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Abstract

This study explores the relationship between high creativity and high scholastic
achievement in mathematics, reading, and science among 8th and 11th grade students. A
quantitative methodology was used in the study. Data were collected from 941 eighth-grade
students and 605 eleventh-grade students at an independent public school district in Minnesota,
a Midwestern State in the U.S.A. The data collection instruments included a general personal
questionnaire, the Torrance Tests of Creative Thinking (TTCT) Figural Form A, and the
Minnesota Comprehensive Assessment Test (MCA). Correlations were computed and chi-
square analyses were performed to address research questions. Grade-based standard scores
were used in the measurement of creativity and academic achievement with the top 20% cutoff
scores being used to identify students with high achievement and students with high creativity.
The results indicated that the relation between high creativity and high academic achievement
varies among eighth and eleventh graders. High mathematics and high reading achievement
are related to high creativity among both eighth- and eleventh-grade students, but with small
effect sizes. High achievement in science is related to high creativity among eleventh-graders.
Our results indicate that high creativity and high achievement in reading, mathematics, and
science achievement tend to be positively related, but those relationships are at best weak,
indicating that there are substantial components to high creativity that are not shared by high
achievement in mathematics, reading, and science and vice versa.

Keywords: creativity, academic achievement, eighth grade, eleventh grade

1. Introduction

The relationship between creativity and scholastic achievement has been increasingly the
focus of empirical research. However, a systematic understanding of the relation between
creativity and scholastic achievement is still lacking. The related literature offers contradictory
findings between creativity and achievement (Gralewski & Karwowski, 2012). Some of the

1 This research was supported in part by a grant from the Metropolitan Research Grant Program of the University
Metropolitan Consortium and the University of Minnesota Center for Urban and Regional Affairs. The authors
express thanks to the School District personnel, who helped in the implementation of the research and in the
collection of the data.
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studies indicate that there is no significant (e.g., Olatoye, Akintunde, & Yakasai, 2010;
Yamamoto, 1967) or limited (Renzulli, 2005) relation between creativity and scholastic
achievement; whereas, other studies indicate a positive relationship between creativity and
scholastic achievement (e.g., Ai, 1999; Asha, 1980; Getzels & Jackson, 1962; Freund &
Holling, 2008). Gralewski and Karwowski (2012), who found contradictory results within the
same study, posited that the contradictory results might be due to different mediating factors
which relate to different (a) measures of creativity in studies (e.g., teacher nominations,
divergent thinking tests), (b) tools used to assess school grades, (c) statistical approaches to
control for the influence of general intelligence, (d) methods of analysis, and (e) places and
times of the research. Thus, it becomes much more important to replicate studies about
creativity and scholastic achievement in different cultures and times using different measures
of creativity and achievement as well as different data analytic approaches.

When the related literature is examined, it is seen that one group of studies provided no
evidence in support of a strong positive association between creativity and scholastic
achievement. To illustrate, in one of the earliest studies, using data based on 75 ninth-grade
and 84 eleventh-grade students responding to the Lorge-Thorndike Intelligence Tests, the
IOWA Tests of Educational Development, and the Minnesota tests of creative thinking,
Yamamoto (1967) found that creativity did not have a strong relation to school achievement.
He found high correlations between achievement and 1Q but low correlations between 1Q and
creativity.

Bowers (1969) is among the earliest researchers to investigate the relationships among
creativity, achievement, and 1Q. 278 ninth graders participated in his study. He used grade
point averages (GPAs) with ninth-grade norms, the IOWA Tests of Educational Development
Form YS to assess student achievement levels; the Torrance Tests and some other creativity
measures to measure creativity; and the Otis Quick Scoring Mental Ability Test, Form Beta to
assess 1Q. The results indicated "a mild interactive effect of 1Q and creativity upon
achievement" and suggested that "the regression of achievement on 1Q decreases as creativity
score increases, and the regression of achievement on creativity score decreases as 1Q rises"
(Bowers, 1969, p. 175).

Similarly, Gralewski and Karwowski (2012) conducted a study on the relation between
creativity and school achievement among 589 high school students in Poland using the Test of
Creative Thinking-Drawing Production (TCT-DP) and GPA to assess creativity and school
achievement respectively. Controlling for the effect of gender and intelligence, they found no
evidence of a significant relation between creativity and achievement for students.

Ai (1999) conducted a study on the relationship between creativity and achievement among
2,264 students in Spain. He used the TTCT, the Abedi-Schumacher Creativity Test, the Villa
and Auzmendi Creativity Test, and teacher ratings to assess creative thinking. As for the
scholastic achievement, he used self-reports of student achievement in Spanish, Basque,
English, natural science, social science, and mathematics. The results indicated a relationship
between creativity and academic achievement when teacher ratings were used to assess
creativity. However, there was only a slight relationship between creativity and achievement
when creativity tests were used.

Gajda (2016) carried out a study on the relationship between creativity and achievement
among 1,106 students enrolled in Polish primary, secondary, and high school students. She
used the Test of Creative Thinking-Drawing Production (TCT-DP) to assess creativity and
grade point average (GPA) and standardized achievement test scores for the available grades
to measure school achievement. The results indicated a positively weak relationship between
creativity and school achievement as assessed by GPA. However, this relationship was stronger
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when standardized achievement test scores were used instead of the GPA. Apart from the
overall relationship between creativity and achievement, she also found that elaboration and
fluency were related to school grades but originality and nonconformity were not related to
school grades.

Freund and Holling (2008) conducted a study on the relationships among creativity,
reasoning ability, and scholastic achievement among 1,113 students in Germany using a
multilevel analysis. They used GPA to assess achievement and the Berlin Structure of
Intelligence Test for Youth: Assessment of Talent and Giftedness (BIS-HB) to assess student
creativity and reasoning ability. The result indicated "a rather strong effect for reasoning ability
and, to a somewhat lesser degree, also for creativity when predicting GPA™ (p.317).

Similarly, Hansenne and Legrand (2012) conducted a study among 73 elementary school
students in Belgium using the TTCT figural and verbal to assess creativity. As for school
achievement, they used the mean scores for French and mathematics courses. The results
indicated that creativity as assessed by the TTCT predicted achievement in both mathematics
and French.

In a recent study, Zhang, Ren, and Deng (2018) collected data from 1082 primary school
students in Beijing, China. The participants were from the fourth, fifth, and sixth grade levels.
The authors utilized TTCT Figural Form A and students’ self-reported achievement scores in
Chinese and mathematics. They found that there was a significant positive relationship between
creativity and academic achievement as assessed by the teachers.

In a meta-analysis study of 120 studies conducted since 1960s, Gajda, Karwowski, and
Beghetto (2017) found a modest, yet significant relationship between creativity and
achievement (r = .22). As for the factors impacting that relationship, they found that when
creativity tests were used rather than self-report scales to measure creative thinking abilities,
the association between creativity and scholastic achievement was significantly stronger.
Similarly, the effect size was found to be stronger when standardized achievement tests were
used instead of GPA to assess student achievement level. Another major result was that verbal
tests to assess creativity were found to have a stronger correlation with scholastic achievement
when compared to figural forms of creativity. Gajda et al. (2017) suggests that “... the best that
can be said about whether there is a link between creativity and academic achievement is this:
It depends.” (p. 269).

The inconsistent findings regarding the relation between creativity and achievement
highlight a need for further studies to explore whether there is a relation across two different
domains, i.e. achievement and creativity. As populations are changing, there is a need to
understand that relation in different times and settings. In this study which is a part of a larger
project, a quantitative methodology is employed to explore the relation between creativity as
measured by the Torrance Tests of Creative Thinking (TTCT) Figural Form A and achievement
as measured by a standardized test, ie., the Minnesota Comprehensive Assessment Test
(MCA). The research questions being investigated in this study are as follows:

1. Is there a relation between high creativity and high scholastic achievement in
mathematics, reading, and science for eighth-grade students when the top 20% of
students for each measure (i.e., science, math, reading, creativity) are considered for
each grade?

2. Is there a relation between high creativity and high scholastic achievement in
mathematics, reading, and science for eleventh-grade students when the top 20% of
students for each measure (i.e., science, math, reading, creativity) are considered for
each grade?
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3. Isthe relation between high creativity and high scholastic achievement in mathematics,
reading, and science for eighth-grade students different from that of eleventh-grade
students when the top 20% of students for each measure (i.e., science, math, reading,
creativity) are considered for each grade?

2. Method

A quantitative methodology was used in the study to answer the research questions. The
data collection instruments included a general personal questionnaire, The Torrance Tests of
Creative Thinking (TTCT) Figural Form A and the Minnesota Comprehensive Assessment
(MCA) test. Information about the participants, instruments, and data collection procedures are
explained in the subsequent sections below.

2.1. Participants

The participants in this study were students in an independent public school district in
Minnesota, a Midwestern State in the U.S.A. The sample included 941 eighth-grade students
(473 boys and 468 girls; Mage = 14.10 years, SDage = .34 years) and 605 eleventh-grade students
(322 boys and 283 girls; Mage = 17.32 years, SDage = .34 years).

2.2. Instruments

Three different instruments were utilized in the study. First of all, a general personal
questionnaire was used to collect data about the participants. The Torrance Tests of Creative
Thinking (TTCT) Figural Form A served as the measure of creativity. Developed by Torrance
and his associates, the TTCT has three activities: picture completion, repeated figures of lines
or circles, and picture construction, and five subtests: fluency, originality, elaboration,
abstractness of titles, and resistance to premature closure (Torrance, 1990, 1998, 2008). TTCT
Figural forms are less biased as they deploy the use of figures and drawings instead of requiring
participants to display their ability to use the language (Kim, 2006).

As for the assessment of achievement, the Minnesota Comprehensive Assessment (MCA)
test served as the primary measure of scholastic achievement. The MCA provides data on
student achievement in mathematics, reading, and science. The MCA helps "districts measure
student progress toward Minnesota's academic standards and also meet federal and state
legislative requirements” (MDE, 2020). Student scores in mathematics, reading, and science
were used as the primary data source for scholastic achievement in the study.

2.3. Procedure

The approval of the university human subjects review board and the approval of associated
parents for the study were received prior to conducting the study. Participating students
completed the TTCT-Figural Form A and the MCA. Any identification data were removed
from the data set by the related District office before the researchers started to work on the data
set. Thus, confidentiality of the data was maintained.

There are different suggestions about determining the cutoff points in the literature to
determine students who have high achievement and creativity. Among the first who
investigated the relation between creativity and achievement were Getzels and Jackson (1962),
who viewed the top 20% of students as high achievers and the lower 80% of students as the
general level of students. Similarly, Renzulli (2005) stated that "I clearly have in mind persons
who are capable of performance or possess the potential for performance that is representative
of the top 15 to 20 percent of any given area of human endeavor™ (p. 260). In line with this
perspective, the decision was made to use the 20% score as the cutoff score in the data analysis
for the four measures (i.e., creativity, science, mathematics, reading) in the current study. Table
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1 presents the cut-off points for both eighth-grade students and eleventh-grade students with
percent values rounded to the nearest percent.

Table 1. Cut-off points for 8th and 11th graders

8th grade 11th Grade
Cut off score  Number of High Cut off score Number of High
Achievers Achievers
Creativity 116 191 114 130
Science 863 191 1059 125
Math 863 197 1162 137
Reading 866 194 1066 135

Note. Cut off Percentile Rank=80%
3. Results

Cross-tabulations involving chi-square analyses were performed using SPSS version 20
(IBM Corp, 2011) to explore the relation between high creativity and high academic
achievement among 8th grade and 11th grade students using the top 20% score as the cutoff
point. Cross-tabulation with chi-square analysis allowed us to "determine whether the variables
are statistically independent or if they are associated” (Michael, 2001, p.1).

The creativity scores used in the data analysis were the grade-based standard scores for the
five dimensions of creativity, i.e., fluency, originality, elaboration, abstractness of titles, and
resistance to premature closure. The achievement scores used in the data analysis were the
grade-based standard scores for academic achievement in mathematics, science, and reading.
Through use of the phi coefficient (¢), effect sizes were computed. Tables 2 and 3 present the
results of the cross-tabulation analyses for eighth-grade students and eleventh-grade students
using the top 20% scores for high creativity and achievement respectively.

Table 2. Relation between high creativity and high achievement among 8th graders (top
20% as high creativity and high achievement - low 80% for general creativity and
achievement)

Low Creativity High Creativity
.~ High  Chi-S Phi Low  High Chi-S Phi
Low(®) ()  (sig) (Sig) (k) (k)  (Sig) (Sig.)
Science 606 144 2.75 .05 144 47 2.75 .05
(64.4%) (15.3%) (.097) (.097) (15.3%) (5%) (.097) (.097)
Math 604 146 4.81 .07 140 51 4.81 .07
(64.2%) (155%) (.028) (028) (14.9%) (5.4%) (028) (.028)
Reading 611 139 9.80 10 136 55 9.80 10

(64.9%) (14.8%) (002) (.002) (14.5%) (5.8%) (.002) (.002)
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Table 3. Relation between high creativity and high achievement among 11th graders (top
20% as high creativity and high achievement - low 80% for general creativity and
achievement)

Low Creativity High Creativity

Low High Chi-S  Phi Low High Chi-S  Phi

(%) (%) (Sig) (Sig.) (%) (%) (Sig)  (Sig.)
Science 384 91 530 .09 93 37 5.30 09

(63.5%) (15%)  (.021) (.021) (15.4%) (6.1%) (.021) (.021)
Math 379 96 748 11 89 41 7.48 11

(62.6%) (15.9%) (.006) (006) (14.7%) (6.8%) (.006) (.006)
Reading 381 94 8.13 .12 89 41 8.13 12

(63%)  (15.5%) (.004) (.004) (14.7%) (6.8%) (.004) (.004)

The results indicated that when the top 20% of students were identified as high creative
individuals and high achievers in three basic disciplines, namely, mathematics, science, and
reading, there were the following results: (a) high creativity is positively related to high
achievement in mathematics [y2 (1, 941) = 4.81, p < .05, ¢ = .07] and reading [y2 (1, 941) =
9.80, p < .05, ¢ =.10], for eighth graders, and (b) high creativity is positively related to high
achievement in science [x2 (1, 605) = 5.30, p < .05, ¢ = .09], mathematics [y2 (1, 605) = 7.48,
p <.05, ¢ =.11], and reading [y2 (1, 605) = 8.13, p <.05, ¢ =.12], for eleventh graders.

However, all of the effect sizes are quite small. For eighth graders, the effect size relating
high creativity to high achievement in mathematics is small with ¢ = .07 and to high
achievement in reading is also small with ¢ = .10. For eleventh graders, the effect size relating
high creativity to high achievement in mathematics is small with ¢ = .11, to high achievement
in reading is small with ¢ = .12, and to high achievement in science is small with ¢ = .09.

4. Conclusions and Discussion

This study was an investigation as to whether high creativity as assessed by TTCT Figural
form A is associated with high achievement in basic disciplines, namely, mathematics, reading,
and science as assessed by the MCA. Thus, the present study explores whether high ability is
generalizable across two domains, i.e., creativity and achievement. We found that the
relationships between high creativity and high achievement in mathematics, reading, and
science achievement tend to be positively related, but those relationships are at best weak.
Specifically, high achievement in mathematics and reading achievement is related to high
creativity among both eighth-grade and eleventh-grade students. In addition, high achievement
in science is related to giftedness in creativity among eleventh-grade students.

Although our results suggest that high creativity is related to high achievement in the basic
disciplines, one should note that the effect sizes of the relations between high creativity and
high achievement in mathematics, science, or reading are small. Thus, these results should be
interpreted with caution as there seem to be substantial components to high creativity that are
not shared by high achievement in mathematics, reading, and science and vice versa.

In accordance with the present results, some previous studies have demonstrated that there
is a positive relation between creativity and scholastic achievement (e.g., Ai, 1999; Asha, 1980;
Freund & Holling, 2008; Gajda, 2016; Hansenne & Legrand, 2012; Zhang et al., 2018).
However, the degree of this relationship depends on various factors, as posited by Gralewski
and Karwowski (2012). Gralewski and Karwowski (2012) suggested that different measures
of creativity in studies (e.g., teacher nominations, divergent thinking tests); the tools used to
assess school grades; statistical approaches to control for the influence of general intelligence;
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methods of analysis, and places and times of the research could be regarded as factors affecting
the existence and degree of a relationship between creativity and achievement.

Our findings could be discussed considering these mediating factors. Specifically, our
results seem to be consistent with that of Ai (1999) who found that there was only a slight
relationship between creativity and achievement when creativity tests were used rather than
teacher ratings. Our results are also in agreement with the evaluation of Renzulli (2005) who
suggested a limited relation between creativity and scholastic achievement.

In their meta analysis study, Gajda et al. (2017) found that verbal tests to assess creativity
had a stronger correlation with scholastic achievement when compared to figural forms of
creativity. Thus, it would have been interesting to use TTCT verbal forms within the same
sample to find out whether the relationship between creativity and scholastic achievement
would be stronger with verbal measures of creativity.

As Gajda (2016) indicated: “it would be ideal if school achievement and creativity went
hand in hand” (p.247). However, our results suggest that being a high achiever in mathematics,
reading, or science does not guarantee that the individual is highly creative, or being highly
creative does not guarantee that the individual is a high achiever in mathematics, reading, or
science. High achievement in mathematics, reading, or science may rely more on memorization
and application of skills and knowledge than the creative production of novel ideas and
methods.

The reader should bear in mind that this study involved data from Minnesota and thus may
not be generalizable to students in eighth and eleventh grades in other educational regions as
well as other grades. Further research is needed to replicate this study in different educational
settings to determine the extent to which the relation between high creativity and high
scholastic achievement is generalizable. Another limitation is that although the top 20% was
used as the cut-off score in the sample of 8th and 11th grade students, we do not have sufficient
information about the extent to which the high achievers in mathematics, science, and reading
in our sample would be considered high achievers in a nationally normative sense.
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Abstract

In this study, it was aimed to examine the prospective teachers' preferences regarding group
work, the process of structuring the group work, and assessment of their performance within
the group. In the research, case study design was used. The participants of the study consisted
of 62 prospective teachers studying in the Department of Early Childhood Education at a state
university in 2017-2018 Spring Term. The data of the study were collected with the "Group
Work Questionnaire”. While frequency analysis of descriptive statistics was used in the
analysis of the quantitative data obtained from the questionnaire, descriptive analysis was used
in the analysis of the qualitative data. As a result of the research, it was seen that the internal
reasons were determinant in deciding the groupmate and tasks were shared by taking equal
distribution of responsibilities and skills of the members into consideration. During the group
work, problems such as time management, disagreements among members and social loafing
were encountered. As to assessment of the performance within the group, it was determined
that the group members found themselves competent and that the majority could prefer group
work in future studies.

Keywords: group work, ingroup performance, prospective teachers, social interaction, social
loafing

1. Introduction

Creating an effective learning environment in the classroom is one of the most important
educational policies (UNESCO, 2008). Social interaction in the classroom has become more
important in the realization of effective learning, with the understanding of the importance of
learner’s constructing the knowledge rather than the direct lecturing of the teacher and
spending time more on learning rather than teaching (Fung & Howe, 2014; Kog-Erdamar &
Demirel, 2010). Most teachers include group work to create an interactive learning
environment in the classroom and increase students' academic success and motivation (Adams
& Hamm, 1994; Williams, Guy, & Shore, 2019).

In educational process, interest in group work is increasing gradually. One of the reasons
for this increase is that business and projects in the business world in the 21st century require
a complex skill set (Lavy, 2016) and therefore the business world demands people who can
solve problems in harmony and cooperation by combining their own ideas and efforts with the
ideas and efforts of other group members (Johnson & Johnson 2003; OECD, 2017). It is
expected for individuals to gain effective group work skills in their educational life before they
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start working life. The education model used in higher education aims to make individuals gain
competencies they need so as to overcome their responsibilities in their future business lives
effectively (Diaz Pareja, Camara Estrella, Mufioz Galiano, & Ortega-Tudela, 2017). This
situation reveals the need for higher education institutions to develop students' group work
skills (Graen, Hui, & Taylor 2006) and leads to an increase in the use of group work (Mamas,
2017; Takeda & Homberg, 2014). Another reason is the criticism of educational processes
based on individual work and rivalry, and conducting research that reveals the benefits of group
work (Fung & Howe, 2014; Johnson & Johnson, 2009). In the studies conducted (Chang &
Brickman, 2018; Cakmak, 2014; Forslund Frykedal & Hammar Chiriac, 2018; Kog-Erdamar
& Demirel, 2010; Mamas, 2017; Volkov & Volkov 2015; Yanpar-Yelken, 2009; Yasul &
Samanci, 2015) it was seen that the group work was effective in the development of cognitive
skills, affective characteristics, social interaction, collaboration and communication skills and
in the increase of academic success and meaningful learning. The increase in the importance
given to group work in education brings along the problems experienced in group work. Not
sharing responsibilities fairly among group members as a result of task dividing, poor task
descriptions, not determining a work plan and group rules, giving the members the
responsibility they do not want to take, failure in fulfilling responsibilities and showing social
loafing, students’ not sharing what they know with other group members, studying individually
after dividing tasks, group members’ getting the same performance score despite different
efforts, ingroup communication problems, unsuitable personality traits of students for group
work and some students’ affecting others negatively to be in the forefront are the main reasons
preventing group work (Arslan, Taskin, & Kirman-Bilgin, 2015; Cakmak, 2014; Ko¢-Erdamar
& Demirel, 2010; OECD, 2017; Takeda & Homberg, 2014). These problems cause group
members to underperform, loss of time, decrease in their productivity; and lead students prefer
to work individually in their next studies (Kog-Erdamar & Demirel, 2010; OECD, 2017; Piezon
& Ferree, 2008). Turkey is located in the top rankings in students’ preferences of working
individually rather than in groups.

According to the results of PISA 2015 collaborative problem-solving tasks carried out by
OECD, while Singapore ranked first with 561 scores, Turkey ranked last among OECD
countries with 422 scores and ranked 48t among 51 countries whose performance results
evaluated. Through group work only one-third of students in Turkey were able to overcome
their individual performance. More than half of the students in only two of the countries
included in PISA application stated that they preferred individual work over group work.
Turkey was one of them. Every six of ten students in Turkey remained at the lowest level in
collaborative problem-solving skills and more than 93 percent showed a poor performance in
collaborative problem solving (OECD, 2017). According to the report published by OECD
(2017), students' perception of group work is shaped significantly by teachers. It was
emphasized that teachers could make a difference in group work and that they needed
classroom environments that would support group work. In group work, teachers are expected
to guide the formation of the work plan of the group, sharing responsibilities among the group
members, peer evaluations, and ensuring effective communication among students (Chang &
Brickman, 2018; Chiriac & Granstrom, 2012). In order for teachers to create a positive
perception for students in group work, they need to have a positive perception about group
work first. The positive perception and competence of prospective teachers who will raise the
teachers of the future regarding group work is important in terms of both conducting effective
group work and helping students to gain competencies for group work (Diaz Pareja et al.,
2017). It is also crucial for the teacher to know the ease and difficulties in applying a method
through his own experience in order to use it effectively in his class. The most important factor
which plays a role in the emergence of this study is that the researchers desired to examine the
situation in detail as a result of the fact that they observed that there were problems in the
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application of methods based on group work in their classes and that the prospective teachers
had different preferences for working in groups. Depending on these important points and
observations of the researchers, the purpose of this study is to examine the prospective teachers'
preferences for group work, the process of structuring the group work, and their assessment of
their ingroup performances. Within the framework of this general purpose, answers to the
following questions were sought:

1. What are the experiences and preferences of prospective teachers regarding group
work?

2. What influences did prospective teachers have in the process of structuring group work?

3. What influences did prospective teachers have in the process of conducting group
work?

4. What are the prospective teachers' evaluations for group work?

Examining the preferences and practices of prospective teachers for group work is
important in determining their needs related to group work, providing a basis for the trainings
to be conducted on this subject and helping to monitor the progress in this subject area.
Additionally, the results of this study are expected to improve the group work processes
conducted.

1.1. Theoretical Framework

Group work is a time-limited form of learning or working, consisting of two or more
individuals who gather for a common purpose and interact with each other (Li & Campbell,
2008; Susskind & Borchgrevink, 1999). The main purpose of group work is to enable students
to think together, generate ideas, discuss and solve problems (Demirel, 2011).

Social interdependence theory, developed by Johnson and Johnson (2009), helps form the
theoretical framework of group work by explaining the five main variables that mediate the
motivational, social and cognitive dimensions of interdependence required for group work. The
first variable is positive interdependence. Positive interdependence occurs only when
individuals believe that they can achieve their goals by working in cooperation with other
individuals and support each other's efforts. The second variable is individual accountability.
This responsibility means that the individual performs his duties in group work and facilitates
the work of other members. The third variable is promotive interactions. Individuals carry out
promotive interaction by sharing resources, helping each other, motivating others through
bringing new perspectives to group members' ideas and facilitating their work. The fourth
variable is the appropriate use of social skills. These skills include the ability of individuals to
know and trust each other, to communicate, to support each other and to resolve conflicts that
arise. Lastly, group work should provide a mechanism to manage the process. This mechanism
involves students’ setting common goals, evaluating positive and negative group interactions,
and providing feedback to group members. In situations where these five variables exist,
effective group work can take place (Chang & Brickman, 2018; Forslund Frykedal & Hammar
Chiriac, 2018; Johnson & Johnson, 2009).

1.2. Research on Group Work

Research on group work has been conducted with teachers and students at all educational
levels (Cakmak, 2014). Whereas some studies have focused on the effect of group work on
academic success and the development of critical thinking (Arslan, Taskin, & Kirman-Bilgin,
2018; Fung & Howe, 2014); some studies have focused on inclusive processes in group work
and the examination of students' cooperation (Forslund Frykedal & Hammar Chiriac, 2018). In
studies carried out on university students, the preferences and expectations of students with
high and low academic success towards group work (Chang & Brickman, 2018; Williams,

724




International Online Journal of Education and Teaching (IOJET) 2020, 7(3), 722-742

Guy, & Shore, 2019); the relations between group work and various variables (Mamas, 2018);
the effect of personality traits on benefiting from group work (Lavy, 2016); group work
dynamics of students from different cultures (Mittelmeier, Rienties, Tempelaar, & Whitelock,
2018); the effects of groups having differences depending on ethnicity, gender and culture and
opinions of students about this difference (Moore & Hampton, 2015; Takeda & Homberg,
2014); important factors for effective group work (Butt, 2018); social loafing behaviors that
students observe (Biiyiikgdze & Demirkasimoglu, 2018) were examined. In the study of which
the participants were consisted of teachers (Yasul & Samanci, 2015), the opinions of the
classroom teachers about the group work and the problems they encountered were tried to be
determined. In studies conducted on prospective teachers, the effect of group work on learning
and performance (Akgiin & Aydin, 2009; Delice & Tasova, 2011; Yanpar-Yelken, 2009);
perceptions of prospective teachers regarding group work (Cakmak, 2014; Kog-Erdamar &
Demirel, 2010) and the effect of group work on proficiency gain (Diaz-Pareja, et al., 2017)
were examined.

Cakmak (2014) stated that it would be important to carry out research examining group
studies in teacher training. In the literature, a study which includes prospective teachers'
preferences for group work, structuring group work and evaluating their performance within
the group could not be encountered. This study is significant in terms of eliminating this gap
in the subject area with reference to the suggestions of previous research. The difference of this
research from other studies is that the opinions of prospective teachers were received
immediately after they experienced group work. For this reason, the answers given by
prospective teachers are thought to be in line with their experiences rather than being
ambiguous or directed towards group work conducted in any period. The other situations
specific to this research are that group work proceeded over a course period and included both
in-class and out-of-class practices.

2. Method

In this research, case study design was used. Case study is a holistic analysis and definition
of a current phenomenon in its real-life environment, natural conditions (Yin, 2018) in a limited
time period (Merriam, 2015). The case examined within the scope of this study is ‘group work'.
Prospective teachers participated in group work process during a course period and thus, the
case was tried to be examined in its natural conditions, based on the real-life environment. The
most important characteristic of case studies is that the factors regarding a situation
(environment, individuals, events, process, etc.) focus on how they affect the related situation
and how they are affected by the related situation (Y1ildirim & Simsek, 2008). In this study, it
was tried to examine how the preferences of the participants for group work affect the group
work and the effect of the group work on the participants' performances and their preferences
of whether to work in groups in future studies.

2.1. Study Group

The participants of the study consisted of 62 prospective teachers studying in the freshman
year in the Faculty of Education, Department of Early Childhood Education at a state university
in 2017-2018 Spring Term. Information regarding the study group was presented in Table 1.
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Table 1. Demographic information of the study group

Variable Level %
Female 85.5
Gender
Male 14.5
18 6.9
19 41.4
Age 20 32.8
21 15.5
22+ 34
Anatolian High School 50.8
Vocational High School 24.6
Graduated high Imam Hatip High School 131
school type o
Basic High School 4.9

Other (Anatolian Teacher Training High School, Science High 6.4
School, Open Education High School)

When the characteristics of the working group are examined, it is seen that the majority of
the participants are female. Most of prospective teachers in education faculties and preschool
education consist of women (Cevik & Yigit, 2009; Erkan, et al., 2002). Most of the participants
are between the ages of 19-21 and approximately half of them are Anatolian High School
graduates.

2.2. Process of Research

The study took place during the Instructional Technologies and Material Development
course carried out by the first researcher. During this course, prospective teachers were asked
to develop concrete teaching materials for the determined outcomes and it was stated that the
material development process would be performed through group work. It was also stated that
the materials prepared by the groups would be presented in a preschool education institution
through an instructional design was among the requirements of the course. Information about
the course process and features for the materials to be developed were described in detail.

When students choose their own groups, student satisfaction for group work is higher
(Chapman, Meuter, Toy & Wright, 2006). Therefore, participants were not intervened during
the process of forming their groups; who and how many students would be in the groups and
planning for group work were left to the preferences of the participants.

The group work process started with the creation of the groups in the third week of the
Spring semester and continued until the end of the semester for 11 weeks. Group work was
conducted in the classroom as well as outside the classroom. The researchers followed up the
studies of the groups every week regularly and gave feedback. The groups presented the
materials they prepared in a pre-determined preschool educational environment where students
and teachers existed through the instructional design.
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2.3. Data Collection and Data Collection Tool

At the beginning of the research, it was planned to conduct individual interviews with some
students who participated in group work and accordingly, a semi-structured interview form
was prepared. However, since it was thought that it would be more meaningful for this research
to get the opinions of all students participating in the group study based on their experiences,
it was decided to collect the data through a questionnaire. Questionnaires are data collection
tools that provide relative speed and economy in reaching a large number of views with
different perspectives (Hohmann & Mamas, 2015).

The data of the research were collected through the “Group Work Questionnaire” prepared
by the researchers. The data collection tool consisted of four parts. There were questions about
the personal information in the first part; the experience, preference and structuring process of
group work in the second part; the conduct of group work in the third part; and the evaluation
of group work in the fourth part. In studies where case study design is used, data collection
generally requires the use of a wide variety of sources of questions, which can include both
quantitative and qualitative data (Teddlie & Tashakkori, 2015). The questionnaire included
two-choice questions (e.g., "Did you participate in a group work before the Instructional
Technologies and Material Design course?"), short-answer questions (e.g., "How many people
did you integrate in groups, including yourself?""), multiple-choice questions (e.g., "How did
group work affect your success in the course of Instructional Technologies and Material
Design?" A) I think group work led to a decrease in my pass mark. B) I think group work did
not lead to any change in my pass mark. C) | think group work led to an increase my pass
mark.), open-ended questions (e.g., “What were the determinants when selecting your
groupmates?”), and graded questions (e.g., “Evaluate your rapport within the group (Very low-
1, 2, 3, 4, 5- Very high).

The opinions of three experts working in the Faculty of Education were received to ensure
the content validity of the prepared questionnaire. In accordance with the expert opinion,
questions and options for some questions were re-grouped and the questionnaire consisting of
30 questions was finalized. The Group Work Questionnaire was organized on Google Forms
and sent to the e-mail addresses of prospective teachers after the course process was over and
students were given grades for the course. The questionnaire was responded with the voluntary
participation of the student, and there was no information to introduce the student in the
questionnaire.

2.4. Data Analysis

Frequency analysis of descriptive statistics was used in the analysis of the quantitative data
obtained from the questionnaire. Qualitative data were analyzed using descriptive analysis. In
the descriptive analysis, open-ended questions included in the questionnaire were evaluated as
themes. During the descriptive analysis, the two researchers came together and coded the first
fifteen questionnaires together. In this process, categories and sub-categories were written
under the themes determined. The researchers coded the remaining questionnaires individually,
considering the categories and subcategories they wrote together, and then examined each
other's codes. Fourteen codes were changed and clarified as a result of the researchers'
negotiations. In the study, 11 categories and 75 sub-categories emerged. The analyzed data
were presented in tables. The views of the participants regarding the most repeated or
remarkable sub-categories in each category were stated through direct quotations. Interrater
reliability (Miles & Huberman, 1994) was calculated as 90.35. Miles and Huberman (1994)
recommend an agreement of 80% to ensure consensus among coders. It can be said that the
research is consistent according to the interrater reliability score obtained.
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3. Results

In this section, findings regarding the prospective teachers' experiences, preferences,
structuring, conducting and evaluation of group work were presented with frequency values;
and the opinions of prospective teachers were supported with direct quotations.

3.1. Experiences and Preferences of Prospective Teachers Regarding Group Work

Under this heading, information about prospective teachers' participation in group work, the
number of people in the groups formed within the scope of the research and the gender
distribution of the groups are presented.

Table 2. Experiences and preferences for group work

Variables f
Participation in group work before

Yes 48
No 14
Number of people in the group

3 37
2 17
4 8
Gender distribution of the group

Females 48
Both females and males 8
Males 6

When Table 2 is examined, it is seen that 48 of the prospective teachers participated in the
group work before; and 14 of them did not participate in the group work before. When the
number of people in the groups that the prospective teachers participated in is examined, it is
determined that 37 people were in the groups of 3 people; 17 people were in the groups of 2
people; and 8 people were in the groups of 4 people. When the gender distribution of the groups
is examined, it is seen that the group in which 48 people participated consisted of only females;
the group in which 8 people participated consisted of both females and males; and the group in
which 6 people participated consisted of only males.

3.2. Prospective Teachers’ Structuring Process of Group Work

Under this heading, information about the reasons that are decisive in the selection of the
groupmate, the planning and division of tasks related to group work, the determining factors in
sharing tasks and the frequency of group members coming together are presented.

Table 3. Decisive reasons in the selection of group mate

Reasons f Opinions of Prospective Teachers

Internal 47

Being close friends 21 "His/her being my close friend."

Getting along well 17

Sincerity 9

External 15

Seeing out of school 3 “Probability of meeting outside of school. The closeness
of the dormitories we stay in."

Being responsible 2

Hand skills 2

Rapport 2
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Working style 1
Cooperation 1
Practical Intelligence 1
Trust 1

When Table 3 is examined, the reasons that were decisive in the prospective teachers’
selection of the groupmate were considered internally and externally; and it was determined
that internal reasons (f=47) were more effective in choosing groupmates. The internal reasons
that were effective in the selection of prospective teachers’ group mates were respectively
being close friends (f=21), getting along well (f=17) and sincerity (f=9). The external reasons
that were effective in the selection of prospective teachers’ group mates were respectively
seeing out of school (f=3), being responsible (f=2), hand skills (f=2), rapport (f=2), working
style (f=1), cooperation (f=1), practical intelligence (f=1) and trust (1).

Table 4. Planning and division of tasks before group work

Variables f
Planning

Yes 53
No 9
Division of tasks

Yes 52
No 9

When prospective teachers’ planning and division of tasks before group work are examined
in Table 4, it is seen that 53 of the prospective teachers stated that they planned before the
group work, while 9 of them stated that they did not. As to the division of tasks, 52 of the
prospective teachers stated that they divided the tasks, while 9 of them stated they did not.

Table 5. Factors determining the division of tasks before group work

Factors f Opinions of Prospective Teachers

Individual interests, skills and 38 "Everyone worked on the areas that they were

abilities talented. 3 materials were prepared, everyone
completed the main features of one material
individually and finally we finished them
together."

Equality 22

Not done 2

When prospective teachers’ opinions regarding the factors determining the division of tasks
before group work in Table 5 are examined, it is seen that individual interests, skills and
abilities (f=38) came first, followed by equality (f=22); and 2 prospective teachers stated that
they did not divide the tasks.

Table 6. Frequency of group members coming together

Weekly time f
1 day 9
2-3 days 31
4-5 days 3
7 days 13
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When the frequency of group members coming together in Table 6 is examined, it is seen
that 9 of the prospective teachers stated they came together once a week; 31 of them stated two
or three days a week; 3 of them stated four or five days a week and 13 of them stated 7 days a
week.

3.3. Prospective Teachers’ Conducting Process of Group Work

Under this heading, information about the problems faced by prospective teachers in the
group work process and the solutions generated for these problems, the effects of the unsolved
problems on the group members and the work are presented.

Table 7. Problems encountered during group work

Problems f Opinions of Prospective Teachers

Inability to make a mutual 17 "We couldn't decide what kind of material to

decision create.”

Inability to find a common time 11

Disagreement among group 9 “Since we two were closer, we had some problems

members with our other friend. She changed the decisions
we made together at the beginning, without asking
us.”

Social loafing 4

When Table 7 is examined, it is determined that 17 of the prospective teachers evaluated
having problems in making mutual decisions during the group work, 11 of them evaluated
having problems in finding common time, 9 of them evaluated having disagreements within
the group and 4 of them evaluated social loafing as the problems encountered.

Table 8. Solutions generated for the problems encountered

Solutions f Opinions of Prospective Teachers

Doing research 13 “We did a lot of research. We got help from the
internet and teachers, and we brainstormed.”

Talking, exchanging ideas 11

Spending more time 7

Inability to find a solution 6

Cooperation and task division 5

When prospective teachers’ solutions to the problems they encountered in Table 8 are
examined, it is seen that 13 of the prospective teachers stated they did a lot research, 11 of them
talked and exchanged ideas, 7 of them spent more time and 5 of them cooperated and shared
tasks in order to generate solutions. 6 of the prospective teachers stated that they could not find
a solution.
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Table 9. Effects of unsolved problems on group members and work

Evaluations f Opinions of Prospective Teachers

Experiencing negative emotions 5 “There were quarrels and | took line
with the least resistance. It affected me
negatively.”

Decrease in working efficiency 2

Dissatisfaction with the work done 2

When effects of unsolved problems on group members and work in Table 9 are examined,
it is seen that 5 of the prospective teachers experienced negative emotions; 2 of them
experienced a decrease in their working efficiency; and 2 of them were dissatisfied with the
work they had done.

3.4. Prospective Evaluations of Prospective Teachers Regarding Group Work

Under this heading, information about the prospective teachers' opinions regarding the
advantages and disadvantages of group work, preference and reasons for choosing group work
in the future, evaluations about their friends after group work, opinions about getting the same
pass mark with group members, their self-evaluations about pass marks, the feelings caused by
group work and their group performance evaluations are presented.

Table 10. Advantages of group work

Advantages f Opinions of Prospective Teachers
The emergence of different ideas 22
Collaboration 18  “It teaches us to collaborate and helps us get to

know each other better. We learn to say ‘we’
rather than ‘I’; and I think we get a better result
thanks to mutual interaction.”

Cooperation and sharing 12

Saving time 10

Creative and pleasant products 9

Gaining awareness of responsibility 7 “It enabled us to behave in accordance with the
awareness of the responsibility given to us.”

Better understanding and knowing of 7

friends

Less workload 4

Learning new things from your 4 “Thanks to group work, we learned not only

friends from homework but also from our friends. ”

Socializing 2

When prospective teachers’ opinions about the advantages of group work in Table 9 are
examined, it is seen that 22 of the prospective teachers considered the emergence of different
ideas, 18 of them considered collaboration, 12 of them considered cooperation and sharing, 10
of them considered saving time, 9 of them considered creative and pleasant products, 7 of them
considered responsibility, 7 of them considered better understanding and knowing of friends,
4 of them considered less workload, 4 of them considered learning new things from friends,
and 2 of them considered socializing as the advantages of group work.
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Table 11. Disadvantages of group work

Disadvantages f  Opinions of Prospective Teachers

Social loafing 15 “Not everyone works with the same workload,
someone gets more work. Responsibility is
imposed on the person who is slightly better
than others.”

Difficulty in coming together 15

Emergence of disagreements 14

Experiencing conflicts

Unfair task division

Decrease in group performance

Common assessment

L NILSIENIEN]

Being tiring and wearing

When prospective teachers’ opinions about the disadvantages of group work in Table 11 are
examined, it is seen that 15 of the prospective teachers considered social loafing, 15 of them
considered difficulty in coming together, 14 of them considered emergence of disagreements,
7 of them considered experiencing conflicts, 7 of them considered unfair task division, 2 of
them considered decrease in group performance, 2 of them considered common assessment
and 1 of them considered being tiring and wearing as the disadvantages of group work.

Table 12. The way of studying to be preferred in the next processes and its reasons

The way of studying f Opinions of Prospective Teachers
Group work 33
More efficient studies 17 "Group work, because | believe working with the

group instead of doing something alone will bring
better results."

More cooperation

Less workload

5
More fun 4
3
3

Improving friendship
relationships

Individual work 25

Applying your own ideas 14 "My preference is individuality because | think I can
easily reflect my own ideas to my work."

Irresponsible behaviors of 5

group members

More comfortable studying 5

More effective use of time 4

Individual assessment 2 “I do it myself, and I get my own assessment in return

for my effort. 1 do not prefer anybody to be assessed
with my individual effort.”

Both 2
Depends on the assignmentor 2 “I prefer both, because we cannot do every activity
the project with groups.”

When the ways of studying which prospective teachers will prefer in the next process in
Table 12 are examined, it is indicated that 33 of the prospective teachers would prefer group
work and 25 of them would prefer to study individually. It was seen that 17 of the prospective
teachers stated they would prefer group work in the next process because it was more efficient;
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5 of them would prefer it because there was more cooperation; 4 of them would prefer it
because it was more fun; 3 of them would prefer it because there was less workload; and 3 of
them would prefer it because it helped improve friendship relationships. It was seen that 14 of
the prospective teachers stated they would prefer studying individually in the next process
because of applying their own ideas; 5 of them would prefer it because of irresponsible
behaviors of group members; 5 of them would prefer it because of studying more comfortably;
4 of them would prefer it because of using time more effectively; and 2 of them would prefer
it because of getting assessed individually. 2 of the prospective teachers stated that they could
prefer both ways of studying, depending on the assignment or project.

Table 13. Evaluations about friends after group work

Evaluations f Opinions of Prospective Teachers

Not changed 22 "There was no change because we were intimate
friends before."

Changed 12

Thinking differently about them 5 “My opinion about only one person changed. It is

because he/she took individual decisions though
we were a group; thus | got a negative
impression.”

Getting to know your friends 4
better

w

Thinking that responsibilities are
not discharged

Deciding not to be in the same 2
group with some people

No more talking to some people 2

Enjoying working together 1

When prospective teachers’ evaluations about their friends after group work in Table 13 are
examined, it is seen that 22 of the prospective teachers stated that there were no changes in
their friendship and 12 of them stated there were changes. 5 of the prospective teachers who
thought that they had a change in their friendship stated that they thought differently about their
friends; 4 of them stated that they knew their friends better; 3 of them stated that they did not
discharge their responsibilities; 2 of them stated that they decided not to be in the same group
with some people; 2 of them stated that they did not prefer to talk to some people anymore;
and 1 of them stated that they enjoyed working together.

Table 14. Opinions about group members’ getting the same pass mark

Evaluations f Opinions of Prospective Teachers

Appropriate 39

Fair 25 "l think it's fair because we're all making the same
material and making the same effort."

Equal 10

Logical 4

Not appropriate 25

Unfair 20 "l think it's unfair because everyone doesn't make
the same effort."

Unjust 5
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When Table 14 is examined, it is seen that 39 of the prospective teachers thought that it was
appropriate for the group members to get the same pass mark; and 30 of the prospective
teachers thought that it was not appropriate. 25 of the prospective teachers who thought that it
was appropriate for the group members to get the same pass mark stated that this was fair; 10
of them stated it was equal; and 4 of them stated it was logical. 20 of the prospective teachers
who thought that it was not appropriate for the group members to get the same pass mark stated
that it was unfair and 5 of them stated it was unjust.

Table 15. Self-evaluation on the pass mark

Opinions f

| think group work led to an increase in my pass mark 30
I think group work did not lead to any change in my pass mark. 20
I think group work led to a decrease in my pass mark. 12

When Table 15 is examined, it is determined that 30 of the prospective teachers thought that
group work led to an increase in their pass mark; 20 of the prospective teachers thought that
the group work did not lead to any change in their pass mark; and 10 of the prospective teachers
thought that the group work led to a decrease in their pass mark.

Table 16. The emotions caused by group work

Emotions f Opinions of Prospective Teachers

Positive 73

Happiness 25 "In some moments, | got my group friends' ideas and help,
which made me happy."

Belief in 21

collaboration

Self-reliance 14

Excitement 10

Pride 2

Sincerity 1

Negative 10

Sadness 5 “Group work is always tiring. It is very exhausting that
people do not spare the time you do and judge what you do
by finding excuses.”

Anger 3

Anxiety 2

When Table 16 is examined, it is determined that prospective teachers felt more positive
emotions (f=73) in group work; while 10 of the prospective teachers stated that they felt
negative emotions. Happiness (f=25) took the first place among positive emotions, followed
respectively by belief in collaboration (f=21), self-reliance (f=14), excitement (f=10), pride
(f=2) and sincerity (f=1). When negative emotions are examined, first sadness (f=5), then
respectively anger (f=3) and anxiety (f=2) were among the emotions that prospective teachers
felt in group work.
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Table 17. Evaluation on group performance

Criteria Very Low Medium High  Very
Low High
f f f f f
Ingroup rapport 2 1 6 22 31
Ingroup creativity 1 4 9 25 23
Ingroup responsibility 3 4 4 10 41
Effective use of time 2 6 8 10 36
Ingroup communication 2 2 6 15 37

When the evaluations on group performance of prospective teachers are examined in Table
17, it is determined that as regards to ingroup rapport, majority of the prospective teachers
considered themselves in a very high harmony; as to ingroup creativity, 25 of them defined
their creativity was at a high level; as to ingroup responsibility, 41 of them considered
themselves quite responsible; as to effective use of time, 36 of them considered themselves at
a very high level; and as to ingroup communication, 37 of them stated that their communication
in the group was very high.

4. Conclusion, Discussion and Suggestion

The majority of the participants preferred to work in groups of three people and only in
groups consisted of people of the same gender. However, studies have revealed that mixed-
gender groups perform better (Orlitzky & Benjamin, 2003) and exhibit enhanced collaboration
compared to single-gender groups. Mixed gender groups can create different interactions and
lead to mutual support and compatibility (Takeda & Homberg, 2014). For group work, it may
be suggested to form heterogeneous groups in terms of gender.

Internal reasons such as sincerity, being close friend and getting along well were more
effective determinants in the participants' selection of their groupmates. This result is in line
with other research results (Kalayci, 2008; Mamas, 2018; Williams, Guy, & Shore, 2019). In
this regard, it can be said that leaving the choice of the groups to the preference of prospective
teachers has a positive effect on the group work process.

At the beginning of the group work, the majority of the participants stated that they did
planning regarding time and task division. In contrast to this result, in the study conducted by
Kalayc1 (2008), it was observed that the groups did not prepare a time schedule and did not
immediately divide the tasks with the idea that they would not stick to the schedule.

While dividing tasks in group work, the skills and abilities of the group members and the
equal and fair distribution of responsibilities were taken into account. In the study of Kalayc1
(2008), the abilities of the group members, the desires of the members for the work and the
closeness of the students who would perform the same task were effective in dividing the tasks.
When the results of these studies are evaluated together, it can be said that group members
adopt a task-oriented and equity-based strategy of task division.

The majority of the participants came together two or three days a week for group work. It
is seen that timing is important in group formation and planning, and it is taken into
consideration by prospective teachers in group work. In the study of Kog-Erdamar and Demirel
(2010), it was revealed that the group members had difficulties in finding time to come together
outside the class. Based on these results, it can be said that time management is crucial in group
work and prospective teachers need to work more planned in this regard.

The main problems encountered during group work were decision-making problems,
inability to manage time, disagreements between group members and social loafing. The main
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problems encountered in the previous research carried out on group work were social loafing,
the shy students’ remaining in the background as a result of the fact that the students who were
active affected the others negatively, in-group disputes and not sharing information within the
group (Arslan, Taskin & Kirman-Bilgin, 2015; Bulylikgoze & Demirkasimoglu, 2018; Kog-
Erdamar & Demirel, 2010; Mello, 1993). Failure to solve such problems causes the group to
perform less efficient (Piezon & Ferree, 2008). Although the members of the group considered
the factors such as researching, exchanging ideas, and helping each other in the solution of the
problems encountered, some problems remained unsolved. That the problems encountered in
the group work process are solved by the students enables them to improve their ability to cope
with the problems; however, it is also important that educators should not be out of the process.
So as to reduce the likelihood of problems occurring in group work, it can be recommended
that educators guide the formation of groups and group rules, planning for time and division of
tasks, effective communication, decision making in a democratic way and problem solving,
discussing ideas rather than individuals, and evidence-based reasoning.

Cooperation, emergence of different ideas, saving time, decreased workload, emergence of
creative products, learning from each other, development of group consciousness and increased
interaction were seen as the benefits of group work by participants. The cognitive and affective
positive effects of group work on students are similarly emphasized by many studies (Butt,
2018; Cakmak, 2014; Delice & Tasova, 2011; Diaz-Pareja, et al., 2017; Fung & Howe, 2012;
Kog-Erdamar & Demirel, 2010 Volkov & Volkov 2015; Yanpar-Yelken, 2009; Yasul &
Samanci, 2015). The development of such features / skills is crucial in terms of preparing
prospective teachers for their professional lives.

Social loafing, disagreements, not fulfilling responsibilities, slow downing each other,
disputes among group members, decreased group performance, and the inability of the
members to get the scores they deserve were evaluated as the negative sides of the group work.
Failures experienced in group work are often caused by social loafing behaviors (Takeda &
Homberg, 2014). In the research of McCorkle, Reardon, Alexander, Kling, Harris, and lyer
(1999), more than 65 percent of students stated that they experienced social loafing in their
groups. As the group size increases, individual productivity may decrease and students'
indifference may trigger social loafing (Chidambaram & Tung, 2005). Additionally, the self-
perception and experiences of a group member can cause social loafing behavior and have a
negative effect on the performance of the other group members (Blyikgdze &
Demirkasimoglu, 2018). As the number of people in a group increases, one can think that the
effect of him will not be noticeable and he can make less effort. In the experiment of rope
pulling carried out by Max Ringelmann in 1883, it was observed that the performance of the
group members decreased as the number of people in the group increased. Assuming that the
performance of individuals was 100% when they were alone, their performance decreased to
93% when there were two people, to 85% when there were three people, and to 49% when
there were 8 people. The fact that as the number of people in the group increases, the
performance of group members decreases is called the Ringelmann effect today (Ingham,
Levinger, Graves, & Peckham, 1974). Peer assessment is suggested by studies (Baker, 2008;
Cheng & Warren, 2000) to deal with social loafing behavior in group work and it is shown to
be effective in group work (Brooks & Ammons, 2003; Chapman & van Auken, 2001; Cheng
& Warren , 2000). In addition to this suggestion, it can be offered for the educator to conduct
individual interviews with students for formal evaluation during the group work process.

Most of the participants stated that they would prefer group work in their future studies;
whereas, nearly half of the participants stated that they would prefer studying individually. The
fact that participants have negative group work experience is effective in their preference of
individual studying rather than group work in their future lives (Chapman & van Auken, 2001,
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Kog-Erdamar & Demirel, 2010; OECD, 2017; Piezon & Ferree, 2008). There are also cases
where group work may not be suitable for all students. Personality traits (introversion,
extraversion) and attachment styles play a role in individuals' group work preferences and the
effectiveness of group work (Lavy, 2017; Rom & Mikulincer, 2003). People experiencing
anxious attachment can feel themselves worthless, helpless and vulnerable in group work and
have problems in effectively demonstrating their performance in group work, and even see
group work as a source of stress (Rom & Mikulincer, 2003). Therefore, although students
should be encouraged to participate in group work, it can be suggested that students should not
be forced and group work should not be shown as the only option in education. Sander,
Stevenson, King & Coates (2000) stated that students' expectations and preferences will
provide a basis for evaluating the results of the next lesson or study and that students should
be provided with the opportunity to do so.

After group work, problems occurred in friendship relationships of about one-fifth of the
participants due to group work. In the study of Kog-Erdamar and Demirel (2010), it was stated
that there were conflicts among the group members and that situation caused problems in the
group. Disagreements between group members and problems in friend relations cause their
desire of studying to decrease and this situation reflects unqualifiedly on the resulting products.
When the problems in friendship relations are not resolved, prospective teachers move away
from each other emotionally and feel that they are not understood. According to the result of
the study conducted by Spalding, Ferguson, Garrigan & Stewart (1999), one of the important
problems in group work was the social integrity of the groups; it was emphasized that where
this worked, students developed learning experiences without being deprived of an effective
learning experience. According to the result of the study carried out by
Makewa, Gitonga, Ngussa, Njoroge & Kuboja (2014), many problems occurred because of the
attitudes of the students towards learning and previous experience; it was revealed that students
who were independent and expected to work at their own pace had difficulties in collaborating
with their friends who had different priorities and working habits, and they experienced
disappointment. The necessary sense of group integrity can be gained by successfully
negotiating these conflicts between group members and bringing them under control for further
development. It is important that the individual reaches a point where he experiences himself
as a unique entity within the group, he can contribute to the group without having to be
proponent or opponent and does not feel threatened (Cartney & Rouse, 2006). Preparing the
student for collaboration through the teaching and development of the social and group skills
necessary to work effectively in a group will positively affect group work. Therefore, educators
may be advised to take time to motivate group members to interact with each other during
group work.

While most of the prospective teachers thought that getting the same pass mark with the
group members as a result of the group work was fair, some of them stated that it was not fair.
Parsons & Drew (2006) stated in their study that shifting the balance of power to students in
determining the structure and organization of the groups and controlling the assessment
affected the group performance. In the study of Salomon and Globerson's (1989), it was
revealed that some students who did not contribute to the group in any way received a good
grade because they were found to be successful in the group; and that successful students did
not want to continue their group studies. Similarly, in the study conducted by Kog¢-Erdamar
and Demirel (2010), it was determined that prospective teachers considered getting the same
grade with the group members as one of the important problems of group work; and they were
not satisfied with getting the same score with the whole group. In this regard, it seems very
crucial to make the group members feel better and to appreciate the knowledge and skills they
possess and acquire in the process through different evaluation methods. However, more
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studies can be carried out to understand the impact of ingroup evaluations on group members'
work on individualization and how they can affect the distrust that occurs during the process.

Group work can help students achieve specific learning and social interaction goals in
structured groups when used properly as a teaching strategy. It can also promote social
interaction to facilitate knowledge building (Makewa et al., 2014). Research shows that social
contact among students is important for learning experiences (Longhurst, 1999; Sander,
Stevenson, King & Coates, 2000). When group work is carefully and appropriately designed
and monitored, learning within the group is a valuable experience; and collaboration of students
can increase their achievements more than traditional learning methods (Livingstone & Lynch,
2002; Makewa et al., 2014). Therefore, it is recommended to include group work in different
classes in order for the correct use of group works, which contribute to the development of
solidarity, responsibility, interaction, social skills and the ability to manage the process, by the
prospective teachers who will be the future teachers.
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Abstract

This study aims at analyzing Unlock English Reading, Writing and Critical Thinking Skills
Textbooks (First and Second editions) in terms of the inclusion of the lower and the higher
order thinking skills. The current study is a descriptive content analysis paper that followed a
checklist containing the cognitive levels of Bloom’s Taxonomy as well as a checklist of the
possible verbs by OPAR (2012) that combined the Revised Taxonomy as well. The finding in
this study indicated that majority of the cognitive objectives in the second edition belong to
both LOTS (Comprehension) and HOTS (Analysis and Synthesis) whereas the focus of the
first edition was mainly on Comprehension and Analysis. Some objectives, also, were
paraphrased to reflect the cognitive objectives where they were more related to reading
comprehension sub-skills (skimming, scanning, previewing, etc.). Based on the findings, some
recommendations were listed.

Keywords: higher and lower order thinking, Unlock English textbooks, Bloom’s Taxonomy

1. Introduction

The recent trends in education have been poured on developing the individuals’ potentiality
and skills in different subjects and disciplines. Thinking skills can be considered one of the
demanded skills that are highly required to facilitate learner’s life with the explosion of
information, where their memories are not be able to bear the tremendous amount of knowledge
and digits. Although knowledge tends to be the utmost outcome of education, that supports
students to deal with the changes in the 21st century, there are other cognitive skills and
competences that need to be enhanced in different levels, particularly the higher order thinking
skills.

Nowadays, education is required to move students further than recalling information and
memorization. That is because the information and facts are increasing dramatically, thus
students will not be able to compete in this world if they are not able to understand, analyze,
apply, evaluate and create (Crossland,2015). These different levels of the cognitive skills are
divided into two levels; the lower level thinking skills (LOTS) and the higher order thinking
skills based on Bloom’s Taxonomy (1965), which was named after Benjamin Bloom, who had
suggested the different levels of the cognitive skills as educational objectives in the teaching
learning process.

Based on the different levels of the cognitive skills, the educational reformers are calling
for enhancing the higher order thinking skills. This enhancement is meant for leading students
to be more critical and creative; in a way they can use the content of knowledge in a thorough
comprehension which may assist them to research information, analyze, evaluate and to be
critical and creative in responding to questions and in solving their problems (Rahman &
Manaf, 2017). Therefore, the inclusion of the higher order thinking skills (HOTS) in education
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has become one the reforms steps that has been conducted to develop students critical and
creative thinking (Shaheen,2010). One of the educational instruments and factors that needs to
be adapted and reviewed accordingly is textbooks as they are the vehicle that should reflect the
philosophy of education in different disciplines and subjects, such as English language (Assaly
& Samadi,2015).

English textbooks, for example, which are designed on skills, are considered to be rich
source of materials and content that may reflect the HOTS and LOTS, as they tend to be rich
of the reading passages and writing tasks. Thus, teachers and practitioners need to address the
different cognitive thinking skills particularly the HOTS, since students are in need not just for
recalling information, rather than being able to apply, analyze, synthesize and evaluate
(Case,2013). As long as most English textbooks are published by English native countries, like
Britain, these textbooks could be established based on criteria that may not fit students’ level
who learn English as a foreign language in other countries.

Therefore, conducting a review and analysis of the content of English textbooks and syllabi
may be an essential step that practitioners and teachers should be aware of. It is important to
mention that content analysis is considered to be a research systematic and objective technique
and method that can be used in analyzing the content quantitatively or qualitatively. In this
analysis, the researcher determines the frequency of specific themes, terms, and other
characteristics in order to explain any form of communication messages explicitly or implicitly
(Holsti,1969).

1.1 Statement of the Problem

Actually, Unlock English textbooks by Cambridge University Press are the official
textbooks that are being used at BZU, in Palestine. This series of books have been adopted for
teaching in the academic year 2016/2017. However, this year (2019/2020), Cambridge
University Press has published the second edition of the Unlock English textbooks series with
having some modifications. One of these changes that has been added is the title that it has
become: “Unlock English, Reading, Writing and Critical Thinking”. As long as this series of
English textbooks is developed by English native countries, like Britain, conducting a review
and an analysis of the content of these syllabi may be an essential step in order to evaluate these
new textbooks and to compare them with the previous textbooks in terms of the enhancement
of the critical thinking skills. As an instructor of English language at BZU, the researcher has
conducted this study on one level of these series (Unlock English, Reading, Writing book 3)
(B1) and compared it with the previous edition.

1.2 Purpose of the Study

This study aims at investigating to what extent Unlock English textbooks (reading and
writing) can enhance the higher order thinking skills in the new and old editions, by analyzing
the frequency of the lower and higher thinking learning objectives, based on Bloom’s
Taxonomy division of the cognitive skills.
1.3 Research Questions

This study is conducted to answer the following questions:

1. To what extent does Unlock English textbook enhance the higher and lower order
thinking skills (HOTS and LOTS)?
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2. What are the differences between the first and the second edition of Unlock English
textbooks in terms of the cognitive level of the learning objectives (HOTS and
LOTS)?

1.4 The Significance of the Study

This study is considered to be the first evaluation and review of the second edition of the
Unlock English series by one of the practitioners at Birzeit University (the researcher) who is
working as an instructor of English. This step tends to beneficial for all stakeholders, since this
study may resemble a compass to guide other efforts to evaluate other aspects of this textbook.
This study is also essential for instructors of English since it will be an acknowledgment of the
importance of the different levels of cognitive skills, especially HOTS. Besides, the current
study, in cooperation with other research effort, may provide decision makers at Birzeit
University with data that they may rely on in their future decision.

1.5 Delimitations

The scope of the content analysis of this study will be the intermediate Unlock English
Reading, Writing and Critical Thinking Skills, Book3. This second version was published at
the beginning of the academic year 2019/2020. The analysis will include also the previous
version of the same intermediate English book, which was entitled Unlock English Reading
and Writing Book 3.

1.6 The Definitions of Terminologies

- Blooms’ Taxonomy: Operationally, the bloom’s taxonomy, that this analysis was built
on, refers to merging the cognitive thinking skills that was listed by Bloom (1965) and
the modified taxonomy by Krathwohl (2002), which were summarized in OPAR
(2012). This combination was used as a checklist in this analysis (see Appendix).

- Higher Order Thinking Skills: In this study, the higher order thinking skills that were
adopted, based on Bloom’s taxonomy, are evaluation, analysis, and synthesis.

- Lower Order Thinking Skills: the lower thinking skills were defined in this study as
the knowledge (memorization), comprehension, and application.

- Unlock English Textbooks: This study targets Unlock English Reading, Writing and
Critical Thinking, book 3. This book is classified as an intermediate level, where
students at this level should be having a good base in English language.

2.Literature Review
2.1 Bloom’s Taxonomy

Bloom’s Taxonomy was devised by Benjamin Bloom and group of educators in 1965. This
taxonomy, since after, has been adopted as the backbone of the teaching process; particularly
the learning objectives, the lesson plans and the assessment. In Blooms Taxonomy, the

educational objectives were divided into three main categories; cognitive, affective and
psychomotor skills. As for the cognitive skills, there are six levels of Bloom's Taxonomy which
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are: knowledge, comprehension, application, analysis, synthesis, and evaluation. From the first
level, learners can move to a more high and complex level than the other (Bloom,1965). It is
worth mentioning that this taxonomy has been revised later by Krathwohl (2002), which was
entitle a Taxonomy for Teaching, Learning, and Assessment. In this revised version, the
categories of the cognitive skills have become remembering, understanding, applying,
analyzing, evaluating and creating.

As for the six levels of Bloom’s taxonomy, there are certain characteristics for each level,
Knowledge, for example, is the level of thinking that may elicit gaining and memorizing
information. Comprehension level, however, involves understating the information and
interpret facts. As for the Application level, students are being asked to apply and use the
information they gained. Besides, at the Analysis phase learners are supposed to analyze,
investigate and infer. At Synthesis level, moreover, learners are required to induct theories,
predictions, and evaluation. That is why, learners at this level can come up with conclusions
and become more critical and creative (Bloom,1965). These different levels where divided in
two levels; LOTS and HOTS.

2.2 The Importance of Teaching Higher Order Thinking Skills (HOTYS).

The reform in education involves being updated to the skills that learners are in need to cope
with the demands of the 21st century. These demands include innovation, life and career skills
and technology skills. Importantly, such demands require learners to have an acceptable level
of communication, collaboration critical thinking and creativity besides other skills. Thus,
Rentawati et al (2018) stated that that the 21st-century skills can be divided into two main
categories; abstract and concrete skills. It is worth mentioning that higher order thinking skills
belong to the abstract skills, whereas communication and collaboration are concrete. Moreover,
creative thinking skills and critical thinking skills are tied up with enhancement of the higher-
order thinking skills (HOTS).

It is important to mention that Bloom’s different levels of skills were divided by researchers
into higher (HOTS) and lower thinking skills (LOTS). The commitment towards HOTS came
in line with the development of information and technology, where learners are in need for
different competences to cope with the huge amount of information, such as analysis, synthesis
and evaluation (Halili,2015). Some researchers also believe that HOTS tend to be essential in
developing lifelong learning, that enables learners to respond effectively to the 21st century
demands (Rentawati et al, 2018). Although much of research effort is in favor improving
teaching and learning HOTS, there are challenges that confront this goal starting from the
curriculum, moving to the classroom practices and ending up with assessment (Zohar, 2003).

2.3 HOTS and LOTS in English Textbooks

The textbooks in general are set to be a fundamental part in the teaching and learning
process. Richards (2001), for example, has listed 7 advantages of the English textbooks. These
benefits were summarized as they provide a thorough description of the structure and the
program. They also suggest standardized instruction, as well as they can improve and enhance
the quality of the learning process, with offering learning resources. Moreover, English
textbooks can facilitate second language learning, and they also submit effective language
model and input, and can be considered as initial training for teachers.

Therefore, content analysis of textbooks and curriculum are so vital in order to provide basis
for policy decisions and the implementation. This means that textbooks are an important
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component in any ESL/EFL course, so the careful selection of English textbooks is a key
element in any successful teaching and learning program. In other words, the content of the
textbook should meet the desired skills and expectation that are suitable for the context of
learning. In a sense, the selection of any ESL/EFL textbook should be followed by a review of
the content to analyze the main domains, since they are considered to be a learning teaching
instrument, that support teaching (Gul, Shah &Sultan, 2015).

A number of studies have been conducted to investigate the type and the cognitive level of
the textbooks’ questions in different subjects and different countries around the world using
Bloom’s taxonomy as a guide for categorizing the questions. Razmjoo and Kazempourfard
(2012) have analyzed the activities and the exercises of three units of four books of the
Interchange series using the six levels of Bloom’s Revised Taxonomy. The researchers
employed a coding scheme to code, classify and analyze the exercises and activities of these
books. The findings of this study revealed that the lower order cognitive skills were dominant
in Interchange textbooks, that remembering was the most frequent category followed by
applying in the four books.

In the same context, Shafeei et al (2017) have conducted a study that aimed at investigating
the questions types used by teachers of English. It aimed also at examining the challenges that
are faced by teachers in incorporating HOTS elements in their teaching. The study concluded
that ESL teachers tended to address questions that arouse LOTS compared to HOTS. The
researcher further referred this result to the lack of knowledge regarding HOTS questions, thus
this is reflected by the students' English low proficiency level.

In a study conducted by Nachiappan et al (2018), the researchers aimed at documenting the
application of Higher Order Thinking Skills (HOTS) in teaching and learning through
component in preschool. The study concluded that there are only three levels of Higher Order
thinking skills which are the application, analysis and evaluation in teaching and learning.

3. Methodology and Procedures

The current study is a quantitative and qualitative content analysis research that was
established to answer the research main questions; To what extent does Unlock English
textbook enhance the Higher order thinking skills (LOTS)?; and what are the differences
between the first and the second edition of Unlock English textbooks in terms of the cognitive
level of the learning objectives (HOTS and LOTS)?

3.1 Sampling

This study was established to document the cognitive level of the learning objectives of
Unlock English Reading, Writing and Critical Thinking book 3, (First and Second Edition) by
Cambridge University Press. Choosing this book was purposefully since the majority of
students at BZU are usually supposed to cover this course and pass this level.

3.2 Instrument of the Study
In order to analyze the cognitive level of the learning objectives of the target textbook, the
researcher has used a checklist designed based on Bloom’s Taxonomy (1965) and the Revised

Taxonomy by Krathwohl (2002). The content of the checklist contains all the possible verbs
that may locate under the different levels of the cognitive skills prepared by OPAR (2012) (see
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Appendix 2).
3.2.1 Validity of the Checklist

Bloom’s Taxonomy has been validated in many studies, it was also used to determine the
educational objectives, activities, and assessment. Thus, following the levels and the categories
suggested by Bloom (1965) was validated in several research papers (Assaly & Smadi,2015).
As for the validity of the checklist used in the current study, the checklist has specified all
Bloom’s Taxonomy levels based on words and certain verbs for each level (OPAR,2012).
Thus, the researcher has analyzed the level of each learning objective of the all activities based
on a ready-made checklist that was validated by being exposed to 4 experts who confirmed its
validity.

3.2.2 Reliability of the Checklist

As for the reliability, the instrument or the collecting data checklist was quantitative-based,
which means that it depends on recording the units’ activities and learning objectives in a
quantitative procedure to determine the frequencies of the cognitive level of learning
objectives. In order to confirm the reliable results, the inter-rater reliability was conducted by
asking two raters to analyze four units and compared it with the researchers’ results, to measure
the consistency in the results.

3.3 Data Collection

The researcher analyzed Unlock English Reading, Writing and Critical Thinking, book 3
(Intermediate Level) (First and Second Editions) by dividing each unit into five main parts, the
video, readingl, reading2, critical thinking and writing, then the researcher counted the number
of the learning objectives of each activity that were listed in the margin of each page. After
that, such objectives were coded and categorized according to Bloom’s levels to document the
presence of the thinking skills levels (HOTS and LOTS) in both books.

3.4 Data Analysis

In analyzing the Unlock Reading, Writing and Critical Thinking textbooks (1st and 2nd
Editions), the activities in videos, reading passages, critical thinking and writing tasks sections
were used. The activities and tasks were divided into subskills, which were categorized based
on their cognitive level according to Bloom’s Taxonomy. After that, the frequencies of each
cognitive skill were calculated in the whole book (eight/ten units of each book), to rank them
later into higher order thinking skills (HOTS) and lower order thinking skills (LOTS) to answer
the research main question (Cresswell,2014). Besides, a comparison between the HOTS and
LOTS in the first and second editions was held.

4. Results and Analysis

To answer the main questions, the first and the second editions of Unlock Reading, Writing
and Critical Thinking Skill book 3 were analyzed. This analysis included 10 units in the first
edition and 8 units in the new textbook. The analysis was conducted based on the activities and
the learning objectives of the five main sections: the videos, readingl, reading 2, critical
thinking and writing task. The units in these textbooks can be categorized as shows in table 1
and 2:
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Table 1: The Included Units and the Number of learning objectives in Unlock Reading, Writing and
Critical Thinking Skill book3, Second Edition.

Unit Title Number of cognitive
learning objectives

1 Animals 14

2 Environment 12

3 Transport 13

4 Customs and Traditions 13

5 Health and Fitness 14

6 Discovery and Inventions 12

7 Fashion 13

8 Economics 14

Total 8 units 105

In other words, Unlock English textbook 3, second edition, consists of (8) thematic units,
where it implies (105) learning objectives divided into units, each unit has between 12-14
learning objective. On the other hand, Unlock English textbook 3, first edition consisted of 10
thematic units, which means that two units (3 and 10) were crossed out from the new edition.
The cognitive objectives ranged between 9-11 objective as has been shown in Table 2 below.

Table 2: The Included Units and the Number of learning objectives in Unlock Reading, Writing and
Critical Thinking Skill book3, First Edition.

Unit Title Number of cognitive
learning objectives

1 Animals 10

2 Transport 11

3 History

4 Customs and Traditions 10

5 Environment 10

6 Health and Fitness 11

7 Discovery and Inventions 9

8 Fashion 9

9 Economics 10

10 Brain e
Total 10 units 80

4.1 The Results Related to the First Question
To what extent does Unlock English textbook enhance the Higher order thinking skills

(LOTS)? Upon a close analysis, the analyzed cognitive objectives were divided into units and
sections as displayed in table3.
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Table 3: The level and Frequencies of the Cognitive Learning Objectives in Unlock Textbook,
book 3, Second Edition.

Units

Animals
(Unit 1)

Environment
(Unit 2)

Transport
(Unit 3)

Customs and
Traditions
(Unit 4)

Health and
Fitness
(Unit 5)

Videos

2:
Comprehension
(Predict,
Understanding
main ideas)

2:
Comprehension
(Predict,
Understanding
main ideas)

2:
Comprehension
(Predict,
Understanding
main ideas)

2:
Comprehension
(Predict,
Understanding
main ideas)

2:
Comprehension
(Predict,
Understanding
main ideas)

Reading 1

I:
Comprehension
(Understanding
Vocabulary)

1: Application
(Using your
Knowledge)

1: Analysis
(Working out
meaning from
context)

2:
Comprehension
(Understanding
Vocabulary.
Predict)

1: Analysis
(Identify)

2:
Comprehension
(Understanding
Vocabulary,
predict)

1: Analysis
(making
inferences)

2:
Comprehension
(Understanding
Vocabulary,
predict)

1: Analysis
(making
inferences)

2:
Comprehension
(Understanding
Vocabulary,
predict)

1: Analysis
(making
inferences)

Reading 2

2:
Comprehension
(Understanding
Vocabulary,
predict, )

1: Analysis
(summarize)

2: Synthesis
(making
inferences)

1:
Comprehension
(understanding)
3: Synthesis
(summarize,
making
inferences,
discuss)

2:
Comprehension
(understand,
predict)

2: Analysis

( making
inferences,
discuss)

2:
Comprehension
1: Analysis

1: Synthesis

I:
Comprehension
(understanding)
3:Synthesis
(annotating,
making
inferences,
discuss).

Critical
Thinking

1: Analysis
(analyze)

1: Application
(apply)

1: Analysis
(analyze)

1: Evaluation
(evaluate)

1: Analysis
(analyze)

1: Synthesis
(summarize)
1: Evaluation
(evaluate)

2: Knowledge
(remember)

I:
Comprehension
(understand)

1: Analysis
(analyze)

Writing
Task

l:
Application
(plan)

1: Synthesis
(write)

1:
Application
(plan)

1: Synthesis
(write)

l:
Application
(plan)

1: Synthesis
(write)

1:
Application
(plan)

1: Synthesis
(write)

l:
Application
(plan)

1: Synthesis
(write)

751



Rania

Discovery 2: I: 1: 1: Analysis I:
and Comprehension Comprehension Comprehension (analyze) Application
Inventions (Predict, (Understanding (Understanding (plan)
(Unit 6) Understanding ~ Vocabulary) Vocabulary) 1: Synthesis
main ideas) 1: Synthesis 2: Analysis (write)
(annotating) (summarize,
1: Analysis making
(making inferences)
inferences) 1: Synthesis
(discuss).
Fashion 2: 1: 3: 1:
(Unit 7) Comprehension Comprehension Comprehension comprehension  Application
(Predict, (Understanding  (understanding  (identify) (plan)
Understanding ~ Vocabulary) vocabulary, 1: Evaluation 1: Synthesis
main ideas) 1: Synthesis predict, (evaluate) (write)
(annotating) distinguish)
1: Analysis 1: Synthesis
(making (discuss)
inferences)
Economics 2: 2: 2: : I:
(Unit 8) Comprehension Comprehension comprehension Comprehension Application
(Predict, (Understanding  ((understanding (understanding) (plan)
Understanding ~ Vocabulary, vocabulary, 1: Analysis 1: Synthesis
main ideas) predict) predict) (analyze) (write)
1: analysis (
1: Analysis making
(making inferences)
inferences) 2: Synthesis (
annotating,
discuss).

In Table 4, the number of cognitive objectives in Unlock English textbook, second edition,
were counted and analyzed, then divided between units. It is worth mentioning that these
objectives were also categorized based on Bloom’s Taxonomy using OPAR (2012)
classification of verbs. The Percentages of the cognitive objectives were also listed in table 4
below.

Table 4: The percentages of the Cognitive Level of the Learning Objectives in Unlock
Textbook, book 3.

Cognitive Unit Unit Unit Unit Unit Unit Unit Unit Percentage
Level 1 2 3 4 5 6 7 8 (105)
Knowledge 0 0 0 0 1 0 0 0 1%
Comprehension 5 5 6 6 6 4 7 7 43.8 %
Application 3 1 1 1 1 1 1 1 9.5%
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Analysis 3 2 4 2 2 4 1 3 20 %
Synthesis 3 4 1 3 4 3 3 3 22.8%
Evaluation 0 0 1 1 0 0 1 0 2.8 %
Total 14 12 13 13 13 12 13 14 105

As it shows in Table 4, the percentages of the cognitive objectives division are presented.
This table displays that the majority of the learning objectives belongs to the “Comprehension”
level, where 48.3% of the activities were categorized under “Comprehension” level. However,
almost the quarter of the learning objectives (23 %) are from “Synthesis “ level and almost
same percentage (20%) was for the Analysis level. 10% of the learning objectives were only
for application (writing), and 3 % was for evaluation.

4.2 The Results Related to the Second Question

As for the second question, “What are the differences between the first and the second
edition of Unlock English textbooks in terms of the cognitive level of the learning objectives
(HOTS and LOTS)?”, Table 5 shows the percentages of the cognitive skills in the first edition
in Unlock English textbook 3 were also classified using the same checklist, as shown below.

Table 5: The Percentages of the Cognitive Level of the Learning Objectives in Unlock
Textbook, book 3, First Edition.

Cognitive Unit Unit Unit Uni Uni Uni Uni Uni Uni Unit Percen
Level 1 2 3 t4 t5 t6 t7 t8 t9 10 tage
(105)
Knowledge 0 0 0 0 0 1 0 0 1 %
Comprehension 4 5 4 5 5 5 5 5 452 %
Application 1 2 e 2 2 2 1 1 1 e 14.2%
Analysis 4 3 4 3 4 2 3 4 32%
Synthesis 0 1 e 0 0 0 0 3 0 ee 4.7%
Evaluation 1 0 e 0 0 0 1 0 0 2.3%
Total 10 11 10 10 11 10 12 10 84

Based on Table 5, the results reveal that almost half of the cognitive objectives (45.2%)
belong to the “ Comprehension” level. The third of these analyzed objectives (32%) belong to
the “Analysis” rank. The presentence of the “Application” objectives comes next (14%),
whereas the least of these objectives are categorized under Synthesis (5%) Knowledge, (1%),
and Evaluation (1%).
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5. Discussion

During this investigation, the importance of addressing higher order thinking skills in
teaching English language was demonstrated in literature. This importance was reflected by
the interest in testing and analyzing different contents and textbooks based on Bloom’s
Taxonomy, to evaluate and induct some principles that may help stakeholders and policy
makers in making decisions. Based on the inquiry that was held from the early beginning in
the current study, the two questions that have guided this study need to be discussed.

As for the first question, it addressed the presence, frequencies and percentages of HOTS
and LOTS in Unlock English Textbook3, second edition. The results revealed that half of the
cognitive objectives belong to “Comprehension”, which can be categorized as a lower order
thinking skill. This result is justified since this was explained by Bloom (1965), who insisted
on addressing both LOTS and HOTS, since this is a foreign language, and the content of the
instructional materials should address some basic elements that students need in order to be
scaffold in their language learning process. It is important to mention that almost the second
half of analyzed cognitive objectives was ranked under “Analysis” and “Synthesis” which are
two higher order thinking skills. This may lead to a conclusion that majority of the cognitive
objectives belong to both LOTS (Comprehension) and HOTS (Analysis and Synthesis).

In terms of the second Question, a comparison between the levels of the cognitive objectives
was conducted. It is worth mentioning that the two Unlock English textbooks contain different
numbers of units and different numbers of cognitive objectives. As it has been shown
previously, the second edition contains 8 thematic units, where the first edition contained 10
units. Therefore, in this analysis, the researcher has excluded the two units that were crossed
out from the second edition. In other words, the number of the cognitive objectives in the two
editions varied, that they were 84 objectives in the first edition, but they are 105 in the second
edition.

Related to the similarities and differences between the two textbooks in terms of HOTS and
LOTS, the results revealed that the majority of the cognitive objectives were ranked in
comprehension and analysis only. Whereas, this division was different in the second edition,
that the synthesis level of cognitive objectives has increased, besides the comprehension level
of cognitive objectives has not changed. This result indicates that in the second edition another
higher order thinking skill was enhanced “Synthesis” to form with the “Analysis” level almost
half of these cognitive objectives.

Moreover, in the context of comparing the first and the second edition, the results have
shown that some objectives have been modified to fit the “Critical Thinking” title. In other
words, some objectives were mainly language objectives, such as Previewing, SkKimming and
understanding the main ideas. However, in the second edition, these objectives have been
changed into other forms, such as Predicting the Content Using Visuals. This means that some
objectives were paraphrased to reflect the cognitive objectives, where they were more related
to reading comprehension sub-skills (skimming, scanning, previewing...etc).
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6. Conclusion and Recommendation

This investigation was content analysis research effort that aimed at measuring to what
extent Unlock English textbooks (first and second editions) do enhance higher and lower order
thinking skills. Besides, it aimed at listing the differences between the second and the first
edition of the same textbooks as an ongoing evaluation so as to spot the differences between
the two versions. The checklist, that has been used as an instrument in this process, was built
on Bloom’s taxonomy, in which the frequency of the cognitive learning objectives were
counted, coded and analyzed. Accordingly, some conclusions were listed that the majority of
the cognitive learning objectives, in the Unlock English textbooks second edition, belong to
comprehension, analysis and synthesis. However, the majority of the same objectives in the
first edition were mainly comprehension and analysis. This means that the new version has
been supported with more objectives that enhance synthesis in comparison with the previous
one. In addition to this, other differences were spotted and listed between the two versions, to
lead to some recommendations. Although this paper can conclude that Unlock textbooks do
enhance both HOTS and LOTS, it is recommended to conduct a further research to cover the
whole series of Unlock textbooks for all levels. Moreover, analyzing textbooks are supposed
to be followed with ongoing evaluative studies of the teachers’ and practitioners’ practices in
their teaching in order to measure to what extent these skills are being addressed inside
classrooms.
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Appendices

Appendix A: Bloom’s Taxonomy by OPAR (2012) tables.

Bloom’s Taxonomy 1956

Lower Order
Thinking Skills

Ability to scparate

. material into component
Ability to use leamed parts and show

Higher Order
Thinking Ski

Evaluation

Ability to Judge the
Ability to put together worth of material
the separate idea to against stated criteria
form new whole,

establish Appraise

Ability to grasp material in new 1 hips between

Ability to recall meaning, explain, L parts

previously leamed and restate ideas Apply Analyze
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Abstract

This study aims to investigate the effect of 5E Learning Model-based Essay Writing
course design and implementation on the achievement level of 12th grade high school
students in Essay Writing Course. The teaching and development of writing skills in foreign
language education is very important, but it is a known fact that our foreign language
education presents problems even in the level of middle and higher education in the foreign
language education system. In this respect, the development of writing skills and the
improvement of the lessons are very important. The study is a case study with mixed method
in which both qualitative and quantitative data collection procedures and instruments such as
achievement tests, peer feedback form, students’ progress check form, and teacher
performance observation form are employed together. In the present study, qualitative data,
collected by means of peer evaluation, student progress check and teacher performance
observation, is subjected to descriptive analysis whereas quantitative data, collected by means
of Essay Writing achievement tests which are applied to twenty-two 12th grade students
before and after the instruction and implementation of 5E Learning Model-based Essay
Writing Course as pre- and post-test, is analyzed by paired sample t-test. According to the
results of the analysis, it can be said that the implementation of 5E Learning Model-based
Essay Writing course has a positive effect on the achievement level of students in Essay
Writing Course.

Keywords: writing skill development, design-based research, 5E learning model

1. Introduction

It is an unquestionable fact that learning English as a foreign language is the key to
universal values that must be attained on the way to modernization. Besides, the effective
instruction of knowledge and learner’s own expression of the learned knowledge are the
essentials of learning English as a Foreign Language. Basically, writing ability is defined as
"the ability of a person to express his or her main purpose and thoughts in the second or
foreign language, in the most accurate and most consistent way" (Murcia, 1991: 223). The
ability of written expression is one of the most important components of language learning
throughout the education process of the person as well as the human life (inal, 2006).
However, many researchers in our country and in the world point out that writing skill
acquisition, development and instruction is a problematic and difficult process (Gokalp,
2001). In parallel to this, Deniz (2000) reveals that the problems related to learning and
teaching foreign language skills that should be solved in the primary school period
unfortunately continue during and after the university period.
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The present study is carried out in a special purpose boarding high school which provides
secondary level education in aeronautical field for the students who will continue their
education at university level. The competence of the students, who will become future
aviators, in oral and written expression in both education and professional life after-
graduation has a great significance. In this respect, all the studies that aim to improve the
writing skill of the students in general, to increase the student achievement levels in the
Composition and Essay Writing courses within the foreign language education programs at
high school level, to improve students’ attitudes towards writing courses, and to find out and
to cope with the challenges encountered in writing skill instruction are of great importance.

The main concern of this study is to improve the success of high school students in Essay
Writing course by designing the course based on the constructivist learning model; 5-E
learning model. Therefore, the main research question related to this central concern is “What
is the impact of this designed course?”. Within the scope of this study, first of all, a
comprehensive needs’ analysis iS conducted to determine the characteristics and needs of the
learners and the learning environment, related to the Essay Writing course. Secondly, in
accordance with the findings obtained from the needs analysis, 3-hour Responsive Essay
lesson is redesigned and implemented according to the principles of 5E learning model within
the Essay Writing course, given in the 12th grade, in the second term of 2015-2016 academic
year. Lastly, the design and the implementation of Responsive Essay lesson is evaluated in
various terms such as achievement tests, peer evaluation, student progress check and teacher
performance observation.

1.1. 5E Learning Model

The 5E learning model is one of the frequently mentioned models under the constructivist
approach. This model identifies the processing steps of the course in cycler form for both the
teacher and the student. This model was developed by Rodger Bybee in 1989 (Sar1, 2011).
The SE Model consists of activities that increase the students’ curiosity for further research
on the subject matter, fulfill their expectations about the topic, and involve active use of the
knowledge and skills they possess. In this model, the students are supposed to discover new
concepts and integrate them with their previous knowledge (Ekici, 2007). Educational
activities are organized in such a way that students can create their own knowledge in case of
challenges (Turker, 2009). The 5E model is an assistant and regulatory model for the teacher.
It is a general framework for the teacher. Each E in 5E model symbolizes separate stages in
the model (Kanli, 2007) such as “Engage", "Explore", "Explain", "Elaborate" and “Evaluate”
(Figure 1).

F-.-al.mt! !:ngage

' BECS 5E

Learming Framework

Elaborate Explors

\..o

Figure 1. 5E Learning Framework
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In the "Engage" phase, also the first phase of 5E learning model, the students are provided
with a learning activity. The presented activity which may be a problem, a situation or an
event should raise interest and curiosity. In addition, the activity presented should be relevant
not only to the topics that they are subjected to in the future, but also to their former
knowledge in mind. In the “Engage” phase which aims to grab students’ attention, the
students are helped to relate the subject matter to the phenomena they encountered in real
life, and to present similar examples (Sari, 2009).

In the second phase, named as "Explore", activities are organized in order for the students
to explore concepts related to subject matter. These activities are the same for all students and
designed to reveal students’ knowledge, skills, and possible misconceptions. These steps
should be concrete and practical activities. The teacher should be a mentor who encourages
group work and discussion, advises students, encourages students to work together without
direct instruction, and observes students during their interaction.

In the third phase, "Explain”, concepts, processes and skills are made clear and
understandable. First, a description is expected from the students, then the teacher draws the
attention of the students and presents the concepts in a clear, simple and direct way with
scientific explanations. At this stage, teacher’s role is very important because he or she will
make a direct expression. A variety of materials such as oral presentation, videos, films,
educational software can be preferred.

In the fourth stage, “Deepening” (Elaborate), while the new terms, concepts and skills
acquired by the students are adapted and applied to the new situation, the concepts, processes
and skills, acquired in the previous three steps are generalized, expanded, and elaborated. In
addition, printed materials, electronic databases, and experiments should be used at this stage
so that students can get feedback from each other. The elaboration of information, the
processing of technical information, and the transfer of information to other fields are among
the other important issues for this phase.

In the final stage of the 5E learning model, the "Evaluate" phase, students have the
opportunity to assess what they understand in the previous steps. Students return to the points
they are missing at this stage. In this phase, open-ended questions and performance-based
questions should be preferred rather than conventional multiple-choice questions. In addition,
students should be given time to evaluate their own progress (Sentiirk, 2010). At this stage,
the level of learning must be tested, and the entire teaching process assessed. Measurement
and evaluation is not an independent and extracurricular activity. In addition, not only what
the students do, but also how they do should be measured and evaluated, as well. In the
evaluation of students with different interests, skills, and intelligence types, and learning
styles; besides the classical exam and test types; open-ended questions, observation forms,
interviews, evaluation scales, diaries, portfolios, projects and other tools and methods should
be used (Sar1, 2011).

2. Method

In the scope of the study, case study design was implemented with mixed methods.
Quantitative and qualitative data obtained in order to determine the effectiveness of the 5E
learning model were collected, analyzed, and interpreted together in accordance with the
mixed methodology. Mixed method research is defined as a combination of qualitative and
quantitative research approaches, methods and techniques for solving a problem and provide
more effective suggestions for solving the problem (Johnson and Onwuegbuzie 2004,
Creswell 2006, Baki and Gokgek 2012). One of the researchers also works in this high school
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as an instructor of English, and actively participates in the design, implementation and
evaluation of the course.

2.1. Participants

This study was carried out in a private state boarding school in Bursa. The official name of
the high school is hidden in the study on the grounds of information security in accordance
with the institutional guidelines. It is a state residential high school, providing aeronautical
education at secondary level for students who will go on their education in the same field at
university degree after graduation. In the present study, the process of needs analysis is
carried out with the participation of all 12th graders, including 204 students in total. All the
students who participate in the study are male students at the age of 17. After the need
analysis, the course design, implementation and evaluation processes are carried out merely
on a selected 12th grade class consisting of 21 students.

2.2. Design of the Course based on 5-E Learning Model

In the scope of the study, the design of the course begins with a comprehensive needs
analysis which is performed not only on learners and but also on learning and teaching
environment, as well. The basic aim of the needs analysis is to determine the characteristics
of the learners and the learning environment and the needs of the learners related to Essay
Writing course.

In the state high school, where the study is carried on, 12th graders receive 10-hour
English lessons, including 6-hour skill-based lesson, 3-hour basic English lesson, and 1-hour
native speaker lesson in each week. In 12th grade, the students receive two writing courses
based on writing skill development which are Composition Writing course in the first term,
and Essay Writing course in the second term.

Table 1. Average Amount of Activities during Classes

12th graders
English Lessons

10 class hours/week

Basic English Lesson 3

Reading-Writing 3

Skill-based Lessons

(total 6 hours) Listening-Speaking 3

Native Speaker Lesson 1

Within the Essay Writing course, 3-hour Responsive Essay Writing lesson is redesigned
according to the theoretical principals of 5E learning model. In the course design, by taking
the needs analysis results into consideration, firstly, Essay Writing course objectives are
reviewed and revised. In accordance with the new objectives, 5E learning model phases are
followed in sequence and both the process and the outcomes of the implementation are
evaluated.
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2.2.1. Needs Analysis

Before the design and the implementation of Essay Writing course, a detailed needs
analysis is carried out to investigate the learning and teaching environment, and to determine
the needs of the learners about the course. For needs analysis the instruments used to for data
collection can be listed as Achievement Test, Learning Style Inventory, Interest and
Awareness Questionnaire, Focus Group Interview, and Needs Assessment Questionnaire.
Based on the findings, derived from this need analysis, the objectives, methods, techniques,
materials, achievement tests and other writing skill evaluation tools, employed in the scope of
the writing course are reviewed and revised.

According to the findings obtained from the achievement test, although the students can be
said to be sufficient in the structural analysis of any given passage, they are found to have
some significant deficiencies especially in the organization of essay writing in accordance
with any given topic and thesis statement, and in writing well-structured essays in accordance
with essay writing principles. For this reason, it would be appropriate to put the emphasis
specifically on the activities such as writing thesis statement, brainstorming and arranging
writing draft, which are all related to the stage of planning. In addition to this, after teacher
presentation on the subject matter, it can be beneficial to devote more time for writing
performance; writing in peer and group work, peer and teacher writing evaluation, and
rewriting after writing review in order for the students to achieve writing proper and well-
structured essays.

The findings obtained from the Learning Styles Inventory analysis indicate the fact that
students mostly have “accommodating”" learning style (44%), as well as “converging"
learning style at a remarkable ratio (29.1%). In order to enable learners who learn by
accommodating to learn more meaningfully through active experimentation and concrete
experiences and learners who learn by converging by thinking and doing, it would be
appropriate;

* to encourage students to do research on the essay type which will be the subject matter of
the following lesson and to make analysis on the given sample essay,

« to spare more time for writing skill practice for the students to learn by doing in active
experimentation,

« to conduct more peer evaluation-based activities so that students can learn by observing
others' faults,

» to give group work and project assignments to lead the students learn in groups,
» to assign writing tasks to guide them to do structural analysis of sample essays,

* to give short-term feedbacks on students’ writing performance to have them recognize their
mistakes.

In the light of the findings of the Interest and Awareness Questionnaire analysis, in order
to provide more meaningful and permanent learning for students who feel competent in
writing and find it easy to write an English essay, it would be appropriate;

« to give regular and timely feedback on their mistakes in essay writing,

« to encourage students to revise their writings and correct their mistakes according to teacher
feedback, and to give additional duties and time to write the final drafts,
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* to guide students, work in peer and groups to determine and learn from each other’ s
mistakes

In the light of the findings of the focus group interview conducted with the participation of
five students who have the highest and lowest scores in the achievement test; it can be said to
be more appropriate;

« to make the students analyze sample essays apart from the course book in order not to be
too much bound to the book content,

« to select more interesting and enjoyable sample essays according to students,

« to devote more time to utilize technological aids such as smart board and internet in lesson
presentation and structural analysis of sample essays, and to rearrange the course
accordingly.

In the light of the findings of the Needs Assessment Questionnaire used in the analysis of
the learning and teaching environment, at least half of the students can be said to find all the
main objectives stated in the questionnaire and all the objectives related to Responsive Essay
“very important”" and "important" at a high ratio. In addition to that finding, at least half of
the students consider themselves “very sufficient” and “sufficient”. In this respect, the Essay
Writing course does not have a significant lack in achieving the objectives in terms of
students’ views. In parallel, the Essay Writing course can be said to be sufficient and
effective not only in terms of the determined objectives, but also in the methods and
techniques employed in the scope of the course according to students’ views since they find
the activities, generally or frequently carried out in Essay Writing class “very effective” and
“effective”. According to the findings obtained from the analysis of the Teacher Presentation
part of the Needs Assessment Questionnaire, the issues that should be more emphasized in
the lessons are listed as follows:

« activities based on the analysis of sample essays related to the subject matter in the
classroom environment,

* encouraging students to write essays on their own,

* regular and frequent feedback on students’ writing performance,

« peer and group work to ensure interaction between and among students,

« active participation in the lesson in order to provide teacher and student interaction.

2.2.2. 5E Learning Model-based Design of Essay Writing Course

With the motive of the findings of the need analysis, as the Essay Writing course was
designed with the 5E learning model. First, the general objectives of the Essay Writing
Course and the specific objectives of the Responsive Essay lesson were revised in Table 2.

Table 2. Essay Writing Course Objectives

1. ESSAY WRITING COURSE GENERAL OBJECTIVES

1. | Knowing the basic terms about Essay Writing

2. | Establishing relations between different essay types

3. | Using the learned knowledge in other writing lessons
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4. | Using the learned knowledge outside the school

5. | Applying the principles of Essay Writing in professional business writing

2. OBJECTIVES RELATED TO RESPONSIVE ESSAY

1. | Understanding the purpose of the Responsive Essay

2. | Brainstorming to compose pros and cons about the article read in the lesson

3. | Discussing the ideas about the essay in group work

4 | Outlining the essay draft in accordance with the given thesis statement

5. | Finding a suitable title for the essay

6. | Composing a proper thesis statement appropriate for the type and the purpose of the essay

7. | Organizing the essay in accordance with its type and structure and organization

Writing the introduction, development and conclusion paragraphs according to the writing
draft

9. | Using transitions and conjunctions properly and accurately in writing

10 | Giving proper feedback in peers in terms of Peer Feedback Form

11 | Revising the essay according to peer feedback

12. | Thinking critically to correct mistakes in the essay

13. | Making revision decisions to improve the essay

14. | Writing the final draft in accordance with peer feedback

Recognizing the differences between the first and the final draft in accordance with

15 Progress Check Form

2.2.2.1. Engage

In “Engage” stage, the first stage in the SE Learning Model based lesson, to motivate the
students to reach the objective of "using the learned knowledge outside the school and in
professional business writing", which is found “very important” and “important” by more
than 50% of the students according to the findings of the Needs Assessment Questionnaire,
the teacher reminds her students of the fact that they need and use the knowledge and the
skills they acquire in the scope of this writing course, not only in further writing classes at
university level and in placement or proficiency exams they will undertake after graduation
but also in their professional lives, as well. Later on, the teacher presents a writing activity
that appeals to the students to break the ices. For this purpose, in order to attract students’
attention, she makes an introduction such as “We read many articles in everyday life, don’t
we? Most of these are essays about the subjects we are doing researching on or about current
and popular topics. When we read these essays, we often read not only to understand them
but also to form our personal opinion which may be positive or negative about the views
defended in the essay”. Such an introduction to the lesson can help students remember the
essays they have recently read and the judgments they have developed. At this stage, the
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teacher offers more than one sample of responsive essay apart from the course book, not to
bore students by being too much restricted by the course book and uses smart board and
internet to employ more computer technology in parallel to students’ expectations and needs,
determined by the findings obtained from the focus group interview conducted in the scope
of the learners' needs analysis.

2.2.2.2. Explore

In parallel to the findings of the Learning Styles Inventory, in the second stage, the
“Explore”, the teacher assigns some tasks through which the students with "accommodating"
learning style can learn by searching and discovering and the students with "converging”
learning style can learn by thinking and doing on their own. In other words, the students are
supposed to search for sample responsive essays to present in class and to discuss over with
their classmates. In this stage, the teacher steps back and monitor students discussing over
and analyzing the sample essays that they search and bring to the class on smart board via
internet by providing them timely feedbacks. With this activity, the teacher aims to provide
both "accommodating™ and "converging™ the students with a group work to brainstorm, to
develop positive and negative ideas, to discuss positive and negative judgments about the
article and to prepare a draft of the responsive essay about the article. Furthermore, the
teacher can give her students the chance of learning by self-exploring, researching, thinking
and doing within this activity. Additionally, the students have a more intensive study of the
planning stage of writing which is found out to be a big challenge for the students according
to the results of the achievement test.

2.2.2.3. Explain

The third stage, “Explain", is the only stage in which the teacher is actively involved. She
openly, simply and directly explains the basic concepts of Essay Writing such as “Responsive
Essay", "Making Reference”, "Direct Reference”, "Paraphrase”, "Citation”, and
“Bibliography”. While she is asking questions to students to check their knowledge on
previous essay types, she also describes the structural characteristics and the rules of writing
Responsive Essay, the techniques of quoting from any other essay, the rules of citing and
writing citation in detail by using visual aids such as an outline on the board.

2.2.2.4. Elaborate

In the fourth stage “Elaborate", students have the opportunity to apply and to practice the
structural features and the rules of writing Responsive Essay which are presented and taught
in previous lesson. At this stage, the teacher asks students to write responsive essays on the
articles they choose and encourages them to give their own products. As students create their
own writings, the teacher frequently walks among them to give feedback and to provide
interaction. Students exchange ideas with their classmates and form of introductory,
supporting and concluding paragraphs. Thus, they have the opportunity to practice writing a
well-organized essay in which they are observed to have difficulty in the achievement test,
conducted in the scope of needs analysis. This writing task also enables the students who
have ‘“accommodating” learning style to learn by discovering and the students with
“converging” learning style to learn inductively by forming their writings in gradual steps
and more meaningfully through constant teacher guidance and frequent feedbacks.

2.2.2.5. Evaluate

During the fifth and final stage, “Evaluate", the students work in groups and share their
essays with their friends. For this purpose, they fill in Peer Feedback Forms about their
friends’ writings. Moreover, the students are supposed to do critical thinking, correct their
writing mistakes, and make revision decisions about their own writings. At this stage,
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students can also be provided with a learning activity appropriate for peer and teacher’s
evaluation that they "frequently” claim to be useful, but "rarely” refer to in class, according to
findings from the Interest and Awareness Questionnaire. The bilateral peer feedback activity
carried out during the evaluation stage also allows “converging” students to learn from the
mistakes of their peers in group work. In this stage, after revising their writings according to
their peers’ feedback and writing their final drafts, the students finally complete Student
Progress Check form to reflect their ideas about their own writing progress and the
instruction of the lesson. At the end of the evaluation stage, the teacher collects students’
writings to evaluate them according to the Writing Assessment Rubric and to provide
feedback in the next lesson.

Within the scope of Essay Writing course which consists of 3 lesson hours in 12th
graders’ weekly program, the Responsive Essay lesson is carried out in accordance to 3-hour
lesson plan (Appendix 1).

2.3. Data Collection Instruments

In order to evaluate the design and implementation of Responsive Essay lesson,
achievement tests, peer evaluation, teacher’s evaluation, students’ progress check, and
teacher performance observation are carried out in the scope of Essay Writing course.

» Achievement Tests: 12th classes undertake the first and the second Essay Writing exams
before and after the implementation of 5E Model-based Responsive Essay lesson as the pre-
and post-tests. The first part of the exams consists of the questions related to the given topic
such as brainstorming, outlining and writing the thesis statement whereas the students are
expected to write a responsive essay in response to a given article in the second part. The
achievement levels of the students in the first and the second Essay Writing exams as pre-
and post-tests are compared, and the effect of the 5E learning model implementation on the
students’ writing performance and the success of Essay Writing course is investigated.
(Appendix 1)

* Peer Feedback Form: Students read their peers’ writings critically and reflect their ideas on
each other’s writing performance on Peer Feedback forms. The students also review their
writings according to the feedback, they receive from their peers and revise and rewrite
their essays in the final stage of the 5E learning model implementation. (Appendix 2)

 Teacher’s Evaluation: The teacher evaluates the students’ Responsive Essays in student
portfolios and provides feedback in accordance with the Essay Writing Rubric. (Appendix
3)

* Progress Check: At the end of the course, the students fill out the progress check form and
reflect their opinions about their own progress in writing and the instruction of the lesson.
(Appendix 4)

» Teacher Performance Observation: The researcher observes her colleague’s teaching
performance during Responsive Essay lesson and completes the Teacher Performance
Observation Form to convey her opinions about her performance in teaching Responsive
Essay lesson and implementing 5E learning model. (Appendix 5)

Peer Feedback Form for peer evaluation, Essay Writing Rubric used by teacher to evaluate
students’ writings and Teacher Performance Observation Form, filled out by the researcher
according to her observations on the teacher’s performance during Responsive Essay
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instruction are the data collection tools used to collect data in the scope of process evaluation
(formative evaluation). For peer evaluation, students share their responsive essays with their
class mates in peer-work groups. In addition, students fill out Peer Feedback Forms to
evaluate their peers' writings and give feedback on their performances. In parallel, one of the
researchers in the study who actively contributes to the design, implementation, and the
evaluation of the course also monitors students’ progress in writing by giving them timely
feedback about their performance while they are doing writing practice according to the essay
writing rules they learn.

In terms of summative evaluation, the tools used for data collection can be listed as
teacher’s evaluation of students’ final drafts of writing, the 2nd Essay Writing exam used as
the post-test, and students’ progress check at the end of the lesson. After Responsive Essay
lesson, the teacher evaluates students’ responsive essays included in students’ portfolios in
accordance with the criteria stated in Essay Writing Rubric. In this way, the teacher can also
evaluate the outputs of 5E learning model implementation. In addition to this, in order to
determine the effect of 5E Learning Model implementation in Essay Writing Course on
students’ writing performance and achievement level, a comparative analysis is done in
between the 1st writing exam as pre-test and the 2nd writing exam as post-test. Furthermore,
for the purpose of the summative evaluation, the students additionally fill out the Progress
Check Form in which they put forward their own progress and their personal opinions on the
instruction of writing lesson.

2.4. Data Analysis

In order to evaluate the 5E learning model implementation, 2nd Essay Writing exam,
applied to the 12th graders as post-test is analyzed in SPSS in terms of students’ average
scores from each part of the exam, students’ achievement levels and exam’s coefficient of
difficulty. In addition to this, paired sample t test is applied to the 1st and 2nd Essay Writing
exams as pre- and post-tests to compare the achievement levels of students before and after
5E Learning Model implementation and to determine the effect of 5E Learning Model
implementation on students’ achievement levels and essay writing performance. Apart from
this, other qualitative data collection tools (peer and teacher’s evaluation, students’ progress
check forms, and teacher performance evaluation) used to evaluate Responsive Essay lesson
are all subjected to content analysis.

3. Findings and Discussion

In order to investigate the effect of the 5E Learning Model implementation on the
achievement level of the students' in Essay Writing course, a 3-session 5E Learning Model-
based Responsive Essay Writing lesson, which is 120 minutes long is conducted in 2nd
section of 12th grade. Before and after the implementation, students undertake 1st and 2nd
Essay Writing course exams as pre-test and post-test which are subjected to a comparative
analysis via paired sample t-test as shown in Table 3:

Table 3. Paired Sample T-Test Results related to the Comparison between 1st and 2nd
Essay Writing Exam Scores (Pre- and Post-tests)

Tests N X sd Xi- Xz df t p Slgmfcanc
pre-test 23 68,42 18,57
-5,250 22 -3,928 0,0007 *

post-test 23 73,68 14,30

« p<0.05
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As it can be seen in Table 3, according to the results of paired sample t-test conducted
in between the pre-test and post-test, the pre-test score on writing achievement is X1= 68,42
whereas the post-test score is X2= 73,68. The difference in between pre- and post-test scores
X1- X2=-5,250 is found significant at a confidence level of «=0.05 [t (22) =-5,250; p<0.05].
This result, showing an increase in the writing scores of experimental group students can
prove that the treatment, the Essay Writing Course based on 5E Learning Model
implementation which is carried out in between pre- and post-tests leads to a significantly
positive effect on writing skill development and achievement levels of the students.
Moreover, in the Essay Writing exam applied as a post-test, the students are observed to have
a significant improvement in the parts; brainstorming, writing drafts, and writing the thesis in
the given topic when compared to their performance in the pre-test. In parallel, in the second
part of the achievement test, in which they are supposed to write a responsive essay in
response to a given article, the students can be said to write more precise and regular essays,
and also make more appropriate and precise references to the given article in their essays.

According to peer feedback forms, most of the students can be said to consider that their
peers are able to do more effective brainstorming and eventually write more impressive
introductions for their essays after the implementation of the course design. They also report
about their peers’ writings that the planning part is well organized, and the content is
composed of rich expressions, taken by real life situations. In addition, the students
emphasize that they can also expand their own knowledge on the content matters as their
peers express their thoughts and knowledge very well in their essays. On the other hand, they
also criticize some of their peers and claim that they need to improve the content of their
writings.

At the end of the course, the students also fill out the student progress forms and convey
their opinions on their progress in essay writing and on the instruction of course. In progress
check form, the students are required to write their opinions on their writing progress in four
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basic parts such as “Things I do well in writing responsive essay”, “Things I need to improve
in my further writing”, “Ways to improve my writing”, and “Things my teacher has better do
to help me improve my writing”. In the first part of the form, “Things I do well in responsive
essay writing", students generally state that they can write better organized essays including
introductory, development and concluding paragraphs within a detailed content. Additionally,
they claim that they are more interested in writing essays and better at expressing their ideas.
In addition to these, they think that they accomplish the brainstorming, outlining and
planning parts of essay writing effectively. They also state that they determine the problem
more easily during the planning part of essay writing. In particular, they point out that their
texts are integral and that each part of the text is related to the other parts. In the second part,
“Things I need to improve in my further writing", they state that they should be a bit more
careful in writing the thesis statement. On the other hand, they emphasize the necessity of
using transitional phrases more properly and frequently in further writing activity. Moreover,
they emphasize the need to use richer expressions in content. In “Ways to improve my
writing"” part, they report that the receiving timely feedback from their teacher and peers is
the most efficient way to improve their writing. In addition, they say that they develop their
writing skill not only by writing practice, but also by reading books, as well. Furthermore,
they point out the importance of teacher's teaching style, the effectiveness of the material
used, the clues learned in lessons, and more writing practice in improving writing skill. In
parallel, the students share the idea that planning has a crucial importance in Essay Writing
class. They also think that it is easier and more impressive to write essays after a careful and
rational planning. Additionally, they state that the technique employed by the teacher in the
course has a great effect on their writing skill development. Related to the final part, “The
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things my teacher has better do to help me improve my writing”, they state that their teacher
has better spare more time for the structural analysis of sample essays, and also use more
varied and more interesting sample articles. It is also reported that she has better put the
emphasis on writing thesis statement and assign more writing tasks to the students as they
think they need more writing practice. On the other hand, they state that their teacher should
give more frequent feedback on their essays.

In order to evaluate the writing performance of the students, the teacher collects the
responsive essays, written and evaluated by the students at the end of the course. She
evaluates the writings according to the criteria, stated in the Writing Assessment Rubric, in
terms of form, content and organization. According to her evaluation, although the students
can make references from the article, and write its citation accurately in form, they still have
some difficulties in making meaningful references in accordance with the opinions, they
defend in their essays. The students can also be said to be able to organize better
introductions, developments, conclusions and use more appropriate and frequent transitions
in their essays when compared to their performance in previous essay types.

The researcher completes the teacher performance observation form used in the institution
to evaluate the performance of the Essay Writing course teacher who applies the 5E learning
model. In this part, the teacher is evaluated according to an evaluation form consisting of 20
factors in total. To begin with, the teacher presents a reassuring, willing and vigorous
appearance. Besides, she achieves to grab her students’ attention with a good ice breaker, and
effectively addresses the name and purpose of the subject matter. The preparation and the use
of teaching tools, educational equipment, and other instructional technologies are
satisfactorily evident. In addition, the lesson is properly designed in accordance with the
instructional steps of 5E learning model which are all mentioned in detail in the course plan.
The teacher's constant eye contact with her students, the effective use of voice and body
language, accuracy in pronunciation, and in the knowledge of subject matter, and fluency in
presentation are evident all throughout the lesson. The teacher can also provide satisfying
answers to the students' questions and gives them clear and on time feedbacks. In particular,
the teacher effectively employs 5E learning model in teaching essay writing in accordance
with the timing and sequence of the lesson plan.

4. Results and Recommendations

In this research, it is aimed to increase the achievement level of 12th graders in Essay
Writing course through 5E teaching model-based course design and implementation. Despite
the fact that 5E Learning Model theoretically lacks a needs analysis part, a comprehensive
needs analysis is done in the beginning of the present study in order for a better and a more
effective course design and instruction. According to the results of this needs analysis, a
design-based research is carried out in order to increase the achievement levels of the 12th
grade students in essay writing. The objectives, the design, including methods, techniques,
and materials, and the implementation and evaluation of the course are all re-determined in
accordance with the qualitative and quantitative data, collected in the needs analysis section
of the research. In the design section of the study, the course is redesigned on the basis of the
instructional steps and principles of 5E learning model according to the results, driven from
the needs analysis. The implementation of the redesigned course, consisting of 3 lesson hours
lasts 120 minutes in total. The evaluation of the design is done via achievement tests, peer
evaluation, students’ progress check, teacher’s evaluation of students’ writings, and teacher
performance observation. Through this detailed evaluation of the course design, the
contribution of the 5E Learning Model-based Essay Writing Course implementation and
instruction to 12th graders’ achievement levels in Essay Writing lesson is determined.
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When the results of the Essay Writing achievement tests applied before and after the 5E
Learning Model implementation are taken into consideration, there can be said to be a
significant increase in student achievement level in Essay Writing course. Likewise,
according to the results, obtained from the descriptive analysis of the students’ peer
feedbacks in which the students evaluate their peers’ writing performance and their own
progress in writing, 5E Learning Model implementation can be said to contribute to the
writing skill development of the students.

Determining the learning environment and student characteristics with the needs analysis,
knowing the individual learning styles, and the needs, opinions and expectations of the
students about the lesson and instruction, determining the students’ weaknesses and the
aspects of the lesson that should be more emphasized, identifying the needs, and realizing the
new course design and implementation are all proven to contribute to this significant
development in Essay Writing performance.

In this regard, in the light of the findings obtained from all the data collected and analyzed
within the scope of the study, some factors can be put forward to be reasons for students’
improvement in writing, especially in brainstorming, writing the first and final drafts, writing
thesis statement, making accurate references, and writing citation related to the 5E Learning
Model-based design and implementation of Essay Writing course. Teacher’s presenting more
responsive essay samples apart from the course book in the “Engage" part of the lesson, using
smart board more effectively in the “Explore"” part of the lesson, giving the students
especially the ones with “accommodating” learning style the chance to explore features of
responsive essay type on their own in “Explore” part of the lesson before teacher
presentation, giving more time to students for planning and writing responsive essay in
"Elaborate" part, and providing the students especially the “converging” type of learners with
short-term teacher feedback can be stated as the main reasons for students’ improvement
which are based on teacher. In addition, the students’ learning more permanently and
meaningfully from their peers’ mistakes and corrections in “Elaborate” part via peer feedback
and constant interaction, reviewing and revising the first drafts in class, and timely and well-
planned peer evaluation in “Evaluation" part of the lesson can be stated to be the reasons
initiating from the students themselves for their improvement in essay writing.

Basically, in this study, the Essay Writing course is redesigned after identifying the
expectations about the course through needs, learners, and learning environment analysis.
Within this design, based on 5E Learning Model, it is concluded that students will transfer
the knowledge and competences they acquire in English Essay Writing course to real life and
their professions. For this reason, in order to increase the interest and the success of students
in writing classes, to improve students' writing skill, and to make writing lessons more useful
and productive, some suggestions can be made. Firstly, before the design and implementation
of any writing course, a needs analysis should be carried out for learners’ and learning
environment analysis, and the findings should be taken into account during the course design,
implementation and evaluation. Moreover, learners' individual learning styles should be
identified via varied data collection instruments and appropriate methods, techniques, and
activities, appealing to different learners should be employed in lessons. In addition to this,
the students’ views on their own performance and the instruction should be taken into
consideration before and after the implementation, and the course design and implementation
should be reshaped in accordance with students’ expectations. Students should also be
encouraged to write on their own as the practice of each essay type, learned in lesson. In
parallel, peer and teacher feedback and evaluation should be given an important place in
every writing lesson, and different feedback and evaluation forms should be developed.
Furthermore, students should be provided with as many writing examples as possible from
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different sources besides the basic course book in the writing lesson. Additionally, teacher
presentation should be limited as much as possible, so writing lesson should mainly be
focused on student performance, feedback and evaluation. Lastly, instructional technologies,
such as smart board and internet should be used as frequently as possible in order to be
compatible with the ever-evolving technology so that the constant interest of young learners
can be provided.
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Appendix 1- Responsive Essay Lesson Plan

Course Title:

Essay Writing

Grade:

12th Grade-2nd Section

Name/Number of the Unit:

Responsive Essay / Unit 5

Subject:

How to Write a Responsive Essay

Suggested time:

120 minutes

PART 2

Learning Outcomes:

1. Understanding the purpose of writing Responsive Essay

2. Brainstorming to create positive and negative ideas about
the article, read.

3. Discussing the ideas about the essay in group work

4. Outlining the essay draft according to the thesis statement
5. Giving an appropriate title to the essay

6. Composing thesis statement suitable for the essay and its
purpose

7. Organizing the essay in accordance with its type, purpose
and structure

8. Writing the introduction, development and conclusion
paragraphs in accordance with the writing draft

9. Using transitions and conjunctions properly and accurately
while writing

10. Giving proper feedback in peers in terms of Peer
Feedback Form

11. Revising the essay according to peer feedback

12. Thinking critically to correct mistakes in the essay

13. Making revision decisions to improve the essay

14. Writing the final draft in accordance with peer feedback
15. Recognizing the differences between the first and the final
draft in accordance with the Progress Check Form

Basic Concepts:

Responsive Essay, Reference, Direct Reference, Paraphrase,
Citation, Bibliography

Teaching Methods and
Techniques:

Presentation, invention, question-answer, group work

776



International Online Journal of Education and Teaching (IOJET) 2020, 7(3), 760-783

Materials, Smart Board,

Tools and the articles compiled from the sites:
Sources: www.nytimes.com
www.educationnext.org

WWW.newscience.com

Writers at Work-The Essay

21st Century Reading-Reading Passages
Peer Feedback Form

Progress Check

PART 3

Engage: 1. The teacher motivates the students by reminding them of
that they would need and use the knowledge and the skills,
they acquire in this course, in placement and proficiency
exams after graduation, in writing courses at university level,
and in professional writings in business life.

2. The teacher gets the students’ attention: "We read many
articles in our everyday life, don’t we? Most of these are
articles about the subject we are researching or about current
and popular topics. When we read these articles, we often
read not only for the meaning but also the positive or negative
reading of the views defended in the article to create our own
ideas”.

3. The teachers provides more than one articles and samples
of Responsive Essay using technological aids such as smart
board. (Activity 1 Article / Sample Responsive Essay) -10°

Explore: The teacher steps back and observe the students discussing
over and analyzing different articles, they bring to class, on
the smart board by providing timely feedback. By means of
this guided discussion, students perform a group activity in
which they can brainstorm and develop positive and negative
views about the articles, to analyze the structure of the sample
essays, to write the first draft, and to find an appropriate topic
for it. (Activity 2 Brainstorming-Outlining) -15"

Explain: Teacher presents the basic concepts such as "Responsive
Essay", "Making Reference", "Direct Reference",
"Paraphrase", "Citation", and “Bibliography”. Furthermore,
she not only describes the structural features of Responsive
Essay on a sample outline on board, but also explains the
techniques of making references, the proper formats of
making citations, and the rules of writing bibliography in
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APA or MLA styles, as well. -15°

Elaborate: Students are encouraged to write the first draft of responsive
essay in order to reinforce and improve their knowledge and
skills in writing. (Activity 3 Writing Responsive Essay)-30’

Evaluate: In order to review what they’ve learned throughout the
lesson, the students:

s read their peers’ writing drafts critically, -10°

s reflect their thoughts on their peers’ writing by filling out
the Peer Feedback Form, (Peer Feedback) -15’

s revise their own writings in accordance with their peers’
feedback, (Revision Decisions) -15’

« evaluate their own writing progress and the instruction of the
lesson by filling out the Progress Check Form. (Progress
Check) -10’
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Appendix 2 - Peer Evaluation Sheet
v

*
PEER FEEDBACK FORM

Writer's name: Date:

Reviewer's name:

1 Underline the thesis statement twice.

2 Answer these questions about the introduction. Mark each box |/| or

T Does the introduction have an interesting hook?

1 Does the introduction include background information?

| Does the thesis statement tell you the topic and the writer’s opinion?
1 Is there a sentence that shows the scope of the essay?

3 Underline the topic sentence of each body paragraph.

4 How many quotes did the writer use!
How many times did the writer paraphrase information?
Are citations included in parentheses?

5 How was the balance between the information from the anicle and the
writer's own opinions? Mark each box [/] or
"1 too lite information from the article
| just enough information from the article
1 too much information from the article
"1 too few of the writer's own opinions
"1 just enough of the writer’s own opinions
[ too many of the writer's own opinions

6 What do you think was the writer's strongest argument? What was the writer's
best support for that argument?

7 Draw a star (%) in the margin by your favorite sentences. Write a question
mark (2) in the margin next to any sentences you didn’t understand.

8 Any other comments:
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Appendix 3 - Essay Writing Rubric

Fxcelbomt Good Vair Poor
Intnaductum refoes Irereduction refoes Istreadasction makcs | ntreduction makes linke |
Introduction specifically so the specifically 1o the some reference 1o the refesence to the workis),
work (s ), sddrosses the warkis), sidrewmes the | wark(s), iticmpts o | poody shdieses the
togee: dizoctly, und has & 1opac, md hes & Cloar nddsoss the topes, and topae, e buts an uncloar
Choar thesis statement. thesis stateroent. b u Garly Chear thesis | thesis statement.
staterment.
Hody parsgraphs contiln | Hody passprapls have | Body paragraphs suppon | Body panageapis oo sot
Bady Puragraphs Cloar tophs semtonces, LOPR semieIxes., the thosis. attempe o | sulliciontly suppoet the
suppont the thewin, aod ane | sopport the thesis, and | aldsow the topic, and | thosis an] see not
escepionally well. are felaly rganized ase fairly organized. | organised.
organiced. v 2 L OV s 45 | A8 o
Fxamnplos are specific, Faaerples are specific, | Examples and | Fxamplos spdd
FEammples suflicicen, wed significent; | sofficiens, ssd caplanation wec (air | explasstion sk uscloar
they nre chearty explained | neasonahly well. and'or insufficiens: they | and ssulTiclents they
and connectad directly 3o | explined; they suppor | provide some sippor o | provide Hirke sspport 5o
thethesls, thetbeals,  thethess (thetha
Coachasion clearly Conclusion sums up Conclunion does st | Coaclusson sums up the
Conchaslon restates the thesin, the thesis und fally swm o or reinforce | thosis poorty with lietke
feimlonces the muor reimfooces i well the thesis. reindoecement
podets and makes a
beoader statomen ahost
| the topie. . B i . -
Spelling, grasumar, and Spclling. grammar, and | Spelling, gramenar, aed | Spellang, gramesus, sl
Conventions pusciuation wre vurate | penctustion are mestly | punctustion ure felr with | panctustion ane poor
and ncarly perfect. aoounste with foew Sne Oy hous SrToes. | with freguent crroes.
(Spelling, Grammar emors.
~amd Punctustion) )
Lasgaage is procive and Langiage is well- Language is far somne | Language is poor, little
Word Chalee welhohomen: semences ane | (s, enlemics we SEIREROS Variety . | seicnce variety,
£ s variod. varwd.
Audience and purpose are | Audience und parpese | Andience and purpose ’Am-lm
Audience and Purpose Cleurly evident. ure oviclemt, arv disgermible,

| are pot apypareed,
|
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Appendix 4 - Student Observation Form

PROGRESS CHECK

Date:

Essay Title:

Things | did well in this essay:

Thing I need to work on in my next essay:

How did you improve your writing in this essay?

Things your teacher needs to do to contribute your understanding of Essay Writing lesson and
your writing improvement:
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Activity 1. Article / Sample Responsive Essay

] Article 1

The following article on the vulnerability of citizens’ personal information is adapted
from an article that first appeared in Forbes magazine on Novermber 29, 1999. It

was accessed at <http://members.forbes.com/forbes/ 1999/1129/6413182a.html> on
February 25, 2007.

The End of Privacy
Adam L. Penenberg

Thephonerangandamngersangaxmeomerendoitheﬂne: “Happy
Birthday to you.” That was spooky* - the next day | would turn 37. “Your
full name is Adam Landis Penenberg,” the caller continued. “Landis?" My
mother's maiden name*. Then Daniel Cohn, Web detective, told me the rest
ofmy'baseidenﬁﬁers'-mybinhdate.addmssinNewYak.SocHSeanny
number*. Just two days earlier | had issued Cohn a challenge: Starting with
my byline*, find as much information about me as you can. “That didn't take
long," | said.

“It took about five minutes,” Cohn said. “I'll have the rest within a week."
And the line went dead.

In all of six days, Dan Cohn and his Web detective agency, Docusearch.
com, shattered* every notion | had about privacy in this country. Using only
akeyboardmdthephona,hewasablewmoovettrmmemomoetaﬂsof
myllfe-whomlealllateatnight;hownmd\mneylhavelnthebank:my
salary and rent. He even got my unlisted phone numbers*, both of them,

For decades, information like this was kept in large mainframe computers
thatwedifﬂountoacoess.ﬂ\enwvetodesktopPCsandlocalsemrs
in the 1990s distributed these data far and wide. Computers now hold half
a billion bank accounts, half a billion credit card accounts, hundreds of
millions of mortgages and retirement funds and medical claims, and more.
The Web links it all together.

Ase-oommefcegrows.marketersmdbwybodies' can access more
consumer data than ever before. It's far worse than you think. Advances in
seerchteehdmesmdmeriseofmasswedambasesleaveyouwlnerabb.'
ThespreadoftheWebismeﬁnaistep.nwlllmakemostoﬂhesecretsyou
have more instantly available than ever before, ready 10 reveal* themselves
in a few taps on the keyboard.

You may well ask: What's the big deal? We consumers are as much to
blame as marketers for all these loose data. We have willingly given up
someprivacylnexdwangotorcomenienoo;nlswhyweuseacreditwdto
shop.eventhwghﬂmeanswereoeivemomiurkmail.wmshouldwecare
it our personal information isn't so personal anymore?

continued
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Activity 2: Brainstorming / Outlining

Activity 3: Writing Responsive Essay
TITLE

INTRODUCTION: Hook

Thesis Statement

DEVELOPMENT: Topic Sentence |

Topic Sentence Il

CONCLUSION: Tie back to thesis

Closing Thought
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Abstract

Although numerous studies have investigated how technology affects academic
achievement, very few have focused on the purpose of the use of technology in mathematics
education. This current study examines how student teachers (STs) benefit from GeoGebra as
one of the Dynamic Geometry Software (DGS) while solving continuity problems. In order
to have deeper insights and a better understanding of the intended purposes, a case study
research design was adopted for this study. Participants in the study were seven mathematics
STs. Six open-ended problems were used to collect data. Three themes were found to be
relevant for understanding how STs use DGS in a problem solving process: visualize, verify,
and calculate. The paper also shows the potential misconceptions of the STs.

Keywords: Dynamic Geometry Software, GeoGebra, problem solving, aim of use,
continuity

1. Introduction

In today's warp-speed world, the amount of information is rapidly increasing day by day.
In the direction of this change, curricula are constantly revising. In new curricula and
education policies, it is recommended to integrate the technology into real classrooms and
teacher education institutions. On the other hand, integration of technology into mathematics
classes is a key role in the success of education programs (Baki, 2002; Lee & Hollebrands,
2008). The idea of technology can transform students’ classrooms into mathematical labs
where they can discover mathematical relations and make assumptions, generalizations, and
experimental corrections lies behind the integration of technology into mathematics classes.
According to the National Council of Teachers of Mathematics [NCTM] (2000) standards,
students can develop deeper understanding of mathematics in a technology-enriched
classroom environment.

Similarly, various mathematics education researchers have pointed out that technology-
enriched learning environments have positive effects on students' mathematical abilities (e.g.,
Choi, 2010; Tall, 2002; Wenglinsky, 2000). Especially the developments and changes
experienced in the field of information technologies for the last two decades have brought
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important opportunities for this learning culture. The emergence of DGS in mathematics
education can be considered as one of the milestones. Research has shown that DGS plays an
important role in problem solving, logical assumption-making, and improving generalization
skills (Baki, 2006; Camargo, Samper, & Perry, 2007; Healy & Hoyles, & Laborde, 2001,
Mariotti, 2000; Marrades & Guitierrez, 2000). DGS contributes to the problem-solving
strategies by making geometric measurements, establishing dynamic constructions,
examining different situations with the dragging option, and reaching generalities (Fey,
Hollenbeck, & Wray, 2010; Olive et al., 2010). For this reason, the integration of DGS into
classes helps students in the discovery of relationships among mathematical concepts and
solving mathematical problems. Some researchers highlighted that, besides the development
of these skills, DGS can make important contributions to students' transition from
experimental evidences to formal proofs (Camargo, Samper, & Perry, 2007; Marrades &
Gutiérrez, 2000). Hoyles and Jones (1998) have examined the influence of the Cabri
Geometry software on the proof skills of students who were using DGS. As a result of the
study, it has been determined that students can draw conclusions about the characteristics of
geometric shapes after they have drawn the required geometrical figures, and made
connections among them. In addition, students were able to explain the accuracy of these
relationships with the help of the DGS. In similar studies, the potential of DGS has been
revealed by how it increases proof ability through the opportunity to test and validate
students’ ideas by giving immediate feedback (Camargo et al., 2007; Mariotti, 2000;
Marrades & Guitierrez, 2000).

Hohenwarter and Fuchs (2004), encoders of GeoGebra software, indicated that the DGS
presents opportunities to the students, such as in establishing assumptions, making
calculations, testing hypotheses, and making generalizations, or of using it as an instructional
tool by allowing them to experience the abstraction process. Gliven (2006) stated that the
function of DGS 1is not only to justify a mathematical situation’s relevance, but also to
establish a bridge between the trial and error strategy and finding formal proofs. Similarly,
Baki (2006) emphasized that the DGS makes a contribution to students’ understanding of a
particular situation and discovery of different features, and through giving opposite examples
and ideas of how to prove by using its features such as dragging, creating tables, and
providing feedback. Considering all of these claims, we can conclude that the DGS is a tool
which contributes to understanding mathematical ideas, making a plan and implementing it,
creating solutions and reaching generalization as well as providing problem solving.

1.1. Technology and Problem Solving

Technology in general, and the DGS in particular, affect students’ problem solving
process and directs them to use different problem solving strategies (Healy et al., 2001). This
can be explained in the context of Schoenfeld's factors affecting problem solving as follow.
Schoenfeld (1992) identified the factors that affect problem-solving skills in four
components: resources, heuristics, control, and belief systems. Resources are the
mathematical knowledge that the individual has (phenomena, data, facts and definitions).
Heuristics are the strategies that an individual uses to solve the problem, such as examining
special cases. Control is the process of deciding whether or not these solutions are correct
when obtaining intermediate solutions while solving problems. Belief system is the attitudes
and beliefs that the individual has toward a given problem. Although each of these steps, as
described by Schoenfeld (1992), has a separate design, the heuristics step is becoming more
prominent in the problem solving process. This stage offers students the opportunity to apply
different problem solving strategies by enriching the learning environment via DGS features
such as calculation, processing, guessing, and graphic drawing.
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Although Schoenfeld (1992) expressed these four components when the use of technology
in education was not as widespread as it is today, it can be said that the heuristics have
developed and changed by means of the use of technology in the problem solving process.
Particularly the use of visual and experimental approaches in problem solving can be seen as
an opportunity based on mathematical discussions. Technological tools also help students to
observe, manipulate, predict, test and explain an observed expression, and measure geometric
shapes. It also provides opportunities such as experimenting, observing mathematical
relationships, controlling predictions, proving, correlating the results of paper-pencil-solved
problems, visualizing, providing effective feedback, and makes learners feel the need to
prove mathematical inferences. In this context, DGS has a considerable prominence in
developing students' problem-solving strategies in teaching mathematics and geometry
(Barrera-Mora & Reyes-Rodriguez, 2013; Kuzle, 2012).

1.2. Continuity

The axiomatic structure of mathematics suggests that continuity is an important concept
for topology that forms a large part of advanced mathematics, and helps us to understand the
basics of mathematics, such as derivative and integration (Cornu, 1991). In addition to formal
descriptions of this concept, there are concept images (Cekmez, 2013) that are originated
informally within individuals’ minds. These mental elements will not necessarily be in
harmony with the nature of the concept (Tall & Vinner, 1981), since the degree of
harmonisation will vary with time, with various variables such as experience, observations,
and classroom practices (Rosken & Rolka, 2007). That is, the concept images possessed may
be inconsistent with the concept itself (see Table 1). Informal descriptions which are far from
the formal definition can provide the basis for misconceptions (Bezuidenhout, 2001; Tall &
Vinner, 1981). One of the sources of informal descriptions stems from everyday uses of the
given concept. According to Gough (2007), although mathematics is technically a language,
it is not natural because it is a human product such as other languages. However, this
unnatural language is always taught or learned via a natural language. In this regard, a daily
life type of use of a concept can lead to issues in learning its mathematical form (Gough,
2007). One of these definitions is the concept of continuity we use both in daily life and in
mathematics. In street/everyday? language, the term of continuity is mostly used instead of
“without interruption” or “non-stop”. The most common misconception about continuity in
relation to this definition is that it is non-stop, with no gap, no fracture, or no disconnection.
Students with this misconception say that the function is discontinuous by looking at the
whole of the graph when a graphical form of a function is given and they are asked to
determine continuity at any point (Bastiirk & Dénmez, 2011; Tall & Vinner, 1981).

Table 1. The formal definition of continuity (quoted in Tall, 2002, p.116)

Given a statement which is a three-level quantification, such as the definition of
continuity of F at xo,
Ve > 0,38 > 0 3 Yx € domain(F), [x—Xo| <6 = |F(X)-F(x0)| <&

The belief that each equation should be perceived as a function or that there must be a rule
for every function is often a misconception of the function (Aydin & Kogee, 2009;
Breidenbach, Dubinsky, Hawks, & Nichols, 1992; Vinner & Dreyfus, 1989). Similar
misconceptions have also been seen when continuity at the critical points of piece-wise
functions are being questioned. Some studies have shown that students with this
misconception expressed the continuity when the given piecewise functions were
discontinuous at critical points (Bezuidenhout, 2001; Seldon, Seldon & Mason, 1994).
Besides this, some studies revealed that the students’ difficulties in understanding continuity
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concept reason from a failure of making connections between continuity and limit concepts
(Acikyildiz, 2013; Bezuidenhout, 2001).

A number of teaching practices and materials are used to solve the misconceptions
encountered by individuals. Among them, the use of DGS is seen as very useful for geometry
and some calculus concepts due to its potential to give individuals experiences and
visualizations of these concepts, and it has the added benefit of being easy to access and free.
DGS, which is generally used in teaching geometry, can also be used for the calculus
concepts that can be represented geometrically (Biza & Zachariades, 2007). When the
relevant literature is examined, it is seen that many of these studies have investigated the
effects of learning by means of DGS (e.g., Choi, 2010; Dikovic, 2009; Filiz, 2009; Karakus
& Peker, 2015; Kepgeoglu, 2010). Among the studies related to computer-aided mathematics
instruction, Doerr and Zangor (2000) examined the purpose for which teachers and students
used graphic calculator to make mathematics meaningful in their lessons. Similarly, Goos et
al. (2000), in their longitudinal studies to restructure the roles of teachers and students in
technology-enriched classrooms with graphics calculators and overhead projection, revealed
four roles of technology as master, servant, partner and extension of self. In another study,
Maddux and Johnson’s (2005) Type I and Type II classifications were remarked on.
According to Maddux and Johnson (2005), the use of technology in class is either a direct
result of a problem or an examination of the big ideas possessed. In other words, Type |
focuses directly on the result and is about well-known problems. However, Type |1 is related
to making conjectures and justification and using the mathematical idea behind the situation.
Different from the studies given above, GeoGebra as one of the DGS was emphasized in the
current study and the purposes of this software were examined in terms of continuity topic.
One of the main reasons for focusing on GeoGebra software is that this software is widely
used in computer-aided mathematics courses in teacher education programs (Cekmez, 2016;
Cekmez & Guler, 2019) since its interface is plain and it is free software (Cekmez, 2013).
First aim of conducting this research is that continuity is one of the subjects where challenges
and misconceptions are common even among undergraduate students (e.g. Bezuidenhout,
2001). Second aim is to reveal the purpose of the use of GeoGebra which has the potential to
be effective in addressing student challenges. Although different studies in the literature have
examined the purposes of using different technological tools, some of them summarized
above, it can be said that these technological tools, for example graphic calculator, are not
now widely used in the second decade of 21th century. Besides, the idea that the purposes of
using different technological tools will be different has been one of the basic assumptions of
the current study. Briefly, this paper aims to illustrate how mathematics STs benefit from
DGS in solving the problems of continuity, which is one of the concepts of calculus.

2. Method

The case study method was used to systematically examine how mathematics STs
benefitted from DGS in continuity-based problem solving. Thus, it was aimed to examine
STs’ intentions to use the DGS in the problem-solving process in-depth. According to Yin
(2009), a case study is a research method that is used when there is more than one piece of
evidence or data source and the boundaries between the case and the environment in which
the investigated entity resides and the environment in which it resides are not clear. An in-
depth answer to the question of why and how to deal with special case studies is sought
(Rowley, 2002).

STs who were involved in the study had already been taught GeoGebra before the
implementation. In the context of this study, the STs were reminded of the use of GeoGebra
by making some practices for 2 hours during the course, and they were shown how to create
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different type of functions, such as piece-wise, trigonometric, quadratics before the clinical
interviews were conducted. Finally, clinical interviews were organized in such a way as to be
individualized on different dates for each person.

2.1. Research Design

The design of the research was composed of three stages, as given in Figure 1. First of all,
the literature was reviewed in order to determine the students’ misconceptions about the
continuity. Considering the learning difficulties and misconceptions in the literature, we
developed a data collection tool. On the other hand, the research group was determined in
voluntary basis. In the next stage, the STs were reminded of the applications of the GeoGebra
software for 2 hours, and they were presented some of its basics and applications (in a
general sense) such as menus and algebraic functioning, piece-wise function, function
defined in a certain interval, and how to construct trigonometric functions. In this context,
first of all, clinical interviews were carried out individually by taking different interview
dates. Finally, interview dates were appointed for each of the participants and then clinical
interviews were conducted.

* Defining

difficulties * Introducing

Geogebra * Interviews * Analysing the

c Reflecti interviews
* Common . * Reflections
* Activities * Making themes

‘ , T \ y s s

Figure 1. Steps leading to the current research design

2.2. Participants

The participants of the research are composed of seven middle school mathematics STs in
their fourth school year term in a state university. STs were selected based on their GPAs,
and specifically on their General Mathematics and Calculus course grades. The reason for
categorizing them with respect to their grades was to ensure that the STs had the theoretical
background to solve the problems they encountered about the continuity. Since, when the
middle school mathematics teacher education curriculum is examined, it is seen that the
concept of the continuity was discussed within the scope of "General Mathematics" and
"Calculus I" courses. In addition, in the course they took during their first term, “Graphic
analysis”, they were introduced to GeoGebra software and the course was enriched with
problem solving activities. This background that STs possessed influenced the selection of
the working group. As a result, the GPAs of two STs were chosen to be CC and below, 3
students within the range of CC and BB inclusively, and 2 students over BB (In the Turkish
higher education system, the grades from C to A go from lower to higher.)

2.3. Data Collection

In the scope of the study, six open ended problems were included to form a data collection
tool. When these problems were being prepared, firstly, the students’ misconceptions about
the continuity were determined from the related literature, and then, the studies on these
misconceptions were investigated in detail. These problems were covered under three
misconceptions themes. While the first theme involves the idea that the functions are to be a
single piece of a graph, the second is that the functions are expressed by a single formula, and
the third is about the definition of the continuity. In this regard, questions 1, 3, and 4 are
related to the first theme, questions 2 and 6 are related to the second theme, and question 5
concerns the third theme. When the questions are examined, the first question is intended to
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determine what it means to be continuous in a given interval and how its representation is
interpreted. In addition, we aimed to examine the steps of reaching the result with drawings
using GeoGebra in this problem. In the second question, participants were required to
interpret the graph of a function, and make connections between limit and limit-continuity, as
well as continuity within a certain interval. The third one was prepared in a way to examine
how participants identify the continuity at an undefined point. Different from the other
problems, the drawing of the function at the given point includes a mistake when it’s drawn
with GeoGebra. Therefore, it was seen as important to investigate the views of STs toward
DGS including this problem. Similar to the third one, the fourth problem was related to
questioning the continuity at an undefined point. The purpose of preparing the fifth question
was to investigate what STs think about the limit value of the function at a certain point and
the continuity at the related point. The last question of the test was prepared so as to inquire
about the piece-wise function. That question was about analyzing the limits of the function
and of a given point, and the continuity at the same point. Here the problems provided
opportunities for us to observe the role of GeoGebra in solving these problems. During the
preparation phase of these six problems, one expert and three researchers were interviewed.
In addition, some changes were made to the problems by applying them to different students
before the main study.

During the collection of the data, hour-long individual interviews were conducted and
recorded with the permission of the participants. In addition, field notes were taken by the
researchers to picture how DGS affected their problem solving processes.

2.4. Data Analysis

When the data were analyzed, students’ work- sheets were examined. In addition, the
audio-recordings and observation notes taken during the interviews were also examined, and
the stages of using the DGS for the solution of the questions were investigated by three
researchers. Findings were presented under the themes established within the consensus of all
of the researchers. The students’ written responses were then translated from Turkish to
English, while maintaining the essence of their meanings. In addition, the participants were
coded as STX (“X” being a variable for a number assigned to each participant), and the
interviewer researcher was coded as R to preserve their anonymity in observation of the
ethical standards for research.

3. Results

In this study, we examined mathematics STs GeoGebra usage - GeoGebra is one of the
DGS related to the continuity. In this context, it was observed that while STs did not use
GeoGebra for the question that described the continuity theme; they used the software for the
theme of the idea that the graphs of continuous functions are composed of a single part, and
the idea that continuous functions are expressed by a single formula. STs using GeoGebra
have generally been using it to visualize, verify, and calculate the given functions. The
findings below are based on these usage patterns.

3.1. The Use for Visualization

In the questions 1, 3, and 4 which were prepared considering the misconception that the
graphics of the continuous functions consist of a single part, it has been seen that STs used
GeoGebra for visualization purposes. One of the participants who used the software for
visualization purpose was the ST coded as ST5.
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Figure 2. ST5’s response to Question 1

Regarding Figure 2 (in which the answer to the first question is included and investigated),
it is seen that the ST tried to reach the conclusion by looking at a graph of the function. A
clinical interview was conducted during the implementation to examine it in order to
understand in which stage the participant used GeoGebra,

ST5: | want to draw a graph before I solve the question. Can | draw?

R: Of course, as you wish.

(Participant drew the graph using GeoGebra.)

ST5: When | look at the graph [and] approach to O from the right or the
left, 1 / x becomes infinite. In the meantime, the limit and continuity at a
specific point are not mentioned, but the definition interval is. So,
according to the graph, Mehmet's solution is correct.

As seen in the dialogue above, ST5 had benefitted from the graph drawing feature of the
software when solving the question. ST5 first showed the right and left limits on the graph by
hand, then took a point on the graph and calculated the limit value according to its motion.
Therefore, it is to say that ST5 effectively used the dragging and other features of GeoGebra.
In this context, the ST used GeoGebra for visualization purpose. Similarly, ST4 used it in the
same way to solve the first problem, as drawn in Figure 3 and as in the dialogue given below.

Dl el

pestnesneisr
1

() =

jra nesneier

L

S — -
2V [ N ] [ [ ey
s

S

»

Figure 3. A screenshot of the software used by ST4 in Question 1

(ST5 draws the graph of the function as in Figure 3 and makes comments by dragging a point.)
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ST4: It approaches to +o© and - at zero. It approaches to +owo as x
approaches from the right side and to -oo from the left. So there is no limit of
function at this point because the right and left limits do not have the same
value.

R: You made a very nice comment for limit. How would you comment on the
continuity?

ST4: If a function has a value equal to the limit at that point, we say it is
continuous at that point. Now let's look for x = 2. Values are equal to each
other. For example, when we look at the graph, we get the same value from
the right and left for point three. Then it is continuous for R- {0}. So Mehmet
is right.

As seen in the dialogue above, ST4 had drawn the graph of the function first, and then
examined whether the function was continuous. When examining the continuity, ST5
selected a random point on the graph and moved it. In this way, the GeoGebra software was
used for visualization purpose before talking about the limit of the function.

3.2. The Use for Verification

In the first question that aims to examine participants’ attributed meaning of the continuity
in a given interval and to investigate their interpretation, STs generally have difficulties in
presenting their expressions algebraically. For example, ST1’s interview script while solving
the first problem before using the GeoGebra software was as follows:

ST1: Murat's view here is discontinuous in the definition interval. That's
right. Murat's opinion is correct. Mehmet says that the definition is
continuous in the definition interval. Mehmet thinks of it wrongly. Murat is
right ... well... it is not defined for any x number in the domain ... I think I
am confused ... Yes, yes, but can | have a look at the graph from the
computer?

As we have seen in the above interview script, we can say that ST1 did not pay attention
to the definition interval of the function at the beginning while examining the continuity. The
ST, who realized the false inference, wanted to look at the graph of the given function in
GeoGebra. After looking at the graph, ST1’s conclusion shifted:

ST1: This function is not defined at the zero point, as we can see in the
graph, but it is defined at any real number except the zero point. Now | see
clearly that any real number except zero is absolutely continuous.

It is seen that ST1 explained the continuity while using GeoGebra for both the purposes of
verification and visualization. Similarly, ST7 tried to interpret the continuity of the function
in a given interval using GeoGebra. In Figure 4, ST7’s response to the first question is
presented.
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Question 1

Murat: I think the f(x)=1/x function is discontinuous at any point in its domain because
when it is drawn, the graph isn’t composed of a single piece.

Mehmet: No, Murat! This function is continuous at any point of its domain set.

Who is right? Justify your response and support Mehmet or Murat’s idea. You are free to use
GeoGebra.

For tke  Lnction in tle given ronge, fe o i+

Lrom rt9l1+ side. = He limit Lrom He legt

sde = te walue of e Lunction in He mlo-\‘\ed
»Yom{». Therefore | He fimcton (s continvous Thert

16 ne hwmid at =0
Figure 4. ST7’s response to Question 1

During the interview, ST7 stated that he/she knew the graph of the function f(x) =i

before, but couldn’t remember it. Afterwards, ST7 drew the graph of the function in
GeoGebra and then defined the interval where the function is continuous. In this context, it is
to say that the software used visualization and control purposes.

While some STs have used GeoGebra software for verification purposes, they have

encountered a shortage of software:
2_

When the “f(x) = %” function is drawn by GeoGebra, a linear line y = x + 5 is
produced. As a result, since the graph of the function is also a linear graph, it becomes a
continuous function in all intervals of the domain. Some STs were aware of the error when
they were asked whether their solution or the software was correct, but some STs believed
that the software was correct. One of the exemplary STs for this situation was ST3 (see
Figure 5).

2-25) .
- .Examine

(x=5)
the continuity of the function at the x=5
point. You are free to use GeoGebra.

| [P BN S0 B A AN | ) - s Q3. Let f function be f(x) = &

Tge 2
Jiméle)s Lim L 1 Kattslo
¥ o A

1002 Y00 )
T

J5)z54580

Figure 5. The image of the function in GeoGebra and ST3’s answer

As seen in Figure 5, ST3 found a 0/0 uncertainty at the beginning, but afterwards they got
the graph of the function in GeoGebra. The ST, who saw that the software drew a line on the
graph, completed his solution shown on the right side of Figure 5. Therefore, ST3 used
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GeoGebra for verification purposes. Although, unlike ST3, ST5 found the value and the limit
of the function at five points without simplification and reached the correct result in this way.
They stated that the graph is wrong in the software, and sometimes the DGS is wrong, and
that the software may be mistaken.

3.2. The Use for Making Calculations

Some of the questions in the study were related to finding the value of the continuity.
Some STs have tried to find the limits of the function directly by writing a function to
GeoGebra because it is hard to find continuity by calculating directly. During this stage, they
tended to use GeoGebra to make calculations. Figure 6 shows the response given by the
participant, ST2.

Q4. Indicate the largest domain of f(x) = é and find

the range that function is continuous. You are free to use
GeoGebra.

discontinous ok x=5

seluton bet =2~ 85}

Figure 6. ST2’s answer to the fourth question

In Figure 6, it is seen that the ST noted the interval that function is continuous by
subtracting the value that made the function undefined. Here, ST2 first drew the graph using
GeoGebra software and then determined the interval where the function was defined and
continuous. Additionally, it can be said that ST2 had used the software effectively.

In some questions, the STs examined the continuity of the function without using the
software. For example, the second question was to interpret the graph of a given function and
to interpret the concepts of the continuity in a certain interval with the relation to the limit-
continuity provided. In general, the STs had difficulties to comment on whether a given
function would be continuous when the domain was not given. Some STs' responses were as
follow:

A graphical representation of a g function is
presented on the leftside. Answer the
| i following questions considering the graph:
[T N a) lim,_, g(x) =?
AU ¥ 1 S S — b) Is the function continuous at x = 2? Why?
\ [ ¢) Is the function continuous at the range
i (0,2)? Why?

05 [ 9005 - A

PR Snee é(-euf ore eqw«\, <lere is
O LO=L o Lmit, equals to L
X— 2"

b) Tn eddhoa to above 9(2) =2 . I+ s conhnuous .

<) Poirts 2eco ond +wo  are not 10 the domain - Althougy

it o not coatimenl b A=2,itdeat alfect Pe reold -
on tle aller lond ) )

Qam 8L = +20 bewute Nay ore equal, the  Laction
X—att

Q\NV\1 bu\ =P s corhnuous.
—31"

Figure 7. ST4’s response to Question 2
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Figure 7 shows ST4’s answer to the second question. Here, the ST has expressed the
relationship between the limit, continuity, and the value of the function at a given point
clearly. In this context, ST4 seemed to construct the concept of the continuity quite well. On
the other hand, ST6 had reached the same result. However, they reached the correct solution
by looking at its neighboring reference point at x=2, and therefore, they used a different
method than the other participants did. Similarly, the ST correctly solved the fifth question,
as in Figure 7, without the need to use the software. ST4, on the other hand, answered the
question incorrectly. When their response was analysed and detailed, it was seen that
although the ST was good at interpreting the relation between the limit and the continuity,
they were unsuccessful to make connection among the limit value and indefinability, as in
Figure 7.

4. Discussion and Conclusion

This research was aimed to investigate the purpose of the use of GeoGebra software,
which is a DGS for solving continuity problems - these are one of the calculus concepts of
mathematics STs. The obtained results have showed some clues about the purpose of using
the software, and at the same time it was found that the STs had some misconceptions about
limit and continuity concepts.

In the first question of the data collection tool used within the scope of the research, the
STs were given a function with domains and a set of rules, and they were asked to discuss the
continuity of the function. When investigating their solution processes, it was remarkable that
a large part of them wanted to draw a graph in GeoGebra instead of algebraically solving it.
As Mastorides and Zachariades (2004) pointed out, since the concepts of limit and continuity
are difficult concepts to understand, a direct algebraic inference method is complex for them,
so they want to visually investigate the behavior of the function instead. This situation was
interpreted that STs used the dynamic software for visualization purposes. Yet another
finding was that some STs wanted to draw their chart during clinical interviews, especially
before they solve the question. Another result in the study was similar to Algahtani and
Powell's (2006) approach to solving teachers' geometry problems, in the way of how teachers
approach to the solution of the questions using the dragging feature of the technology. In
other words, similar to their study, it was seen that some of the STs drew a graph of a given
function when finding its continuity, and then they found an arbitrary point on the function
and investigated the values of this point in different parts of the function. Therefore, the
results obtained from STs using GeoGebra for the purpose of visualization were put into
practice.

In the other question in the data collection tool, although the domain and the rule of the
function were given, it was seen that the STs preferred to solve the question by drawing a
graph on software instead of solving the question algebraically with another expression. In
the literature, algebraically finding the limit and the continuity of the given functions are very
common difficulties (Beery, 1975; Bridges, 2007; Clement, 2001; Keele, 2008; Nair, 2010;
Williams, 1991). In this study, it was observed that STs who encountered similar situations
benefited from the visualization function of the GeoGebra software by graphing the function.
Thus, the STs found an opportunity of interpreting the given functions and the continuity by
visualizing them through the software.

In this study, it was concluded that pre-service teachers used technology for visualization,
verification and calculation purposes in solving questions related to continuity. Similarly,
Doerr and Zangor (2000) found that teachers and students used graphic calculator for five
purposes as computational tool, transformational tool, data collection and analysis tool,
visualizing tool and controlling tool in order to make mathematics meaningful in their
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lessons. It supports the results obtained from this study. Goos et al. (2000), in their study,
aimed to restructure the roles of teachers and students in classes enriched with graphics
calculators and overhead projection, found the roles of technology for teachers and students
as “master, servant, partner and extension of self”. From this point of view, it can be said that
different technological instructional materials are used for different purposes. It is thought
that these purposes adopted by STs will guide researchers in the integration of technology
into classes.

In the first question of the data collection tool used within the scope of the research, it was
expressed that STs tended to draw graphs in a computer environment, since it was difficult to
solve the problem algebraically. Although some participants were able to express the steps to
be followed for the algebraic solution of the problem first, they did not reach the end by
completing these steps with the paper-pencil method. For example, one of the STs expressed
the steps to be taken in writing, but even though they tried to draw the graph on paper, they
stated that they were unable to and that they were not sure about their result. They went on to
check their answers by drawing a graph with the help of the GeoGebra software. Similar
participatory behaviors had also been observed in Hollebrands and Okumus's (2017) study
investigating teacher candidates’ process of solving the minimum distance between two
opposing corners (the object’s diagonal line) of a cube and of a rectangle prism with the help
of the DGS. Here, STs first made some estimation for the desired point in the DGS, and then
tested whether the inference was correct with the software’s help. Taking this into
consideration, it can be said that the STs first hypothesized, tested their inferences, then, used
DGS in the last step to verify/prove them. Similar examples are found in the literature. For
example, Monaghan, Sun and Tall (1994) found that the use of the Derive Program from
Computer Algebraic Systems in the experimental study of the effect of teaching the concept
of limit is used by the students to control their program solutions. In another study, A¢ikgiil
and Aslaner (2015) investigated geometric space problems solved by STs using the paper-
pencil method and DGS, and at the end of the research when the two processes were
compared, it was stated that the STs had hypothesized, tested and generalized differently
using the paper-pencil method vs. using the software. Similar to these studies in the literature,
the results obtained from the present study have shown that STs can be considered to
typically use DGS deductions as evidence for verifying their answers to the questions.

Although there was no problem in the scope of the research, another finding of the study
was that a ST was blind to the program. Even though the teacher verbally said that the

function at the given point had % uncertainty, after drawing the function in GeoGebra, they

saw that the point of interest was included in the domain and range of the corresponding
point because of openness of the software, and that the function was defined at that point. As
a consequence of this situation, it can be said that software may also be mistaken. Another
result obtained from investigated STs' answers was that they used the DGS as a means of
calculation. Some of the questions in the study were also related to the existence of a
continuity at a point in a function. Since some of the student teachers thought that continuity
of a function was difficult to calculate, they typed the expression of the function into
GeoGebra and directly calculated the limits of these functions by means of the software.

5. Limitations

Although the results obtained from this study contain conclusions for the purpose use of
the GeoGebra software, there are important limitations to be considered. The most important
limitation of the study is that it was carried out with a small number of participants. Although
the study does not aim for a generalization of its results, it should be taken into consideration
that different results can be obtained in the wider participant group. Second, the results are
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limited to the continuity questions in the data collection tool. Various purposes can be
achieved in different calculus subjects. Similar designs can be made for different topics and
concepts in future research.
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Abstract

Besides numerous positive transformations and unique opportunities in language pedagogy,
the post-method era brought with itself several challenges for language teachers. After
intensive research and empirical studies, the use of literature was welcomed in ELT
classrooms. But the question arises as to what extent and in what ways does literature support
language learning? In an attempt to answer these questions and fill this lacuna, the present
paper highlights ways in which literature assist language teachers. Moreover, the paper presents
resourceful strategies to frame exercises using poems for ELT classroom. Shakespeare’s
Sonnet 65 is used to illustrate some vital themes explored in this paper. In spite of the observed
difficulty level of the sonnet and the layers of meaning it encapsulates, dynamic and engaging
activities can be crafted out of this poem. Since the elements discussed in this study are
ubiquitous to the genre of poetry, therefore the use of the presented methodology would also
be universal.

Keywords: Teaching methodologies, literature, sonnet, language teaching, ELT

1. Introduction

By nature, humans feel more affinity towards things that draw their attention and thus are
likely to enjoy such things better. In a language teaching setting, literature is one of the means
to lure the learners. To put it simply, literature make language more palatable. Different genres
of literature serve this purpose, be it prose, verse or drama — fiction or non-fiction. Each of
them has the tendency to engage and motivate students more profoundly and at the same time
open avenues to improve multiple language constructs. They are a good source to provide
supplementary materials for grammar, vocabulary as well as translation (Liaw, 2001 as cited
in Khatib, Hossein, & Rahimi, 2012). Besides serving students, it also serves teachers in
making their lessons holistic, thus, giving a better learning outcome. "Novels, short stories,
fables, poems, and plays are to be used for language teaching, as a literary experience is also a
language experience"” (Arthur, 1968).

Language teaching classrooms have been indifferent towards the use of literature as a
teaching methodology (Carter, 2007) since the downfall of the grammar-translation method.
Early approaches focused on the contextual use of language and so the syllabi were functional/
notional in nature (Brumfit, 1985). Thus, there was no scope for creativity in language teaching.

The dawn of the communicative teaching approach marked the revised consideration of
literature and its various use to integrate it into language curriculum (Bobkina & Dominguez,
2014). But still, it was often claimed that literary texts shift the focus from actual language
teaching (Edmondson, 1997). As a result, this assimilation has been discouraged due to the
complex nature of literary text having stylistic, lexical, structural as well as cultural density
(McKay, 1982; Savvidou, 2004). For decades, the debate revolved around this issue of
emphasizing the role of literature in language classroom. Eventually, its significance received
consideration (Amer, 2003; Erkaya, 2005; Maley, 2001; McKay, 2001), but its praxis still
needs substantial support (Lima, 2005).
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1.1. Purpose of the Study

The reluctance of English language teachers to the use of literature in classroom teaching
continues due to the lack of innovative ideas of incorporating literary texts effectively. Thus,
the objective of this study is to recommend viable ways of using literature in English teaching
classrooms. Along with providing a comprehensive rationale for teaching each language
construct, the study aims to exemplify methods of using a poem in ELT classroom for
stimulating teaching and learning process. For this purpose, the study uses Shakespeare’s
Sonnet 65 as a model to craft exercises and suggestions for language skill development. A
similar prototype can be applied for framing exercises from other texts, as the elements
discusses in this paper are universal throughout the genre of poetry.

1.2. Research Questions
This paper addresses the following research questions:

e How to use poem in ELT classroom?

e What language constructs can be taught with a poem?

e What is the extent to which classic literary texts address language teaching needs?
1.3. Methodology

To answer these questions the present study adopts explanatory approach with descriptive
research method.

2. Using Poetry for Language Teaching

More precisely, poetry has been abandoned by language teachers (Denman, 1988) as it is
seen as a complex literary component and also due to the lack of methodologies to present it
to language learners (Stulajterové, 2010). Although, “poetry is the genre most English teachers
seem least comfortable with” (Lockward, 1994 p.65), but this genre when brought into a
language classroom, becomes a massive repertoire of several intricate elements essential for
any language course. Sara¢ (2003) elucidates a number of advantages for using poetry for
language teaching. He explains that besides assisting the advancement of aesthetics among the
learners, literature contribute to educational benefits as well by providing opportunities for
considering novel usage of grammar, syntax, text organization as well as vocabulary. It also
familiarizes learners with literary devises in a very casual manner (as cited in Hismanoglu,
2005). Moreover, a poem obliges learners to integrate language skills in order to make meaning
of the text. It makes them adapt reading strategies and practice them to deal with peculiar
features of verse, while broadening their intellect along with developing appreciation for
foreign language (Nasr, 2001).

A key argument here is what Reeves (1963) points out — an interplay of four elements while
teaching a poem — the learners, the poem to be taught, methods employed and importantly the
role of the teacher (as cited in Khansir, 2012). Thus, teachers need to be sagacious enough
while dealing with a poem. They must equip themselves with innovative methods and strategies
to frame engaging tasks, parallel to the competence of the learners while keeping intact the true
nature of the poem as well.

Following are the elements, some of which are exemplified through William Shakespeare’s
‘Sonnet 65’ — Since brass, nor stone, nor earth, nor boundless sea..., that can be implemented
in ELT classroom. Such a framework could possibly facilitate the use of literature in a more
feasible and motivating way.
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2.1. Pronunciation

Phonemic awareness is necessary for correct pronunciation. Intelligibility massively relies
on how words are pronounced. Since, a poem is meant to be ‘read’, this crucial aspect of
language can be brought into focus. Making the students narrate a poem can act as an excellent
platform to work on their articulation of different phonemes. It acts as a means to promote
understanding of the “phonics of English” (Collins, 2008). In the poem words like ‘Wrackful’
/reekful/, ‘battering’ /'batormy/, ‘impregnable’ /im'pregnabl/ or ‘siege’ /si:d3/ could be
challenging for students. Such words can be helpful in making them aware of silent letters,
correct use of /n/, the occurrence of syllabic consonants as well as in making a distinction
between spelling and pronunciation. Also, students can be made to work on exercises of
syllable division along with transcription and pronunciation.

2.2. Vocabulary

Teaching of vocabulary is a crucial aspect of language literacy as it makes up around 70%
to 80% of comprehension (Nagy & Scott, 2000 and Pressley 2002). Moreover, teaching
vocabulary efficiently is a significant aspect of developing successful readers. Greenwood
(2004) pertinently states, “There is a great divide between what we know about vocabulary
instruction and what we (often, still) do” (p. 28). But explicit vocabulary instruction in the CLT
context is often not possible, especially with adult learners. Here, using poems can work as a
means to enrich vocabulary. They are a great source for familiarizing students with an extensive
vocabulary and its usage (Povey, 1972 as cited in McKay, 1982). Asking students to make out
meaning of the words from the context or by using supplementary materials can help them to
expand their knowledge of vocabulary. Words like — wrackful, battering, siege, impregnable,
can help in building students’ vocabulary as these words are rarely encountered in other texts
that are used in ELT classrooms.

2.3. Promoting Language Skills

Poetry not only serves as a model of language, but also acts as a medium for improving
language skills, viz. listening, speaking, reading, and writing because it engages students' both
reception and expression, thus, serving as a catalyst in the development of students' language
skills. As asserted by Hedge (2000), poems work as authentic material and can be used to
enhance the receptive skill of reading. Sonnets can provide an excellent opportunity for
developing intensive reading skills as well as other sub-skills, like inferencing, summarising,
and so on. Moreover, poems can also be used to build writing skills by making students rewrite,
report or translate the poem (Sheila, Hessler & Konrad, 2007). Even the use of nursery rhymes
like, 'Humpty Dumpty’ or ‘Jack and Jill' and asking students to write a report of the incidents
described in the poem could be an engaging task for them.

2.4. Prosody

A poem can be an effective way and a good resource for teaching rhythm, intonation, stress,
and meter. The frequent repetition in a poem enables students to pick up such language patterns.
‘At every reading of a poem, though it may have been familiar from early childhood, some
hitherto hidden delicacy of rhythm and intonation may be revealed’ (Hall 1989 p. 68).
Shakespeare's sonnets are rich in meter and therefore, can be very helpful for teachers while
preparing their lessons. They can familiarise students with rhyme scheme and meter and then
ask them to identify in the following poem.

Example: Rhyme Scheme-
Since brass, nor stone, nor earth, nor boundless sea a
But sad mortality o’er-sways their power,
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How with this rage shall beauty hold a plea,
Whose action is no stronger than a flower?
O, how shall summer’s honey breath hold out
Against the wrackful siege of batt’ring days,
When rocks impregnable are not so stout,
Nor gates of steel so strong, but time decays?
O fearful meditation! where, alack,

-h @ o O o O o D

Shall Time’s best jewel from Time’s chest lie hid?
Or what strong hand can hold his swift foot back?
Or who his spoil of beauty can forbid?

O! none, unless this miracle have might,

Q «Q =Hh @

That in black ink my love may still shine bright.
Stress and Intonation

For international intelligibility, correct placement of stress and appropriate intonation
becomes prerequisite. Students in the EFL/ESL setting should be made to use accurate stress
along with proper intonation while narrating poems. Teachers can act as a good role model for
instilling vocal expertise in students. Students can also be made to work on exercises of
syllable division and word stress placement of words like ‘Wrackful’ /raekful/, ‘battering’
/"batarmy/, ‘impregnable’ /im pregnobl/ or ‘mediation’ /mi:d1 erf(o)n/.

2.5. Deviant Language

Poems also provide learners an exposure to unique sentence structure, variety of forms and
novel ways of linking ideas (Riverol, 1991). Since a poem often uses deviant language, students
would get a chance to explore this distinctive aspect of language which otherwise is not
possible. The use of poems for language learning in this sense is often questioned, as Lasar
(1993) points out, “If poetry’s deviant language, what’s the point of using it with language
learners?”. The fact that 'deviance' of language is against the 'correct rules' of language, thus
the knowledge of deviancy indirectly reinforces learning of correct language use (Zyngier,
1994). The knowledge and use of such language make students grow up as better writers in the
future.

2.6. Figurative Language

A poem by its very nature is often full of many literary devices. So, using a poem in a
language classroom can be a good way to introduce students to the figurative language. Such
knowledge would make the learners proficient in language — spoken, written and in its
comprehension. Although, the foremost reason for the exclusion of poetry from language
curriculum is the use of figurative language in it, which is often considered as being vague and
imprecise (Zelenkova, 2004). What is important here is the methodology through which it
should be presented in the ELT classroom and the role assigned to the teacher and the students.
An eclectic approach works best situations with known and unknown and where teachers have
the freedom to employ different methods of teaching (Ali, 1981).
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Example- With the help of the above-mentioned poem, ELT teacher can first explain the
literary devices and then make students engage in interesting activities (as peer work or
individual tasks) to locate those literary devices in the poem:

e Alliteration- ‘steel so strong’

e Personification- Beauty is personified by giving it the human attribute of ‘holding
a plea’ and ‘action’.

Time is personified by attributing it to the quality of having a 'foot' and using 'his’
as its referential pronoun.

e Assonance- ‘hand can’
e Consonance- ‘hand hold his’
e Antithesis- ‘How with this rage shall beauty hold a plea,
Whose action is no stronger than a flower?’
2.7. Intention and Expectation

Another important yet often ignored aspect is the notion of the author's intention and the
reader's expectations. Though poetry encapsulates in itself cultural vagueness (Zelenkova,
2004) which is often challenging to adopt in language classrooms, it can do wonders in teaching
students this knack of writing. The basis of any successfully written piece is the accuracy of
meaning communicated through words. Students can be taught to be more profound in
expressing their intended thoughts yet maintaining brevity and clarity, and who can better serve
this purpose than Shakespeare’s sonnets.

3. Conclusion

Since the inception of the post-method era, there is an exceeding demand on language
instructors to present novel methodologies and distinctive ways of using language learning
materials in ELT classroom. The use of literature has indeed provided utmost support in this
regard. As M.B. Willmott (1979) puts forth, “Literature demonstrate language at work...it also
helps the pupils and stimulates linguistic responses of various kinds. English teachers not only
present literature, they also exploit it, because it can generate language as well as exemplify it”
(p.57). As highlighted above, poems especially sonnets could also be a catalyst to develop
language skills resulting in advancement of competence as well as performance.

This paper suggests framework for using poem to teach various aspects of language
development ranging from pronunciation, vocabulary to even the relation between author’s
intention and reader’s expectation. Here, Sonnet 65 is used for demonstrating pedagogically
sound ways for ELT teachers to practice for classroom teaching. A similar framework could
be applied for other poems especially sonnets for crafting innovative tasks. Thus, this paper
attempts to facilitate the use of classic literary texts in ELT classroom. Every piece of literature
that comes into ELT classroom should be closely analysed and made to use to the fullest as it
encapsulates in itself immense nuances to work with, keeping learners motivated and engaged.
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Abstract

This research primarily aims to examine project-based STEM training implemented in a
state primary school in Turkey regarding teachers’ and students’ views. The phenomenological
design, which is one of the qualitative research designs, was exclusively adopted in the study.
The research sampling consisted of 18 students and 2 teachers working at a state primary school
located in an Anatolian province during the 2017-2018 academic year. The research data were
collected through interviews some of which were voice-recorded and analyzed through content
analysis. Research findings revealed that successful implementation of STEM practices
necessitates a systematic working plan consisting of preparation, implementation and
evaluation stages. Besides, it was revealed that STEM training practices facilitate unearthing
students’ talents and developing their critical thinking and problem-solving skills as well as
manual dexterity. The research findings also suggested that these practices increase
cooperation among students, help them develop a positive attitude towards the lesson and
behave more carefully during the classes. Nonetheless, various problems such as inadequate
space, teaching materials and group-work driven problems were observed during STEM
practices. Based on the research findings, it is suggested that STEM training should be
separately implemented without being included in a single discipline.

Keywords: STEM, Science, Technology, Engineering, Mathematics

1. Introduction

21st century individuals are expected to have well-developed thinking and problem solving
skills, to know when, how and where to use their knowledge, to be technologically literate, to
make quick and accurate decisions, to work in groups, to establish effective communication,
to have lifelong learning skills and to come up with a product (Akgiindiiz et al., 2015; Duban
& Ay, 2016; Ministry of National Education [MoNE], 2018; Ocak, 2010). It is well-
documented that STEM (Science, Technology, Engineering and Math) training plays an
important role in training of individuals equipped with these skills (Duban & Ay, 2016).
Therefore, the countries aiming to raise a generation equipped with high level skills adopt
STEM training (Bybee, 2010). The idea that STEM training will be a solution to the current
problems of the world makes this concept very popular and important (Labov, Reid, &
Yamamoto, 2010).

Although the history of STEM training dates back to the 1990s (Bybee, 2010), it has been
extensively investigated since 2001 (Breiner, Harkness, Johnson & Koehler, 2012).
Furthermore, it has become one of the most debated issues in the international area (Kennedy
& Odell, 2014; Labov et al., 2010). This is attributed the increasing popularity of the belief that
science and technology will make significant contributions to solving the current problems
such as climate change, population growth and the problems related to energy, water, health,
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agriculture and environment (Thomas & Watters, 2015). In addition, the fact that modern
economic organizations need qualified researchers and technical staff is another factor that
enables STEM training to be brought to the agenda in international context (Kennedy & Odell,
2014).

STEM education involves teaching the separate disciplines of science, mathematics,
technology and engineering with an interdisciplinary approach and as one cohesive entity
(Akgundiz et al., 2015; Breiner et. al., 2012; Gonzalez & Kuenzi, 2012). Instead of isolation
of science, technology, engineering and mathematics from each other, STEM training
emphasizes original production and learning activities by employing research, design, problem
solving, teamwork and communication skills (Duban & Ay, 2016). It aims to realize learning
from a holistic perspective by associating a unit or course with examples from real life
problems (Bozkurt, 2014; Smith & Karr-Kidwell, 2000). It can be carried out in all educational
processes from formal to informal learning environments, from kindergarten to doctorate
(Altunel, 2018; Gonzalez & Kuenzi, 2012; MoNE, 2018). As a result, students can learn
beyond memorization and put the acquired knowledge into real-life practices, improve their
problem-solving skills, learn to work together, wonder and come up with products.

STEM education which is supported in many countries especially in the USA, Korea, China
and the UK (Yildirim, 2016) has gained significance in Turkey in recent years (Herdem &
Unal, 2018). Initial studies about STEM have been conducted by Hacettepe University and
Istanbul Aydin University. Both universities founded their own STEM training centers
(Akgunduz et al., 2015). Subsequently, many studies have been conducted with a focus on
teacher training and program design related to STEM training at different universities (Kizilay,
2017). Besides, the MoNE General Directorate of Educational Innovation and Technology
(YEGITEK) has been the representative of Scientix Project carried out by European Schoolnet
(European Schoolnet) since 2014. Within the scope of the project, YEGITEK organizes STEM
training workshops for teachers working in STEM branches in secondary and vocational and
technical education schools to develop STEM projects and create an environment to share
project ideas (MoNE, 2018). In addition to these initiatives, STEM centers have been
established with the support of different universities and provincial directorates of MoNE.
These centers provide the opportunity to extend STEM training and research in this field. At
the same time, these centers can play an active role in teacher education, in-service teacher
training and the integration of STEM subjects into the curriculum (Cepni, 2018).

Dugger (2010) advocates that STEM training is conducted in four ways. The first one
involves teaching each discipline separately at school. This is defined as traditional STEM. In
the second one, one or two disciplines are emphasized (SteM). The inability to meet the
necessary standards for T and E of STEM has highlighted this method in STEM programs.
Third, STEM is taught by integrating one STEM discipline into the other three (M; S-T-E).
This is mostly in the form of integrating engineering into science, technology and mathematics
courses with classroom engineering practices. In the fourth one, STEM training is conducted
in an integrated manner by linking all four disciplines with an interdisciplinary approach.
STEM schools established in the USA can be given as an example of this teaching method.

The review of the relevant literature indicates that STEM programs have been developed in
different countries; however, it has resulted in diversity in practice since no consensus has been
reached on the meaning of STEM (Akglinduz et al., 2015; Cepni, 2018). It is also seen that
the studies have been mostly conducted on science and mathematics integration, and
engineering practices and coding education (Cepni, 2018). In this context, the 2018 curriculum
revision in Turkey has facilitated the integration of such new areas as coding and robotics into
education (Ulutan, 2018). STEM issues were arranged as science, engineering and
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entrepreneurship practices in the 2018 Science Curriculum in Turkey. Accordingly, a small
number of outcomes that require STEM training were integrated into the units across the
curriculum (Seren & Veli, 2018). According to the instructions in the section of Science,
Engineering and Entrepreneurship Practices, students are expected to carry out practices
throughout the year and to exhibit their products during the science festival to be held at the
end of the year (Bahar, Yener, Yilmaz, Emen & Giirer, 2018; MoNE, 2018). Although the 2018
Science Curriculum contains some explanations and outcomes regarding STEM, there are still
uncertainties about STEM training (Bahar et al. 2018).

STEM training is essential for countries to become leaders in science and technology, to
develop economically and to increase their competitiveness (MoNE, 2018; Lacey & Wright,
2009). It is believed that STEM training will increase the quality of individuals and education
and meet the expectations of the business world (MoNE, 2016). Moreover, it is assumed that
the need for qualified workforce to meet the capacity of innovation in the future will be met by
educated individuals in the field of STEM (Turkish Industrialists’ and Businessmen's
Association [TUSIAD], 2017). Therefore, conducting research on STEM education is
necessary for the quality of STEM training.

Even though the number of the studies conducted on STEM training have been recently
increasing at a rapid pace in Turkey, there is no consensus on what STEM is, its importance in
the curriculum, how to implement it in the classroom, and how STEM-aided learning
environment can be designed in various disciplines (Cepni, 2018; Delen & Uzun, 2018;
Yilmaz, Yigit Koyunkaya, Giiler & Guzey, 2017). In Turkey, there have been many
misconceptions about STEM training and some of non-STEM practices are perceived as STEM
practices (Yildirim, 2018a). This situation is reflected in the explanatory and binding nature of
the 2018 Science curriculum. It seems unlikely for science teachers, who have not received
STEM training at the undergraduate level and who attempt to carry out STEM practices with
the in-service training programs they attended, to understand the defined outcomes and to make
their students attain these outcomes Turkey (Bahar et al., 2018; Yildirim, 2018b). Furthermore,
the relevant literature shows that teachers want to implement STEM activities in their courses
but they do not know how to implement them and they need a document that can guide them
(MoNE, 2018). Therefore, this particular research attempts to explain the methods and
processes followed by STEM training in the light of the obtained results, the encountered
problems and practical implications and to provide a general framework for researchers,
program designers, teachers, administrators and other practitioners. Thus, it is expected to
provide data for future studies to be conducted on STEM training at home and abroad and to
make a significant contribution to the determination of educational policies. Hence, the general
purpose of this research is to examine the project-based STEM training implemented in a
primary school in terms of process, outcomes and problems. For this purpose, the following
research questions were raised.

1. What teaching practices do teachers perform in STEM training?

2. What are the reflections of STEM training on students?

3. What are the problems encountered in STEM training?

4. What should be done to make STEM training much more effective?
2. Methodology

2.1. Research Design

This research was conducted within the framework of the phenomenology design, one of
the qualitative research designs. In the studies carried out in the phenomenology design, it is
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tried to reveal the experiences, perceptions and the meaning attributed by individuals to a case
(Johnson & Christensen, 2004). In order to understand the examined phenomenon better,
Patton (2014) emphasizes that the opinions of the primary and various individuals should be
scrutinized in detail. Hence, the teachers and students’ opinions were elicited and analyzed to
gain a better insight into STEM in this research.

2.2. Participants

In phenomenological studies, the individuals who will explain the case should be directly
related to the case and selected according to the purpose of the study (Creswell, 2016; Patton,
2014). In this research, the opinions of teachers and students who took part in the project were
elicited in order to examine the STEM training in the context of process, results and
encountered problems. The sampling consisted of 18 students and 2 teachers working in a state
primary school located in an Anatolian province during the 2017-2018 academic year. The
group in concern was formed based on the criteria of participation in the afore-mentioned
project and voluntary participation in the research. For ethical consideration, codes were used
instead of participants’ names. While teachers (experts) were coded as “E1, E2”, the students
were coded as “S1....S18”. E1 was a 40 year-old male teacher with 17 years of teaching
experience who was teaching 4t graders at the time of data collection and who received STEM
training before taking part in the project. E2 was a 49 year-old male teacher with 23 years of
teaching experience who was teaching to 3rd graders at the time of the study and who received
STEM training before participating in the project. 18 students also received STEM training
within the scope of the project. Voluntary participation in the research was set as the first
criterion to choose the students. Subsequently, a STEM test was administered to the volunteer
students and a working group of 18 students was formed based on their achievement scores.

2.3. The Research Context

The research was carried out in the school where the project was implemented. The school
in concern is located in the city center and in a neighborhood mostly settled by the parents with
high socio-economic status. One classroom in the school was designed as STEM workshop
room with the support of the Metropolitan Municipality. There were toy blocks, robotic
materials, study desks and repair tools in the STEM room. There were also STEM activity sets
for basic, advanced and expert levels, vehicles, blocks, preschool kit, STEM activity set-
construction equipment, amusement park set, super cranes, mechanical and static systems,
energy conversion systems, dynamic and power systems, cars and propulsion mechanisms,
optics - observation and astronomy set in the room. Lastly, it contained energy conversion
systems related to electrical and electronic engineering, compressed air systems, engineering
set, robot competitions set, automation systems with robot arms, an introduction to robot set,
robot txt discovery and type jumbo sets.

2.4. Data Collection and Analysis

The easiest and quickest way to learn about individuals’ knowledge, emotions, attitudes and
thoughts about an issue is to interview people about it. In social sciences, interview is a widely
used technique to collect data (Creswell, 2016; Merriam, 2013; Patton, 2014). In this research,
a chat-style interview was conducted in order to get participant teachers’ opinions. Some parts
of the interviews were recorded with the prior consent of the participants. Moreover, an
interview form consisting of two parts developed by the researcher was used to collect data.
The first part consists of questions to determine the demographic features of the participants (6
questions for teachers, 3 questions for students) and the second part consists of four open-ended
questions to learn about the participants' opinions about STEM training. While preparing the
interview form, the existing literature on STEM training was extensively reviewed and expert
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opinions were elicited from two faculty members with in-depth specialization in curriculum
and instruction. The research data were collected in December, 2018 and analyzed through
content analysis which requires an in-depth analysis of the data and identifying themes and
codes based on the results. In content analysis, similar data are compiled within the framework
of certain concepts and presented in a way that the reader can easily understand (Yildirim &
Simsek, 2011, p. 227). In qualitative research, all stages of the research should be reported in
detail and how the results were obtained should be explained in order to ensure the validity and
reliability of the research (Yildirnrm & Simsek, 2011 p. 257). In that regard, all stages of the
research and the data analysis process were explained in detail. The researcher created codes
and themes by analyzing the data collected through interviews with teachers and students.
Merriam (2013) suggested that the research should be presented to an expert to increase the
validity and reliability of the study. Hence, this study was presented to an expert working at a
state university in Turkey by the researcher. The themes and codes were formed and discussed
in collaboration with the expert to reach a consensus (Silverman, 2005).

In order to ensure the validity and reliability of the qualitative data, the research findings
were tabulated, direct excerpts from teacher and student opinions were taken, the participant
confirmation was taken, and all data and stages of the study were stored in computer and file
for confirmation.

3. Findings
3.1. Findings regarding Implementation of STEM Training

The first question of the research was motivated to find out what kind of teaching practices
the teachers perform during the STEM training. The findings obtained from teachers’ opinions
revealed that STEM training was performed in three stages, as displayed in Table 1.

Table 1. Teachers’ practices during STEM training

Theme Codes

Preparing Activities ~ STEM training for teachers
Identifying activities to do
Designing the activities
Preparing a guide book of activities
Setting up STEM workshop room
Preparing materials for activities
Choosing among the volunteer students
Creating student groups
Creating work schedule / plan

Doing Activities Creating a problem statement
Enabling students to discover the problem
Enabling students to decide on the product to design
Enabling students to design the product
Handing out the guide books to students
Giving students time to do activities
Revealing the relationships among the STEM courses through the
activities
Presenting the product

Evaluating the Making presentation

activities Writing report
Organizing a competition
Grading
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As indicated in Table 1, the teachers’ STEM practices consist of three stages: (i) preparation
STEM activities, (ii) implementation STEM activities and (iii) evaluation of STEM activities.
STEM activities start with the training of teachers in the preparation stage and continue with
identifying the activities to do, designing the activities, preparing the activity plan as a guide
book, creating a STEM class, creating the materials related to the activities, choosing the
participant students, forming student groups and creating a work schedule/ making a plan,
respectively. E2 states his/her opinion about the subject “Within the scope of the STEM project,
we conduct a draft project with the teachers before performing the activities. Then, we turn it
into a guide book to hand out the students. We do the activities in groups”. As for the second
stage of STEM training, teachers reported that they created a problem, encouraged the students
to discover that particular problem, guided them to find and design the product, handed the
guide books to the students, gave them time to do the activities, revealed the relationship among
the STEM courses in the activities and guide the students to present the product, respectively.
The following was taken from the interview with the first participant teacher to illustrate their
opinion about the phase in concern.

First of all, a problem likely to be encountered in daily life is identified. For example,
floods in the Black Sea Region cause streams to overflow. The students are given relevant
instructions and asked to design a bridge resistant to this natural disaster. They are
expected to decide on the materials to use in order to perform the task, to draw
(engineering) and to calculate structure of the materials, gravity and so on (will be
associated with science), the cost and measurement (mathematics and technology), and
to use all these disciplines in an integrated manner to solve the problem.” (E1).

Table 1 also suggests that the last phase of the training involves making presentations, writing
reports, organizing a competition and scoring the students’ task performance. E2 expressed his
opinion about the subject “At the end of the activity, we deliver a presentation, write a report
and evaluate the activities performed during the training.” When activities are examined in
STEM education, it is observed that the activities are related to daily life. E2 stated that “I
perform such activities as designing bridges, cars and scales, making cars from recycled
materials and building a hunter tower . Direct extracts of the students about the subject were
given below.

I drew a draft. We designed a barrier, a car, a jack, scales, an overhead bridge, cars from

recycled materials and a hunter tower. We also made an oral presentation after

performing these tasks (S13).

Firstly, we drew a draft, STEM work, wrote a report paper and at the end we made

presentation (S2).

During the STEM training, | drew a draft, found the parts by looking through the book,
assembled the parts, completed the project and presented it (S1).

3.2. Findings on the Reflections of STEM Education to Students

The second research question was intended to investigate the reflections of the STEM
training on the students. In this context, the themes and codes obtained from the views of
teachers and students are presented in Table 2.
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Table 2. Teachers and students’ opinions about the reflections of STEM education on
students

Participants

Theme Codes Teacher Student
Learning to work together El, E2 S1, S3, S6, S10, S11, S14, S15
Social Improving friendships S4, S7, S15
contribution Developing self-confidence E1, E2
Being happy El
Increasing interest in the S12, S13. S16
course
Gaining scientific
Academic  knowledge 54, 510
contribution Teaching learning by doing E1
Bringing a different E2 512

perspective to the lessons
Increasing product creativity E1

Developing manual skills E2 51, 52, 54, 57, 812, 513, 515,

S17

Discovering and developing E2 S1 S4. S5.S7 S8 S9. S14. S18

the abilities T T T e ’
Personal Gaining thinking skills E2 S13, S17
contribution Developing problem- E1

solving skills

Learning to behave carefully S3

Improving the aesthetic E1

aspect

As demonstrated in Table 2, the reflections of STEM training on students are classified into
three groups as social contribution, academic contribution and personal contribution. It is
observed that social contribution of STEM training covers enabling students to gain the habit
of working together, to develop friendships, improving their self-confidence and making them
happy. E1 stated that “Team spirit was developed within the course of time.” At first they had
no idea about team work but they learned it during the activities...” One of the interviewing
students noted that they made new friends while performing the tasks together. Regarding self-
esteem, E2 specified that “We observed task sharing, improved self-confidence, and emergence
and development of students’ talents”. E1 expressed the students’ happiness as “ ...they obtain
a kind of pleasure from creating their own design”.

The academic contribution of STEM training could be listed as increasing students’ interest in
the course, facilitating students’ gaining scientific knowledge, teaching students learning by
doing, bringing a different perspective to the courses and increasing students’ product
creativity. E1 remarks that “It provides the students with the opportunity to learn by doing”
while one of the students highlights that he developed interest in engineering (S12).

Table 2 also shows that STEM training improves students' manual skills, unearths their talents,
improves their thinking and problem-solving skills, teaches them to behave more carefully and
improves their aesthetics taste. E1's states, “Aesthetics and product are at the forefront, and
most importantly such disciplines as science, engineering, mathematics and technology are
employed together in the solution of a real-life problem. Students use mathematics to solve a
problem they encounter in daily life rather than a mathematics class. This is the answer to the
question of “How will we benefit from this knowledge in real life? E2 mentioned his/her view
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on the subject as “we also see that their ability to relate all courses and their analytical thinking
skills have improved thanks to the practical solutions they found.” It is obviously seen that
students had similar views about the subject; namely, they reported that it improved their
manual skills (S12), uncovered their hidden skills (S9) and helped improving their imagination
(S13). Concerning that STEM training taught them to behave carefully, S3 expressed his/her
opinion “l improved myself, | experienced team spirit, and | learned to behave carefully”.

3.3. Findings Related to Problems in STEM Training

The third research question was raised to identify the problems encountered during the
STEM training. In this regard, the findings obtained from the views of teachers and students
are displayed in Table 3.

Table 3. Teachers’ and students’ opinions on the problems encountered during the STEM
training

Participants
Theme Codes Teache Student

Not knowing task sharing E1,E2 S1, S2, S12, S15, S17
Exclusion  of  some

students S6, S11

Communication
Team Work problems among the S18

groups

Crowded groups E1l

High number of groups El

Is_l?i\ll:ls level of manual £2 S S3 S4. S7. S8, S9
Individual Failure to recognize the

parts J S3, S9, S12, S13, S18

Lack of materials E2 S3, S4, S5, S7, S12, S13, S14, S15,
Facilities - . S16, S18

Material incompatibility S7, S8, S13, S14, S15, S17

Inadequate space E1l

As illustrated in Table 3, the problems faced in STEM training are grouped under the themes
of team work, individual and facilities. The problems under the team work category are listed
as task sharing, exclusion of some students, communication problems among the groups,
crowded groups and presence of high number of groups. E1 expressed his opinions about team
work, “While assigning tasks, we divided our students into groups. The success of the project
was positively correlated with the collaboration and cooperation among the group members.
Individuality was at the forefront in the initial process. That was a problem. In addition, the
implementation of these activities with crowded groups (design, product, presentation,
evaluation) process was very slow.” E2 stated, “Initially there was a problem in team work.
The students who acted individually at the beginning became accustomed to participating in
group work over time.”

The students expressed their opinions about group work as “There was a dispute in the
group” (S12), “My friends excluded me from the group” (S6), and “We couldn’t manage the
group work” (S18). About the problems in the group, S18 complained “We didn’t have some
parts and some groups didn’t want to share them with us.” The participant students identified
their low level of manual skills and failure to recognize the parts of training sets as the
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individual problems they were faced with. E2 stated his opinion, “We had problems about
supply and function of the parts. The students became more familiar with the parts as the
activities were performed and they began to do the activities faster.” The following extracts
are intended to exemplify students’ opinions about the issue.

“Failure to find the parts at first and failure to assemble the parts were the problems we

had as a group in task sharing. ” (S1)

“Assembling the parts was problematic for us.” (S15)

“Finding and fixing the parts were challenging.” (S14)

“We had to ask our teacher for help since we had problems with assembling the parts.” (S4)

When the Table 3 is examined, it is also seen that there are problems with the infrastructure
such as lack of materials, material incompatibility and inadequate space for STEM training.
The following are the students’ opinions about the problems in concern.

“Some parts were missing and some parts didn't fit each other.” (S7)

“We had difficulty in finding and assembling the parts while performing some tasks.” (S13)

“Many parts were missing.” (S16)

“The problems in team were missing parts and assembling them.” (S15)

3.4. Findings Related to Suggestions for Increasing Efficiency of STEM Training

The fourth research question scrutinized the suggestions to implement STEM training more
effectively. In this scope, suggestions obtained from the opinions of teachers and students are
provided in Table 4.

Table 4. Suggestions of teachers and students to make STEM education more effective

Participants
Theme Codes Teacher Student

Implementation in workshops rather than S2, S4, S7,514,
o El, E2
Suggestions traditional _classroor_ns S13, S12
for Integrat_ed into curriculum as a course S1, S15, S13
Administrators Exc_Iu_5|or_1 from the course content El
Participation of all students E2
Larger workshops E1l
Product-oriented El
Suggestions Associating with daily life El
for Practitioners  Careful construction of the groups El
Presenting activities with OHP S9, S14
Organizing STEM courses S5
Equal distribution of tasks to students S11

When Table 4 is examined, suggestions of teachers and students for the improvement of
STEM training are gathered under two themes: (i) suggestions for administrators and (ii)
suggestions for practitioners. The former includes implementation of STEM training in the
workshops rather than classrooms. E2 stated, “STEM workshop classrooms may be set up.”
Students’ opinions are “Such workshop classes should be constructed in every school.” (S13),
“...STEM workshops should be set up on a corner in the classes.” (S4) S1 and S13 pointed out
that STEM training should be integrated into the curriculum as a separate course rather than
course content. S1 mentioned the necessity of implementation of STEM training independent
from the other courses “Course contents such as science, mathematics, engineering,
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technology, etc. should be associated with as much as possible. Besides, they should be
functional, useful and independent of the textbooks and the classroom environment.”

E2 stated that all students should participate in the activities. As seen in Table 4, teachers
and students suggested STEM training practitioners to perform product-oriented activities, to
associate these activities with daily life, to form groups carefully, to present activities by using
OHP, to organize STEM courses and to assign equal workloads to students. E1’s notes,
“Creating original products should be encouraged. Number of students should not be more
than five and the ideal group number is 3.” S9 who wants the activities to be projected stated
“There can be a big workshop classroom in the school, and the activities in STEM training can
be projected in the classes.” S11 highlighted the significance of equal task sharing in STEM
training.

4. Discussion, Conclusion and Suggestions

This study indicated that the STEM training was applied in an integrated way by
interrelating the four subjects in accordance with Dugger's (2010) four-disciplinary approach.
Based on the research findings, it is concluded that a systematic study consisting of preparation,
implementation and evaluation steps should be performed in order to realize STEM practices
successfully. This situation was emphasized in the work of YEGITEK in support of the present
findings. It was stated that the cycle containing the steps of questioning, designing the product,
testing the product, drawing conclusions, evaluating the product, sharing and reusing it,
developing the product by re-thinking invention and product development with new questions
should be realized after the completion of the infrastructure for STEM training (preparation)
(MoNE, 2018). In this study, it was observed that the activities carried out within the scope of
STEM training were in large agreement with the stages of the design-based learning model
proposed by Penner, Giles, Lehrer and Schauble (1997). The process of performing STEM
training is similar to that of Yamak, Bulut and Diindar (2014), and it is observed that the process
in concern was in compatible with the roadmap suggested for integrated STEM teaching in
Yildirim (2018b).

As a result of the research, the activities of STEM training improved students’ thinking,
problem solving and manual skills. It was also indicated that cooperation between the students
increased, that the students developed a positive attitude towards the course, that their self-
confidence was increased and that they learned to behave more carefully.

The current research has yielded similar findings reported in the existing literature such as
that STEM education developed students’ thinking and problem solving skills and increased
their self-confidence (Altunel, 2018; Bakirci & Kutlu, 2018; Honey, Pearson &
Schweingruber, 2014; Morrison, 2006; Yildirirm & Altun, 2015). The findings reported in this
research also overlap with Altunel (2018), Yildirim and Altun (2015) who previously informed
that STEM training allows students to experience interdisciplinary thinking, inquiry-based
learning, learning by doing, life-based learning, critical and alternative thinking and problem-
based learning processes. The finding that the STEM training increases cooperation among the
students is in line with Yasak (2017). Another finding of the study is that STEM activities
helped the students have a positive attitude towards the course and increased their course
achievement. This finding also perfectly fits with the relevant literature (Altunel, 2018; Baran,
Bilici & Mesutoglu, 2015; Fortus et al., 2004; Gencer, 2015; Gililhan & Sahin, 2016; Honey et
al., 2014; MoNE, 2018; Sahin, Ayar & Adigiizel, 2014; Yamak et al., 2014; Yasak, 2017,
Wendell et al., 2010). One of the noteworthy findings of the study, which has not been reported
in previous research, is that STEM training improves students' manual skills and teaches them
to behave more carefully. This might be attributed to assigning students with various activities
that help them develop their manual skills and act carefully to come up with products. In
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today’s world, it is of great significance to educate cautious individuals with developed
dexterity.

The study showed that the teachers and students encountered problems related to
classrooms, lack of materials and students' working with the group during STEM training
practices. This particular finding approves those reported in Yildirim’s (2018b) study with
STEM teachers. However, Yildirim (2018b) stated that students suffer from lack of interest in
courses and fail to inter-relate the disciplines. The difference of the present finding might stem
from the participation of a limited number of students in the project and the inclusion of
volunteer students in the project through a test.

Wang, Moore, Roehring and Park (2011) emphasized that students should be interested in
the activities in order to perform STEM training effectively. In this research, students'
voluntary participation in the project may have increased the chances of success of the project.
Baran et al. (2015) emphasized cooperation and disruptions in working processes, which is in
line with the results of this study. Eroglu and Bektas (2016) stated that they suffered from lack
of materials in STEM training, which is similar to the results of the present research. Morrison
(2006) indicated that STEM classes for the students aged between 6-12 should be student-
centered which encourages active participation of the students, which is suitable for innovation
and invention, which is equipped with portable tools, recyclable materials, ventilation and
computers with STEM software and which promotes the students’ self-inquiry. The scholar
also underlined that it should have furniture that can be easily changed to function and serve
disabled students, as well.

A couple of practical implications were offered in the light of the findings reported in this
research. First of all, it was concluded that STEM training make academic, social and personal
contributions to the students. Therefore, it should be expanded as much as possible. Secondly,
it was revealed that STEM training improved students' high-level thinking and manual skills.
Hence, similar practices can be done in other schools and STEM workshops can be established
in these schools. Third, it was found that the students had problems working in groups. In that
regard, teachers are suggested to be rigorous when creating a group (number of people) and in
the process (communication within the group and distribution of tasks) so that the students do
not have such problems. More specifically, activities to develop students’ manual skills can be
held to minimize the problems they encounter. The research also revealed that the students
encounter some problems arising from the lack of materials and failure to recognize the
materials to perform the assigned tasks. Accordingly, the teachers are recommended to
document and report the lack of materials for administrators to supply and to introduce the
existing materials to the students during the initial days of STEM training. In addition, based
on the participant teachers’ and students’ views, STEM training should be integrated into the
curriculum as a course. Furthermore, Science and Math curricula could be revised to include
STEM training. Another suggestion of the research might be the expansion of STEM training
with the cooperation among MoNE, the Scientific and Technological Research Council of
Turkey (TUBITAK), universities and municipalities. In-service teacher education programs
and seminars on STEM training should be organized by MoNE. Lastly, students attending
teacher training programs at faculties of education should be offered courses on STEM training.
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Abstract

The aim of this study is to analyze different views of students studying at Anatolian high
school, industrial vocational high school and private high school about vocational guidance
services. The sample of the study consisted of 180 high school students from three different
school types. Of them, 103 were male and 77 were female. In the study, survey method was
employed and the data were collected through vocational guidance service evaluation
questionnaire developed by the researcher. The findings showed that some students found the
vocational guidance services that provided at school insufficient. In addition, students’
opinions on vocational guidance services were found to differ significantly in terms of gender
and school type variables. The students stated their opinions on the importance of vocational

guidance services and their main problems, expectations and suggestions related to the
vocational guidance services.

Keywords: vocational guidance services, high school students, school types

1. Introduction

The profession is an important part of human life as it has a significant value in determining
the social prestige of the human being and even the happiness level of the individuals (Turan
& Kayikgi, 2019). Having a profession is of great importance for all individuals since it is an
area of activity that allows people to be respected in society, to establish relationships with
others and to have a place in society (Kuzgun, 2000). Moreover, it has a direct influence on the
standard of living, social relations, emotional health and the feeling of self-worth (Nyamwange,
2016). Therefore, career planning and career choice are considered as the most important and
distinctive aspects of life.

The career choice has a long-lasting influence on the individual. It serves as a predictor and
determinant of income level, nature of work and personal development (Kazi & Akhlag, 2017).
Thus, it can be argued that a wrong choice in career planning can change the fate of an
individual. The choice of profession can be defined as the individual’s determination of one of
the professions based on his/her personal interest and the efforts that he/she makes to acquire
this profession (Bacanli, 1996). According to Savickas and Lent (1994), profession choice
process includes three components, which are as establishing a goal, taking action to
implement the choice, and attaining a significant position and stage of performance
determining the future directions and career behaviors.

On the other hand, career choice is not an easy and straightforward process. Making the
right decisions depends on the student's self-knowledge, awareness of their interests, needs,
expectations and abilities (Tuzcuoglu, 2000). Career planning becomes significant especially
during the early adulthood. During this time, high school students seek information on their
career and become more aware of their vocational interests (Khan et al; 2011). In the literature,
it is seen that various factors have influences on career choices of high school students. The
studies conclude that personality, interests, socio-economic factors, teachers, friends, parents,
cultural identity and family business, etc. are among the most prominent factors affecting
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career choice (Kumar, 2016; Pascual, 2014; Edwards & Quinter, 2011). In the study conducted
by Kiyak (2006), the criteria of high school students on the profession choice are found as the
possibility of finding a job in the profession, skills, interest, values, personality traits (self-
recognition), the awards of the profession (money, prestige, fame, etc.) and the wishes of the
family. On the other hand, Bahar (2002) found a positive relationship between the social-
economic situation and the professional choice of the students.

Nyamwange (2016) stated that students should be provided with the adequate information
regarding various career choices. Therefore, the consultants at schools are expected to support
the students in their career planning. As a result, the guiding and counseling services at schools
become more prominent. In Turkey, guiding and counseling services are conducted at schools
based on the regulations of Ministry of National Education (MoNE, 2017). It is stated in Article
6 of the Ministry of National Education Regulation on Guidance Services that “Vocational
guidance is a service offered to individuals and the parents for the recognition of self and
occupations, making choices for the profession in line with skills, interest, need, value and
personality traits, to prepare them for the profession, to start, to continue the profession and
to develop himself/herselfin the lifelong learning process.” (Official Gazette, 2018). Guidance
services play the most important role in conducting guidance services at schools. In addition,
various individuals and boards such as school principals, deputy principals, guidance services
executive commission, coordinator guidance teachers, guidance teachers, classroom guidance
teachers and other teachers are involved in conducting guidance activities (MoNE, 2017).

In the study conducted by Turan and Kayike¢1 (2019), it was aimed to determine the role of
school guidance services in senior vocational high school students' professional choice based
on the opinions of the guidance counselor, parents and students. Ulas and Yildirim (2015)
aimed to find out whether family, peer and teacher support variables and demographic
properties predict the high school students’ career maturity levels. On the other hand, the
studies showed that vocational guidance services conducted on high school students have a
positive influence on making correct decisions in terms of career choice (Efilti, 1998), choosing
the appropriate field based on their interest and recognizing themselves professionally (Oksiiz,
2001; Bektas & Demir, 2004) and making the professional preferences appropriate to the skills
and interests of the students (Cetinkaya, 1995).

Based on the information in the literature, in this study it was aimed to investigate the
opinions of the Anatolian high school, industrial vocational high school and private high school
students about vocational guidance services and the differences between the opinions were
tried to be presented. The study is expected to make contribution to the literature since it will
provide information on to what extent high school students benefit from school guidance
services provided by the vocational guidance services; whether the students understand the
importance of vocational guidance services; problems, expectations and suggestions of the high
school students about the vocational guidance services. Therefore, the main problem of the
study is determined as; “Is there any difference between the opinions of Anatolian high school,
industrial vocational high school and private high school students about vocational guidance
services?” Based on this main problem, the following sub-problems were tried to be answered:

1. What are the opinions of the high school students on vocational guidance services?

2. Do the high school students’ opinions about vocational guidance services differ
according to gender and school type variables?

3. What are the opinions of high school students on the importance of vocational
guidance services?
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4. What are the high school students’ main problems, suggestions and expectations related
to vocational guidance services?

2. Research Methodology

In the study, the survey method was employed. Survey models aim to describe, compare,
analyze and interpret the situations of individuals, institutions, groups or sources in the way
that they are (Cohen, Manion & Morrison, 2007).

2.1. Participants

The sample of the study consisted of 180 students from 9t and 12t grades studying at an
Anatolian high school, an industrial vocational high school and a private high school in the
spring term of 2018-2019 academic year in Elaz1ig, Turkey. Of these students, 103 were male
and 77 were female. In addition, 60 of the students were studying at Anatolian high school, 60
were at the industrial vocational high school and 60 were at private high school. In terms of
school type variable, 90 students were 9t grade students while 90 students were 12t grade
students. On the other hand, the convenience sampling method was employed for the selection
of the participants. Since it allows the researcher to choose a situation that is close and easy to
access, convenience sampling method gives the researcher speed and practicality (Yildirim &
Simsek, 2008).

2.2. Data Collection

In the study, “Vocational Guidance Services Evaluation Questionnaire” was used to collect
the data. The questionnaire developed by the researcher aimed to reveal whether the school has
provided sufficient awareness and information to the high school students in terms of
recognition of the occupations, whether the student has received sufficient assistance from the
school for the choice of profession, the students’ opinions on the importance of a correct career
choice, their problems experienced in the vocational guidance process and the expectations and
suggestions of the students for vocational guidance services. The questionnaire consists of 16
closed ended and 4 open-ended questions. The relevant literature and expert opinions were
used in the development of the questionnaire. The questionnaire consisted of two parts. In the
first part, the participants were asked to answer questions about vocational guidance services.
The questionnaire consists of 16 items as a five-point Likert-type instrument, ranging from
"1=completely disagree, "5=completely agree". In the second part, four different open-ended
questions related to high school students’ opinions on vocational guidance services were asked.
Since the questionnaire items were handled independently for detailed analysis and
interpretation, no analysis of the reliability of the scores (such as Cronbach’s alpha internal
consistency coefficient) was conducted.

2.3. Procedures

The study was conducted during the spring term of 2018-2019 academic year in Elazig with
180 high school students studying at an Anatolian high school, industrial vocational high
school and a private high school. The vocational guidance services evaluation questionnaire
used in the study was applied to the students in the classroom environment. For this purpose,
firstly the required permission was taken from the classroom teachers and the most appropriate
time was determined for the application. The researcher went to the schools on a determined
day. The students were also informed about the aim of the study. The study was carried out on
a voluntary basis.

2.4. Data Analysis

The obtained data were analyzed using SPSS 17.0 statistical program. All statistical tests
were conducted at significance level of 0.05, which was preferred in the social sciences. In
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order to test the validity of the questionnaire, Kaiser-Meyer-Olkin statistics were used.
Descriptive statistics such as means and standard deviations were computed. Then,
Kolmogorov-Smirnov test was conducted to see whether the data was normally disturbed. The
analysis results showed that the data did not normally distributed (p<.05). Therefore, Mann-
Whitney U test and Kruskal-Wallis H test were used for the data analysis.

3. Findings

In the study, students’ opinions about vocational guidance services were examined in
terms of gender and school type variables item by item using non-parametric tests Mann-
Whitney U test and Kruskal-Wallis H test. After analyzing the sub-problems of the problems
with statistical data, students’ answers on the importance of vocational guidance, problems
experienced within the scope of vocational guidance services, expectations from the school
administration, guidance teachers and other teachers within the scope of vocational guidance
services, and students’ suggestions about vocational guidance services are given in tables in
frequency and percentage.

3.1. Findings Related to the First Sub-Problem

The frequencies and percentages of the high school students’ opinions related to vocational
guidance services are given in Table 1.

Table 1. The frequencies and percentages of the high school students’ opinions for each item

Completely ) Completely

ITEMS ] Disagree Neutral Agree
Disagree Agree
f % f % f % f % f %

1 36 20,0 23 12,08 43 23,09 30 16,7 48 26,7
2 29 16,01 33 18,3 34 18,09 40 22,2 44 24,4
3 11 6,1 34 18,9 36 20,0 44 24,4 55 30,6
4 13 7,2 45 25,0 38 21,1 46 25,6 38 21,1
5 20 111 31 17,2 39 21,7 48 26,7 42 23,3
6 43 23,9 42 23,3 27 15,0 46 25,6 22 12,2
7 30 16,7 31 17,2 34 18,9 27 15,0 58 32,2
8 46 25,6 31 17,2 37 20,6 43 23,9 23 12,8
9 24 13,3 45 25,0 33 18,3 26 14,4 52 28,9
10 24 13,3 44 24,4 39 21,7 38 21,1 35 194
11 19 10,6 41 22,8 37 20,6 48 26,7 35 19,4
12 13 7,2 41 22,8 43 23,9 36 20,0 47 26,1
13 40 22,2 43 23,9 46 25,6 34 18,9 17 9,4
14 18 10,0 32 17,8 44 24,4 42 23,3 44 24,4
15 20 111 36 20,0 39 21,7 41 22,8 44 24,4
16 46 25,6 30 16,7 42 23,3 37 20,6 25 13,9
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When the Table 1 is examined, it is seen that some students think that vocational guidance
services are insufficient in providing them realize themselves. Most of the students regard
vocational guidance services as a professional aid.

Some of the students think that school guidance services are insufficient in providing the
actual data about the occupations. In addition, according to some students, there are not enough
activities to raise awareness about the occupations.

It is found that some students have the opinion that the measurement tools implemented
within the scope of vocational guidance are not applied effectively. Also, most of the students
think that the importance of vocational guidance services is sufficiently comprehended by
teachers.

3.2. Findings Related to the Second Sub-Problem

In the second sub-problem of the study, the Mann-Whitney U Test was applied to determine
whether students' opinions differed according to gender variable. The analysis results are given
in Table 2.

Table 2. Mann-Whitney U test results in terms of gender variable

Items N X SS Z Sig.

1. | think that the vocational guidance services Male 103 2,88 1,47

provided by the school guidance service make me ,002
Female 77 356 1,37 3,048

realize myself.

2. | think that vocational guidance is a professional Male 103 2,82 1,46 -

aid. Female 77 3,73 1,17 4,175 000
3. | think that vocational guidance services will Male 103 3,17 1,32 -
contribute to my social development Female 77 4,04 1,02 4,402 000
4. Within the scope of vocational guidance services, Male 103 2,91 1,15

occupational group information is provided ) ,000
sufficiently. Female 77 3,78 1,22 4,688

5. Guidance teachers who provide vocational Male 103 3,06 1,28

guidance services are at a sufficient level in their fields -

(subject dominance, giving information to students, Female 77 3,71 1,26 3,426 001
presentation, occupations, etc.).

6. Within the scope of vocational guidance services, Male 103 2,98 1,46

the guidance given to us to obtain up-to-date - 040
information about the occupations (progress, Female 77 2,53 1,22 2,052
employment opportunities, etc.) is not sufficient.

7. Within the scope of vocational guidance services, Male 103 3,07 1,48

the techniques applied to measure the professional ) ,022

. . Female 77 3,58 1,45 2,290
tendencies of the student are sufficient.
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8. Within the scope of vocational guidance services, Male 103 3,06 1,41

seminars, conferences, panels, trips etc. aiming to -

raise awareness about the occupations are not Female 77 2,48 1,28 2,738 008

included.

9. Within the scope of vocational guidance services, Male 103 2,88 1,41

guidance teachers give enough space to individual ) ,001

interviews in order to get to know our features better. Female 77 364 1,36 387

10. I receive adequate assistance and support frommy Male 103 2,84 1,34 -

school within the scope of vocational guidance. Female 77 3,42 1,25 2,839 005

11. | think that measurement tools such as tests, Male 103 2,99 1,35

questionnaires etc. applied within the scope of - 008

vocational guidance services are implemented to usin Female 77 3,52 1,13 2,654

a healthy and timely manner.

12. 1 think that the guidance counselors in our school Male 103 3,11 1,26

are aware of the principles and responsibilities ) ,003

required by the vocational guidance service. Female 77 368 125 299

13. 1 do not think that the importance of vocational Male 103 2,91 1,26 -

guidance services is well understood by teachers. Female 77 2,40 1,23 2,716 007

14. Within the scope of vocational guidance services, Male 103 3,16 1,31

I think that the guidance hours are evaluated by the - 022

class guidance teachers in a healthy and appropriate Female 77 3,60 1,24 2,297

way.

15. | find the point of view of the administrators Male 103 3,10 1,37

(school principal and assistant principals) on guidance - 023

service within the scope of vocational guidance Female 77 3,56 1,24 2,273

services positive.

16. | do not find the weekly guidance course hours Male 103 2,98 1,36

sufficient within the scope of vocational guidance ) ,047
Female 77 257 1,39 1,987

services.

As can be seen in the Table 2, the students’ opinions on vocational guidance services differ
significantly in terms of gender variable [p<.05]. When the each item was analyzed separately
to determine the source of the differences, significant differences were obtained in favor of the
female students in all items. As seen from the table, female students have higher average scores
than male students. Therefore, it can be concluded that female students have more positive
opinions on the positive sides of the offered vocational guidance services than male students.
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In the second sub-problem of the study, it was also aimed to determine whether students'
opinions on the vocational guidance services differed significantly in terms of school type
variable. For this purpose, the Kruskal - Wallis H test was conducted. The results are presented

in Table 3.

Table 3. Kruskal - Wallis H test results in terms of school type variable

_ Chi- )
Items N X SS df Sig.
Square
1. | think that the vocational guidance services Anatolian 60 3,83 1,15
provided by the school guidance service make me Private 60 3,67 1,28 54,719 2 ,000
realize myself. Industrial 60 2,02 1,21
) ) ) ) ) Anatolian 60 3,90 1,08
2. | think that vocational guidance is a professional ——
" Private 60 3,57 1,32 50,428 2 ,000
aid.
Industrial 60 2,15 1,18
) ) ) ) _Anatolian 60 4,12 0,88
3. | think that vocational guidance services will
) ) Private 60 4,15 1,10 77,073 2,000
contribute to my social development.
Industrial 60 2,37 0,88
4. Within the scope of vocational guidance services, Anatolian 60 3,78 1,11
occupational group information is provided Private 60 3,72 1,19 50,663 2 ,000
sufficiently. Industrial 60 2,35 0,88
5. Guidance teachers who provide vocational Anatolian 60 3,88 1,03
guidance services are at a sufficient level in their Private 60 3,75 1,30
i ] ) o ) 49,663 2 ,000
fields (subject dominance, giving information to )
. ] Industrial 60 2,38 1,03
students, presentation, occupations, etc.).
6. Within the scope of vocational guidance services, Anatolian 60 2,10 1,10
the guidance given to us to obtain up-to-date Private 60 2,72 1,34
) ] ) 32,978 2,000
information about the occupations (progress,
o ) o Industrial 60 3,55 1,29
employment opportunities, etc.) is not sufficient.
7. Within the scope of vocational guidance services, Anatolian 60 4,08 1,01
the techniques applied to measure the professional Private 60 3,63 152 54,363 2 ,000
tendencies of the student are sufficient. Industrial 60 2,15 1,13
8. Within the scope of vocational guidance services, Anatolian 60 1,95 1,00
seminars, conferences, panels, trips etc. aiming to Private 60 2,75 147
] ) 50,107 2 ,000
raise awareness about the occupations are not )
] Industrial 60 3,73 1,02
included.
Anatolian 60 3,97 1,10 50,172 2 ,000
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9. Within the scope of vocational guidance services, Private 60 3,48 1,44

guidance teachers give enough space to individual )
) ] Industrial 60 2,17 1,08
interviews to get to know our features better.

Anatolian 60 3,48 1,02

10. | receive adequate assistance and support from

o ] ) Private 60 3,70 1,31 52,995 2 ,000
my school within the scope of vocational guidance. i
Industrial 60 2,08 1,03
11. | think that measurement tools such as tests, Anatolian 60 3,72 0,98
questionnaires etc. applied within the scope of Private 60 3,70 1,29
) ) ) ) 52,715 2 ,000
vocational guidance services are implemented to us
) ) Industrial 60 2,23 0,96
in a healthy and timely manner.
12. | think that the guidance counselors in our school Anatolian 60 3,82 1,05
are aware of the principles and responsibilities Private 60 3,83 1,28 50,337 2 ,000
required by the vocational guidance service. Industrial 60 2,40 0,94
) ) ) Anatolian 60 2,25 0,99
13. I do not think that the importance of vocational —
) L Private 60 2,47 148 28,042 2 ,000
guidance services is well understood by teachers i
Industrial 60 3,37 1,01
14. Within the scope of vocational guidance services, Anatolian 60 3,82 1,00
| think that the guidance hours are evaluated by the Private 60 3,67 1,39
) ) ) 35,296 2 ,000
class guidance teachers in a healthy and appropriate )
Industrial 60 255 1,10
way.
15. | find the point of view of the administrators Anatolian 60 3,87 0,91
(school principal and assistant principals) on Private 60 3,73 1,39
. ) . . 52,475 2,000
guidance service within the scope of vocational )
. . . Industrial 60 2,28 1,03
guidance services positive.
16. 1 do not find the weekly guidance course hours Anatolian 60 1,97 0,86
sufficient within the scope of vocational guidance Private 60 2,77 1,64 47464 2 000

Services. Industrial 60 3,68 0,95

As can be seen in the Table 3, the students’ opinions on the vocational guidance services differ
significantly in terms of school type variable in all items [p<.05]. The sources of these
differences were analyzed for each item separately. The obtained results showed that the
average score of the Anatolian high school students and private high school students were
significantly higher than the average scores of industrial vocational high school students.
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3.3. Findings Related to the Third Sub-Problem

In the third sub-problem of the study, open-ended questions were asked to the students on
the importance of vocational guidance services. By the obtained data, it was aimed to determine
the opinions of the students on the vocational guidance services. In the Table 4 below,
frequency and percentage results are given.

Table 4. High school students’ opinions on the importance of vocational guidance

Opinions Frequency %
Increase level of awareness about occupation 16 16.3
Help student in discover himself/herself 14 14.3
Lead students to vocations compatible with students’ characters 12 12.2
Provide comprehensive information on different professions 11 11.2
Provide opportunities to explore interests and talents 9 9.2
Lead to the appropriate occupation 9 9.2
Create an activity environment for recognizing professions 7 7.1
Contribute to personal and social development 6 6.1
Help the individual to make a correct profession choice 5 5.1
Help students develop a realistic self-concept 3 3.1
Support lifelong career development 2 2.0
Provide the ability of self-management for the individuals 2 2.0
Support for career planning 1 1.0
Determine the existing qualities of the individual 1 1.0

When the findings in Table 4 are analyzed, it is seen that some students state their opinions
on the importance of vocational guidance services as increasing awareness about the
occupations, to help them discover themselves, to guide them to the profession appropriate to
their personality characteristics, to give them the opportunity to get to know different
occupations more closely, to offer them the opportunity to explore their interests and abilities
and to direct them to the appropriate profession.

3.4. Findings Related to the Fourth Sub-Problem

In the fourth sub-problem of the study, open-ended questions were asked to the students on
the main problems experienced in vocational guidance services; and students’ suggestions and
expectations about vocational guidance. In Table 5 below, frequency and percentage results
related to the main problems of the students about vocational guidance services are given.
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Table 5. Main problems of the high school students related to vocational guidance services

Main Problems Frequency %
Insufficient number of guidance teachers according to the number of students 17 175
at schools

Lack of physical equipment of guidance services 13 13.4
Students are not sufficiently informed about vocational guidance services 12 12.4
Administrators have a negative perspective on guidance services 12 124
Limited time allocated to students by guidance counselors 10 10.3
Failure to evaluate the guidance duration in a healthy and appropriate way 9 9.3
Inadequate guidance hours 8 8.2
Failure to understand the importance of vocational guidance services 5 5.2
Not having the consciousness of principles and responsibility required by the 5 5.2
guidance services

Failure to assess the situation with parents 3 3.1
Unwillingness of guidance counselors for guidance 3 3.1

When the findings in Table 5 are examined, the problems experienced by some students
related to the vocational guidance services are expressed as an insufficient number of guidance
teachers, lack of physical equipment of the vocational guidance services, insufficient
information about vocational guidance, and the negative viewpoints of the administrators on
the guidance services. Other problems such as inadequate guidance hours and inadequate
evaluation of the guidance duration in a healthy and appropriate way are also stated by some
of the students. The expectations and the suggestions of the high school students for vocational

guidance services are presented in Table 6.

Table 6. Expectations and suggestions of high school students related to vocational guidance

services
Expectations and Suggestions Frequency %
Guidance teachers with professional knowledge and awareness should 17 19.1
conduct the classes.
Guidance teachers should develop themselves. 14 15.7
Guidance teachers should communicate more with students. 12 13.5
Vocational guidance services should be introduced to students more clearly 11 12.4
Students’ personal development should be supported 9 10.1
The lack of physical equipment in the guidance of the school should be 8 9
eliminated
Vocational guidance activities should be organized for families as well. 8 9
More activities should be organized to promote occupations 5 5.6
Branch teachers should be more active in guidance services. 3 3.4
The confidentiality of individual interviews should be ensured. 2 2.2
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When the findings in Table 6 are analyzed, the main suggestions and expectations of some
students were as teachers with professional knowledge and awareness should be included in
the courses, guidance teachers are required to develop themselves continuously,
communication with the students should be increased within the scope of vocational guidance
services, students should be more informed about vocational guidance services and it is
necessary to support the personal development of the students through activities to be
conducted within the scope of guidance studies.

In conclusion, in the study it was found that the opinions of the students on vocational
guidance services differed significantly in terms of gender and school type variables. In
addition, most of the students stated that the importance of vocational guidance has significant
value in increasing the level of awareness about occupations. On the other hand, some students
expressed that the biggest problem experienced during vocational guidance was the low
number of guidance teachers at schools and as a suggestion, most of the students stated that
guidance counselors with professional knowledge and awareness should first conduct the
guidance courses.

4. Discussion and Conclusion

This study aimed to determine the students’ opinions on vocational guidance services. The
findings showed that some students found the vocational guidance services provided at school
insufficient. In the study conducted by Turan and Kayik¢i (2019) while some students
expressed their positive opinions about the guidance services conducted at school, some
students expressed their negative opinions about guidance services and stated that the guidance
services were quite insufficient. In her study, Sahin (2008) found that students had the opinion
that 56% of the psychological guidance services were conducted at school. Similarly, in the
studies conducted by Hatunoglu and Hatunoglu (2006) and Karagiiven (2001), students
assessed the services they received from psychological guidance as insufficient. In addition,
Karatas and Baltac1 (2013) found that while some students assessed the psychological and
guidance services as sufficient, some students stated that they assessed the services as
insufficient. In their study Aricioglu and Tagay (2008), it was found that the students found
guidance services provided by class teachers insufficient. Topcu (2014) found in his study that
students found vocational guidance services included in the 9t grade guidance program
moderately useful. When considering how career choice affects the whole life of an individual,
the importance of vocational guidance services becomes more prominent. Therefore, more
activities should be conducted at schools on vocational guidance services and the students
should be supported.

Students’ opinions on vocational guidance services were found to differ significantly in
terms of gender variable. When the each item was analyzed separately to determine the source
of the differences, significant differences were obtained in favor of the female students in all
items. Therefore, it can be concluded that female students have more positive ideas on
vocational guidance services provided by school. On the contrary in the studies conducted by
Sahin (2008) and Poyraz (2007), the students’ scores on assessing the psychological guidance
services did not differ significantly in terms of gender variable.

Students’ opinions on the vocational guidance services were found to differ significantly in
terms of school type variable in all items. The obtained results showed that the average score
of the Anatolian high school students and private high school students were significantly higher
than the average scores of industrial vocational high school students. Therefore, it can be
concluded that students studying at Anatolian high school and private high school have more
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positive opinions on the importance, necessity and benefits of the industrial vocational high
school students. On the other hand, the opinions of the students on the negative or insufficient
side of the vocational guidance services were higher for the Anatolian and private high school
students compared to the industrial vocational high school students. In the study conducted by
Civicioglu (2016), it was found that students’ opinions on the vocational guidance services
differed significantly in terms of school type variable. In the study, scores of students studying
at Anatolian High School were found to be higher than the scores of students studying at
different school types. In addition, Peker (2008) concluded that students’ expectations on
vocational guidance services differed significantly in terms of school type variable.

In the next sub-problem of the study, open-ended questions were asked to the students on
the importance of vocational guidance services, main problems experienced in vocational
guidance services; and students’ suggestions and expectations about vocational guidance.
Some students stated their opinions on the importance of vocational guidance services as
increasing awareness about the occupations, to help them discover themselves, to guide them
to the profession appropriate to their personality characteristics, to give them the opportunity
to get to know different occupations more closely, to offer them the opportunity to explore their
interests and abilities and to direct them to the appropriate profession. In addition, it is
understood that the activities aiming at recognizing the professions contributes to the personal
and social development, which shows that the students approach the issue from different
perspectives. Different opinions have been expressed about the importance of vocational
guidance. An individual’s profession is the most important element that defines and identifies
his/her identity (Herr et al., 2004). The occupation gives a certain form to the thoughts and life
of the individual (Kuzgun, 2000). It should be kept in mind that the most important criterion
determining the social status of the individual is profession. The answers to the questions such
as “What kind of environment will he/she work with, with whom he/she will contact, what
kind of lifestyle will he/she have, how much holiday will he/she have?” are related to the
profession.

On the other hand, the problems experienced by some students related to the vocational
guidance services were expressed as insufficient number of guidance teachers, lack of physical
equipment of the vocational guidance services, insufficient information about vocational
guidance, and the negative viewpoints of the administrators on the guidance services. Other
problems such as inadequate guidance hours and inadequate evaluation of the guidance
duration in a healthy and appropriate way are also stated by some of the students. There is a
major imbalance in the distribution of guidance teachers in schools according to provinces and
schools. While the recommended rate for conducting these services is 250 students for each
counselor (ACA), this ratio varies between 1/905 and 1/2836 in Turkey (Akkok, 2006).
Although the psychological counseling and guidance services in Turkey have been adopted
from America, where these services are developed most since the beginning of the
psychological counseling and guidance services, and all the resources and approaches have
been taken from America, in the recent period, with the hope of membership in the European
Union and with the support of the EU project, European countries have started to be modeled
in vocational guidance and career counseling services and efforts have been made to create a
system with some countries there (Akkok & Zelloth, 2010; Cedefop, 2008; Sultana &Watts,
2007).

The main suggestions and expectations of some students were as teachers with professional
knowledge and awareness should be included in the courses, guidance teachers are required
to develop themselves continuously, communication with the students should be increased
within the scope of vocational guidance services, students should be more informed about
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vocational guidance services and it is necessary to support the personal development of the
students through activities to be conducted within the scope of guidance studies.

Based on the findings, the following suggestions can be provided:

e In order for the students to benefit more from the vocational guidance services,
activities to raise awareness for the student are required.

e  Priority should be given to the appointment of guidance counselors for schools that do
not have guidance counselors or where the number of guidance counselors is insufficient.

e Deficiencies related to the implementation of vocational guidance services should be
eliminated and it should be a priority for the students to make useful activities and practices.

e Student recognition and individual interview services should be increased.

e School guidance services should be turned into places that can serve better in terms of
occupational information and awareness-raising.

e Administrators and branch teachers should support the development of vocational
guidance services.

e Vocational guidance should be continuous.

e Vocational guidance services should be provided more frequently and with sufficient
time.

e Vocational guidance services should not be kept on paper as a plan and implementation
and evaluation activities should be emphasized.

e Vocational guidance should not be limited to students, but should also be organized for
families that play a major role in the choice and preferences of students.
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Abstract

The purpose of this study is to investigate the EFL teachers’ and students’ attitudes
towards the use of songs in teaching and learning English language. The participants were
(43) English teachers who teach Sixth Grade in public schools in the directorate of Education
for Wadi Al-Sier in Amman. (42) Sixth-grade students were participated as well in this study
from the same Directorate. Questionnaires were filled out by both EFL teachers and students.
The results show that students are of view that songs helped them learning English
vocabulary and it is also considered as good practice by teachers. Based on the results, some
recommendations for both teachers and students have been highlighted.

Keywords: EFL teachers and students, attitudes, songs and music

1. Introduction

English is an international language and fundamental to learning and communication in all
cultures. For Jordanian students, English is a Foreign Language (EFL). Thus, curriculum
should help the students to use the English Language properly. This, however, cannot be
achieved unless students have a vast vocabulary that allows them to be able to communicate,
comprehend, acknowledge, and interact with people from all around the world as well as
those who identify as Jordanians. Owing to the growing acceptance and popularity of
Information Technology (ICT), students are now required to stay up to date with the latest
technological trends and practices for which they must possess a firm grip over the English
Language so that they may advance in their respective careers. Learning English will enable
them to be self-confident and proficient in their pursuit of further education and the needs of
school-based employment opportunities.

Educating English, particularly in essential schools, points to propel and empower
understudies to be more certain in considering English. For essential understudies, instructing
English is uncovering them to lexicon in expansion to elocution when they learn for the
primary time (Burhayani, 2013). For this, instructors play a crucial part. They ought to keep
understudies interested, persuaded, and locked in in learning a outside dialect and accomplish
the lesson destinations (Ratnasari, 2007). Instructors are to assist understudies in overcoming
the challenges that they may confront whereas learning and securing a remote dialect
(Burhayani, 2013).

For decades, teaching English in our schools has been characterized by the employment of
a usual manner. Academics seldom use teaching aids. Recently, they have begun to use them.
However, due to restricted resources available in schools, flashcards and posters are amongst
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the most frequent and foremost used aids in displaying vocabulary. Listening and speaking
activities are almost always neglected and not given the amount of attention required or
deserved.

Students suffer from difficulties in saying bound words. Through technological
developments and alteration in teaching demands, several different studies prove the
effectiveness of using music and songs in teaching English, particularly for young learners.
Using music and songs in language schoolroom as good pedagogics has been suggested
particularly for young learners. Communication techniques from the Nineteen Fifties to
Seventies used songs in pedagogy lecture rooms to cut back the tedium that might occur from
repetitive drills (Kanel, 2000).

This study will explore the attitudes of both students and teachers towards the use of songs
to improve the acquisition of English vocabulary. For teachers, the study will examine their
use of unconventional methods such as the use of English songs to enhance individuals'
vocabulary of the said language. The focus of this study revolves around a group of sixth
grade EFL students and English teachers who teach this stage. Music and songs are known to
play an essential role in motivating students to learn new languages, and it also stimulates
their abilities to read, write, as well as verbally communicate with proficiency in phonetics,
pronunciation, and grammar (Lo & Li, 1998). The role of songs in improving vocabulary has
been extensively covered in several past studies. (Orloval997, Murphy 1992).

The utilize of tunes in instructional method is regularly accommodating to amplify lexical,
syntactic, phonological, etymological, and social competencies, notwithstanding of person
instructing approach, fashion or melodic preparing, and without relinquishing center
competencies (McLaren & Lankshear, 1994).

Moreover, songs play a significant role in developing learners’ skills: reading, writing,
speaking and listening, pronunciation, rhythm, synchronic linguistics, and vocabulary (Lo &
Li, 1998).

Melodies encourage the presence of a wonderful and interesting air and exercises at school
(Ulate, 2008). Orlova (1997) recognizes that melodies will work as relate degree support for
learners to utilize English. They will encourage learners recognizing words basically in case
they are upheld with photographs and activities. Besides, they will eventually spur them
towards lexicon procurement (Al-Mamary, 2007).

In Jordan, the language of English has gained much importance, and English is taught as a
Foreign Language. Due to its importance, it has become a compulsory subject in the
Jordanian School's syllabus, and English is studied in their schools from grade one to grade
twelve (Tawjihi). The principal aim of making English compulsory in all schools of Jordan is
that all the students that are graduating from their schools must be speaking fluent English
and having full command in English. By learning English, they can deal with universal
developments (Abu Qulbein, 2004).

By making English subject compulsory in all elementary schools of Jordan, teachers can
make the students more confident, and they can encourage them to take part in different
English speech competitions so that they will have complete command of English. In the
elementary schools, teachers select the Basic English for the students so that they can
pronounce easily and they can quickly learn the vocabulary of the words because it is a
beginning for them to learn English as a language so we should develop their basics first
regarding the English language (Burhayani, 2013).

Teachers play an essential role in developing their English Learning skills because if a
teacher is motivated and wants to learn a new language, then he/she can also motivate and
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encourage his/her students to learn the English Language. A teacher should have some aims
and goals to achieve only then he/she can motivate the students (Ratnasari, 2007).Thus, the
researchers investigated the attitudes of English teachers who mainly teach English for
primary stages in public schools in Jordan.

Teachers are responsible for taking care of every child and for seeing if anyone finds
difficulty in learning the vocabulary of the English words, or he/she can pronounce the words
correctly or not. It is their responsibility to teach every student and cope up with every
problem that occurs during their teaching session (Burhayani, 2013).

Every teacher should plan different techniques or develop some strategies to attain his/her
goals. But the methods should be chosen according to the objectives, and it should be a basic
level for the students, and the teaching style should be effortless so that the students can
understand it easily. A teacher should think before teaching that he/she is showing it to the
elementary classes because there is a vast difference in teaching to secondary learners and the
basic learners (Harb, 2007).

1.1. Advantages of the Use of Songs in the English Class

Many researchers, including (Mardliyatun, 2007; Asih, 2011; Millington, 2011; Apsari,
2012; Burhayani, 2013), observe that using songs in their English lesson class will be very
beneficial in learning English. And if there will be a variety of songs available in the
category, then the students can select their favorite songs, and they will be more encouraged
to learn the English language.

Songs help the students to improve their vocabulary, their English learning skills, and
develop the habit of learning the English language with more passion (Burhayani, 2013).

Music is a relaxation for the mind, and it involves different parts of the brain, including
the right hemisphere of the brain. By engaging different parts of the brain, it will be a more
relaxing and comprehensive behavior (Saeki, 1994). To include a fun element in the class and
to make the course more entertaining and to involve students in different activities, music and
songs are used in the class.

Including songs in the English class has many advantages because it enhances the
vocabulary of a person and improves their grammar skills and pronunciation. Playing music
in class helps improve your speaking skills, and these are the views of Orlova (2003).

1.2. Statement of the Problem

Learning a second language is influenced by several key factors. These factors include not
just the method of teaching or nature of learning but also individual readiness and willingness
to learn. It has also observed that social encouragement and modern methods of teaching
(using technology) are especially useful in such a case. In Jordon, English remains one of the
most challenging subjects, as reported by the students.

Teaching EFL, particularly for young learners, involves using creative and motivating
methods and techniques. Students might have problems in learning vocabulary.

Despite the communicative nature of the Jordanian English info, the students have lack of
vocabulary competency. Without adequate vocabulary learners cannot communicate
successfully or express their thoughts. Some learners contemplate learning vocabulary as a
tedious job, which ends up in a restricted vocabulary that stops them from learning a
language. The utilization of songs and music in teaching English is one methodology that is
used to facilitate learning (Lappi, 2009). Music plays a very important role in setting the tone
of the schoolroom, developing skills and ideas, serving kids to build transitions, and creating
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a way of the community (Schiller, 2007). Jordanian English info encompasses a restricted
variety of songs and games (Dajani & Mclaughlin, 2009). Therefore, this study aims to
investigate the attitudes of English teachers and students towards the use of songs in teaching
elementary grade students' vocabulary.

1.3. Objectives of the Study

The primary purpose of this study is to investigate the English language teachers' attitudes
who teach English for the primary stages towards applying English songs in teaching
vocabulary in their classrooms as well as the attitudes students who learn English. The study
aims to answer the following question:

What are the EFL teachers' and students' attitudes towards the use of songs in learning
English?

1.4. Significance of the Study

The English Language remains as a source of pressure and stress for school (including
principals and teachers), pupils and parents alike. Therefore the importance of this study lies
in the relevance and intensity of the topic itself. It sheds lights on the attitudes of both
teachers and students towards applying English songs in the process of teaching and learning
English. Some teachers are unaware of applying some teaching methodologies in their
categories like songs. This study highlights the effectiveness of exploitation songs and their
effects on EFL teachers' and students' attitudes and teaching EFL vocabulary for the Sixth-
grade students. It is hoped that the results of this study will facilitate English language
teachers to make productive learning surroundings within the lightweight of exploitation
songs.

1.5. Definition of the Terms

Attitudes: people’s beliefs towards certain topic and they can be positive or negative. In
this study they are the teachers’ and students’ beliefs towards using songs and music in
teaching and learning English.

Children's song: It is a nursery rhyme that is made by the students in their own different
words and is used for various purposes like education and culture. In this study they are a
number of songs selected for the sixth grade students in English language classes.

Sixth Grade Students: Six grade or class six are the students aging between 11-12 years.
1.6. Limitations of the Study
The limitations of this study are stated as follows:

1. This study is restricted to two sections of the sixth grade at Al-Swaysa High School for
girls and Al- Zeyoud Elementary School for boys in the Directorate of Educational for Wadi
Al —seir.

2. The small sample size limits the generalization of the results finding of the study.
2. Literature Review

Considers with respect to utilizing tunes in instructing are restricted; particularly the ones
that tend to examine the demeanors of instructors and understudies towards the utilize of
English tunes. Most ponders attempt to discover out how melodies can be consolidated in
instructing procedures, how they influence learners, how instructors utilize, and the benefits
of music and tunes in creating dialect aptitudes (Pasanen 2010).
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Melodies are a combination of dialect and music that capture consideration. When
language and music are blended together, tunes ended up great source for educating social
subjects, expressions, lovely expressions in expansion as they may be utilized as a helpful
work (Shen, 2009). For this, Melodies are considered as educational apparatuses in dialect
educating (Millington, 2011).

Utilizing tunes in youthful learners’ classes has numerous benefits. Melodies are adaptable
and can be utilized for numerous purposes (Millington, 2011). Instructors can utilize tunes for
illustration to form the instructing and learning prepare more curiously and viable, plan
understudies for a modern movement, engage understudies and make them discover learning
through tune entertaining, make understudies be recognizable with the cadence of a outside
dialect and indeed culture of the nation of the dialect (Kuzma,2008).Adding to that, tunes are
too an successful instrument for, educating phonetics, language structure, elocution, lexicon
building and encouraging memorization (Forster, 2006).

Hejjawi (2007) investigated the attitudes of students and teachers toward the use of music
in UAE English classes. Her study examined 160 participants from two groups: the first was
secondary and collage male and female teachers. The second group was collage males and
females students in UAE. The qualitative data using interviews indicated that religious beliefs
toward the use of music decreased the use of music in English classrooms for both teachers
and students. Questionnaires were also used in the study. Other reasons including lack of
teaching materials, lack of time as well as difficulty of choosing music and songs decreased
the use of songs and music in classrooms. However, most students showed a positive attitude
toward the use of songs and music in classrooms.

Joel &Shah (2018) examined the attitude of rural primary Kanowit students toward the use
of songs in their English classrooms.60 students were participated in the study. The data
collected via a questionnaire .The results revealed that students had a positive attitudes
toward learning songs through songs.

Utilizing tunes may offer assistance in educating youthful learners. For illustration, Ara
(2009) expressed that children learn quicker than grown-ups particularly in case they weren't
instructed in conventional ways. So, the utilize of tunes and diversions is an successful
apparatus in instructing English for youthful learners particularly that they made them
oblivious that they are learning a dialect, i.e. they give an curiously and pleasant environment
for learning without the feeling of weight. Ara's discoveries investigation appeared that in
Bangladesh instructors are oblivious of the viability of utilizing tunes, rhymes and diversions
in children's classes as implies of intrigued and inspiration; they still utilize incapable
conventional ways of educating with memorization. The impact of the adequacy of melodies
will show up in afterward stages with least level of capability in English to manage with their
courses. Even great students need to battle to induce higher auxiliary exams CGPA

2.1. Importance of Vocabulary Development

According to Macaro (2003), vocabulary enhances teaching and learning English.
Vocabulary is important for the following purposes:

1- Rich vocabulary facilitates clear communication and effective expression.
2- Rich vocabulary results in enhanced reading comprehension and vice versa.
3- Thinking vocabulary is similar to Linguistic vocabulary.

4- People judge others on the basis of their vocabulary (Vocabulary, 2014).
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Lexicon estimate is critical in success in school (Lehr et al., 2004; Pikulski & Templeton,
2004; Blachowicz, Fischer & Watts-Taffe, 2005; Sobolak, 2008; winter, 2010). Lexicon
measure is imperative particularly in essential levels to assist understudies anticipate be able
to comprehend (Johnson, 2004). Understudies with destitute lexicon may confront challenges
in perusing and composing. The Report of the National Perusing Board (2000) concluded,
“The significance of lexicon information has long been recognized within the improvement
of perusing abilities. As early as 1924, analysts famous that development in perusing control
depends on nonstop development in word knowledge” (Pikulski& Templeton, 2004. p.1).

3. Method
3.1. Study Population

Sixth grade students from all schools of the Directorate of Education for Wadi Al-Seir
were selected as study population. As per official record, there are about fifty-five schools in
the mentioned directorate. From this population of two thousand nine hundred and thirty
eight students who were enrolled in the first semester of the academic year 2019-2020, a
random selection was made for study sample.

3.2. Study Sample

Eighty students were randomly selected from this population of about two thousand nine
hundred and thirty eight students of all of the schools of the Directorate of Education for
Wadi Al-seir as study sample. Arabic was mother tongue of these sixth grade students and
these students were learning English as a second language. A comprehensively representative
sample of these EFL students was selected by the researchers.

The sample was further categorized into four groups; two groups of male students and two
groups of female students. The female students were selected from Al-Swaysa High School
for girls and the male students belonged to Al- Zeyoud Elementary School for boys in the
Directorate of Education for Wadi Al —seir. Out of these four groups, two were designated as
the experimental group (n =41 students) and the other two were placed in the control group.
The control group (n =39 students) was delivered instructions via traditional teaching
techniques while the experimental group was taught by using innovative techniques using
songs. In the pre-test, performance of the experimental group was lower than that of the
control group that is grades of the control group were higher than those of the experimental
one. The teachers' sample consists of (43) English teachers who teach English for the primary
stage in public schools in Jordan. For males teachers (n=26) while for female teachers
(n=17).Thus a total of (43) English teachers has been chosen as a sample for the teacher's
attitude questionnaire.

3.3. Study Instruments
3.3.1. Attitudes questionnaire for teachers

This questionnaire was devised for acquisition of quantitative data for the study. Objective
of this questionnaire was to get a glimpse of attitudes of the elementary grade teachers
towards the use of songs in English classes and to record their views regarding affectivity of
this teaching method in English learning.

The questionnaire items were developed for this current research from some significant
ideas identified in the related literature and in the previous studies. The first draft was
adapted and adopted from various recourses: (Yu-Ling; 2005, Sevic; 2011, Bevic; 2013,
Sevic; 2014 Tse; 2015). The questionnaire was composed of three sections. In every section,
the participants were asked to choose a suitable option as per his/her preference. First section
was related to personal information about participants like gender, education, years of
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experience, and teaching diploma. Second section was related to participant's school
information like public or private, grades, class size, and curriculum taught. In the final
section, twenty five statements were arranged in four sub-sections. These statements were
given to explore the attitudes to beliefs towards using songs in English classes of the
participant teachers. The statements were aimed to collect responses of the teachers regarding
the educational value of songs, their role in enhancing academic performance of the students,
ease of songs’ accessibility and the suggested frequency at which songs should be used in the
classes. The teachers were also allowed to write any suggestion or additional comments.
Responses were scaled of 1 “Strongly Disagree” 2 “Disagree” 3 “Neutral” 4 “Agree” 5
“Strongly Agree”. The collected data was analyzed on Likert scale format.

Experts from the English Language University professors of ‘Evaluation and
Measurement department’, Faculty of Education at Yarmouk University, The University of
Jordan and AL-Hussein Bin Talal University as well as a group of English supervisors from
different Directorates of Education reviewed the first draft of the questionnaire. In the light of
these experts” comments, a second draft was prepared. The updated and modified second
draft was then reviewed by researchers. Three parts were included in the final version of the
questionnaire which are:

Part One: In the first part, various demographic factors were included. Four such items
were included which are; gender of the participant, teaching diploma, academic qualification,
and teaching experience. These factors served as an additional variable for the study.

Part Two: Second part included information related to school, relevant classes, average
class size and English curriculum that school used.

Part Three: Twenty five statements were included in this final part. This part consisted of
25 items. A five-point Likert scale was utilized for rating the respondents from 1= strongly
disagree to 5= strongly agree (5= strongly agree, 4=agree, 3=neutral, 2=disagree, and 1=
strongly disagree). Purpose of this part was to know the beliefs and attitudes of teachers
towards incorporating songs in their teaching methodology. The statements were designed on
two dimensions:

1. Pedagogical value of using songs: It consisted of 17 items (1-17). These items
examined participants’ beliefs and attitudes towards incorporating songs in teaching
methodology.

2. Frequency of using songs: It consisted of 8 items (18-25). These items examined the
frequency that participant use songs in classroom and when to use it. Participants were asked
to write any additional comments they would like to mention pertaining to songs usage in
teaching English language and their impact on language teaching.

3.3.2. Attitudes questionnaire for students

In addition to teachers’ questionnaire, a questionnaire for measuring the impact of songs
on the students’ learning attitude was also designed see (Appendix 2). This questionnaire was
a modified version of questionnaire of Huwari (1996). Twenty two statements were arranged
in the four sections of the questionnaire. In the first section of the questionnaire, six
statements were included whose purpose was to gauge the discovery skills of the participants.
There were also six statements in the second section of the questionnaire, the goal of which
was to measure activity skills of the participants. In the third section, four statements were
included for measuring word recognition skills of the participating students. In the final
section, six statements were included for measuring the attention skills of the participating
students. The participants were told to complete the questionnaire and their responses were
recorded for further analysis.
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In the questionnaire, alternatives were used for recording responses of the participating
students. Each alternative was assigned a certain value for example ‘Always 4, Usually 3,
Sometimes 2, and Never 1°. A five point scale was used by the researcher that is, ‘Very High
5, High 4, Mid 3, Low 2, Very Low 1°.

3.3.2.1. Validity of the learning attitude questionnaire via songs

To establish the validity of the learning attitude questionnaire via songs, the questionnaire
was given to a panel of specialists in instructional technologies, specialists in evaluation and
measurement and psychologists at Yarmouk University, University of Jordan, Al-Hussien
Bin Talal University, as well as a group of English supervisors from different directorates of
Education in Jordan. They were asked to read the items of the questionnaire, and provide
their suggestions and modifications concerning the contents with regard to construction,
purpose, and clarity of the item. Their suggestions were taken into consideration in the final
format of the questionnaire.

3.3.2.2. Reliability of the learning attitude questionnaire via songs

The questionnaire was distributed on a sample consisting of 42 students out of 80 students
who were taught by using song in their English classrooms from males and females students.
Pearson coefficients were computed and found to be (0.78). Internal consistency coefficients
were also computed (Cronback alpha =0.84).

3.4. Data Analysis

A description of the sample and the findings are presented, concluding with a summary of
the findings. All analyses were performed using SPSS statistical package version 21.
Statistical significance was defined for two-sided p <0.05.

Students’ and teacher’s attitude towards use of songs in learning English was illustrated in
frequencies, mean, SD, minimum and maximum. Students’ and teacher’s attitude towards use
of songs in learning English was compared by independent sample t -test. The reliability of
student’s and teacher’s attitude questionnaire was tested using Cronbach’s alpha test.

4. Findings
4.1. Students’ Attitudes

Attitude of students were also measured and 42 students participated in it. Out of them, 25
of them were males while only 17 were females.

Table 1. Gender distribution of sixth grade students

Gender Number Percentage
Male 25 59.5
Female 27 40.5

The following table indicates the attitudes of students towards the use of songs in learning.
The attitude of students towards the learning of English using songs were assessed by
statements in which they were asked to rate their attitude in a scale of 5. Scale 1 indicates
strongly disagree while scale 5 indicates strongly agree.
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Table 2. Students’ attitudes towards use of songs in learning

Statement Min  Max Mean SD

| feel calm with songs. 1 5 4.33 979

| feel that working with songs is interesting. 3 5 4.83 437

| feel that songs enrich my knowledge. 1 5 4.38 825

I like work by Which computer is used 1 5 4.38 .854

| feel that book's role began to vanish in the 1 5 4.52 943
communication era.

| feel that songs increase my mental skills. 1 5 4.45 739

| feel that learning English by songs is useful. 1 5 4.48 .890

| feel that songs enrich my vocabulary 1 5 4.00 1.082
| feel that songs enable me to communicate better than 2 5 4.31 .897
the traditional one.

| feel that songs make E. vocabulary more familiar 1 5 4.31 1.000
| feel that songs are better than traditional strategies to 1 5 4.00 1.189
learn

| feel that learning by songs Shortens lecture's time. 1 5 4.26 .989

| feel more serious towards my duties through songs 1 5 4.19 1.234
| feel that songs refresh the class environment. 3 5 4.76 484

| feel that songs form a unique addition to grasp E- 1 5 4.38 1.011
Text

I think that using songs increases my desire to learn 1 5 4.21 1.200
more.

| feel that using songs to teach non- scientific subjects 1 5 3.52 1.452
is desirable

| feel glad to learn at songs lab. 2 5 4.00 1.012
My attraction is increased by songs during lecture. 1 5 3.67 1.373
| feel that songs are a loss of time 1 5 1.67 1.282

The table indicates that the students enjoy the use of songs in their studies as most of the
statements scored more than 3.5. They disagree with the statements of “I feel that songs are a

loss of time.”

4.2. Descriptive Statistics of Teachers

The following table indicates the gender distribution of teachers participated for this study.

Table 3. Gender distribution of teachers

Gender Number Percentage Valid percentage
Male 26 59.1 60.5

Female 17 38.6 39.5

Missed 1 2.3

Based on valid data, 60.5% of the teachers in this study are males while only 39.5% of

them are female teachers.
The educational level of teachers is as follows.
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Table 4. Educational level distribution of teachers

Educational level Number Percentage Valid percentage
Bachelor 14 31.8 35.9

Masters 20 45.5 51.3

Diploma 5 114 12.8

Missed 5 114

As shown in the table above, based on valid data, the majority of the teachers hold a
master degree (51.3%) while 35.9% of them have bachelor degrees.

Table 5. Distribution of teaching diplomas among teachers

Have a teaching diploma  Number Percentage Valid percentage
Yes 30 68.2 96.8

No 1 2.3 3.2

Missing 13 29.5

Based on valid data, 96.8% of the six grade teachers have a teaching diploma while only
3.2% do not have a teaching diploma.

The attitude of teachers towards the learning of English using songs were assessed by 17
statements in which the teachers were asked to rate their attitude in a scale of 5. Scale 1
indicates strongly disagree while scale 5 indicates strongly agree.

Table 6. Teachers’ attitudes towards use of songs in English learning

Statement Min  Max Mean SD
Songs are considered a valuable pedagogical tool in 3 5 4.45 589
learning English.
Songs help develop language acquisition. 4 5 4.48 505
Songs can be used to illustrate themes or topics. 3 5 4.36 532
Songs help learners become familiar with word stress, 2 5 4.36 .685
intonation and rhythm.
Songs enable learners to remember chunks of language 2 5 4.48 .628
Songs provide students with opportunity for great 2 5 4.27 .694
exposure to improve vocabulary acquisition.
Songs help improve students’ speaking skills. 3 5 4.45 .589
Songs help students to better understanding of the 4 5 4.59 497

culture of the target language.

Songs are useful in the teaching of sentence structure 3 5 4.34 .680
Songs help learners improve their listening and 3 5 4.50 591
pronunciation skills.

Songs increase students’ enjoyment of learning English 3 5 4.34 .645
Songs add interest to the classroom routine 3 5 4.50 .629
Songs improve student’s motivation. 3 5 4.43 545
Songs help create a relaxed and non-threatening 3 5 4.48 .664
environment of learning.

Songs can be used to practice the four skills. 1 5 4.43 .759
Songs help create more students’ participation. 1 5 4.32 71
Songs lower students’ anxiety toward learning English 2 5 4.39 .689
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It is clear that the teachers have positive attitude towards the use of songs in English
learning. All of the statements scored above 4 which indicate a significant agreement. In most
of the statements, the minimum value of 3 or 2 indicates that almost all teachers believe that
the use of the songs in learning is an effective tool.

4.3. Comparison of the attitudes between teachers and students towards use of songs
in English learning

Independent sample t test was conducted to compare the attitudes between the students
and the teachers towards English learning. The independent sample t test results are as
follows.

Table 7. Paired sample t test for the difference in attitude between teachers and students

Group Number Mean SD Std. t value P value
Error
Mean

Attitude  Student 84 4.1333 45439 .04958 -3.445 0.001**
score Teacher 84 4.37 .360 .039

There is a significant difference in levels of attitude between the teachers and the students
towards the use of songs in learning English. This is evident in the above independent sample
t test results that the teachers ( 4.37) have higher attitude than the students’ towards the use of
songs in English learning (4.1333), t (83) = - 3.445, p <0.05.

5. Discussion and Conclusion

The focus of this research study mainly is to investigate the teachers' and students'
attitudes toward using songs in teaching vocabulary. Combining the songs melody with the
target language offers many advantages in learning English language.

In order to achieve purpose of this research, study mode was designed using Attitudes
Questionnaire for Teachers, and Attitudes Questionnaire for Students The judges and jury of
all the assessment belongs to the Yarmouk University, University of Jordan, and Al-Hussain
Bin Talal University .In addition to a group of English supervisors from different
Directorates of Education who checked the first draft of assessment results and then directed
to design second draft of assessment. The data analysis was carried out by using SPSS
software for calculating standard deviation and means.

Through questionnaires for students and teachers, it is quite clear that students are of view
that songs helped them learning English vocabulary and it is also considered as good practice
by teachers. The taste and choice of the music for each individual is also very important as
most of the students search for their favorite music and then listen it every day. It should be
part of the teachers training that which type of music and song is more suitable for their
students and what are their interests towards them.

As a conclusive summary, it is clear that music plays a very big and important role in the
society because it is a part of human life as important events. Nowadays, teachers of English
language found it meaningful to use songs to teach vocabulary. In addition, Songs are
considered as source of motivation and beneficial in learning English language.

Teachers have very meaningful role in the process of the teaching English language
vocabulary. They are the one responsible for helping students to expand and improve their
knowledge of vocabulary. Songs bring interesting changes in the classroom by energizing the
learning environment, as student find listening to song as good approach to learn English
language because in order to understand what song is about, they read and then translate the
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lyrics by their own. In this way, they learn new words of language subconsciously.
Additionally, another important benefit is that many words in the songs are repetitive making
easy for student to remember and memorize.

Analyzing results, it can be said that the use of songs is an effective teaching tool having
pedagogical values. Moreover, this teaching approach has ability to improve the listening and
speaking skills of the learners. Furthermore, with the use of songs in the English language
class, students will be motivated to learn English language with the addition of joy and
enjoyment. The findings of this study strongly demonstrate that songs have effective potential
of playing role in the language learning and teaching process. The results obtained are
strongly in favour of the believe that songs should be part of the teaching methods of
language learning.

In order to achieve the goal of using songs in the leaning process, major role is of teachers.
They should have different and interesting techniques to add song in the learning process
based upon the interest, age and curriculum design.

6. Recommendations

Through this study, it can be said we can say that it is a collective role of learners,
teachers, parents and educational institutes to implement the use of songs in learning process
of language. This study recommends them to effectively take part in this process of learning
English as it is need of today’s time in order succeed internationally in any field of life. In
addition, they should have positive attitudes towards the use of songs in teaching English
vocabulary.

6.1. Recommendations to learners

It is very important that students of every age should understand that English language is
very necessary, and it should not be neglected for many reasons. If students aim to have high
command of English, they should listen and follow the commands of the teacher. As this
research says, that teacher found songs and games more effective way to teach language, it is
a responsibility of the students that they should take part in the activities. One should learn
that beyond the concept of fun and enjoyments with songs, there are many other important
things to learn from them as well.

It is now up to the learners that they get maximum benefit from songs and games in term
of leaning language and other things.

6.2. Recommendations to teachers

Teachers should use the method of using songs in the learning classroom for effective
outcomes. They also work for enhancing the communicative abilities of their students by
using this practice as discussed in this research study. It should also important for teachers
that they do not worry about the results of their students in final exam, rather work on
enhancing theirs FEL and communication abilities.
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Abstract

Anxiety is one of the most commonly investigated topics in the field of foreign language
education; however, foreign language anxiety is attributed to learners extensively even
though most teachers suffer from high levels of anxiety both as language teachers and
language users while teaching. In this study, foreign language teaching anxiety is investigated
descriptively to provide a clear picture concerning the terrain of this teacher emotion. Using
the Foreign Language Teaching Anxiety Scale (FLTAS) and data collected from 156 teachers
with diverse nationalities, the study aims to give a cross-culturally consistent understanding
of the phenomenon. The results show that foreign language teaching anxiety cannot be
limited to language use of teachers; factors such as low interest among learners and being
observed by colleagues, mentors, or supervisors are also anxiety-provoking factors. To add,
variables such as age, gender, school type, and teaching experience can also lead to
significant results. Accordingly, several implications and recommendations are presented to
elevate emotional sustainability in the teaching profession.

Keywords: English as a foreign language, teacher emotion, anxiety, teaching anxiety

1. Introduction

Many studies focused on foreign language anxiety, one of the significant affective factors
that may adversely affect learners in the foreign language learning context, while a limited
number of studies concentrated on foreign language teaching anxiety (FLTA) (Aydin, 2008,
2016). In other words, while research investigated the identification of anxiety, its sources,
and impacts on the learning process, FLTA has not drawn enough attention from researchers.
Within this scope, research remained too limited to reach implications and conclusions in
terms of FLTA (Tum, 2012). However, FLTA is a major factor that has a debilitating factor
on teachers’ efficiency of their teaching practice and emotional sustainability regarding their
well-being (Ipek, 2006; Merg, 2011; Mercer, 2018). Thus, the current study aims to examine
anxiety in the foreign language teaching process.

Horwitz (1996), who discusses FLTA in the scope of nonnative teachers and student/pre-
service teachers’ experiences, notes that they experience teaching anxiety that is sourced
from inadequacy in the target language and the feeling of uneasiness. She also underlines that
FLTA has adverse effects on teachers’ instructional preferences and the use of target
language in classes and reduces their self-confidence. At this point, a crucial claim arises:
Foreign language teachers suffer from teaching anxiety because they are still language
learners. However, Aydin (2016) points out that there are contextual differences between
foreign language learning and teaching. More specifically, anxiety in the learning context
may not be the same as FLTA. Thus, when the lack of research on the issue is considered,
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research is necessary for a better understating of this contextual difference. Moreover, as
Aydin (2016) emphasizes, studies should focus on the sources of FLTA, factors affecting the
FLTA levels among foreign language teachers, and the relationship between the levels of
FLTA and certain internal, external, and demographic variables. Below, before presenting a
brief synthesis of research, a theoretical framework for FLTA is presented.

1.1. Theoretical framework

Within the educational/applied linguistics research, being one of the most widely studied
emotions, anxiety has long interested scholars, language teachers, as well as learners
(Horwitz, 2010; Kotekova, 2013). Beginning from Scovel’s assertions (1978), scholars
investigating anxiety within foreign and second language (L2) contexts, regarded anxiety as a
complex individual difference that may have both facilitating and debilitating impacts on
second and foreign language (L2) learners (Horwitz, 2010; Kotekova, 2013). In addition to
this binary distinction, several anxiety types have been underlined to emphasize its
multifaceted nature; these types were trait, state, and situation-specific anxieties. Trait
anxiety refers to the general dispositional type of anxiety as a behavioral pattern (Scovel,
1978) whereas state anxiety is temporary emotion experienced at a particular moment related
to a definite situation (Spielberger, 1983). Situation-specific anxiety, though, is associated
with specific situations and events. Anxiety manifested in the L2 education context is mostly
categorized as situation-specific anxiety and this type of anxiety is typically referred as
foreign language anxiety (Horwitz, 2010). That being said, Maclintyre and Gardner (1994)
defined foreign language anxiety as the feeling of tension and apprehension among learners
who are not proficient enough to perform in L2 in a specific situation, and they are associated
with L2 contexts such as speaking, listening, and learning.

Foreign language anxiety has been classified into three constructs, which are
communication apprehension, test anxiety, and fear of negative evaluation (Horwitz et al.,
1986). According to Aydin (2016), communication apprehension occurs when learners have
difficulty in conveying their mature thoughts and ideas due to their insufficient
communicative skills. Second, test anxiety refers to an individual’s anxiety related to exam
failure, and last, fear of negative evaluation can be defined as the apprehension that is based
on one’s “incapacity of making a proper social impression” (p. 630). Here, it is important to
highlight Horwitz’s assertion (2010) that these constructs are simply related to foreign

language anxiety rather than constituting it.

That being said, Aydin (2016) also underlines that these constructs are associated with
foreign language anxiety and not with foreign language teaching anxiety (FLTA). Horwitz
(1996) pointed out the performative aspect of language teaching that requires L2 teachers to
speak in the target language in the classroom contexts, and this may result in foreign
language anxiety particularly for non-native teachers teaching a particular foreign language.
Similarly, Mercer (2018) sees teaching anxiety among language teachers as a teacher emotion
that is potentially a result of low language skill self-efficacy and foreign language anxiety,
especially for non-native teachers. However, Aydin (2016) proposes a wider understanding of
FLTA by stating that it is not limited to situation-specific anxiety of teachers as the generic
users of foreign languages and defines FLTA as “an emotional and affective state
experienced by a language teacher because of personal, perceptual, motivational, and
technical concerns of language teaching before, during, and after the teaching practice” (p.
639). According to his understanding, FLTA includes foreign language anxiety among non-
native language teachers but goes beyond by underlining other aspects of it.
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1.2. Literature review

The current study specifically focuses on the anxiety experienced by foreign language
teachers; therefore, the extensive literature of foreign language classroom anxiety of learners
is not presented in this review. Compared to foreign language anxiety among learners, little
research has been conducted on FLTA. Albeit foreign language teaching’s complexity
compared to other subjects (i.e. FL teachers are also language users; language is both the aim
and means), FL teachers’ anxiety is either extensively associated with the fact that especially
the non-native teachers are foreign language speakers, or with that, they may experience
anxiety due to the generic situations related to the teaching profession. Nevertheless, little
focus has been invested to acknowledge both sides of the coin.

In tandem with the multidimensional view of FLTA, prior research includes a limited
number of studies reporting different dimensions. Some directly investigated FLTA, whereas
some focused on negative emotions and/or anxiety provokers language teachers experience.
As for pre-service EFL teachers’ anxiety, Bekleyen (2009) reported the relationship between
foreign language anxiety and listening comprehension among teacher candidates. In her
mixed-methods study, she suggested that teacher candidates suffer from high levels of
foreign language anxiety in regards to listening comprehension, and this debilitating teacher
emotion can be traced back to their experience as EFL learners. Similarly investigating
anxiety experienced by pre-service language teachers, Mer¢ (2010b) developed a scale, the
Foreign Language Student Teacher Anxiety Scale. Factors underlying the teaching anxiety of
pre-service EFL teachers were relationship with mentors, pre-service teachers’ language
proficiency, their feelings about academic incompetence, fears of peer-criticism and others’
opinions, and the effect of students in the practicum environment. Mer¢ (2011) also reported
data collected from 150 pre-service EFL teachers via their practicum diaries and interviews
with 30 participants to investigate sources underlying foreign language student-teacher
anxiety. His content analysis demonstrated that pre-service EFL teachers felt anxious about
student and class profiles, classroom management issues, teaching procedures, being
observed by authorities, and mentor-related issues. Similarly, Yoon’s study (2012) also
provided evidence about foreign language anxiety sources among non-native pre-service EFL
teachers in the South Korean context. The survey data showed that several factors such as
using the target language, low self-esteem, and perceived unpreparedness caused anxiety
among participants. In a similar context, Tim (2015) found that pre-service EFL teachers
with high levels of anxiety may avoid using the target language in classrooms and have
problems during language-intensive teaching practices. According to the author, this was a
particularly significant result because high-anxious pre-service EFL teachers avoiding the use
of the target language may also avoid free and spontaneous use of the target language in their
teaching practice. As a result, a high level of foreign language anxiety of an EFL teacher may
have a negatively-multiplying effect on EFL instruction, which constitutes a serious
hindrance to the effectiveness of foreign language education.

Specifically about FLTA experienced by language teachers, Kim and Kim (2004) noted
that low level of language proficiency results in FLTA, as well as other factors such as
mentor observation and classroom management problems. To add, Ipek (2006, 2016)
depicted fear of failure and making language proficiency-related mistakes as another anxiety
provoker whereas Kang (2013) portrayed FLTA as a result of teacher proficiency. Likewise,
it was found in Kang’s study (2013) that teachers with low target language proficiency prefer
using their native language for classroom management and discipline issues. Moreover,
teachers with low target language proficiency refrained from using the communicative
approach in the classrooms. Kang’s study (2013) supported Horwitz’s stance on foreign
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language teaching anxiety; however, the study was prominent, in that it provided insight on
how foreign language anxiety may influence teaching practice.

In the Iranian context, Khani and Mirzaee (2015) conducted a quantitative study with
216 EFL teachers. In their analysis, the authors proposed that contextual variables may result
in stressors and negative emotions, which may further lead to teacher burnout. Their study
was important to find out correlational data among some contextual variables for EFL
teachers -such as lack of social support, relations to colleagues and administrators, access to
teaching equipment, and other stressors such as anger, frustration, and depression within the
context of EFL teaching. However, there was no specific evidence regarding FLTA in their
findings.

Last, Wieczorek (2016) regarded anxiety as one of the factors causing teacher stress. In
her qualitative study in the Polish context, she collected data from 25 teachers working at
various institutions. The findings yielded that factors underlying teacher stress can be
grouped into two, which are general teacher stressors and foreign language teaching-specific
stressors. According to her study, factors such as heterogeneity of the target learner group,
lack of equipment, and teaching aids, teaching particular skills like listening and speaking,
teaching grammar, and implementing new materials in the classroom were associated
exclusively with foreign language teaching.

Based on the findings of the prior research, Aydin (2016) conducted a qualitative study to
specifically focus on FLTA and the ways it is manifested in foreign language education.
Drawing on the data collected by questionnaires, interviews, and reflective papers from 60
pre-service EFL teachers, he shed light on temporal dimensions of FLTA experienced by the
participants. Furthermore, his study also supported some of the earlier findings such as
technical concerns in the classrooms, low-level language proficiency. On the other hand, he
provided evidence for further sources of FLTA such as fear of negative evaluation, lack of
experience in teaching, teaching demotivation, and amotivation.

The review presented above showed that there are several studies directly addressed the
issue of FLTA. To add, some studies focused on negative teacher emotions and stressors for
teachers that can arguably be generalized to FLTA. However, both the number and the
content of the studies reviewed made it clear that there is a lack of holistic view of FLTA.
Despite huge interest in anxiety research in applied linguistics (Horwitz, 2010) and research
in teacher emotions that recently gained impetus (Mercer, 2018), researchers have either
discussed the issue of FLTA partially in a specific country context or avoided having an
exclusive focus on it.

1.3. Research questions

In conclusion, several reasons guide this study. First, as previously mentioned, a fairly
limited number of studies focused on FLTA, while studies mostly dealt with foreign language
anxiety in the learning context. Second, research seems necessary to understand better how
FLTA differs from anxiety in the learning context. Third, as can be seen from the research
synthesis, studies mainly concentrated on negative teacher emotions and stressors for
teachers, while FLTA, an independent predictor among affective factors, has attracted little
attention among researchers. With these concerns in mind, this study aims to investigate the
levels of foreign language teaching anxiety among EFL teachers and the relationships
between FLTA and certain variables, gender, age, school levels and types, teaching
experience in years and whether they are native or non-native speakers of English, the degree
of graduation. In other words, the study seeks to answer two research questions:

e What are the levels of FLTA among EFL teachers?
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e Do the levels of FLTA differ regarding the variables of gender, age, school levels
and types, teaching experience in years, whether they are native or non-native
speakers of English, the degree of graduation, and their nationalities?

2. Materials and methods
2.1. Research design

A descriptive research design was preferred for the study, as it seemed necessary to gain
further insight into FLTA among EFL teachers. In a narrower scope, as the study focuses on
the aspects of FLTA and relationships between FLTA and certain variables, a descriptive
research design seemed appropriate to fulfill these objectives. Within this scope, descriptive
research deals with the examination that uses already existing data with a preconceived
research question, as Seliger and Shohamy (1989) note. Therefore, a scale, FLTAS was used
among data collecting techniques as it best represents the already existing perspectives of the
participants without intervention and enables them to collect first-hand data in a natural
context.

2.2. Participants

The sample group of the study consisted of 156 EFL teachers working in various
countries. The group consisted of 107 female (68.6%) and 49 male (31.4%) teachers. The
mean of the participants’ age was 35.5 within the range of 22 and 58. In terms of their
nationalities, the group consisted of 15 Turkish (9.6%), 14 Brazilian (9.0%), 13 Greek
(8.3%), 12 Bulgarian (7.7.%), 11 Italian (7.1%), 11 Algerian (7.1%), 11 Lithuanian (7.1%),
11 Spanish (7.1%), 11 Moroccan (7.1%), 10 Ukrainian (6.4%), 10 Malaysian (6.4%), nine
Russian (5.8%), nine Iranian (5.8%) and nine Indonesian (5.8%) teachers. The rationale
behind this distribution was the context of EFL instruction; in that, English is taught in the
foreign language context in the mentioned countries. The participants worked as EFL
teachers in Turkey (9.6%), Russia (5.8%), Italy (7.1%), Bulgaria (7.7%), Algeria (5.8%),
Lithuania (7.1%), Malaysia (7.1%), Spain (6.4%), Greece (7.1%), Brazil (8.3%); Ukraine
(9.0%), Indonesia (6.4%), Morocco (5.8%) and Colombia (7.1%).

Of the participants, 34 teachers (21.8%) worked at primary schools (ISCED 1), whereas
40 participants (25.6%) worked at secondary schools (ISCED 2). Besides, 31 teachers
(18.9%) worked at high schools (ISCED 3), whereas 51 participants (32.7%) worked at
higher education institutes (ISCED 5, 6, and 7). Of the participants, 103 teachers worked at
public schools (66.0%) and 53 (34.0%) worked at private institutions. The mean score for
their teaching experience in years was 10.8 within the range of 1 and 40 years. Among the
teachers, 68 had a BA degree, whereas (43.6%), 68 had an MA degree (43.6%). To add, 20
teachers had a Ph.D. degree (12.8%). Finally, 140 teachers were non-native speakers of
English (89.7%), while 16 participants were native speakers (10.3%). As a note, the rationale
behind the participation of native speakers in the study was that they taught English in the
foreign language context in various countries where English was taught as a foreign
language.

2.3. Tools

The data collection tools consisted of a background questionnaire and the Foreign
Language Teaching Anxiety Scale (FLTAS). The background questionnaire probed
participants’ genders, ages, nationalities, countries where they worked, the types of schools
they worked at, teaching experiences in years, graduation degrees, and native/nonnativeness.
The FLTAS, designed by Aydin and Ustuk (2020), consisted of 27 items on a Likert scale
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ranging from one to five (never=1, rarely=2, sometimes=3, often=4, always=5), and
preliminary results were reported. The scale was developed over a long-term research process
that started with qualitative research concerning the underlying factors of FLTA, which
reported in Aydin (2016). Later, FLTAS was created and piloted; relatedly, it obtained a high
level of reliability coefficient (.95 in Cronbach’s Alpha) and internal consistency in a five-
factor solution in the preliminary study (Aydin & Ustuk, 2020). The five-factor solution was
found accounting for 69.09% of the variance. The factors were self-perception of language
proficiency, teaching inexperience, lack of students’ interest, fear of negative evaluation, and
difficulties in time management. In other words, the items were given in the order of the
above-mentioned factors. As a final note, it should be also added that the items in the scale
reflected the specific situations about the foreign language teaching context.

2.4. Procedure

After the participants were informed about the purpose, significance, and methodology of
the study, the rationale behind the subject choice was clarified. They were also informed that
participation was voluntary and they could withdraw anytime without any penalty. They were
also informed that researchers ensured the anonymity and the confidentiality of their answers
and their personal information. After an online form version of the questionnaire and the
FLTAS was designed, the form was published online, and the participants were invited to
complete the form involving the questionnaire and scale.

Statistical Package for Social Sciences (SPSS) software was used to analyze the collected
data. First, the data on participants’ gender, country, types of schools, graduation degrees,
and whether they were native or non-native speakers of English were presented in
frequencies and percentages. Then, mean scores for age and teaching experience in years
were calculated. Then, the reliability coefficient was computed. For the items in the scale, the
reliability coefficient was found to be .95 in Cronbach's Alpha. These values were consistent
with the ones that were noted as .95 in Cronbach’s Alpha and .95 in Cronbach’s Alpha Based
on Standardized Items by Aydin and Ustuk (2020). Values showed that the reliability level of
the scale was acceptable. Next, factor analysis was performed to test the validity of the scale.
The percentage of variance was 65.18%, whereas the rotated factors explained 69.09% of the
variance in the preliminary study (Aydin and Ustuk, 2020). Similar to the ones in the
preliminary study, the results indicated a five-factor solution based on self-perceptions of
foreign language proficiency, teaching inexperience, lack of students’ interest in classes, fear
of negative evaluation by observers and students, and difficulties in time management. These
values demonstrated that the scale was valid for estimating levels of FLTA among EFL
teachers. Finally, t-test and ANOVA were performed to examine the relationships among the
items in the scale and the subject variables.

3. Results
3.1. The levels of foreign language teaching anxiety among EFL teachers

According to the values in Table 1, EFL teachers mainly experience a low level of
teaching anxiety that may stem from their self-perceptions of foreign language proficiency.
To begin with, they stated that they sometimes had difficulties in using the target language in
their classes when they felt anxious (x=2.53). On the other hand, they rarely felt embarrassed
when they perceived that students performed better at speaking than them (x=1.74) and while
using the target language (x=1.51). Similarly, EFL teachers rarely felt nervous when they
used English in their classes (x=1.51) and when they encountered unfamiliar topics in
textbooks (x=2.33). Teachers also stated that they rarely felt anxious due to making mistakes
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while speaking (x=2.35) and teaching the cultural content of the target language (x=2.21).
Speaking specifically, they rarely felt tense regarding pronunciation (x=2.24) and making
grammar mistakes