |36
ME**#**BA |10 [ 15 |0 |10 | 40 ZE**+*AG |7 |18 |0 |7 |28
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