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ABSTRACT  

 

 

INVESTIGATING THE ROLE OF A TEACHER PROFESSIONAL 

DEVELOPMENT PROGRAMME IN CULTIVATING 21st-CENTURY SKILLS 

IN A FLIPPED LEARNING EFL ENVIRONMENT: TOWARDS A 

FRAMEWORK 

 

 

TEMĶZ, G¿rkan 

Ph.D., The Department of English Language Teaching 

Supervisor: Prof. Dr. Ayĸeg¿l DALOĴLU 

 

 

July 2024, 327 pages 

 

 

This dissertation investigates what role a Teacher Professional Development 

programme might have in fostering the enactment of 21
st
-century skills in a Flipped 

Learning EFL environment. Employing a sociocultural approach to TPD, the 

research explored how the 4C, namely critical thinking, creativity, communication, 

and collaboration, of 21
st
-century skills were cultivated by five EFL instructors in 

their practices and how these skills were enacted by university preparatory school 

students in their online flipped EFL lessons. Drawing from an interpretive research 

paradigm, the research employed a mixed design involving a pre-post test survey, 

interviews, weekly reflections, lesson plans, lesson artifacts, and classroom 

observations to explore and explain the link between TPD and the implementation of 

21
st
-century skills in EFL classrooms. The research underscores the benefits of TPD 

in integrating 21
st
-century skills in EFL classes by taking into consideration the 

micro, meso, and macro contextual factors that impact the sustainability of 

cultivating these skills. Moreover, the research showed that teaching with 21
st
-

century skills brings about many opportunities as well as some drawbacks regarding 

contextual factors. Also, the research found that FL contributes to the successful 
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integration of the 4C, while distance education complicates this process. The detailed 

analysis of the data gathered from various sources suggests the FOCUS-4C teacher 

professional development framework that recognizes the role of micro, meso, and 

macro contextual factors in aligning the teaching & learning practices with 21
st
-

century skills and highlights familiarization, operationalization, externalization, and 

internalization processes for successful integration of these skills in EFL education. 

 

Keywords: Teacher professional development, 21
st
-century skills, flipped learning, 

EFL 

 

 
 



 

vi 

¥Z 

 

 

TERS Y¦Z EĴĶTĶM MODELĶ ĶLE ĶNGĶLĶZCENĶN YABANCI DĶL OLARAK 

¥ĴRETĶLDĶĴĶ BĶR ORTAMDA 21. Y¦ZYIL BECERĶLERĶNĶN 

GELĶķTĶRĶLMESĶNDE BĶR ¥ĴRETMEN MESLEKĶ GELĶķĶM PROGRAMININ 

ROL¦N¦N ĶNCELENMESĶ: BĶR ¢ER¢EVEYE DOĴRU 

 

 

TEMĶZ, G¿rkan 

Doktora, Ķngiliz Dili ¥ĵretimi  

Danēĸman: Prof. Dr. Ayĸeg¿l DALOĴLU 

 

 

Temmuz 2024, 327 sayfa 

 

 

Bu doktora tezi, bir ¥ĵretmen Mesleki Geliĸim (¥MG) programēnēn, Ters Y¿z 

­evrilmiĸ Ķngilizceônin yabancē dil olarak ºĵretildiĵi bir ortamda 21. y¿zyēl 

becerilerinin hayata ge­irilmesini teĸvik etmede nasēl bir role sahip olabileceĵini 

araĸtērmaktadēr. ¥MG'ye sosyok¿lt¿rel bir yaklaĸēm getiren araĸtērma, 21. y¿zyēl 

becerilerinden 4C'nin (eleĸtirel d¿ĸ¿nme, yaratēcēlēk, iletiĸim ve iĸbirliĵinin) beĸ 

yabancē dil eĵitmeni tarafēndan uygulamalarēnda nasēl geliĸtirildiĵini ve bu 

becerilerin ¿niversite hazērlēk okulu ºĵrencileri tarafēndan ­evrimi­i ters ­evrilmiĸ 

Ķngilizce derslerinde nasēl hayata ge­irildiĵini araĸtērmēĸtēr. Yorumlayēcē bir 

araĸtērma paradigmasēndan yola ­ēkan araĸtērma, Ķngilizce ºĵretiminde ¥MG ile 21. 

y¿zyēl uygulamalarē arasēndaki baĵlantēyē keĸfetmek ve a­ēklamak i­in ºntest ve 

sontest anketi, rºportajlarē, haftalēk ders deĵerlendirmeleri, ders planlarēnē, ders 

materyallerini ve sēnēf gºzlemlerini i­eren karma bir tasarēm kullanmēĸtēr. Araĸtērma, 

bu becerilerin geliĸtirilmesinin s¿rd¿r¿lebilirliĵini etkileyen mikro, orta ve makro 

baĵlamsal faktºrleri dikkate alarak 21. y¿zyēl becerilerini yabancē dil derslerine 

entegre etmekte ¥MG'nin faydalarēnēn altēnē ­izmektedir. Ayrēca araĸtērma, 21. 

y¿zyēl becerileriyle ºĵretimin bir­ok fērsatē da beraberinde getirdiĵini, aynē zamanda 
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baĵlamsal faktºrlere iliĸkin bazē zorluklarē olduĵunu da ortaya ­ēkarmēĸtēr. Ayrēca 

araĸtērma, ters-y¿z ºĵrenme modelinin 4C'nin baĸarēlē entegrasyonuna katkēda 

bulunduĵunu, uzaktan eĵitimin ise bu s¿reci karmaĸēklaĸtērdēĵēnē tespit etmiĸtir. 

¢eĸitli kaynaklardan toplanan verilerin ayrēntēlē analizi, ºĵretme ve ºĵrenme 

uygulamalarēnē 21. y¿zyēl becerileriyle hizalamada mikro, orta ve makro baĵlamsal 

faktºrlerin rol¿n¿ tanēyan ve bu becerilerin Ķngilizce eĵitimine baĸarēlē bir ĸekilde 

entegrasyonu i­in aĸinalēk, iĸlevselleĸtirme, dēĸsallaĸtērma ve i­selleĸtirme s¿re­lerini 

vurgulayan FOCUS-4C ºĵretmen mesleki geliĸim ­er­evesini ºnermektedir. 

 

Anahtar Kelimeler : ¥ĵretmen mesleki geliĸimi, 21.yy becerileri, ters-y¿z ºĵrenme, 

yabancē dil olarak Ķngilizce 
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CHAPTER 1 

 

 

INTRODUCTION  

 

 

1.1. The Role of Education in the 21st Century 

 

The twenty-first century has seen great educational change thanks to globalization, 

technological breakthroughs, and changing social demands. Education is seen as the 

cornerstone of societal progress, shaping the minds of individuals and equipping 

them for the opportunities and difficulties of the 21st century. As we go through an 

era marked by rapid technological advancements, globalization, and evolving social 

dynamics, educationôs role becomes increasingly crucial daily (Jerald, 2009).  

 

The idea of 21st-century education goes beyond conventional thinking and includes 

creative and holistic teaching and learning activities that go beyond rote 

memorization. In this vein, the educational landscape of the twenty-first century 

necessitates reassessing the abilities and proficiencies necessary for success in a 

world that is becoming more linked and fast-paced. In their groundbreaking work, 

Trilling and Fadel (2009) highlighted the importance of cultivating 21st-century 

skills such as critical thinking, collaboration, communication, and creativity. These 

skills, often called the "Four Cs," are considered foundational for dealing with the 

complexities of the contemporary workforce and civic life (Jerald, 2009). The 

emphasis on skill development has replaced the previous educational approaches, 

which emphasized acquiring linguistic knowledge to prepare students better to meet 

the globalized systems' dynamic needs (Lieberman & Desiree, 2010). As stressed 

commonly, the focus is on preparing individuals for academic success and the 

challenges and opportunities a globalized, interconnected world presents. Within this 

frame, English's teaching and learning context is significant in educating individuals 

and preparing them for life.  
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For some reasons, it is crucial to understand education's significance in the twenty-

first century. First and foremost, education is a major force behind both societal 

progress and economic growth since educated individuals promote production, 

innovation, and a country's general well-being (Moretti, 2004). Second, managing 

different cultural communications, viewpoints, and global concerns becomes 

increasingly essential as the world grows more interconnected (Sharma, 2004). 

Regarding this perspective, the goal of education in the twenty-first century is to 

provide people with the tools they might need to thrive in this globally 

interconnected and interdependent society. Furthermore, understanding the 

importance of developments in this age extends to the individual level, where 

education serves as a route to both professional and personal fulfillment and a means 

of gaining information. In that regard, Shields (2004) argues that understanding how 

education is changing might help educators, decision-makers, and other stakeholders 

make choices that align with the changing requirements of students and the larger 

community. Therefore, in their report, Allen and van der Velden (2012) stated that 

the key to creating a learning environment that supports each student's potential and 

tackles the challenges of the modern world is to understand changing conditions and 

adapt to these to meet the demands of all stakeholders in education. 

 

As the twenty-first century goes on, we continue to see an outbreak in technological 

integration into all facets of our lives, including education. In their systematic review 

of studies that focused on integrating technology into teaching, Lai and Bower 

(2019) argue that technological developments have a revolutionary effect on 

education, changing how knowledge is obtained, shared, and used. Geographical 

barriers have been destroyed by the development of the internet, digital platforms, 

and interactive tools, giving students access to a wealth of knowledge anywhere. 

With the advent of virtual classrooms, interactive simulations, and blended learning 

approaches, technology has also redesigned the traditional classroom (Kurt, 2017). In 

addition to improving the learning process, educational applications, websites, and 

multimedia materials have also allowed for tailored instruction that can be adjusted 

to studentsô unique learning preferences and speed (Kurt, 2021).  

 

In the changing landscape of 21st-century education, teachers also play an essential 

role as they shape learning experiences, act as mentors, and become facilitators of 
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knowledge (King, 2012; Nazikhan & Park, 2016). There is a significant change in 

how instructors traditionally function as information providers. Educators in the 

twenty-first century are mentors in the learning process and facilitators of the skills 

mentioned above for the age, not just responsible for teaching anymore. (Gilroy, 

2015). The paradigm has shifted from teacher-centered to student-centered, focusing 

on creating a collaborative and dynamic learning environment where teachers are 

facilitators of 21st-century skills. Therefore, teachers must develop professionally to 

remain current in this changing environment. For this, a dedication to lifelong 

learning is required due to the incorporation of technology, modifications in 

educational approaches, and the focus on 21st-century skills. In line with this, 

Doĵanay and Unal (2006) stated that teachers are expected to keep up with the 

advancements in the field and develop professional attitudes to be aware of and use 

them better. In that sense, professional development initiatives allow educators to 

stay current with emerging ideas in education and enhance their pedagogical 

approaches through seminars, conferences, and online courses, among other means 

(Jackson & Davis, 2000). In addition, central to the role of teachers in the 21st 

century is the facilitation of student-centered learning environments in the 

transformation of education (Antasari & Malik, 2013). To give students a sense of 

ownership and engagement in the learning process, teachers need to assist them in 

building their knowledge. Amin (2016) states that to support student-centered 

learning, activities that encourage collaboration, problem-solving, and critical 

thinking must be emphasized so that teachers can use various ways to provide 

engaging and dynamic learning experiences. These strategies include inquiry-based 

approaches, flipped classrooms, and project-based learning. In that sense, teachers 

are expected to enable learners to develop the skills necessary for success in the 

twenty-first century by giving up some control and allowing pupils to participate 

actively in their education (Ujlakyn®, 2009).  

 

To this end, it is seen that education is one of the essential facets of the 21st century, 

requiring all stakeholders to change their mindsets and better equip students with the 

skills they need to endure the challenges and demands of this age. To do so, in the 

sense of the aforementioned, language education plays a pivotal role as a component 
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of education, and English language education is addressed to create environments to 

foster such skills (Happ, 2013).  

 

1.2. The Role of English in the 21st Century 

 

Hasman (2004) commented that English has spread remarkably during the last 40 

years throughout the world by stating that it is unique in a few respects, including the 

growing quantity of people who use it, the extent to which it has spread among 

societies, and the variety of uses it has in the globalized world, and no other language 

has had such privilege (Crystal, 1997). In this respect, there's no reason to think that 

any other language will replace English in the next fifty years or more (Hasman, 

2004). Regarding this fact, teaching and learning English has advanced and will keep 

its role significantly (Goldfus, 2011).  

 

Given that English has spread globally way more than any other language, it has 

gained the status of lingua franca which is a concept encompassing speakers of 

English with different native language (L1) backgrounds (Canagarajah, 2007).  In 

this vein, Gallego (2012) views English as a bridge between people with different 

L1s to sustain successful communication, which is again a significant issue for the 

individuals of the 21st century. This lingua franca status of English makes it 

necessary for students to be proficient in the language to communicate with other 

people effectively in the globalized age more than ever. Regarding this aspect, 

English as an L1, as a second language (ESL), or as a foreign language (EFL) 

maintains its significance in promoting communication and collaboration which are 

addressed as 21st-century skills and highlighted for the individuals of this age. 

Besides being a lingua franca, the rise of digital communication and the internet has 

been a crucial factor in the English language's increasing importance. Since the vast 

majority of content on the internet is accessible in English, English is the primary 

language of the internet. The growth of digital content, online networks, and social 

media platforms has expedited the global spread of English. In his article, for 

instance, Rahman (2018) states that someone knowing and speaking Bangla on a 

YouTube video has a very limited capacity for users compared to the one delivered 

in English. Along with other developments, changes and innovations in technology 
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ñhave taken place against the backdrop of the biggest economic change since the 

Industrial Revolution. Technology, automation, globalization, and an unpredictable 

political environment are affecting everything about our world ï especially work and 

educationò (Pearson, 2019, p. 3). Therefore, being able to speak English plays a 

pivotal role in dealing with the complexities and unforeseen changes of the age as a 

means of communication with individuals from different backgrounds and obtaining 

information both in real interactions and in virtual environments, the Internet, in the 

way of obtaining facts and avoiding biased information. In addition, the significance 

of English within education in this age lies in bilingual and/or multilingual 

education. According to Thompson and Mckinley (2018), with English being seen as 

an international language for content-integrated approaches and fostering fluency in 

broad segments of the population in many nations, bi/multilingual education is 

gaining popularity. For instance, in an approach like ñContent and Language 

Integrated Learningò (CLIL) which refers to integrating content and language 

teaching (Coyle, 2007), speaking English along with other languages would require 

individuals to use some skills to comprehend the content better and interact with 

others in a such multilingual context of the age. Therefore, Fandino (2013) calls for 

the explicit integration of 21st-century skills in EFL education as a way to meet the 

interests and demands of students and the public in this fast-paced globalized age and 

to become better prepared for the changing landscape of education.  

 

From the perspective of academia, as mentioned before, English has become the 

language of most educational programs in this age. Starting with the Bologne process 

at Higher Education (HE), which has led to the internationalization of schools and 

universities, teaching and learning English as a medium of instruction (EMI) has 

gained tremendous significance. According to De Wit (2019), the Western world has 

received the majority of academic and popular attention in recent decades on 

internationalization in higher education, and internationalization has conventionally 

placed a strong focus on cooperation and exchange, while Van der Wende (2001) 

argues that there is a shift in this traditional perspective from cooperation to 

competition, for students, for academicians, for excellence in education, for higher 

rankings, and more. In that sense, students and other stakeholders in education from 

non-western countries need to align themselves to Western requirements and 
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practices to get better results within that competition and adapt themselves to the 

demands and workforce of the 21st century. In that sense, Kyllonen (2012) stated 

that technical abilities are not as crucial to success as 21st-century skills, if not more 

so. To this end, it is argued that teachers need to prepare their students, especially in 

EFL classrooms, to be engaged participants who can think critically, solve problems 

effectively, communicate effectively, and operate well in a team (Voke, 2018) seeing 

that gaining 21st-century abilities in the classroom is crucial for success in the 

workplace as well (Hodges, 2020). 

 

In a nutshell, it might be argued that this age has brought about developments and 

innovations that have dramatically transformed all aspects of life, particularly in 

foreign language education and education in general. It is seen that every century 

necessitates different knowledge and skills in line with the demands and practices of 

the age, and the 21st century necessitates individuals to align themselves with the 

current conditions that emphasize the significance of obtaining and evaluating 

information and working together with others to overcome the challenges and sustain 

efficient communications to reach success at academic, personal, and professional 

life. Bearing this in mind, this research focuses on increasing the awareness and 

practices of teachers and students in the 4C of 21st-century skills that are addressed 

as significant aspects of the era. 

 

1.3. Aims and Research Questions 

 

Regarding the relevant literature on the role of English and education in the 21st 

century mentioned above, the current study embraces the achievement of 

multifaceted objectives to contribute to the field. First, it investigates the perceptions 

of Turkish EFL teachers about integrating 21st-century skills in ELT. Secondly, it 

explores how EFL teachers integrate these skills into their teaching practices. Third, 

it seeks to find out the relationship between teachersô learning for their professional 

development and the integration of 21st-century skills into day-to-day teaching. 

Fourth, it sheds light on the difficulties in making these skills a part of language 

teaching and learning. Fifth, it explores EFL teachersô perceptions of the role of 
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flipped learning and online education environments in integrating 21st-century skills 

in language education. Lastly, it intends to explore EFL studentsô perceptions of and 

experiences with these skills in an online flipped learning environment. Having 

explained that the study aims to understand the perceptions and classroom 

experiences of EFL teachers and students with 21st-century skills, two main and five 

subsequent research questions are addressed: 

 

1. What are the reflections of the EFL teachers on their participation in a professional 

development program designed to foster 21st-century skills in an online flipped 

learning environment in EFL? 

 

1.1. What are the participantsô pre- & post-participation perceptions of 

teaching with 21
st
-century skills in an online flipped learning environment?  

 

1.2. What are the reflections of the participants on the effectiveness of the 

PDP? 

 

1.3. How did the PDP contribute to the participantsô instructional practices? 

 

2. What is the perceived impact of the professional development program designed 

to foster EFL studentsô 21st-century skills in an online flipped learning environment? 

 

2.1. What are the reflections of the students on their engagement with these 

skills? 

 

2.2. How did the students perceive their confidence in engaging with these 

skills? 

 

A mixed-method design case study was deployed to answer the questions mentioned 

above. The theoretical background, data collection instruments, and other 

information related to context, participants, data collection, and analysis procedures 

were explained thoroughly in Chapter 3. The following section introduces the 

significance of the study. 
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1.4. Significance of the study 

 

The global impact of the growing demand for incorporating 21st-century 

competencies and the ensuing challenges faced by ELT professionals is evident, so 

the current study intends to explore teachersô and studentsô perceptions and 

experiences with 21
st
-century skills in an online flipped learning environment at a 

state university in T¿rkiye. Following the National Qualifications Framework for 

Higher Education and Training Research (NQF-HETR) (COHE, 2010), the 

Bachelorôs level, corresponding to the 6th cycle, encompasses theoretical and 

conceptual knowledge concerning the relevant undergraduate program. Those who 

pursue their majors are expected to show the ability to deal with such knowledge, 

take responsibility by working with others, work independently when necessary, 

demonstrate the use of technological information, think critically and solve complex 

and unpredictable problems, have effective communication with others, and have 

social responsibility skills towards sensitive issues such as cultural and ethical 

values. Regarding the fact that English Language Preparatory Programs (ELPPs) act 

as a bridge for the transition from high school to university education, it is of utmost 

importance to prepare university students not only in terms of foreign language 

education but also in the required skills of the 21st century. This necessity has also 

been shown in the Turkish Higher Education Evaluation and Quality Assurance 

Annual Situation Report 2018-2019 (THEQC, 2019) by stating that the practices of 

student-centered learning, teaching, and assessment practices are still in a 

developmental stage and may not have been sufficiently advanced to encompass all 

areas as necessitated by the age. Regarding the fact that what is expected from the 

information society is to find the information through construction and 

reconstruction of it, and reach information by revealing the truth (¥zkan, 2009), 

which has also been stated in the report, educational institutions are expected to meet 

this demand of the age. Concerning this, Kay (2010) asserts that individuals who fail 

to develop 21st-century skills will have to work in low-skilled occupations that offer 

low pay instead of serving in the ones that offer better life opportunities  Since 

language learning is not only about rote learning of language rules and vocabulary, it 

is accepted as a process that provides an opportunity to develop skills and knowledge 



 

9 

to support and prepare students in line with the demands of the age. Hence, ELPPs 

provide an environment for language development as well as listening, reading, 

speaking, and writing about local and global issues, discussing and sharing ideas, and 

working on different tasks together with other people. Therefore, ELPPs are ideal 

environments to explore the concept of 21st-century skills. To this end, it is needed 

that 21st-century skills are necessary to be included in every stage and aspect of 

education to equip students with these skills (Ellis, 2012), and the current study 

intends to contribute to the field by examining how or to what extent these skills are 

enacted in an ELPP. 

 

Professional development is an important issue. Teachers have the opportunity to 

refine their pedagogical and educational skills through their daily classroom 

practices. However, they may also enhance their teaching skills by joining 

professional development activities (Postholm, 2012). As explained before, the 21st 

century is fundamentally more different and challenging than previous ones in terms 

of technological developments, tasks and jobs requiring complex thinking and 

problem solving, and human profiles in terms of needs, expectations, and wants. 

Therefore, Saygēlē (2013) states that meeting the challenges of the 21st century and 

beyond is impractical using traditional teaching methods that focus solely on 

imparting knowledge without fostering creativity and innovation. This approach 

neglects the notion that individuals are inherently unique and creative. Hence, 

educators must have transition from a teacher-directed approach, if they still have 

one, to a student-directed one, promoting the integration of 21st-century skills within 

English classes, and for this, they need to develop their teaching skills by aligning 

their professional development opportunities with 21
st
-century teaching pedagogies 

and activities so that they can make sure that students engage with these skills 

efficiently to be well prepared for their future education and work life.  

 

Hence, this study aims to enrich the literature on teacher professional development 

and 21st-century skills by examining how or to that extent teacher professional 

development could contribute to studentsô engagement with the four Cs of 21st-

century skills in an ELPP. 
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In addition, Flipped Learning, which is generally categorized as a learning model 

under hybrid or blended learning embracing active learning techniques to engage 

students (Arnold-Gaza, 2014), is one of the components of the current research that 

focuses on the implementation of 21st-century skills in a flipped learning 

environment. Mitsiou (2004) states that flipping the classroom has the power to 

foster 21
st
-century skills noting that its challenges as a pedagogical approach, like 

any others, to cultivate those skills should be considered and resolved.  In that sense, 

P21 (2011) suggests that one possible way to help students gain 21st-century skills is 

to make use of 21st-century tools. Sakulprasertsri (2017) also argues that both 

benefits and drawbacks are possible when FL is utilized to cultivate those skills in 

language education, but strongly advocates the opportunities that FL would provide 

to both teachers and students in that regard. Therefore, while investigating the 

implementation of 21st-century skills by EFL teachers and students, and examining 

the role of teachersô professional development in fostering those skills, this research 

aims to contribute to the field by examining how embracing FL as a pedagogic 

approach would contribute to cultivating 21st-century skills in ELT. In a nutshell, 

this study intends to explore the perceptions and experiences of EFL teachers and 

students in fostering and using 21
st
-century skills in EFL classes by focusing on the 

concepts of FL and TPD in an ELPP in T¿rkiye to better understand how 21st-

century skills-based education can be sustained in foreign language education by 

identifying any possible challenges and delving into good practices to support the 

implementation of those skills. 

 

1.5. Organization of the Study 

 

This thesis is composed of six main chapters. Chapter I, ñIntroductionò, introduces 

the background to the study through the role of English in education in the 21st 

century, the aims and significance of the present study, and the research questions 

addressed to this background. Chapter II, ñLiterature Reviewò, presents and explains 

key terms related to the constructs of the study and previous research that has been 

conducted on the phenomenon under investigation. Providing comprehensive 

information about the constructs and research on them, the chapter introduces a 

thorough understanding of the phenomenon and its relevance to the current study 



 

11 

along with the conceptual framework deployed in the design of the study. Chapter 

III, ñMethodologyò, explains research questions, the research paradigm providing the 

theoretical background and related stance, how the thesis is designed, where and with 

whom the study was conducted, how the data was collected, analyzed, and 

interpreted, how the research quality criterion was achieved, and while doing all of 

this, what role I had as the researcher along with the ethical considerations. Next, 

Chapter IV, ñFindingsò, provides the data collected and analyzed concerning the 

research questions. The results of the study are linked to the aims of the current 

research. Then, Chapter V, ñDiscussionò, provides an account of what the findings 

mean and interprets their relation to the phenomenon under investigation as well as 

previous research conducted on the same/similar scientific inquiries. Finally, in 

Chapter VI, ñConclusionò, a summary of the findings along with their limitations and 

implications in the field are introduced and outlined for future research.  
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CHAPTER 2 

 

 

LITERATURE REVIEW  

 

 

2.1. Introduction  

 

This chapter introduces and explains the theoretical constructs that underpin this 

study. It starts with the conceptualization of 21st-century skills, which are critical 

thinking (CT), creativity, communication, and collaboration, by defining what they 

are and how they are addressed in the field and provides related frameworks that 

have been put forward in the literature. Next, it provides a detailed account of 

Flipped Learning (FL) and proceeds with an explanation of Distance Education 

(DE).  It further presents literature on Teacher Professional Development (TPD) as 

well as provides relevant frameworks. Lastly, the chapter ends by providing relevant 

research that has been conducted on constructs mentioned above in the field of 

English Language Teaching (ELT) to better understand and associate the constructs 

with the current research. 

 

2.2. Conceptualization of Key Terms 

 

2.2.1. 21st Century Skills 

 

Ever since the 1990s, the concept of 21st-century skills has become a hot topic in the 

education world. Instead of providing students with material and forcing them to 

memorize it, as was the case in the past, today's education policies emphasize 

assisting them in finding the information on their own or working with others and 

using it after they have discovered it (Kalemkuĸ, 2021).  

 

With this in mind, many government officials, huge corporations, and teachers in the 

United States have come together to issue the changing trends in education and this 
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educational reform's main goal was to promote a reevaluation of education's goals to 

meet the needs of a digital-age society and knowledge-based businesses (Care et. al., 

2012; Taguma, 2017). In T¿rkiye, the so-called 21st-century skills were first 

mentioned in a report by the Turkish Industry and Business Association (T¦SĶAD, 

1999) to prepare students for their future workforce.  

 

 21st-century skills, also known as ñlifelong learning competenciesò and ñkey 

competenciesò (OECD, 2005; Voogt & Roblin, 2012) have been defined in several 

ways. First of all, there has been a debate in the literature discussing whether those 

are skills or competencies. While some institutions and scholars refer to them as 

skills (Silva, 2009; P21, 2002; Trilling and Fadel, 2009), others name them as 

competencies (European Community, 2006; OECD, 2005; Rychen & Salganik, 

2003). For instance, Chappell et al. (2003, 5) stated that the traditional understanding 

of a ñskillò has transformed from ñtechnical knowledge and skills required of a 

particular job or occupation, to one that includes an array of general and personal 

capacities and attitudesò constituting a more general understanding. From the 

ñcompetencyò perspective, it has been defined as being ñmore than just knowledge 

and skills. It involves the ability to meet complex demands, by drawing on and 

mobilizing psychosocial resources (including skills and attitudes) in a particular 

context. For example, the ability to communicate effectively is a competency that 

may draw on an individualôs knowledge of the language, practical IT skills, and 

attitudes towards those with whom he or she is communicatingò (OECD, 2005, 4). In 

its narrow discussion of skills vs competencies, it is seen that both terms are/have 

been used interchangeably without major distinctions in their meaning. Therefore, 

while the term ñskillsò will be mainly used in the rest of this study, both terms have 

also been given place in their use depending on their original reference in the 

literature.  

 

Apart from the aforementioned discussion, Silva (2009) stated that these skills have 

also been addressed as soft or interpersonal skills, applied or workforce skills, life 

and career skills, or non-cognitive skills. Regarding the flexibility of the teaching and 

use of these skills by students, they are also referred to as cross-curricular, cross-

disciplinary, or interdisciplinary skills (Great Schools Partnership, 2016). These two 
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approaches to understanding what 21st-century skills constitute are also in line with 

Chalkiadaki (2018) and Kennedy and Sundberg (2020) both of whom also refer to 

those skills as multifaceted constructs that are transitive among disciplines.   

 

The European Reference Framework of Key Competencies defined these skills as 

mainly eight competencies: a) communication in the mother tongue, b) 

communication in foreign languages, c) Mathematical competence and basic 

competencies in science and technology, d) digital competence, e) learning to learn, 

f) social and civic competence, g) sense of initiative and entrepreneurship, and h) 

cultural awareness and expression. In the report, given their potential to contribute to 

a successful existence in a knowledge-based society, these core competencies are 

seen as equally significant. According to Gordon et. al. (2009), transversal 

competencies and abilities including critical thinking, creativity, initiative, problem-

solving, risk assessment, decision-making, and effective emotional regulation ought 

to support these competencies since they are not limited in scope to a specific 

discipline. 

 

Although there are diverse opinions on what 21st-century skills or competencies 

constitute, it has been stated that educators, employers, researchers, scholars, and 

others have agreed that 21st-century skills are a collection of knowledge, skills, work 

habits, and personal qualities that are essential for success in both today's classrooms 

and the workforce (Ark & Schneider, 2014; Malik, 2018).  Therefore, Higher 

Education needs to equip students with 21st-century skills that enable them to think 

critically and creatively, work together with others, take responsibility when faced 

with a challenge, and make the most of technology when they enter the workforce 

(Okolie et al., 2021). The following sub-sections present four of these skills that have 

been chosen as the focus of this study to explain and conceptualize them.   

 

2.2.1.1. Critical  Thinking  

 

The term "critical thinking" (CT) encompasses a broad range of mental processes, 

including information analysis, inductive and deductive reasoning, judgment and 

evaluation, and problem-solving (Lai & Viering, 2012). By the word itself, CT dates 
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back to ancient Greeceôs language and philosophy meaning ñjudge, judgingò and 

ñdecidingò. Greek philosophers such as Socrates, Plato, and Aristotle contributed to 

the evolution of CT as a concept in terms of thinking skills. Following such 

philosophers, Dewey (1909) also developed this concept and defined it as ñan active, 

persistent, and careful consideration of a belief or supposed form of knowledge in the 

light of the grounds which support it and the further conclusions to which it tendsò 

(p. 9). In his definition, Dewey recognized CT as ñreflective thinkingò and many 

scholars and educators, following him, later on, advocated for the integration of CT 

in the learning environment. 

 

Despite its widespread utilization, CT has no universally accepted definition in the 

literature. However, acknowledging CT as a meta-cognitive process and connecting 

it to human cognitive capacities is a shared trait (Saleh, 2019). Today, the majority of 

educators agree that improving CT is a key educational goal and have recognized CT 

as a significant educational attainment (Forte & Horvath, 2011).  According to 

Facione (1990), CT is the capacity to formulate and evaluate arguments. It is defined 

by Browne and Keeley (2010) as the process of assessing arguments using logical 

principles. In that sense, Case (2005) advocated the interdependence between critical 

thinking and oneôs background knowledge in the process of evaluating arguments. 

From a post-modernist perspective, Brookfield (2004) defined CT as an examination 

of social structures, institutions, narratives, and power dynamics to get students to 

think critically about ways to make society less racist and sexist and more 

democratic and socially just. Apart from these definitions, Hixson et al. (2012) 

proposed a broad definition that merges sub-related skills of CT as ñbeing able to 

analyze complex problems, investigate questions for which there are no clear-cut 

answers, evaluate different points of view or sources of information, and draw 

appropriate conclusions based on evidence and reasoningò (p.8) that also forms the 

scope of this study. 

 

In terms of writing educational objectives and lesson planning, Bloom (1956) 

defined CT as a person's capacity to apply a variety of broad cognitive processing 

abilities that fit into its High-Order Thinking Levels (HOTS), such as assessing, 

analyzing, and constructing new concepts or creating. This rather broad 
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conceptualization of CT is also redefined as ñthe intellectually disciplined process of 

actively and skillfully conceptualizing, applying, analyzing, synthesizing, and/or 

evaluating information gathered from, or generated by, observation, experience, 

reflection, reasoning, or communication, as a guide to belief and actionò (NCECT, 

2014).  

 

Bloom's taxonomy, which dates back to 1956, is the most widely used and 

innovative framework for defining and classifying CT in education. Since its 

development, Bloom's Taxonomy has gained recognition as a reliable tool for 

analyzing CT in educational settings (Forehand, 2005). Six levels of cognitive ability 

served as the foundation for the actual hierarchical Bloom's Taxonomy: knowledge, 

comprehension, application, analysis, synthesis, and evaluation. Even though 

taxonomy is well recognized in the field of education, studies have shown that this is 

not the most effective way for children to learn, leading to criticism of the 

taxonomy's one-before-the-other hierarchy (Trilling & Fadel, 2009). To make the 

original taxonomy more appropriate for the twenty-first century and to take into 

account current perspectives on education and cognitive development, it was revised 

in 2001. To emphasize the actions involved in the thought process, the original 

taxonomy's nouns were changed to verbs from "knowledge " to "remember," from 

"comprehension" to "understand", from "application" to "apply", from "analysis" to 

"analyze", from "synthesis" to "create", and from "evaluation" to "evaluate" to show 

that a linear order in the thinking process does not necessarily happen and could be 

acquired interchangeably (Anderson & Krathwohl, 2001). Of this classification, the 

verbs "analyze", "create", and "evaluation" have been referred to as ñHigher-Order 

Thinking Skillsò (HOTS) while the others are referred to as ñLower-Order Thinking 

Skillsò (LOTS). These skillsðparticularly HOTSðare highly valued for helping 

people succeed because they require students to draw conclusions from the 

information they have collected, make sound decisions, and produce insightful 

presentations (Westbrook & Baker, 2017).  

 

It is seen in the previous paragraphs that CT can be defined in different terms, yet its 

importance in education still stands. According to Trilling and Fadel (2009), CT is 

one of the fundamental skills in the 21st century because CT skills are a good 
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indicator of both academic achievement and job prospects (Masduqi, 2011). Seventy 

percent of leaders and managers surveyed by the American Management Association 

(AMA, 2012) regarding the value of 21st-century skills to their company indicated 

that CT is the most important skill for success in the increasingly globalized and 

rapidly evolving workplace. Therefore, P21 (2011) emphasizes the importance of CT 

as a 21st-century skill by stating that the skill itself puts forward a distinction 

between those who are ready for the complexities of education and work life and 

those who are not, which also aligns with NEAôs (2012) statement indicating that 

citizens today need to actively engage with CT to reach a judgment by providing 

justifications and solutions to the problems that they come across. Since critical 

thinking abilities are becoming more and more in demand in the global work market, 

educational systems worldwide should incorporate them into curricula (Kivunja, 

2014b; NEA, 2012). In that regard, the changing landscape of worklife and expected 

features of workforce makes it necessary for individuals to adapt themselves into this 

landscape and English language education can serve as a baseline to make this 

adaptation successful. 

 

2.2.1.2. Creativity  

 

Lai et al (2018) state that when creativity was originally studied in the 19th century, 

it was primarily connected to the fine arts and artists, but today, it is associated with 

many subjects and includes many aspects of life. Concerning the wide spectrum in its 

associations, it is not that easy to conceptualize it. The novelty and utility that are 

frequently linked to creativity highlight how useless creativity is without its value 

and contribution to a certain aspect of life (Sternberg, 2006). In line with this 

perspective, Stein (1953) defined it as ña novel work that is accepted as tenable or 

useful or satisfying by a group at some point in timeò (p.311). Having atypical 

viewpoints on things is another trait associated with creativity. For example, Craft 

(2005) defined creativity as the ability to explore and perceive opportunities that 

others have not noticed. According to Vygotsky (2004), creative activity is any 

combination, modification, and creation of something new, no matter how tiny. In 

their definition, Hixson et al. (2012) defined creativity as ñbeing able to generate and 

refine solutions to complex problems or tasks based on synthesis, analysis, and then 
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combining or presenting what they have learned in new and original ways.ò (p.8) that 

combined both process-product perspectives on creativity and formed the 

understanding of creativity in this study. 

 

Another conceptualization of creativity, the four C model, was presented by 

Kaufman and Beghetto (2009), who also contributed to the philosophy of creativity. 

This strategy dispelled the myth that creativity appeared out of nowhere and was 

limited to exceptional scientists and artists. According to this method of approaching 

creativity, the creative process that occurs during learning is referred to as "mini c." 

It is presented as a fresh and personally applicable assessment of encounters, acts, 

and circumstances. For instance, a student who devises a method for adding two-

digit numbers would not advance in mathematics, but she would nonetheless produce 

a mini-c as the concept is original to her and useful in problem-solving (Lai et al., 

2018). Little-c is more frequently linked to routine tasks in regular places like the 

office, social situations, homes, and classrooms (Kaufman & Beghetto, 2009). Pro-c, 

the next step up from little-c, is linked to the creative professional learning strategy. 

This degree of creativity shows individuals who are knowledgeable about their field 

and can produce original ideas and products that are valued in the industry, such as 

receiving career honors (Lai et al., 2018). The Big-C pillar, which stands for 

exceptional people who have achieved greatness in a particular fieldðlike Mozart 

and Einsteinðis the final pillar of creativity. According to Kaufman and Beghetto, 

creativity is more about process, which is something that all teachers should have in 

mind. Creativity is for everyone and requires time, as mentioned in Mini and Little-c.  

 

The idea that creativity skills can be acquired, taught, and enhanced much like other 

academic disciplines is acknowledged by scholars who study creativity in the field 

(Kurt &¥nalan, 2018; Sternberg, 2006; Trilling & Fadel, 2009). Since the process of 

learning a language naturally entails imagination and creativity, creativity is also 

crucial to language learning (Chomsky, 2009). For example, when using a foreign 

language, individuals creatively experiment with language by rearranging phrases, 

altering grammatical constructions, or finding inventive ways to express ideas 

(Akyildiz & ¢elik, 2020). According to Fadel and Trilling (2009), to ensure that 

learning is relevant and joyful, digital natives should engage in more experiential 
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learning opportunities that allow them to address real-world issues and practice 

realistic situations. To address challenges, students must think creatively and 

generate original ideas. As stated by Richards (2013), students can effectively 

develop their creativity when they attend schools that support it because creative 

education enables students to come up with novel ideas and employ diverse thought 

processes, it inspires students and makes teachers creative in their practices. Keeping 

that in mind, 2009 was declared the Year of Creativity and Innovation by the 

European Union (EU), and started to organize conferences and hold events about its 

development in education. Teacher training was also seen as vital in this aspect and a 

separate budget for teacher training started to be allocated (Bialik &Fadel, 2015). In 

our context, though mentioned superficially, creativity found a place in the Turkish 

Education Vision 2023 report concerning the ELT curriculum. It, therefore, stands as 

a separate, but also interrelated skill, in education and language teaching to be taught 

as a 21st-century skill. 

 

2.2.1.3. Communication 

 

As part of a natural process in which human beings are involved, communication is 

an indispensable part of our lives. We communicate with other people and animals 

for a variety of purposes in the various parts of our lives including social, 

educational, and work. Seilar and Beall (2017) define communication as the 

simultaneous exchange of meaning through symbolic exchanges. To put it another 

way, communication refers to the process of conveying information verbally and 

nonverbally from the one providing it to the person receiving it. Likewise, in an 

earlier definition, Berelson and Steiner (1964) defined communication as ñthe 

transmission of information, ideas, emotions and skills... by the use of symbolsò 

(p.1). Similarly, according to Keyton (2010), communication is the exchange of 

knowledge and understanding between two people. This process has also been 

depicted by Lunenburg (2010, p.2) in Figure 1 below.  

 

The picture illustrates how the sender starts a conversation by encrypting a message 

using words or symbols. A medium is used to deliver the information. The receiver 

explains the communication as logical information. Anything that hinders 
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communication in this process is considered a challenge, which could be social, 

physical, or linguistic. Finally, the receiver responds to the communication encoded 

by the sender if no obstacles such as noise exist. Any obstacles in this process have 

the potential to skew communication efficacy (Keyton, 2010). In that sense, 

Lunenburg (2010) provided some basics for a successful communication process 

between the receiver and sender. These are: 

 

¶ Before communicating, clearly define the intended message's outcome. 

¶ Providing clarification on the message by considering practicality, context, 

and suitable word choice. 

¶ Adapting the message to the recipient's area of expertise. 

¶ Considering the norms, whether in a business or academic setting. 

¶ Considering the social and cultural background of the receiver.  

¶ Deciding on the most suitable communication channel (in-person or via 

email). 

 

Figure 1 The Communication Process 

 

In a communication process, receivers also have some responsibilities apart from the 

senders. As the model and basics mentioned above depict, active listening is also 

essential to the communication process. To be able to understand the message well, 

while the sender is trying to transmit it most efficiently, the receiver needs to listen 

carefully and attentively to grasp the meaning of the message well by paying 
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attention to several points in the message, such as the content, and the feelings 

(Lunenburg, 2010). Therefore, ñbeing able to organize their thoughts, data, and 

findings; and share these effectively through a variety of media, as well as orally and 

in writing.ò (p.8) would be a relevant definition provided by Hixson et al. (2012) to 

the conceptualization of the construct of communication as a 21st-century skill. 

 

National Education Association (NEA, 2012) highlights the importance of 

communication in this globalized era by stating the existence of ñglobal teamsò who 

come from linguistically and culturally different backgrounds to achieve a common 

goal and complete a task in business and academic life, adding that future graduates 

must have clear and effective communication skills to better communicate and 

collaborate with their peers. Therefore, communication lies at the heart of 

educational practices, especially in language learning and teaching, and needs to be 

examined from various perspectives to understand the factors that can either enrich 

or degrade its  utilization. 

 

2.2.1.4. Collaboration 

 

Recently, collaboration has evolved to be seen as a significant educational outcome 

by itself, as opposed to being simply a way to create or evaluate knowledge, which is 

gained by practice and being involved in actions with individuals (Kuhn, 2015) as it 

is addressed as a learning mechanism that needs to be triggered (Hunter, 2006).  

 

According to OECD (2013), collaboration is ñé the capacity of an individual to 

effectively engage in a process whereby two or more agents attempt to solve a 

problem by sharing the understanding and effort required to come to a solution and 

pooling their knowledge, skills, and efforts to reach that solution.ò while 

characteristics like ñworking effectively and respectfully with diverse teams,ò 

showing ñflexibility and willingness to help make necessary compromises to 

accomplish a common goal,ò establishing ñshared responsibilityò and valuing ñ the 

individual contributions made by each team memberò have been listed for 

collaboration by P21 (2019a). In line with these definitions and frameworks, Hixson 

et al. (2012) defined it as ñé being able to work together to solve problems or 
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answer questions, to work effectively and respectfully in teams to accomplish a 

common goal and to assume shared responsibility for completing a taskò and it was 

adopted to evaluate teachersô and studentsô practices as part of this study. 

 

The NRC (2011) listed some reasons to explain the increasing significance of 

collaboration as a 21st-century skill. First of all, it has been stated that there is a 

growing body of research on project or inquiry-based learning approaches. Such 

approaches require agents to work collaboratively to solve problems or complete 

tasks successfully (Rojas-Drummond & Mercer, 2003).  Collaboration is said to offer 

clear benefits over individual problem-solving because it facilitates efficient work 

sharing, the integration of knowledge, viewpoints, and experiences from various 

sources, and improved creativity and quality of solutions prompted by the ideas of 

other group members (OECD, 2013). Secondly, it is accepted as an important skill 

that provides the chance for students to apply what they learn in social interactions, 

especially with the advancements in technology that have paved the way for 

opportunities to be enacted by students, and this is also seen as an important facet of 

the future workforce (OECD, 2013). However, an important distinction between 

collaboration and cooperation needs to be clarified since the two terms might be used 

interchangeably even though they have different meanings or functions. Cooperation 

can be identified as a division of workload among members in a group (Child & 

Shaw, 2016). When individuals cooperate on a topic or task, they do not need to 

share their ideas, help each other, or construct common knowledge, which does not 

necessitate the group members to build a shared understanding in achieving task 

goals. Contrarily, collaboration includes inherent adaptability in roles and 

responsibilities concerning the multiple subtasks involved in attaining a goal (Lai, 

2011).  

 

Child and Shaw (2016) identified six aspects of collaboration. First of all, 

collaboration is a matter of social interdependence that is explained as the group 

agentsô outcome that is impacted by the individualsô personal and collaborative 

actions. This is divided into two positive and negative by Johnson and Smith (2007). 

In their perspective, positive interdependence occurs when individuals think that they 

can achieve a task if other group members believe so as well. However, negative 
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interdependence is addressed as a kind of competition in which group members think 

that they can achieve a task if other groups fail. Secondly, conflict resolution has 

been listed as another feature of collaboration arguing that conflict resolution allows 

group members to negotiate differences in viewpoints among group members, and 

that leads to effective collaborative task accomplishment (Rosen, 2014). Concerning 

that, as another facet, idea sharing has also been emphasized since group members 

need to exchange their ideas to resolve conflicts or achieve a task (OECD, 2013).   

Forth and fifth aspects refer to resource sharing and task division which is seen as 

cooperation as well. It was stated that effective collaborative task designs require or 

prompt sharing of responsibilities and available materials to carry out a task rather 

than sole individual efforts (Brna, 1998) while it was also argued that each 

collaborative task involves some degree of task division which is formed of 

individual efforts of the group members and seen as some degree of cooperation (Lai 

& Viering, 2012). Lastly, communication was addressed as an indispensable feature 

of collaborative designs as it brings the inherent knowledge out making it explicit 

and known by others (Webb et. al., 1998). It is seen that all these listed aspects of 

collaboration are in line with the definitions provided by P21 (2019a) and Hixson et 

al. (2012). NEA (2012) asserts that because it is fundamental to the way work is 

done in our social and professional lives, collaboration is of the utmost importance in 

our classrooms. Individuals working alone used to achieve a lot of work, but that is 

no longer the case. The majority of important work is completed in teams, frequently 

by global teams across international borders. Regarding diversity in terms of cultural, 

social, and characteristics, the report argued for the important role of collaboration in 

enriching perspectives and reaching more comprehensive results of knowledge 

production. It is therefore collaboration as a skill needs to be signified in education, 

and EFL contexts can provide ample opportunities to promote it among university 

students. The next sub-section introduces how these skills have been put into 

frameworks in their conceptualizations by different initiatives.   

 

2.2.2. 21
st
-Century Frameworks 

 

According to Eaton (2010), the 20
th
 century encompassed memorization and rote 

learning despite not being desired in education while the 21
st
 century goes beyond 
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this and makes it necessary for individuals to actively use some skills in every aspect 

of life including education to communicate with others and stay global. Therefore, 

the 21
st
-century person is expected to deal with many issues that might arise from 

diverse circumstances and the educational context is an ideal place to enhance such 

skills and prepare learners for their academic and professional lives. Regarding the 

variety of skills, the website named ñTeach Thoughtò (2015) illustrated 21
st
-century 

pedagogy and it is shown in figure 2 below. The image illustrates how the pedagogy 

of the twenty-first century has so many different elements and requirements that it 

can offer for teachers to implement in their instructional practices. Regarding this, it 

can be argued that pedagogical practices would require a great deal of consideration 

and association between different elements, as illustrated, to come up with a sound 

instructional practice. The illustration above can be perceived as a visualization of 

how 21
st
-century skills are multi-dimensional. In line with this, the skills that 

individuals need to possess in this information age have been outlined and framed, 

and several frameworks have been established. In regards to the definition of 21st-

century skills as well as what ought to be included in the curriculum, all of the 

frameworks appear to be fairly similar. Nonetheless, the focal points and parts of 

attention within the broad skills vary between frameworks. 

 

 

Figure 2 21st-Century Pedagogy 
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While some frameworks emphasize that one of the key factors influencing the need 

for 21
st
-century skills is the shifts in the economy and labor market brought about 

by globalization (e.g European Union (EU), OECD), several frameworks address the 

need for people to adapt to changing social conditions (ATCS, P21, and EU) and the 

demand for sustainable democratic growth (OECD); however, only P21 and En 

Gauge view the most recent advancements in educational research regarding 

instruction and instructional tools as assisting the need for 21st-century skills. Table 

1(adopted from Voogt &Roblin, 2012) below shows the arguments for these skills 

represented in these frameworks.  

 

Table 1 Arguments for 21st-century skills across frameworks  

P21 En Gauge ATCS European Union OECD 

Economic, 

technological, 

informational, 

demographic 

and political 

forces are 

transforming  

Given the rapid 

rate of change, 

the vast amount 

of information 

to be managed, 

and the 

influence of 

technology on  

Developments in 

advanced 

economies.  

 

The need for 

economic 

competitiveness:  

Internationalization/ 

globalization;  

Competences need to 

be appropriate for a 

world where:  

Technology is 

changing rapidly and 

continuously,  

transforming the 

way people live 

and work.  

 

life in general, 

students need 

to apply current 

skill sets, as 

well as develop 

new skill sets 

to cope with a 

changing 

society.  

 

 The rapid pace of 

change and the 

continuous roll-out 

of new 

technologies.  

 

and learning to deal 

with it requires 

adaptability.  

Societies are 

becoming more 

diverse and 

compartmentalized.  

Globalization is 

creating new forms 

of interdependence.  

Schools must 

bridge the gap 

between how 

students live and 

learn  

 

 
Information and 

communication 

technology is 

transforming the 

nature of how 

work is conducted 

and the meaning 

of social 

relationships.  

Decentralized 

decision- making, 

information 

sharing, 

teamwork and 

innovation are 

key in todayôs 

society.  

The need to keep 

specific job-related 

skills up-to-date, 

but also possess the 

generic 

competences that 

will enable 

individuals to adapt 

to change.  
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Table 1 (continued) 

All students 

must have equal 

access to the 

new 

technological 

world, 

regardless of 

their economical 

background.  

 

True equity 

will require 

high levels of 

technology 

proficiency to 

ensure broader, 

more 

meaningful, 

and 

increasingly 

innovative uses 

of technology 

by all 

segmentsof the 

population  

  Key competencies 

must:  

Contribute to valued 

outcomes for 

societies and 

individuals 

Help individuals 

meet important 

demands in a wide 

variety of contexts; 

and 

Be important not just 

for specialists but for 

all individuals 

Scientific 

insights of 

educational 

research must be 

incorporated 

into teaching 

and learning in a 

broad scale.  

 

Advances in 

the cognitive 

sciences show 

that learning 

increases 

significantly 

when students 

are engaged in 

academic study 

through 

authentic, real-

world 

experiences.  

   

 

One of the initiatives that created a framework for 21
st
-century skills is the 

Partnership for 21
st
-Century Learning (P21, 2019a). Three categories of skills are 

included in the framework: (1) life and career skills, (2) learning and innovation 

skills, and (3) information, media, and technology skills. These skills are all essential 

to 21st-century learning. Key subjects like science, math, world languages, history, 

and the arts, along with interdisciplinary topics like global awareness, citizenship, 

and health literacy, are thought to be good ways to help students develop these 

abilities and get ready for successful lives in today's society. For instance, life and 

career skills include the following aspects: flexibility and adaptability, initiative and 

self-direction, social and cross-cultural skills, productivity and accountability, 

leadership, and responsibility. These qualities help individuals adapt to the ever-

changing life and work environments. In turn, information, media, and technology 

skills allow people to successfully utilize ICT for finding, processing, and evaluating 

information; to comprehend how the media influences our views and behavior; and 
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to adapt to the constant technological developments quickly. Lastly, learning and 

innovation skills consist of the so-called 4Cs as creativity and innovation, CT, 

communication, and collaboration, which are the focus of this research aligning to 

the P21 framework.  

 

Another program that aims to provide a comprehensive description of the skills of 

the 21
st
 century is Assessment and Teaching of 21

st
 Century Skills (ATC21S). The 

initiative was carried out from 2009 to 2012, and several corporations such as Cisco 

Systems, Microsoft, and Intel supported it financially. The project listed the 21
st
-

century skills in four broad categories each of which involved their relevant sub-

categories. They are: 

 

- Ways of working: critical thinking, problem-solving, learning to learn / 

metacognition, creativity and innovation, decision-making  

- Ways of thinking: communication; collaboration  

- Tools for working: information literacy; ICT literacy  

- Ways of living in the world: citizenship (local and global); life and career; 

personal and social responsibilityðincluding cultural awareness and 

competence  

The table below (adapted from Voogt &Roblin, 2012) summarizes how 21
st
-century 

skills have been conceptualized in all frameworks mentioned above, including P21 

and ATCS. Among the skills listed in the frameworks below, the 4C are the ones that 

have been addressed in most of the frameworks. Wagner (2010) states that students 

should be equipped with 21
st
-century skills since such skills are vital for future 

advancements in education and the economy (World Bank, 2011). However, it is 

argued that the resources and possibilities provided by the educational system don't 

always meet the demands of millennium learners, even if they are listed in such 

frameworks. The way that students learn and how teachers instruct may not align 

with the educational system (P21, 2002).  Therefore, the next subsection introduces 

one of the teaching approaches that could be used to provide space for such 

integration.  
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Table 2 Conceptualization of 21st-century skills across frameworks 

P21 En Gauge ATCS NETS/ISTE EU OECD 

Learning and 

innovation 

skills  

Inventive 

thinking  

Ways of 

thinking  

Creativity and 

Innovation  

Learning to 

learn 

 

1. Critical 

thinking and 

problem 

solving; 

 

1.Adaptability, 

managing 

complexity 

and self-

direction;  

 

1. Creativity 

and 

innovation;  

2. Critical 

thinking, 

problem-

solving,  

Creative 

thinking, 

constructing 

knowledge and 

developing 

products and  

 

  

2. Creativity 

and 

innovation; 

3. 

Communicatio

n and 

collaboration  

2. Curiosity, 

creativity and 

risk taking; 

3. Higher 

order thinking 

and sound 

reasoning.  

decision 

making; 

 

3. Leadership 

to learn, 

metacognition  

 

processes using 

technology 

Critical thinking, 

problem solving 

and decision 

making 

  

 Effective com. Ways of 

working  

Com. and col. Com. Interacting in 

heterogeneous 

groups 

 1. Teaming, 

collaboration 

and 

interpersonal 

skills; 

1. 

Communica-

tion; 

1. Students use 

digital media and 

environment to 

com. and work 

collaboratively  

1. Com. in 

mother 

tongue; 

1. Relate well 

to others;  

 2. Personal, 

social and 

civic 

2. 

Collaboration 

(teamwork)  

 2. Com. in 

foreign 

languages  

2. Cooperate, 

work in teams 

 3. Interactive 

com. 

   3. Manage and 

resolve 

conflicts. 

 

Information, 

media and 

technology 

skills 

 

Digital-age 

literacy  

 

 

Tools for 

working  

 

 

Technology 

operations and 

concepts  

 

 Using tools 

interactively  

 

1. Information 

literacy;          

1. Basic, 

scientific, 

economic and 

technology 

literacies; 

1. Information 

literacy;  

 

1. Sound 

understanding of 

technology 

concepts, 

systems and 

operations. 

 1. Use 

language, 

symbols and 

text 

2. Media 

literacy;         

2. Visual and 

information 

literacies; 

2. ICT literacy  

 

2. Research and 

information 

fluency  

Digital 

competence  

2. Use 

knowledge and 

information 

interactively  

3. technology 

literacy 

3.Multicultural 

literacy and 

global 

awareness. 

 3. Apply digital 

tools to gather, 

evaluate and use 

information.  

 3. Use 

technology 

interactively 
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Table 2 (continued) 

Life and career 

skills  

 

High 

productivity  

 

Living in the 

world  

 

Digital 

citizenship  

 

Cultural 

awareness 

and 

expression 

Acting 

autonomously  

 

 

1. Flexibility 

and 

adaptability; 

1. Prioritizing, 

planning and 

managing for 

results;             

1. Citizenship 

ï local and 

global; 

Understand 

human, cultural 

and societal 

issues related to 

technology.  

1. Social 

and civic 

competence

s 

1. Act within 

the big picture;          

2. Initiative 

and self-

direction;   

2. Effective 

use of real-

world tools;               

2. Life and 

career; 

 2. Sense of 

initiative 

and 

entrepreneu

rs 

2. Form and 

conduct life 

plans and 

personal 

projects;         

3. Social and 

cross-cultural 

3. Ability to 

produce 

relevant, high 

quality 

products. 

3. Personal 

and social 

responsibility 

(including 

cultural 

awareness and 

competence) 

  3. Defend and 

assert rights, 

interests and 

needs. 

4.Productivity 

and 

accountability  

     

5. Leadership 

and 

responsibility 

     

 

Core Subjects 

  

1. English, 

reading or 

language;  

2. Foreign 

languages;    

3. Arts;   

4.Maths.;   

5. Economics;  

6. Science;    

7. Geography;  

8. History;  

9.Government 

and civics                    

  

Core 

curriculum 

  

1. Home 

language 

2.Maths. 

3. Science 

4. History 

5. Arts or 

Humanities 

 

  

1. Maths. 

2. Basic 

competence

s in science 

3. Basic 

competence 

in 

technology 

4.Com. in 

mother 

tongue 

5. Com. in 

foreign 

languages 

 

Interdisciplina

ry themes  

     

1. Global 

awareness; 

     

2. Financial, 

economic, 

business and 

entrepreneurial 

literacy; 

     

3. Civic 

literacy; 

     

4. Health 

Literacy and 

environmental 

literacy 
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2.2.3. Flipped Learning 

 

With technological advancements in the last few decades, the teaching and learning 

context has also developed and aligned itself with these changes. Thanks to immense 

technological products such as laptops, smartphones, and tablets, educational 

environments have adapted to incorporating such devices so as not to fall behind and 

refer to all stakeholdersô needs and interests. Such developments have impacted and 

shaped teaching approaches and caused new ones to emerge. Flipped Learning (FL) 

is considered one of these approaches that has come out as an alternative to the 

conventional teaching approaches. It has been cited to involve using technology and 

the internet to shift instruction outside of the classroom, whereas practice and 

collaborative group projects that support active learning are done during class time 

(Bergman & Sams, 2012; Bishop & Vergleher, 2013).  

 

Originally, Bergman and Sams (2012) started to use this approach in their chemistry 

classes by recording and sharing their lectures with students who miss their classes. 

It is stated that while there is no specific methodology for designing flipped 

instruction, the consensus points to the use of pre-recorded videos of instruction and 

sharing them with students and focusing on the practice of the content in the class 

rather than the delivery of the content itself. Class time can be freed up for 

interactive learning, individualized instruction, group projects, and feedback sessions 

with the teacher by removing the lecture part (Webb & Doman, 2016). This allows 

students to use their content knowledge by practicing it during class time and getting 

feedback, if necessary, from their peers and the teacher. Also, from the teacherôs 

perspective, the FL approach is reported to provide space for the teacher to integrate 

in-class quizzes, questions, or productive activities to foster active learning based on 

the feedback collected from studentsô earlier engagement with the videos (Berett, 

2012). In the literature, FL is commonly cited as an approach to teaching as part of a 

hybrid or blended learning approach, which focuses on in-class practice for the 

active engagement of students with the content (Arnold-Gaza, 2014). When using 

this approach, students are expected to watch the content that has been recorded in 

advance so that class discussions, problem-solving exercises, and collaborative 

activities that are relevant to the subject matter can be enacted more in-class time and 
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peer feedback (or instruction, PI) can be provided more as well as ñjust-in-time 

teachingò (JiTT) (Rowley & Green, 2015). Considering such features of the FL 

approach, Bishop and Vergleher (2013) argue that adopting FL involves a mixture of 

two learning theories, namely constructivism and behaviorism. While the 

constructivist view comes from the in-class active teaching and learning activities 

that motivate students to think and use their knowledge of the subject matter that 

they study before class time, the use of teaching videos and other online materials 

that explain the content deductively resembles the behaviorist perspective.  Related 

to the learning theories behind FL, in terms of the characteristics of the approach, 

Bennett et al. (2012) define FL as: 

 

-  the intentional transfer of instruction outside the classroom to give 

educators and learners additional chances for engaging and dynamic in-

class instruction. 

-  making greater room for student interaction, which transforms teachers 

from information suppliers into guides and facilitators. Students can 

watch teacher-recorded videos at home, freeing up class time for more 

engaged learning and teamwork. 

-  The ease of access to class content via videos and online resources allows 

teachers to focus on developing and enhancing their critical thinking 

abilities. 

 

Concerning the features of FL, Bergman and Sams (2012) argue that what makes a 

lesson flipped is not the use of videos only. They argue that one of the real features 

of a flipped class is to use the class time to its best with students. Table 3 below 

provides an example comparison and indicates that according to the traditional 

model, students attend class with a list of questions after finishing their homework at 

home. Teachers must set aside about twenty minutes following the opening warm-up 

to address homework inquiries. Less than twenty to thirty-five minutes are available 

for guided and individual practice after the new material has been presented for at 

least thirty to forty-five minutes. In contrast, in a flipped classroom, students can ask 

questions regarding the new material after a five-minute warm-up because they have 

watched the relevant video lecture at home. The teacher then gets ten minutes to 
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respond to the questions. Guided or independent practice may take up the final 75 

minutes. As seen in the table, FL reverses educational practices in and out of the 

class, expecting students to be more active and collaborate with their peers in the 

activities that teachers provide for practice, while teachers are expected to create 

opportunities for such productive practices to better engage students with active 

learning in class time. Although the example comparison in the table does not have 

to be in the same amount of time devoted to teaching for all subjects or contexts, it 

indicates that the flipped classroom should provide more space for practice. 

 

Table 3 An Example Comparison of Traditional vs Flipped Classroom 

Traditional Classroom Flipped Classroom 

Activity Time Activity Time 

Warm-up 5 mins. Warm-up 5 mins. 

Revise  

previous homework 

 

20 mins. 

 

Q & A on video 

 

10 mins. 

Lecture new content 30-45 mins. Guided / Independent 

practice 

75 mins. 

Guided / independent 

practice 

  

 

In another model, the Partial Flipped Classroom approach, though watching videos is 

expected from students, they are not graded or monitored, and students are not 

penalized for not watching them before. This form of FL is referred to as the less 

strict form of the traditional model (Bajunury, 2014). Lastly, Chen et al. (2014) 

contributed to the traditional model in terms of three aspects: progressive activities, 

engaging experiences, and diversified platforms, and formed a Holistic Flipped 

Classroom (HFC). According to this model, learning and teaching activities are 

treated synchronously involving a total of studentsô learning experiences at home, 

mobile, and classroom. While students are given feedback and supervised mainly 

about their in-class participation in the traditional approach, HFC combines in-class 

activities with home activities to support and monitor students in a more holistic 

account. Such an approach requires synchronous participation of students in both 

online and in-class activities.  
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Concerning the positive contribution to adequate class time, Zhang (2017) stated that 

time management in the classroom and before class is the most efficient strategy to 

increase instructional effectiveness.  Before class, students should schedule their 

study time accordingly, and during class, teachers should actively assist students in 

learning activities thanks to the time that they gain from assigned content videos.  

Such expected roles, as mentioned earlier, of teachers and students are considered 

features of a flipped classroom, and whatever model is followed, the crucial element 

of all three of them is to provide time for students to practice the content more than 

the input lectured by teachers.  Similarly, the Flipped Learning Network (FLN, 2014) 

also defined the features of the FL approach as four pillars; flexible environment, 

learning culture, intentional content, and professional educators. The first pillar, 

flexible environment, involves arranging materials or units and supporting groups, 

pairs, or individual study by creating spaces for further practice. As for the second 

pillar, the role of students as active agents of learning is emphasized by participating 

in activities that require knowledge sharing and construction. FLN also highlights the 

third feature of the approach, which is intentional content. This pillar implies that 

teachers need to decide on both the content and delivery of it to maximize student 

interaction time with their peers depending on the subject matter. This feature 

emphasizes teachers as decision-makers in selecting and instructing the content. 

Lastly, the professional educator, the last pillar, regards teachers as reflective 

practitioners who are open to feedback and criticism to improve the quality of the 

instruction and provide students with feedback and support when necessary. 

According to this feature, teachers should be less visible in the class to open up more 

space for students to interact with their peers and practice on the subject matter.  

 

In addition to creating time for effective practice and changing the delivery of the 

instruction, it has been reported that FL has also changed the roles that teachers and 

students have in the class. Teachers, as the agents of instruction, are considered to 

create learning environments through questioning (Bergmann & Sams, 2012), 

provide feedback on the content (Bergmann & Sams, 2012), incorporate 

technological means relevant to the teaching context (Fulton, 2012), establish a room 

for class discussions and increase student participation (Millard, 2012). Besides the 

roles that teachers have, students are also referred to as having some roles such as 
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being autonomous in their learning in terms of taking responsibility (Bergmann & 

Sams, 2012) and being prepared for the class beforehand (Milman, 2012) as well as 

active participation in discussions and collaborative activities (Webb & Doman, 

2016).  It is seen that all these expected roles, thanks to FL, imply a change in 

perspective from a traditional mindset of educational actions which centralize the 

teacher in the class and makes students information receivers mostly to the one that 

puts students in the center of learning by having them deal with collaborative 

productive activities that involve critical thinking and creativity to some extent. 

Regarding this perspective, Hamdan et al. (2013) explained that FL transforms 

learning from group space into individual space by providing students with 

opportunities for self-learning at home and engagement with other students for 

further practice in the class, and it was argued that this could contribute to student 

motivation in interacting with each other and with the teacher (Kjellin & 

Birkenkrahe, 2015).  

 

Besides the opportunities that FL offers, it has also been reported to have many 

drawbacks. For instance, G¿nd¿z and Akkoyunlu (2019) list these from the literature 

as low student engagement, technical difficulties, teachers having to spend more time 

preparing materials, and a lack of direct communication between the teacher and 

students. In addition to these, lack of self-discipline and increased workload for both 

teachers and students were listed by Linling and Abdullah (2023). They also indicate 

that the students' drive to finish their work on time and their study habits are 

important variables in the success of flipped learning. Because of this, the most 

common concern is that students may initially be reluctant to adopt flipped learning 

and may show up for class unprepared showing low self-regulated behaviors (Sun et 

al., 2017). Such unpreparedness might result from studentsô wasting time playing 

games or spending time on the net instead of watching assigned videos (Milman, 

2012) or from resistance to change (Chen et al., 2014).  

 

From the teacherôs perspective, Johnson (2013) argued that adopting FL can be a 

burden for teachers who are computer illiterate. It was stated that teachersô workload 

would increase, and an adaptation of the materials and the instruction would be 

necessary to align the teaching pedagogy with the FL.  
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Regarding the literature above, it can be stated that this study was conducted in the 

partial flipped classroom model since the students in this study were provided with 

pre-recorded videos on weekly grammar points by the Curriculum Development 

Office (CDO) at the institution and expected to watch these videos before attending 

online lessons during the COVID-19 pandemic. The students were not punished and 

graded on such assigned videos, but the teachers were informed about doing practice 

more in online lessons instead of lecturing on grammar points or dealing with 

structured grammar exercises. Therefore, the next sub-section conceptualizes online 

instruction in education to better understand the interplay between the 

implementation of 21
st
-century skills, FL, and distance education in EFL. 

 

2.2.4. Distance Education 

 

A type of education known as distance education (DE) involves teachers and 

students communicating with one another virtually via the use of various media, 

including DVDs, Web learning, online platforms, teleconferencing, and television 

(Matthews, 1999). When using distance education, teachers in DE provide their 

students with textual, audio, and visual learning resources through mail or online 

programs. They also share these resources with students during broadcasts. 

 

Both synchronous and asynchronous methods cover a range of distance learning 

options.  Asynchronous methods allow for communication with some delay between 

sending and receiving messages by spreading out the delivery of messages over time. 

Conversely, synchronous methods entail instantaneous online communication 

between several people, even if they do not require those people to be present in the 

same physical space. Participants are offered to exchange their ideas and work 

collaboratively in a virtual environment (Mahoney & Hall, 2020). The literature 

indicates that e-learning, online learning, open education, virtual learning, internet-

based learning, network-based learning, and blended learning are among the many 

formats that are included in distance education. These ideas encompass a variety of 

teaching philosophies, such as computer and virtual-based learning methods 

(Nikulicheva, 2015). Traxler (2018) stated that DE is advantageous in terms of 

accessibility and finance. Access to a variety of materials on the internet is 
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considered another benefit (Kērēk, 2014). Besides, Arat and Bakan (2011) argue that 

providing access to larger groups, being independent of time and place, and 

individual learning are features that make DE a convenient way of instruction. 

People use technology mainly because it can overcome limitations related to time 

and space. It provides easy access to a wide range of information formats, enabling 

students to move at their own speed and use various strategies and tactics to arrange 

and retain the material offered. Programs for distance learning can be very beneficial 

in this sense (Bolliger & Inan, 2012; ¢elik & Per­in, 2020; Gaebel et al., 2014).  

 

Although the opportunity to learn at own pace and study without any limitations in 

time or space are considered benefits (Barbour, 2014), DE is also seen as 

disadvantageous in sustaining motivation and participation in courses for a long time 

(Lai et al., 2019), which can harm communication and collaboration opportunities of 

students with their peers. Studies on DE before the COVID-19 epidemic centered on 

developing complementary, modular, lifelong, hybrid, and embedded approaches.  In 

studies, analysis of the current situation, data gathering, and formulating 

recommendations were all actively involved (Arslan & Kuzu, 2019; Kērnēk & 

Altunkaynak, 2019).  However, the outbreak of COVID-19 accelerated considerably 

the development of Emergency Distance Education (EDE) (Bozkurt et al., 2020; 

Karaca et al., 2021). EDE has become more prevalent due to the epidemic, 

highlighting differences from in-person instruction, requiring novel roles for 

families, students, and teachers in their educational endeavors, and demonstrating 

how widely digital media resources are being adopted (Karaca et al., 2021) and its 

practices turned into DE later on and this research was conducted in a DE 

environment since it was one year later the COVID-19 pandemic. 

 

Differences between DE and EDE can be recognized in terms of their structure. 

Planned, complementary in terms of methodology, modular, and lifelong learning-

teaching situations can be regarded as common features of DE. On the other hand, 

EDE emerged out of nowhere in reaction to the pandemic and was seen as a vital 

component of the solution. EDE is an unexpected, hasty endeavor meant to adjust to 

unforeseen situations, whereas developed, tested, and implemented curricula form 

the framework around which DE is organized. The move away from DE as an option 
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toward EDE indicates an unparalleled need. The unexpected emergence of extreme 

conditions required quick adjustments, with instruction delivery being the main 

priority (Yamamoto & Altun, 2020). This shift has implications for society and the 

economy, necessitating sudden and urgent changes in schooling. The implementation 

of EDE measures has completely replaced traditional in-person teaching methods, 

highlighting the necessity of establishing strong technology infrastructures and legal 

frameworks for state-run educational initiatives. This change emphasizes the 

necessity of methodical assessment and decision-making procedures to guarantee 

adaptation, accessibility, and efficacy in the provision of education. All stakeholders 

in education were affected by this situation. Since teachers and students are the 

smallest components of education, their perceptions and practices directly impact the 

teaching and learning context. Considering the scope of these changes, thorough 

research must be done to examine the methods and results of EDE and DE practices. 

These kinds of initiatives are crucial for shaping future policy and strategy for 

education as we may confront new and unforeseen problems. Therefore, teachersô 

views on such sudden implementations and their practices in keeping up with the 

changing needs of students in the 21
st
 century need to be explored.   

 

2.2.5. Teacher Professional Development 

 

Today, lifelong learning and constant change are expected in all professions; this is 

especially true of teaching, where it is necessary to learn how to incorporate new 

ideas, approaches, and technologies (Hoekstra et al., 2009). According to Guskey 

(2002), teachers bear the primary responsibility for bringing about change. 

Therefore, all professional development initiatives must not only be pertinent to 

educators but also specifically target their needs and interests. According to Darling-

Hammond et al. (2017), teacher professional development (TPD) is structured 

professional learning that improves student learning outcomes and modifies teachers' 

practices and knowledge. Merchie et al. (2018) also concurred with this description, 

defining TPD as activities intended for and given to educators to improve the 

knowledge, competencies, and attitudes of both themselves and their students. 

Richards and Farrell (2005) defined TPD as the collection of activities that aim to 

develop teachersô skills and are done by teachers through different means, such as 
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workshops, seminars, etc., when the formal educational part of them is over. 

Villegas-Reimers (2003) stated that professional development can also be defined as 

an individual's growth within their professional role. According to teaching 

expertise, PD for teachers is a continuous process that starts with their first training 

and lasts until their retirement. She distinguishes between staff development and in-

service training, which entailed brief workshops that typically had little to do with 

meeting the needs of teachers, and professional development, which is defined as a 

long-term process that includes regular opportunities and experiences planned 

systematically to promote growth and change in the profession. By characterizing PD 

as a never-ending, "life-long endeavor, a way of being," and as "a perspective on 

how one practices as well the practice itself," Wong (2011: 142) emphasizes the 

ongoing nature of TPD. According to Borg (2018: 195), "any activity which is 

designed to bring about positive change in practicing teachers' competence" is 

considered PD, which is a crucial method for TPD, and this definition was adopted in 

the PDP of this research to conceptualize the term.  

 

Rusdin (2018) states that teachers' awareness and professional growth in their 

professions always have a great impact on students, the teaching setting, and the 

environment since they are the ones who initiate changes in education and are the 

decision-makers and implementers of those changes, so TPD is a vital component of 

improving teaching, as Knapp (2003) notes. However, an ñoverly prescriptive one-

size-fits-all solutionò (Cirocki & Farrell, 2019) that means inviting specialists outside 

of the context as experts to transfer their knowledge to the teachers who take PDP 

without considering the needs and concerns available in a specific context is not 

considered effective because teachers learn better if their needs and contextual 

factors are taken into consideration in the preparation and design of PDPs.  Gibson 

and Brooks (2013) emphasized that the ongoing, in-depth experiences, chances, and 

affordances that strive for the success of both teachers and students and constantly 

evolving, adaptable curricula are all part of professional development. They further 

stated that professional development is a process that prioritizes the needs and 

interests of teachers, raises awareness of meaningful and active learning, and 

emphasizes 21st-century skills and requirements like collaboration, communication, 

critical thinking, and creativity. In that regard, teachers should also be able to shape 
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their perspectives to new ideas, methods, and techniques with the support of 

professional development activities and can modify their instruction in response to 

feedback on the subject of 21st-century skills. In line with this, Fandino (2013) 

highlights the importance of having practices that embrace the integration of 21
st
-

century skills in EFL. Handayani (2018) argued that to fulfill the more complex 

expectations of the 21st century, teachers need to be adaptive to accomplish their 

aims. Hence, given that 21st-century skills are essential for improving students' 

exposure to and effective impact in today's society, 21
st
-century skills must be 

integrated as a transformative pedagogy (Paschal, 2022) and for this TPD focusing 

on how to teach these skills could be an important facet in EFL. According to Kim et 

al. (2019), students' 21
st
-century learning cannot be improved and developed unless 

teachers successfully acquire and implement 21st-century teaching skills. To help 

students attain 21
st
-century skills, teachers must also be able to cultivate these 

abilities in their classrooms. Institutions must incorporate the knowledge and skills 

instructors require in their teaching through professional development since TPD is 

the means through which teachers can improve and influence their expertise and 

skills.  Therefore, it is essential to consider how teachers can use these abilities in the 

classroom and how TPD can be used to evaluate and train teachers to cultivate 21
st
-

century learners. For this reason, a PDP was implemented for this research to 

improve the professional development of EFL teachers in their practices and 

cultivate 21
st
-century skills of university students by considering the immediate 

needs of the participants during the COVID-19 pandemic.  

 

2.2.6. Summary 

 

Aside from giving students affordances, 21st-century informed educators also need  

to know how important it is to incorporate 21st-century skills. To integrate such 

skills into language classes, educators need to create well-designed curricula and 

instructional environments. Bearing this, TPD is a crucial facet that needs to be 

investigated since, as aforementioned, it can contribute to teaching and learning 

English in multiple ways. Also, FL has been considered a way to integrate these 

skills into classes. After conceptualizing the constructs that form the base of this 
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research, the following sub-section introduces studies conducted on the constructs 

mentioned above to shed light on the relevance of these constructs in this research. 

 

2.3. Relevant Research 

 

This section provides information on the research that was carried out on the 

concepts this study intends to investigate, namely 21
st
-century skills, FL, DE, and 

TPD. Since the conceptualizations of the constructs were aforementioned, this 

section focuses on only research studies that examined these constructs in the 

teaching and learning of EFL from various perspectives.  

 

2.3.1. Research on 21
st
 Century Skills in EFL  

 

The 21
st
-century skills have been approached and investigated from various 

perspectives in the field such as in ELT programs (Ataberk & Mirici, 2022) and 

English Curriculum (Barrot, 2018, student-led evaluations of teachersô practices 

(Alamri, 2020), pre-service teachers (Baran-Lucarz & Klimas, 2020; Iĸēk & Demirel, 

2023), teacher attitudes (ķahin & Han, 2020; Tsourapa, 2018), and ELT coursebooks 

(Ak­ay, 2019). 

 

For instance, Cretu (2017) conducted a study with twenty-two (22) pre-service 

teachers studying in Primary and Preschool Education. The study focused on 

introducing 21
st
-century 4C skills in a methodology course to help the participants 

learn about these skills so that they can design, apply, and evaluate them in future 

teaching practices. Cretu provided the participants with a wide range of teaching and 

learning activities and strategies as part of the methodology course, during which the 

participants were asked to apply what they had learned about these skills in their 

micro-teaching practices. In thirteen (13) micro-teaching sessions, the participants 

implemented these skills while preparing and teaching topics such as personal 

development, literature and language, people, etc. In a mixed-design study, the 

research focused on understanding the perceptions and practices of pre-service 

teachers with 21
st
-century skills. In the study, it was found that the participantsô 

perceptions of their competence with the skills were positive, with high mean scores,  
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while their actual practices showed lower values, which Cretu commented on as the 

fact that pedagogical practices require complex aspects such as setting goals, 

structuring the material and selecting effective training techniques, identifying the 

appropriate assessment techniques, and managing the classroom and time. The study 

also found that the participants used a variety of teaching activities and strategies to 

foster these skills in their micro-teaching sessions. She suggested that continuous 

professional development, reflection, and more experience with these skills are 

needed to foster such skills.  

 

Similarly, Urbani et al. (2017) examined how preservice teachers' perspectives of 

anchor assignments affected their coursework and fieldwork experiencesðboth 

personally and practicallyðwere investigated to build a model for integrating 21
st
-

century skills into teacher education programs. The study focused on how and to 

what extent pre-service teachers used 4C and ICT skills in their coursework. They 

surveyed 108 participants on whether anchor assignments developed the participantsô 

use of 21
st
-century skills. The survey data provided information about the 

perceptions of the pre-service teachers, and the researchers also conducted a focus 

group session with nine participants to elicit information about how that 

development occurred. According to the study, the findings showed that the 

participants developed their perceptions of the 4C by using them as teaching tools 

more than their actual practices of those skills. This result indicated that there was a 

difference between the competence and performance of the participants regarding 

21
st
-century skills. The researchers called for simultaneously integrating those skills 

to promote them among pre-service teachers. They also stated that teacher educators 

must develop those skills to help pre-service teachers use them better.  

 

Aiming to investigate in-service teachersô pedagogical practices to promote 21
st
-

century skills, Paschal and Gougou (2022) conducted a case study with 12 EFL 

teachers in Ivory Coast in Africa. After conducting interviews with these participants 

and analyzing the data, they found that although they attempted to focus on the 

communication and collaboration skills of the students, because of factors like class 

size, time management, language gaps, or individual motivation, students 

participated in communicative and collaborative activities at a lower rate. The 
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participants also mentioned their motivation to enhance the creative thinking skills of 

their students. Yet, they were challenged by factors such as a lack of student 

vocabulary knowledge, absence of creative materials, and studentsô lack of 

motivation to interact with their peers. Regarding CT, the constraints above were 

also mentioned. Still, the participants stated their practices with developing their 

studentsô CT skills more positively since it was reported to improve studentsô 

speaking and thinking skills. The researchers noted that despite some challenges 

during the implementation of such skills, the participants were in favor of fostering 

these skills in EFL classrooms for the benefit of students since these skills were not 

only necessary for real life but also reported to contribute to the development of 

English proficiency of the students.  

 

In the Turkish context, Demirkol-Orak and Ķnºz¿ (2021) examined the awareness 

and practices of 26 EFL teachers working in a state university's preparatory program. 

Embracing a mixed-method design, the researchers aimed to investigate how and to 

what extent the participants promote 21st-century skills. The participants were sent a 

questionnaire to collect information about the teachersô familiarity with the identified 

skills and the variety in their practices in promoting these skills based on their 

knowledge, motivation, and institutional support dimensions. Interviews with five 

participants were also carried out to support the questionnaire data. The survey 

findings showed that the mean scores for the knowledge and motivation dimensions 

were higher than the institutional support dimension, indicating that the participants 

did not get enough training on these skills and the curriculum did not support 

integrating these skills. Also, when the participants were asked about the reasons for 

not applying 21
st
-century skills in their practices, 65% of the total answers were 

related to the knowledge dimension. In comparison, it was 31% for the 

organizational dimension and 4% for the motivation dimension. Most participants 

chose statements like ñIôve never heard of thisò and ñI donôt know how,ò showing 

the lack of knowledge of these skills they need to implement. The qualitative 

findings also revealed that the participants showed little theoretical understanding of 

21
st
-century skills and how they were applied in the classroom. Regarding whether or 

not teachers are responsible for promoting 21st-century skills in the classroom, every 

teacher responded that the ultimate goal is to produce skilled graduates and prepare 
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the students for life and that teachers also have a responsibility to do this in 

conjunction with books and syllabuses. The researchers concluded by emphasizing 

the importance of providing EFL teachers with the support they need regarding 

knowledge, motivation, and organization dimensions.  

 

How in-service teachers implement 21
st
-century skills and their challenges were also 

examined in another study by Bolat (2022) in T¿rkiye. Bolat aimed to investigate 

secondary school EFL teachersô use of these skills in their practices and whether 

their backgrounds had a role in teaching these skills. Therefore, she carried out a 

questionnaire with 119 teachers and interviews with 26 participants. The quantitative 

findings of the study showed that the CT item ñsummarizing or creating éò got the 

highest mean (M=3.00) among the participants, while the lowest item was ñdevelop a 

persuasive argument éò (M=2.53). Overall findings for integrating CT in teaching 

practices showed that while more than half of the teachers utilize these abilities 

almost every day to a few times per semester, 13% do not employ any of the 

strategies listed in the survey. In terms of collaboration, the highest mean score was 

for the item ñwork in pairs or small groups éò (M=3.30), while the lowest one was 

for ñcreate joint products éò (M=2.88). Bolat indicated that almost 93% of the 

participants integrate collaboration into their practices. As for communication, the 

item ñanswer questions in front of an audienceò got the highest score (M=3.10) 

among the participants, while it was the ñstructure data for use éò got the lowest 

score (M=2.57). It was found that more than half of the participants employed 

communication in their classes. Lastly, the skill of creativity was also another one 

that was investigated in the study, and it was found that the item ñgenerate their own 

ideas éò got the highest score (M=3.01), and most of the participants (85%) 

reported to be including this skill in their practices. Along with these skills, Bolat 

investigated the implementation of other 21
st
-century skills, such as self-direction 

skills and global connections. The demographic background was also examined to 

determine whether it had an impact on the teaching of these skills, and it was found 

that there was a significant difference between the participants who took training on 

these skills and those who did not. Most participants (82.2%) also reported a need for 

in-service training in these skills. The participants also reported some constraining 

factors in teaching these skills, with insufficient curriculum (32.4%) and rote-based 
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curriculum (20.6) being the most mentioned. The study concluded and emphasized a 

need for TPD to integrate these skills into EFL classrooms.  

 

Similarly, Eker Uka and Bedir (2023) investigated the perceptions and practices of 

105 in-service EFL teachers on 21
st
-century skills through an exploratory case study 

design. As a first step, they distributed a questionnaire to collect data about the 

teachersô perceptions of the role of 21
st
-century skills in ELT. Following this step, 

they interviewed ten volunteer teachers to gain an in-depth understanding of the 

teachersô perceptions, awareness, and implementations of these skills. After these 

two steps, the participants were enrolled in a seminar that the researchers gave on 

21st-century skills regarding their integration into lesson plans and teaching 

practices, followed by lesson planning and writing reflection papers with the ten 

volunteer teachers. The findings showed higher mean creativity, collaboration, and 

communication skills scores at awareness and implementation levels. In contrast, the 

mean score for critical thinking was lower than the other skills. The findings also 

indicated continuous professional development activities are needed to better 

integrate these skills into school curricula. For this, the researchers put forward a call 

for attention to this to be taken by MONE.  Eker Uka and Bedir found that although 

the participants were aware of the necessity of 21
st
-century skills in ELT, they were 

also aware of their weaknesses in integrating these skills into school curricula, for 

which they indicated a need for continuous training organized by schools, experts, 

and MONE.  

 

21
st
-century skills have been examined individually as well. There is a lot of research 

on creativity in the context of EFL. Some are actual research done on teachers or 

students, while others offer advice and techniques for implementing creative 

teaching in EFL classrooms. Richards (2013) provides recommendations to foster 

creativity, while Cremin (2009) and Maley and Peachy (2015) proposed several 

activities to teach creativity in EFL classrooms. Creativity was examined in terms of 

the role of teacher creativity in student achievement (Baghaei & Riasati, 2015) and 

the effect of student creativity on student achievement (Pishghadam et al., 2011). 

Both pre-service (Cimermanova, 2015) and in-service (Fitriah, 2017) teachersô 



 

45 

beliefs, knowledge, and practices were investigated from the perspective of 

creativity. 

 

In the Turkish context, several studies focused on exploring creativity in EFL. For 

instance, a survey of teachersô behaviors' impact on students' creative abilities was 

conducted by ¥zcan (2010). A questionnaire was distributed to 110 EFL teachers 

working at primary, secondary, and high schools. The study focused on gender, 

teaching experience, teaching degree, weekly workload, and extra work experience. 

While there was no significant difference in the findings in terms of the gender of the 

teachers and teaching degree in promoting the creative thinking abilities of EFL 

students, teaching experience, weekly workload, and extra work experience were 

found to affect the creative skills of students positively. Teachers having less 

teaching experience and less weekly workload were found to be more impactful on 

studentsô creativity. In another study, Kurt and ¥nalan (2018) examined the 

perceptions of Turkish pre-service EFL teachers (PTs) of Creativity. 8 PTs who were 

willing to take part in a focus group interview enrolled in the study. The focus group 

meeting lasted for 50 minutes and was audio-recorded. The researchers focused on 

the participantsô perceptions of the definition, teachability, and the role of Creativity 

in EFL. In the study, the participants define the skill as ñbeing differentò, ñhaving 

extraordinary ideasò, and ñbeing able to produce new original ideasò. They also 

agreed on the teachability of the skill, stating some conditions for it, such as the 

variety of classroom tasks, classroom environment, and the attitude of the school 

administration. It was also found that Creativity was considered an essential aspect 

of education and concluded that it should be emphasized more in EFL classrooms 

and teacher education. 

 

Recently, Akyēldēz and ¢elik (2020) conducted a study on creativity. This research 

aimed to investigate EFL teachers' perspectives in T¿rkiye regarding creativity and 

their implementation of creative teaching. The researchers carried out interviews 

with 15 secondary school teachers. The studyôs first finding was related to the 

perception of creativity in teaching EFL. The participants conceptualized English as 

a subject and as a living language. The researchers concluded that those who see 

English as a subject tend to focus on teaching methods and techniques to foster 
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creativity, while the ones who perceive English as a living language tend to foster 

creativity through it. Another finding related to the creative activities that the 

participants used was the use of warm-up activities (f=19), vocabulary activities 

(f=18), and writing activities (f=13). Concerning the contributing factors of 

creativity, studentsô willingness (f=11), teacher motivation (f=6), and technology 

(f=4) were found to affect positively, while factors such as curriculum (f=10), time 

limitation (f=8), exam-oriented system (f=7) and student factor (f=6) were listed as 

the constraining factors in the study. The researchers concluded that creativity is one 

of the essential skills of the 21
st
 century and needs to be encouraged in all fields of 

education, including EFL.  

 

In a more recent study by ¢elik and Akyēldēz (2021), How EFL teachers perceive 

creativity was investigated in a survey-based study to determine if some factors such 

as gender, age, teaching experience, and undergraduate program impact their 

perceptions. 200 in-service teachers who were working from 5
th
 to 8

th
 grades at state 

schools enrolled in the study. The results showed that the overall perceptions of the 

participants on creativity in EFL were high ranging from 3.51 (M) to 4.61 (M). 

Another finding was related to the age and undergraduate program of the participants 

and they were found to have no impact on fostering creativity. It was found that just 

under fifty percent of EFL teachers reported they constantly help students improve 

their capacity for creative thought. Also, fewer than twenty percent of the 

respondents indicated that they consistently transform a dull exercise into a game. 

The researchers concluded that EFL teachers in the study frequently, if not always, 

offer inventive and practical opportunities for students to show and enhance their 

creative thinking skills.  Despite having high perceptions of creativity in general, the 

majority of the teachers find it challenging to set aside time for it. 

 

As another 21
st
-century skill, CT has also been investigated by numerous research 

studies from varying perspectives as student self-evaluations (Wang & Seepho, 

2017; Zhou et al., 2015), teacher attitudes (Asgharheidari & Tahriri, 2015; Marin & 

De La Pava, 2017), HOTS (Chen, 2010), teacher questioning (Hamiloĵlu & Temiz, 

2012; Mustika et al., 2020), and teacher perceptions and practices (Zhang et al., 

2020). For instance, Tuzlukova et al. (2018) implemented a study to explore how 
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EFL Omani teachers integrate CT in their classes. For the study, 293 teachers who 

were working at different higher institutions became volunteers. The data collected 

from the survey of 293 university instructors were analyzed to investigate whether 

CT was integrated into different English language skills at Omani higher institutions.  

The participants provided different strategies for other skills such as: ñanalyzingò, 

ñmaking inferencesò, ñevaluating for reading and writing skillsò;  ñjustifying an 

opinionò, ñdebatesò, ñclass discussions for speakingò; ñevaluatingò, ñunderstanding 

subjectivityò, and ñcomprehending connoted meaningò for listening. Based on these 

findings, the researchers stated that CT can be enhanced by the interrelationship of 

the skills rather than choosing and focusing on one in EFL. The findings also 

revealed that more than half of the participants lacked professional training, for 

which the researchers necessitated a nationwide TPD on developing and integrating 

CT in EFL. In a qualitative study, Saleh (2019) examined how EFL university 

instructors in Libya perceive, use, and deal with CT. The study showed how 

participants defined CT, how they used it when teaching, and what obstacles they 

encountered. In the study, participants provided ideas for successfully encouraging 

CT as well as various approaches for teaching CT to their students. Participating 

teachers integrated CT into many different aspects of their teaching. For example, 

they encouraged CT in students' reading, writing, and grammar learning processes. 

They also encouraged students to question all the information they read and 

frequently implemented activities that encouraged CT, such as ñproblem-solvingò, 

ñgroup discussionsò, and ñevaluating their own and their friends' thoughtsò. 

Examples of this integration include the use of project-based and collaborative 

activities. Such activities helped students develop deep thinking and CT skills. These 

examples provide insight into how CT can be integrated into language teaching and 

learning. The results highlighted how CT abilities are essential for students in the 

twenty-first century and how developing this skill requires collaboration and mutual 

engagement between students. Saleh suggested raising EFL teachers' awareness of 

developing CT skills and called for more attention on the construct from 

policymakers and course designers in this regard.  

 

In another study, Li (2023) surveyed 182 EFL teachers to investigate their 

conceptions of CT and how they infuse it into their practices. To back up the survey, 
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interviews with 12 of the participants in three focus groups and observations with 

three teachers were conducted. In terms of the conceptualization of CT, the 

participants associated it with ñanalysisò (M=4.57), ñinferenceò (M=4. 38), and 

ñevaluationò (M=4.36) all of which are considered elements of CT. Apart from these, 

synthesis (M=4.03) got a high score as well. On the contrary, the participants 

conceptualized CT less with elements such as self-regulation (M=1.90), being 

flexible (M=1.97), and problem-solving (M=2.16). Considering their classroom 

practices, the survey results unveiled that the participants most promoted CT by 

ñengaging in analysisò (M=4.75), ñconducting an evaluation of opinions, characters 

éò (M=4.66), and ñdrawing conclusion based on evidenceò (M=4.67). The 

interview findings also showed that the teachers benefited from strategies such as 

analyzing language features, creating real-life situations, questioning, collaborative 

group tasks, and asking open-ended questions to foster CT in the classroom. Li 

concluded that sufficient theoretical understanding can lead to practice, and the 

ability of teachers to include critical thinking in instruction depends on their 

professional knowledge. It was also suggested that teachers who have formed a 

deliberate understanding of CT can better nurture it by developing and implementing 

well-designed pedagogical and curriculum approaches. 

 

In the Turkish context, a study by Kavanoz & Akbaĸ (2017) examined EFL teachersô 

conceptualizations and teaching practices. Designing a qualitative study, the 

researchers implemented interviews with five teachers and conducted observations at 

a high school in T¿rkiye. The teaching experience of the participants ranged from 5 

to 25. The participants conceptualized CT as a ñmultidimensional skillò including 

ñmaking personal interpretationsò from ñmultiple perspectivesò. In addition, the 

participants highlighted the importance of CT as a 21
st
-century skill adding that time 

allocation, exam-based curriculum, student avoidance of expressing themselves, and 

student proficiency were found constraining factors that limit its integration. The 

findings showed that developing CT skills needs time in the classroom. The 

participants also stated that teaching materials should involve activities or parts that 

focus on the skill within the language instruction. In terms of their ways of 

integrating CT into the classroom, they reported that they use ñreading between 

linesò, ñquestioningò, ñanalyzing the informationò, and ñmaking predictionsò 



 

49 

techniques. Observation data revealed that the participants used ñquestioningò, 

ñanalyzing a textò, ñproblem-solvingò, ñdiscussionò, and ñlogical evidenceò 

techniques to foster CT in their practices. The researchers concluded that the 

participants had adequate knowledge of CT and they were willing to better integrate 

it into the EFL classroom if the aforementioned factors can be solved. The study 

emphasized the importance of teacher education programs in preparing teachers in 

the field.  

 

Regarding the student perspective, Wang and Seepho (2017) explored EFL studentsô 

experiences with three CT strategies, namely ñgroup discussionò, ñconcept 

mappingò, and ñquestioningò in a Chinese university. The researchers sought out 

whether the use of these strategies contributed to the studentsô CT skills. Fifty 

students participated in the study in which a questionnaire was implemented and 

interviews with 15 students were carried out. The study was designed in an English 

reading class in which CT instruction was embedded in one semester through the 

implementation of the three strategies. Regarding the quantitative findings, the 

results showed a mean value of 3.36 out of the three items that asked participants to 

rate the effectiveness of ñgroup discussionsò in helping them develop CT skills. This 

indicates that participants strongly agreed that the discussion technique was generally 

effective. Similarly, ñconcept mappingò was found to be an effective CT technique 

showing mean scores ranging from 2.51 to 3.25. The researchers stated that 

participants liked applying concept mapping to illustrate the rational connections 

between the many parts of an argument in a text that they were reading. In terms of 

the technique of ñquestioningò, the mean values (3.32 and 3.28) for the items of the 

ñquestioningò part of the survey showed that the participants agreed on the 

effectiveness of this skill in promoting their CT skills, yet half of the participants did 

not like arguing with their peers through questioning. When compared, the technique 

of ñgroup discussionsò was found to be the most effective one which was followed 

by ñquestioningò and ñconcept mappingò respectively. The researchers highlighted 

the contribution of these skills in promoting CT in EFL students adding that more 

experimental designs are needed to validate the results.  In another study, Smith et. 

al. (2018) investigated CT by designing a course on integrating CT instruction into 

the curriculum. They developed a course by flipping the instruction and creating 
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online units for students to watch online content based on CT principles. Then, they 

designed class activities and discussions in line with the course units. Collecting both 

qualitative and quantitative data, they found that the participants developed their CT 

skills. Such instruction could increase the participantsô scores by stating a solid 

correlation between post-test and course exam scores. They also indicated that using 

a flipped approach in teaching CT skills was helpful since it provided an 

environment for collaborative discussions among the participants.  

 

Two other inter-related skills, communication and collaboration of 21
st
-century 

skills, have been the foci of several studies in the field in different aspects: student 

writing (Villarreal & Gil-Sarratea, 2020; Zhang, 2018), student perceptions (Chen, 

2018), reading comprehension (Bang, 2002). For instance, Chen (2018) conducted a 

study exploring college studentsô perceptions of collaboration in language learning. 

Designing a qualitative study based on interviews with fifteen Taiwanese students, 

Chen's study revealed that college students who attempt to develop their wikis to 

enhance their writing abilities in English become more motivated to learn the 

language, enjoy working collaboratively in wiki-mediated activities, and increase 

their writing skills. The outcome additionally showed that group projects supported 

the language and social growth of the participants. In an attempt to examine 

collaboration and communication during COVID-19, Kanno (2020) conducted a 

study at a Japanese higher education in an online English course by focusing on the 

students' social presence. The students communicated and collaborated through 

different online platforms such as Blackboard Learn, Slack, and Microsoft Teams. 

Besides, PowerPoint slides and Excel spreadsheets were used to enable the students 

to edit texts. The data of the study were collected through observation and group 

discussion. Kanno examined the studentsô written texts and found that they were 

socially present in the lessons. There were instances of phrases for thanking, 

apologizing, asking, and offering. The students also showed their emotions and 

sometimes made humor. In terms of collaboration, the participants reported that they 

helped their peers when the task required an exchange of information. They also 

found text-based communication boring and slow. As well as the technical problems, 

the findings emphasized the choice and difficulty of tasks in enabling students to 

collaborate.  
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In another study, Bui et al. (2021) also explored EFL studentsô experiences in a 

collaborative online learning environment at a university in Vietnam. The study 

involved 60 students who were experiencing online education. By conducting a 

questionnaire that consisted of open-ended ten questions, the researchers aimed to 

investigate the studentsô experiences of collaboration with their peers in DE. In 

response, it was found that the participants preferred face-to-face learning (38%) to 

online collaborative learning (62%). Also, the students indicated that they 

experienced conflict during collaborative work (67%) and they couldnôt solve it in 

DE (57%).  Another finding about collaborative work was that there was agreement 

in sharing responsibilities (85%). However, half of the students stated that they felt 

distracted. Regarding these drawbacks, ñlacking response from peersò, ñdealing with 

inactive membersò, ñhaving technological problemsò, ñdelaying too many timesò, 

and ñmisunderstanding of opinion in speakingò were found to be disadvantages of 

DE in terms of collaboration. 

 

In our context, Ko­ (2018) examined collaboration by focusing on the role of group 

activities in EFL. The study comprised 25 teachers who were working at six state 

schools and 486 students of these teachers at secondary and high schools. Ko­ 

administered two questionnaires, one with the teachers and the other with the 

students. In addition to the surveys, ten participating students and four participating 

teachers were interviewed to collect data about their views and experiences with 

collaboration as a 21
st
-century skill. According to the teacher survey results, 82% of 

the participants incorporated group work or pair work activities in their practices 

while just only 4% preferred only one. For the student questionnaire, there was a 

contradicting result showing that 64% of the students indicated ñrarely or neverò use 

of collaborative activities by their teachers in the classroom.  This study shows that 

although the teacher participants claimed to benefit from collaborative activities in 

the teaching, the student participants reported the opposite. In the interviews, the 

teachers reported that group activities enhance collaboration and self-esteem among 

students. Similarly, the students also stated that group work activities motivate them 

and provide opportunities for language practice. The study listed the perceived 

advantages of group work activities as motivating and encouraging interaction, 

participation, and communication among students while providing disadvantages 
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such as being open to using the native language, being time-consuming, and the 

likelihood of being off-task in unstructured groupings. The researcher emphasized 

the need for TPD in using collaborative activities effectively in the classroom. 

 

2.3.2. Research on Flipped Learning in EFL 

 

Literature shows that many studies were conducted on FL. For example, Flores et al. 

(2016) investigated the relationship between the FL model and the teaching and 

learning process, course satisfaction, student achievement, and assessment of teacher 

performance. They collected data from teachers and students through interviews, 

questionnaires, and academic results. Data collected from different means showed 

that FL has a positive impact on the aforementioned constructs. Focusing especially 

on achievement, some studies supported the use of FL for student academic 

achievement (Bergman & Sams, 2013; FLN, 2012; Hung, 2015) while others did not 

find meaningful differences (Fraga & Harmon, 2014). Some constructs such as self-

efficacy (Kurt, 2017; Perez & Riveros, 2014), attitudes (Johnson, 2013), monitoring 

(Millard, 2012), feedback (Fulton, 2012), and motivation (Davies et al., 2013) were 

also examined and found to be positively affected by FL. 

 

In their study, Perez and Riveros (2014) provided an account of the difficulties and 

achievements that instructors and students encountered over two semesters in a 

Colombian university that implemented flipped classrooms. The study's conclusions 

showed that students as well as teachers became resourceful, made the most of the 

resources at hand, and adjusted to new situations and equipment. The achievement of 

students was ascribed to their self-efficacy, self-control, individualized instruction, 

and ongoing communication with tutors. Similarly, Hung (2015) looked at the effects 

of classroom flipping on the academic achievement, engagement, and attitudes of 

English language learners. Embracing three distinct flipped teaching formats, the 

researcher discovered that structured and semi-structured flipped classes (which are 

traditional flipped and partially flipped classroom models as aforementioned) help 

students achieve higher results, cultivate healthier attitudes, and dedicate more time 

to their education by fostering active learning in the classroom. Regarding the 

achievement in vocabulary learning in EFL, Kim (2018) investigated the impact of 
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the FL approach on Korean university studentsô achievement in English language 

vocabulary. The study comprised 60 students in two groups, half in the experimental 

group, and the others in the control group. A pre-test and post-test design was 

followed to find out the effect of FL on vocabulary learning in English through a 

comparison of the two groupsô scores. In the study, it was found that while the pre-

test scores of the two groups were similar at the beginning of the treatment, the FL 

approach had a positive impact on the vocabulary achievement of the students in the 

experimental group compared to the control group. Kim also found that the FL 

approach positively affected the experimental group in the delayed test. In addition, 

the experimental group did better both in receptive and productive vocabulary items 

in the post-test and delayed tests, which indicated that the overall results of the study 

were in favor of embracing FL for vocabulary teaching in EFL.  

 

In the Turkish context, several studies were conducted to explore the role of FL in 

EFL from different aspects from the point of students. For instance, Ekmek­i (2017) 

conducted a study on the role of flipped learning on the writing skills of ELT 

preparatory program students. The study was carried out in an experimental design 

with 23 students in the experimental group and 20 students in the control group. FL 

approach was implemented in teaching writing skills for fifteen weeks. The 

experiment group was exposed to the flipped approach by watching pre-recorded 

videos on argumentative paragraphs and essay writing and doing practice on the 

topic in class. The control group, however, received traditional instruction on 

argumentative writing with lectures in class and assignments at home. The findings 

of the study showed that there were significant differences between the experimental 

and control groups in their post-test scores of argumentative writing stating that the 

students who received FL instructions outperformed the other group in terms of their 

writing proficiency. Besides, 74 % of the students in the experiment group indicated 

that they enjoyed FL in their writing instruction, and they found it efficient for their 

learning. 70 % of them also reported that the FL approach was useful and had a 

positive impact in writing while just 13% of them contradicted that view. Regarding 

the problems that they faced during the FL instruction, they mostly listed slow 

internet connection and time-related problems. All in all, Ekmek­i found that 74% of 

the students preferred FL to traditional teaching in writing instruction. 
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Boyraz and Ocak (2017) conducted a study on the role of FL on the academic 

achievement and retention of 42 students studying English at a preparatory program 

of a university in T¿rkiye. In their study, they embraced a quasi-experimental design 

with pre-test and post-test control group design. They collected data through tests 

and focus group interviews to gather quantitative data as well as studentsô opinions 

on their engagement with the method. For the control group, the instruction was 

implemented in a lecture vise way based on lectures including question-answer 

elements of direct instruction. However, the experimental group was exposed to 

online videos in a virtual classroom called Edmodo focusing on the grammar topics 

selected by the researchers. The students in this group were given a quiz to be 

completed while watching the videos to ensure that they studied them. In the class, 

the researchers gave feedback about the problematic areas that the students 

encountered in the videos and they did further practice on the topics later on. Boyraz 

and Ocak found that the experimental group did better in terms of academic success 

by getting higher scores in the post-test compared to the control group. They also 

stated that the retention scores of the content in the experimental group were higher 

than the ones in the control group concluding that FL was more beneficial than 

traditional teaching in terms of academic achievement and retention of knowledge in 

the long run of EFL students.  

 

In another study that focused on the role of FL in grammar instruction, Se­ilmiĸoĵlu 

(2019) investigated the effect of embracing the FL approach on teaching English 

grammar to 22 high school students at a high school. She explored the achievements 

and perceptions of the students in FL. After gathering data with pre-tests and post-

tests as well as a questionnaire to gain insights into the participantsô attitudes towards 

the approach, Se­ilmiĸoĵlu concluded that the experimental group gained better 

scores on grammar topics selected for the study while the control group got lower 

scores. The open-ended questionnaire data also showed that the participants prefer 

self-study on the topics with videos and more in-class practice for effective grammar 

learning. Other studies (Din­er, 2020; ¥zturk & ¢akēroĵku, 2021) that also 

investigated the relationship between grammar teaching and FL concluded that the 

FL approach has a positive impact on grammar instruction and students are willing to 

learn grammar in such a way.  
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The FL approach has also been investigated from teachersô perspective in the context 

of EFL. For instance, Al-Naabi et al. (2022) examined EFL teachersô attitudes to and 

experiences with FL during the COVID-19 pandemic as an emergency transition 

from face-to-face teaching. Adopting a case study design, the researchers aimed to 

explore the experiences of the teachers with FL in such an emergent transition.  The 

study was conducted in two higher education institutions and comprised 9 teachers 

who attended two focus group sessions. During data collection, the English classes 

were being offered online through Microsoft Teams and Moodle. In the study, the 

teachers reflected on the positive and negative aspects of FL as well as provided 

some suggestions on how to make use of it. Regarding the positive aspects, the 

researchers found that at its core FL helped the teachers save a lot of time for in-class 

activities, which was proposed by Han (2015) as well. Also, it was found that the 

participants were in favor of FL regarding the opportunity that it creates for students 

to be exposed to the language by watching pre-recorded videos at home, and in this 

way, they were practicing the language. Al-Naabi et al. also stated that the 

participants provided negative reflections on the approach, one of which was 

students not performing assigned pre-class tasks. Besides, it was reported that 

students were lack of motivation to complete their assigned activities. The study 

concluded that teachers need to be trained more to be able to adjust teaching 

materials to such an approach and institutions should provide support to both 

teachers and students more upon deciding to adopt FL as a teaching approach.  

 

Apart from teachersô and studentsô experiences with FL on various components of 

the English language and dimensions of learning, some components of 21
st
-century 

skills have also been the foci of many studies investigating the relationship between 

FL and these skills, and one of them is CT. For instance, Etemadfar et al. (2020) 

investigated the effect of FL on Iranian EFL studentsô listening and CT skills. In the 

study, forty EFL learners at a level of intermediate proficiency attended the study in 

the experimental and control groups. The experimental group was instructed through 

FL which required students to watch pre-recorded videos on how to develop listening 

skills and do relevant assigned quizzes while the control group went through regular 

instruction on teaching listening. The experimental group was encouraged to ask 

questions and give feedback to each other while implementing strategies and 
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activities that they had studied in the videos. Such activities were idea mapping, 

compare & share notes, write-pair-share, and three-step interview. The researchers 

tried to actively engage the students in the experimental group to practice what they 

learned in the videos. The critical thinking aspect of the study came from the 

discussions in which the participants engaged, and the researchers conducted a 

survey to test the participantsô CT levels. Overall, it was found that the FL class 

outperformed better the students in the control group in terms of developing their 

listening skills and critical thinking levels. The increase in the CT levels of the 

participants was referred to by first exploring their minds and thoughts thanks to the 

flipped classroom approach and its guiding principles. Otherwise, the researchers 

concluded that the development of critical thinking skills in the control group was 

not significantly facilitated by the traditional method, which involved listening to the 

teacher explain things. The students tended to be passive and only receive knowledge 

on specific subjects in this group. It was stated that it could result in a heavy learning 

load for them that involves recalling and assimilating knowledge.  In line with these 

findings concerning CT in FL, some studies also investigated the interplay between 

FL and CT and found positive results (Amiryousefi, 2019; Hung, 2017; Lee & 

Wallace, 2017; Li & Li, 2022). 

 

As another 21
st
-century skill, creativity has also been the research focus in some 

studies. For instance, in their very recent study, Hao et al. (2024) investigated 

Chinese EFL Business English course studentsô creativity and CT skills in project-

based learning in a flipped classroom. The study involved 120 participants, 60 in the 

experimental group and 60 in the control group, and lasted for 12 weeks during 

which the experimental group was instructed in the project-based flipped classroom 

while the control group received instruction in traditional project-based learning. In 

the flipped group, the participants were provided with lecture videos that involved 

compulsory and optional materials. The videos informed the students about different 

topics about which they could share their knowledge and discuss their questions. 

Following their discussions, the instructor in the experimental group provided the 

instructions for the group projects which were followed by the creation of groups and 

labor division in the groups. Contrary to the flipped group, the control group was 

instructed through regular project-based learning in which students worked together 
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again, but in a more limited time. The researchers found that the students in the 

project-based flipped classroom did better in their post-intervention scores in terms 

of their critical thinking and creativity skills adding that the method of instruction, 

flipped or traditional, was also another result of the study showing that the flipped 

model of project-based learning was more efficient than traditional project-based 

learning method. The findings suggested that students in the flipped model had self-

reflection and collaboration time more than in the other group, which created an 

opportunity for improving their CT and creativity skills (Al-Zahrani, 2015).  

 

Literature on FL has also investigated communication and collaboration as 21
st
-

century skills. For instance, ¥zt¿rk and ¢akēroĵlu (2021) examined the role of FL in 

developing English language skills in a flipped English course that was designed 

based on self-regulated learning strategies. 50 students participated in the study that 

was designed as an experimental study. Approaching FL from the perspective of 

self-regulated strategies about how or to what extent the experimental group students 

used in a flipped learning environment, the researcher found that FL had a positive 

impact on the participantsô use of these strategies as well as developing their 

communication and collaboration skills since FL instruction provided them with 

opportunities to practice these skills. Some other research studies (Egbert et al., 

2015; Wu et al., 2017) also support these findings suggesting that FL can assist in 

addressing the communication gap in language instruction. During their free time, 

students can develop speaking skills and grammar concepts by watching online 

videos. Students can use audio files for listening exercises, discussions for writing 

exercises, or collaborative tasks to complete in the class.  All the studies suggest that 

FL can positively impact the aforementioned 21
st
-century skills depending on some 

factors that stem from students, teachers, and the delivery of the instruction. 

Regarding that this research was carried out in an online FL environment, the 

following sub-section provides studies that focused on DE in EFL to better 

understand related possible contributing or impeding factors. 

 

2.3.3. Research on Distance Education in EFL 

 

Research on Distance Education (DE) has found results showing some advantages 

and disadvantages of the approach to learning and teaching English for both students 
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and teachers to foster various language skills or other factors that can impact 

language learning and teaching as well as skills that could be associated with the 21
st
 

century.  

 

In the research conducted by Ekmek­i (2015), EFL students enrolled in DE English 

courses provided feedback on the program. The study found that over half of the 

students had positive opinions toward DE due to the course's flexibility. 

Furthermore, the study showed that about half of the students had problems with 

their homework and tests. Therefore, students choose traditional classrooms over 

online learning environments because of a lack of interaction, according to a study 

by Altunay (2016) on the opinions of EFL learners toward distance learning. 

Similarly, ¥z¿doĵru and Hiĸmanoĵlu (2016) found in another study that the majority 

of students were dissatisfied with their English classes taken remotely, indicating that 

they couldnôt interact with their peers and communicate with them regarding 

technical problems and lack of motivation in online courses. As a result, the students 

preferred in-person education the most. More recently, Derakhshan (2021) 

investigated the impact of the transition to DE from face-to-face instruction on 

Iranian university studentsô language skills in English. Reaching out to 170 

university students using an open-ended questionnaire and conducting interviews 

with 20 participants, the study focused on experiences with DE during the COVID-

19 pandemic. The study revealed both positive and negative experiences concerning 

four skills in English. While the participants positively associated speaking with 

some results, such as a comfortable environment, speaking engagement, and more 

free time for practice, issues such as the passive role of students, technical problems, 

and no face-to-face interaction were negatively associated. Similar issues were raised 

for the listening, writing, and reading skills, adding the availability of online 

resources as positive and insufficient teacher guidance and technical problems as 

negative. The study also found that listening was the most positively associated skill 

with DE, while speaking was the opposite. This study shows that DE can offer both 

opportunities and challenges for different language skills at different degrees.  

 

In another study delving into the student perspective, following the standards of the 

International Society for Technology in Education (ISTE), Hazaymeh (2021) 
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investigated the perceptions of 60 EFL undergraduate students on the role of DE in 

achieving ISTE standards during the Covid-19 pandemic. The participants enrolled 

in the English II course in their undergraduate program. The course aimed to foster 

the enrolled studentsô proficiency in English by applying active learning strategies 

and motivating the students to communicate and collaborate to practice English, 

which composed the 21
st
-century aspect of the study. The content of the course 

involved the use of digital platforms to develop the participantsô English language 

skills. In terms of 21
st
-century skills, the students were asked to read some texts and 

talk about them by relating them to real-life situations and finding solutions to the 

ones when necessary to foster their CT skills. Concerning communication, 

collaboration, listening, and speaking skills, they were provided videos to watch and 

discuss their ideas about those videos by working in groups.  To foster their 

creativity skills, the participants were provided with some written topics to analyze 

and produce similar ones in different formats. At the end of the course, the survey 

instrument was sent out to the participants to collect their views on their perceived 

achievement with these skills and DE. The findings revealed that most of the 

participants developed positive attitudes towards DE as an approach to learning 

English and achieving ISTE standards in the course. In terms of 21
st
-century skills, 

communication and collaboration were adhered to with the highest score (87%), and 

creativity (78%) and CT (75%) followed them respectively. The study also found 

that issues such as technical and connection problems, lack of efficient involvement 

in group activities, and lack of peer help were raised by the participants as the 

negative aspects of DE in achieving the ISTE standards in the course. To explore DE 

as a teaching and learning approach from the teacher perspective, a study was 

implemented by Dashtestani (2014) comprising 242 Iranian teachers to investigate 

their perceptions of DE in the teaching of EFL, following a mixed design including 

questionnaires and interviews with 46 teachers. In the study, it was found that a large 

number of language instructors who took part in this study developed positive 

perceptions of EFL online education. It was also revealed that the participants would 

rather use blended learning than online learning. However, in the study, some 

challenges were also revealed. For instance, a shortage of tools and resources 

available online was the one that was found the most important challenge. This lack 

is connected to both the number and quality of available online resources. In 
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addition, it was stated that online instruction would hinder the interaction of students 

with instructional tasks and activities and with their peers since the scarcity of 

opportunities to show their gestures or body language that are regarded as an 

important facet of communication in a virtual environment.  

 

In another study, ķevik and Y¿cedaĵ (2021) carried out a study with 40 EFL teachers 

who work at secondary and high schools in different regions of T¿rkiye by using a 

survey instrument that included open-ended questions. The study aimed to 

investigate the participantsô views on and experiences with DE. The study revealed 

that the most common obstacles faced by the participants were poor internet 

connections, no internet, a lack of technology equipment, technical issues, and a lack 

of knowledge of technology regarding distance learning. Contrary to these problems, 

the study found that DE helped the participants save time in teaching since they 

could teach in any location they wanted, which was also found in Madaus (2013) 

before.  

 

More recently, Kamisli and Akinlar (2022) conducted a study on Turkish EFL 

teachersô and studentsô experiences with online instruction during the COVID-19 

pandemic. The study comprised 18 students and 13 instructors at the Department of 

Basic English of a state university. A survey with open-ended questions was sent out 

to the instructors and two instructors were enrolled in the interviews. The 

participants in the study stated that the abrupt transition to emergency online 

education caught them unprepared for the changing situation in terms of technical 

equipment, psychological stress, lack of motivation, and lack of interaction. The 

findings suggested careful planning and instruction design (Adedoyin & Soykan, 

2020) to create an effective online education environment.  

 

The aforementioned studies provide information about how DE can impact EFL's 

teaching and learning context in different aspects including 21
st
-century skills. Bedir 

(2019) stated that the ability to gain important skills that support success in a 

globalized environment can be obtained through today's education, and for this, 

teachers are expected to enhance their professional capacity to better prepare 
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students for their future careers. Therefore, the next sub-section provides literature 

on the role of TPD in EFL. 

 

2.3.4. Research on Professional Development and Classroom Practices 

 

Several research studies on TPD have been carried out from differing perspectives 

such as teacher change (Guskey, 2002), self-efficacy (Karimi, 2011), and mismatch 

between perceived needs and actual practices (Korkmazgil & Seferoĵlu, 2013). 

These studies have indicated that TPD is a valuable tool in teacher professional 

learning because of its contributions to teaching practices. Nevertheless, it has been 

emphasized to be tailored to the immediate and contextual needs of teachers along 

with their willingness to participate.  

 

For instance, to meet the need and create a materials bank for English language 

teachers at a private school in T¿rkiye, an in-service teacher development program 

was implemented by Daloĵlu (2004). The program's objectives were to address 

school-based issues, promote overall quality improvement, and help teachers grow 

and learn professionally. The school where the program was developed was already 

offering in-house training opportunities to its teachers and depending on their yearly 

needs workshops and seminars were being organized by invited external specialists. 

At the school, curriculum goals and materials were repeated between grades, which 

resulted in instances when students saw the same content more than once or in large 

gaps where certain curriculum components were not addressed in any class at all. 

The particular result of this incoherence was a lack of clarity on the language 

proficiency levels of students after each grade as well as the recurrence of the 

teaching strategies and resources they had been familiar with. Therefore, Daloĵlu 

worked with 45 teachers by organizing workshops to develop a material bank for the 

teachers aligned with their needs. After introducing the characteristics of material 

development and carefully going over the selection criteria and procedures, Daloĵlu 

implemented a questionnaire for the participants, and interviews were also carried 

out to delve into the effectiveness of the program on the participantsô professional 

development. The findings of the study revealed that the participants perceived the 

program positively since they had a chance to apply what they learned in the 
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workshops. Meeting the contextual needs was also raised as another positive 

perception by the participants and it was stated that the program catered to both their 

teaching needs and studentsô interests. Also, the study found that the participants 

developed themselves professionally since they had been provided with input 

sessions on teaching materials and curriculum-related issues in the field. In that 

sense, the study acts as an example of how TPD can impact teaching and learning 

practices. 

 

Exploring the change in the perceptions of EFL teachers on their professional 

development, Mohammadi and Moradi (2017) investigated if attending a 

professional development program (PDP) could impact teachersô perceptions of PD. 

The study examined 86 teachersô perceptions toward PD comparing their pre and 

post-participation beliefs. The researchers collected the data through a questionnaire 

and a follow-up interview with 22 of the participants. They ran a paired-sample t-test 

to measure the difference between the pre and post-tests. The program that the 

researchers implemented involved materials that addressed a range of skill levels of 

instructors, from pre-service to experienced. The sessions also involved discussions 

and interactive tasks that guided the participants to work together and share their 

experiences. The study found a significant difference between the pre and post-test 

results in terms of teachersô acceptance of personalized PDPs. It was found that the 

participants perceived the PDP beneficial because it was tailored to their professional 

needs. Another positively associated factor was the freedom of participation in the 

PDP. The study showed that PDPs that require obligatory participation are not 

effective for teachersô willingness to develop themselves professionally. Therefore, 

this study provided insights into the literature by showing that needs-based and 

voluntary PDPs could contribute to TPD. 

 

Recently, a study conducted by Averina and Kuswandono (2023) examined the role 

of TPD on Indonesian EFL teachers in terms of its perceived effect and challenges. 

25 teachers who had taken formal TPD activities before were recruited for the study. 

A questionnaire was sent out to the participants and 2 of them took part in the 

interview. The results provided insights into the teachersô preferences for their PD 

activities, their perceived impact, and challenges. First of all, the researchers found 
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that webinars (84%), workshops (80%), and formal meetings with colleagues (68%) 

were found to be undertaken the most by the participants. Data from the open-ended 

section of the survey showed that workshops were chosen as the most effective TPD 

activity as they were regarded as merging theory and practice more compared to 

webinars or seminars. In terms of perceived impact, the study showed that self-

efficacy, reflective competence, instructional skills, and teaching knowledge were 

respectively found to be the areas in which PDPs affected the participants positively. 

The study also found that the participants undertook some challenges while joining 

PD activities and excessive workload (68%), mismatching schedules (64%), limited 

choices of PDPs (52%), and mismatch between individual needs and program goals 

(48%) were found to be the factors that negatively affected the participantsô PD. This 

study shows that PDPs can positively impact EFL teachers in many respects on 

condition that they are organized based on the actual needs of EFL teachers (Cirocki 

& Farrell, 2019).  

 

In another recent study from the 21
st
-century skills perspective, Alzahrani and Nor 

(2022) investigated the impact of professional development on EFL teachersô 

classroom practices in fostering and activating the 21
st
-century skills of students. By 

adopting a mixed-method design that involved the implementation of two 

questionnaires on teachers and students, and conducting interviews with teachers, 

they focused on how and to what extent EFL teachers implement and activate 21
st
-

century skills of university students in Saudi Arabia. The study comprised 44 

teachers who were randomly selected among the teachers who had been involved in 

relevant professional development and 880 students who were studying for different 

degrees at the university. The researchers found that collaboration (M=3.97), 

communication (M=3.86), creativity (M=3.72), and CT (M=3.57) got higher mean 

scores compared to skills such as self-direction skills (M=3.43) and local connections 

(3.37) in activation by the teachers. The findings of the student survey were also in 

line with the teachersô survey results. The student survey mean scores ranged 

between 3.82 and 3.97 for the 4Cs. The researchers also conducted structural 

equation modeling to assess the correlation between the two survey results. The 

results showed that there was no significant correlation with studentsô acquisition of 

these skills in all the sub-skills included in the survey instrument while correlation 
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was found for the 4C. The study also showed that there was a positive correlation 

between the teachers' use of these skills and the students' acquisition of them. The 

researchers suggested the implementation of these skills by teachers in EFL classes 

as often as possible to help students attain those skills as well. 

 

2.3.5. Summary 

 

As research shows, the classroom is a multidimensional environment in which 

teachers and students play a significant role in shaping the flow of educational 

activities. 21
st
-century learning, which refers to a pedagogical concept that signifies 

the skills needed by students to be successful at school, work, life, and citizenship 

(P21, 2015), has gained importance and gathered attention in the field. Yet, most of 

the research on 21
st
-century skills are survey studies that present results of beliefs, 

attitudes, perceptions, or reported classroom practices of EFL in-service and pre-

service teachers. This signals a need to investigate what is going on in the EFL 

classroom. Since 21
st
-century learning would require 21

st
-century teachers, TPD also 

needs to be examined in terms of the opportunities and challenges that it might offer 

in integrating 21
st
-century skills bearing in mind that TPD is considered to impact the 

teaching and learning practices in many aspects in the EFL classroom. Finally, 

research indicates that FL can be an alternative approach to traditional in-person 

teaching but brings about some benefits and drawbacks, which necessitates a 

classroom-based investigation along with the DE dimension.  
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CHAPTER 3 

 

 

METHODOLOGY  

 

 

3.1. Introduction  

 

This chapter outlines the methodological procedures that the study followed. 

Therefore, the chapter provides information about the research paradigm, context, 

participants, data collection methods, data analysis, researcher role, and ethical 

considerations.  

 

This study was conducted with five EFL teachers and forty-seven students enrolled 

in an online flipped learning environment during the COVID-19 pandemic in the 

spring term of the 2020-2021 academic year. The main data were collected in eight 

weeks through interviews, lesson observations and recordings, lesson artifacts, a 

survey, and weekly reflections. The teachers were also interviewed long after their 

participation in the PDP to see the longitudinal effect of the programme. Considering 

that, this study aims to understand the role of EFL teachers' professional learning in 

implementing the 4Cs of 21
st
-century skills and to explore how EFL students 

perceive their engagement with these skills in an online flipped learning 

environment. In that sense, this study aims to explore the following research 

questions: 

 

1. What are the reflections of the EFL teachers on their participation in a 

professional development program designed to foster 21
st
-century skills in an 

online flipped learning environment in EFL? 

1.1 What are the participantsô pre- & post-participation perceptions of teaching 

with 21
st
-century skills in an online flipped learning environment?  

1.2 What are the reflections of the participants on the effectiveness of the PDP?
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1.3 How did the PDP contribute to the participantsô instructional practices? 

2. What is the perceived impact of the professional development program designed 

to foster EFL studentsô 21
st
-century skills in an online flipped learning 

environment? 

2.1 What are the reflections of the students on their engagement with these skills? 

2.2 How did the students perceive their confidence in engaging with these skills? 

 

In light of the research questions mentioned above, the next subsection sheds light on 

the research paradigm utilized in this study.  

 

3.2. Research Paradigm 

In social research, the term "paradigm" is employed to describe the philosophical 

assumptions or the fundamental set of beliefs that direct the actions and shape the 

researcher's worldview (Lincoln et. al., 2011). Presented by Kuhn (1970), the term 

"paradigm" was utilized to explore the collective generalizations, beliefs, and values 

regarding the nature of reality and knowledge.  ñWorldviewò, known also as 

paradigm (Creswell & Clark, 2011; Patton, 2002), is defined as ña way of thinking 

about and making sense of the complexities of the real worldò (Patton, 2002, p. 69). 

Adopting a paradigm in a scientific inquiry provides rich perspectives to understand 

an issue and make connections among the findings derived from a phenomenon. 

Therefore, this section introduces the theoretical rationales and means underpinning 

the implementation of the current research adopting Crottyôs (1998, p.4) proposed 

order in conducting scientific research, shown in the figure below.  

 

 

Figure 3 Four elements of the research process 

 

In line with Crotty, this research adopts a) interpretivism as its epistemology, b) 

Sociocultural Theory as its theoretical perspective, c) case study and mixed-method 
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design as its methodology, and d) the survey, interviews, observations, reflections, 

and lesson artifacts as its methods to investigate the phenomenon. Therefore, the 

following sub-sections introduce the order elements that were embraced in this 

research. 

 

3.2.1. Ontological and Epistemological Stance 

 

According to Ernest (1994, p.20), ontology is ñthe theory of existenceò. In other 

words, it is about understanding ñwhatò we know as individual beings. While 

ontology in scientific research deals with ñwhatò persons know, epistemology is 

defined as ñhow we knowò (Crotty, 1998, p.8). Therefore, these two philosophical 

assumptions underlie and establish a way of approaching and understanding 

scientific inquiries, and vary across theories and world views.  

 

The current research draws on ñsocial constructivismò ï also known as 

ñinterpretivismò (Lincoln & Guba, 1985). Interpretivists delve into social phenomena 

in their natural settings and then interpret them in line with how the participants in 

that setting experience and adhere meaning to them (Creswell, 2014; Denzin & 

Lincoln, 2005; Schwandt, 2007). Interpretivism asserts that realities are multiple and 

can vary over time and across different locations, which is an assumption that 

positivists, the alternative research paradigm, are against as they emphasize 

measuring and observing reality which is objective and universally existing 

(Creswell, 2014). Pring (2004) states that researching individuals and their 

experiences is socially constructed and different from seeing them as objects. In that 

sense, interpretivists are concerned with exploring and understanding the richness 

and complexity of human social interactions having a holistic approach to their 

accounts in the process of making sense of it (Crotty, 1998; Strass & Corbin, 1990). 

That perspective to the worldview in research requires constructing meaning from 

individualsô quotations, reflections, or comments on actions or situations (Creswell, 

2014). Hence, this thesis aligns itself with an interpretive stance since one of the 

main goals of this study is to understand how EFL teachers interpret their 

professional learning about how to teach the 4Cs of 21
st
-century skills in an online 

flipped learning environment and use it in their praxis. Since it is argued within this 
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stance that there is no complete objectivity in exploring individuals and their 

practices (Garrick, 1999), the participant teachersô beliefs, perceptions of and 

experiences with 21
st
-century skills might differ from each other, which necessitates 

an interpretive, subjective stance (Flick, 2018) drawing from sociocultural theory to 

explore and understand how these beliefs and practices are shaped by their 

professional learning and other factors.  

 

3.2.2. Sociocultural Theory 

 

Vygotsky (1978, 1987), who proposed the Sociocultural Theory (SCT), has argued 

that individualsô mental functions are mediated by psychological and cultural tools 

that are socially constructed. Wertsch (1985) further elaborates on the dynamic 

interplay between the self, others, and cultural (environmental) artifacts, all of which 

comprise the social formation and transformation of the individuals. Concerning this, 

Lantolf (2004) explained that knowledge construction is a process of socially 

mediated activities that are influenced by the psychological and physical 

environment around the individuals. Regarding the epistemological stance, which 

emphasizes that human learning is intrinsically social (Johson & Golombek, 2011), 

SCT argues for the mediation from external to internal since the human mind is seen 

as an ñinteractive process which is mediated by culture, context, language, and 

social interactionò (Johnson & Golombek, 2011, p. 1). Similarly, Wenger (1988) 

explains that human learning is a collective process and harmony of social practices 

that are influenced by each other through negotiation with people and the materials 

and information we obtain from such practices. Therefore, SCT establishes an 

explanation of actions that individuals enact in the mediated contexts, and it sheds 

light on the engagement of individuals in social settings; therefore, the teaching and 

learning context also involves framing and re-framing what is learned/taught within 

their specific contexts as a social activity (Johson & Golombek, 2011). 

 

The classroom is perceived as the socio-psychological environment in which 

teachers and students perform and interact (Borg, 2015; Kubanyiova and Feryok, 

2015). Therefore, Johnson (2009) states that a one-size-fits-all approach does not 

necessarily lead to successful results regarding the complexities of classroom 
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activities. In that sense, SCT has been the focus of diverse research, including the 

relationship between pedagogical activities and learner development (Poehner & 

Leontjev, 2022) and pre-/in-service language teachersô learning and teaching 

practices (Donato & Davin, 2018; Johnson & Golombek, 2016). Like students, 

teachers mediate the knowledge and skills that compose their teaching practices 

(Whipp, Eckman, & Kieboom., 2005). Through engagement in communities of 

practice, teachers and students can construct self-knowledge by drawing upon the 

collective knowledge of others (Wenger, 1998). Classroom environment, from an 

SCT perspective, provides an opportunity for cognitive development for individuals 

through their engagement in the social activities that they participate in the 

classroom. Therefore, teachersô professional development practices might influence 

what teachers do and how students interact with teachersô practices.  As professional 

development aims to equip teachers with the necessary knowledge and skills to 

encourage them to extend their capacity as facilitators of knowledge and lead to 

better learning outcomes, mediation of the teaching and learning context is important 

for constructing an effective classroom community.  

 

3.2.3. Conceptual Framework 

 

Evaluating professional development is important because of various aspects, such as 

gaining a better understanding of professional development, establishing an 

environment for change and development, and creating an attempt for professional 

accountability (Guskey, 2014). In that sense, several conceptual models have been 

proposed to map the relationship between teaching and learning, and the ideal path to 

follow when designing professional development activities. For instance, Guskey 

(2000) developed a professional model with two key features: the effectiveness of 

professional development and student outcomes. The interplay between these 

components is influenced by school culture, students, teachers, and school 

administration. More recently, Desimone (2009) proposed another professional 

development model that has been cited frequently. According to this model, she 

proposed that a professional development program should follow these steps: 

 

1. Teachers are exposed to effective professional development 
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2. Professional development program improves teachersô knowledge and skills 

or change their attitudes and beliefs 

3. Teachers implement what they have learned in their praxis 

4. Teachersô implementation creates a change in student outcomes 

 

Besides these steps, it was also explained that these steps are affected by contextual 

factors and personal characteristics. This general model shows that any professional 

development initiative should be in line with micro and macro factors related to the 

teaching and learning context. Considering different factors, these two models 

introduce how professional development practices can be applied. However, Raphael 

et al. (2014) provided a more comprehensive professional development account 

based on a sociocultural perspective. According to them, adopting SCT as a 

theoretical professional development lens involves five principles underpinning the 

sociocultural view. First of all, teacher agency is a crucial element in professional 

learning. Any professional development activity requires teachersô engagement in 

their learning and teaching processes to help them develop a collective understanding 

of their teaching and learning activities (Au, 2013). In that sense, teachersô 

ownership of professional development activities is an important asset in 

professional learning. Secondly, a professional development initiative adopting SCT 

needs to be context-specific, which is regarded as situatedness. This notion 

emphasizes contextualizing teacher learning within its specific environment to 

understand better and identify the praxis in educational settings (Raphael et. al., 

2014). The third principle points to the dialogical practice that entails professional 

development activities. Teachers can negotiate professional development activities 

with their mentors, peers, or themselves to help them internalize the taught external 

ideas or materials. Regarding this principle, a professional development program 

should provide an opportunity for discussing and sharing experiences. The fourth 

principle that Raphael et. al. (2014) stated is that professional development needs to 

be systemic. Any activities or initiatives that aim to develop teachersô professional 

learning need to be systematized to achieve their goal of constructing and negotiating 

teacher learning. Finally, professional development should be addressed as 

continuous, which means it should be sustained sufficiently depending on the needs 

of the teachers and the learning context. 
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The rationale for adopting SCT as the theoretical lens is that SCT is a holistic and 

comprehensive theory that encapsulates both cognitive and social dimensions of 

learning, and is powerful in understanding, interpreting, and explaining any factors 

and relationships between them that take place in any learning situation (Cobb & 

Yackel, 1996). Therefore, understanding teacher practices and their relation to 

student learning might be comprehensively addressed through SCT in explaining 

how teachersô professional learning of the 4Cs of 21
st
-century skills mediate their 

praxis and studentsô confidence in these skills in an online flipped learning 

environment. Therefore, this broad framework has been adopted as a guide in the 

evaluation of the professional development program of five teachers in the process of 

fostering the 4Cs of 21
st
-century skills to improve studentsô confidence in these skills 

in an online flipped learning environment to better understand contributing and/or 

impeding factors that mediate between the professional learning of teachers and 

student learning practices as well as proposing a new model of professional 

development that focuses on the teaching and uptake of the four constructs of 21
st
-

century skills.   

 

3.3. Research Design 

The main aim of this research is to understand to what extent the professional 

learning of EFL teachers contributes to their classroom practices in the process of 

fostering the 4Cs of 21
st
-century skills and to explore if this process has a role in the 

development of these skills regarding studentôs confidence in using them in an online 

flipped learning environment. Therefore, the research employed a case study design 

for which a mixed-method approach was utilized to explore the phenomenon in 

depth from different perspectives, or systems. The next subsections provide detailed 

rationales for the selection of case study and mixed-method designs and explain how 

they fit into the aims of this dissertation. 

 

3.3.1. Case Study 

 

Creswell (2013) defines a case as a ñbounded systemò that involves some variables 

of interest to depict to understand the phenomenon under investigation. It is accepted 

that employing a case study as a methodology provides immense empirical data to 
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explore, explain, and understand (Denzin & Lincoln, 2005; Yin, 1994). In that sense, 

ña case study is an empirical inquiry that investigates a contemporary phenomenon 

within its real-life context, especially when the boundaries between phenomenon and 

context are not clearly evident.ò (Yin, 2003, p.13).  Emphasizing its role as a 

methodology, VanWynsberghe and Khan (2007) regard case studies as 

ñtransparadigmaticò and ñtransdisciplinaryò regardless of the research paradigm 

adopted in a study. What matters for a case study is then its ñparticularisticò, 

ñnaturalisticò, ñdescriptiveò, ñinductiveò, and ñheuristicò features (Willis et. al., 

2007, p.239). The feature of ñparticularisticò refers to the specific context of the case 

which could be a person, a building, a group of people, an office, etc. Case studies 

focus on the natural environment, real people, and situations. Unlike studies that 

occur in lab environments, case studies depict the real environment. In that sense, 

their ñdescriptiveò feature includes making thick descriptions of the case through 

several means such as observations, interviews, journals, etc. Case studies not only 

describe the phenomenon but also try to explore and explain them through inductive 

reasoning which involves making meanings and inferences from the case. Finally, 

case studies have the power to understand a phenomenon in a case by extending 

experiences with the case and confirming relevant literature about the case.  

 

Yin (2003) and Stake (1995) categorize case studies in different terms. While Yin 

identifies them as ñexplanatoryò, ñexploratoryò, and ñdescriptiveò, Stake addresses 

them as ñintrinsicò, ñinstrumentalò, and ñcollectiveò. According to Yin, a case study 

is explanatory when it aims to explain the causal links between real-life interventions 

when a survey or experimental means cannot. Yin states that a case study is 

exploratory when it intends to explore a phenomenon that has no or single set of 

results. Apart from these, Yin identifies case studies as descriptive when they 

introduce an intervention or issue based on its natural context. Unlike Yin, Stake 

(1995) categorizes a case study as intrinsic when the researcher intentionally wants 

to analyze an interesting, special situation. Such cases do not seek to be generalized 

and a theory is not necessarily expected to be drawn from them. According to Stake, 

case studies can be instrumental, which means they can play a secondary role as a 

means to achieve something about the phenomenon.  
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We have a research question, a puzzlement, a need for general understanding, 

and  feel that we may get insight into the question by studying a particular 

case. ... We may choose a teacher to study, looking broadly at how she 

teaches but paying particular attention to... [a particular aspect of her 

teaching]. ... Case study here is instrumental to accomplishing something 

other than understanding this particular teacher, and we may call our inquiry 

instrumental case study. (Stake, 1995, p.3) 

 

Instrumental case studies aim to establish an insight into the investigation and they 

facilitate understanding of the issue under study. Finally, case studies can be seen 

collectively when there is more than one specific case under investigation as multiple 

case studies (Yin, 1993). 

 

Regarding the types or purposes of the case studies aforementioned, I regard this 

research as a pedagogically-oriented ñinstrumental case studyò following the Stakian 

perspective since this research seeks to understand the relationships between the 

constructs ñTeacher Professional Development,ò ñ21
st
-century skillsò, ñFlipped 

Learning,ò and ñDistance Educationò by focusing on an educational setting chosen 

on purpose to depict best the case, which overall aims to propose important 

implications for teaching pedagogy (Kennedy, 1991).  

 

3.3.2. Mixed Method Design 

 

Creswell and Poth (2017) indicate that mixed-method research is a multimethod 

integration of qualitative and quantitative research. Mixed-method research enables 

researchers to develop innovative theoretical perspectives by benefiting from the 

strands of the research methods. It broadens valuable insights by surpassing the 

constraints linked to each technique. This leads to ñmeta-inferences," offering an 

integrative perspective on discoveries stemming from qualitative and quantitative 

components in mixed-method research (Creswell & Plano, 2011; Tashakkori & 

Teddlie; 2003).   

 

The mixed-method approach aims to decrease the tension, which was called once as 

the ñParadigm Warò (Dºrnyei, 2007), between the two research schools, and it was 

frequently called out by many scholars between the 1980s and 1990s (Caracelli & 
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Greene, 1993; Creswell & Poth, 2017; Green & Harker, 1988). Today, the mixed-

method approach is quite popular among scholars who either do not prefer to bind 

themselves to one of the research schools or appreciate the power of approaching 

data from different world views and methodologies to make the most of it. In that 

sense, pragmatism is considered the backbone of this design (Tashakkori & Teddlie, 

2003b) as it primarily aims to find ñwhat worksò for the research questions. 

Therefore, regarding the design of research, pragmatism fits well in applied 

linguistics and educational research where complex social phenomena exist (Maxcy, 

2003). The approach includes processes of collecting data at one time or in phases 

regarding the procedures to be followed, the nature, and the length of the datasets 

(Flick, 2018). Regarding that, Brown (2014, pp. 8-9) proposes seven characteristics 

for research to be called ñmixed-method,ò which are: 1) utilizing both qualitative and 

quantitative methods; 2) concurrent or sequential integration of qual- and quant- 

methods; 3) data collection instruments; 4) ways of analysis; 5) strategies for 

interpretation of data; 6) ways of deriving conclusions; 7) employing it when none of 

the research schools can provide rich interpretation on its own. Therefore, Creswell 

(2014) points out that the mixed-method approach to data collection does not aim to 

disregard the value of any of the two research schools, but embraces the strengths of 

each trying to manage the weaknesses of both. In that sense, it can be argued that 

research design is established depending on the purpose.  

 

Mixed-method designs are mainly identified as two types: a) the convergent parallel; 

and b) the sequential (Creswell, 2014). The convergent parallel designs are one of 

the most commonly used ways of collecting data in educational settings. The 

assumption behind this approach is that collecting different qualitative and 

quantitative data concurrently or around the same time based on different types of 

data collection tools is considered as yielding to making comparisons of the datasets 

from different angles in depth. Creswell & Plano Clark (2011) argue that the 

researcher adopting this research design can analyze and present the research 

findings by making side-by-side comparisons, transforming qualitative themes into 

quantitative variables, and creating a joint display of the data depending on the 

purpose of the research. The second type of mixed-method design, the sequential 

design, can also follow two different paths: exploratory or explanatory. While 
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exploratory design starts with the qualitative phase moving on to the quantitative 

phase, the explanatory design follows the reverse. Data collection and interpretation 

in these two designs highly depend on each other.  

 

Regarding the aforementioned, this research followed a convergent parallel mixed-

method design to understand the role of teacher professional learning on the 

implementation and enactment of the 4Cs of 21
st
 century skills by the students 

exploring its relation to the studentsô confidence in these skills in an online flipped 

learning environment. Figure 4 below visualizes the design that the research 

followed. 

 

 

Figure 4 Design of the research 

 

3.4. Research Context 

Flyvbjerg (2006) argues for the importance of ñcontext-dependentò knowledge to 

understand better the dimensions that are at play in individualsô surroundings. 

Similarly, Marshall & Rossman (2011) emphasize the importance of collecting 

information regarding the natural setting of the data to gain a holistic account of the 

context. Therefore, understanding the context in which this research was carried out 

may better shed light on how the 4Cs of 21
st
-century skills were fostered by the EFL 

teachers and enacted by the EFL learners in an online flipped learning environment. 
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This research was conducted in the School of Foreign Languages (SFL) of one of the 

most prestigious state universities of T¿rkiye in the spring term of the 2020-2021 

academic year. Dating back to 1773, the university has a long history and 

specialization in various engineering, architecture, computer, and science fields. 

Considering this, it is seen that the students who pass the Higher Education 

Institutions Exam (YKS) with a high score are eligible to find a seat at this 

university. Being internationally recognized, the university provides its students with 

many opportunities such as Erasmus, international joint degree programs, graduate 

degrees, partnerships with various international universities to conduct projects, 

global exchange agreements, etc. Besides, located on four different campuses, the 

university aims to offer its students a lifestyle that is connected to nature, history, 

arts, and sports. To this end, regarding the fact that the university is among the top 

five universities in T¿rkiye, its SFL has been in service since 1983.  

 

The SFL aims to prepare its students for the English proficiency exam and offers 

English courses in undergraduate programs as well as dual degree preparatory 

programs and elective foreign language courses such as French, Italian, German, etc. 

Becoming a part of a highly prestigious university, SFL aims to ensure quality 

English language education by being accredited by the Commission on English 

Language Program Accreditation (CEA) which is recognized by the U.S. Secretary 

of Education. The SFL has been accredited till April 2027 and agrees to meet CEA 

standards to further its accreditation. In light of this, the SFL consists of offices such 

as the Curriculum Development Office, Test Office, Independent Learning Center, 

Student Motivation Unit, Professional Development Unit, and Continuing Education 

Center to improve the quality of teaching and learning. The Curriculum 

Development office is responsible for planning, organization, implementation, and 

evaluation of all books and teaching materials that are used in the program. The 

program is composed of four levels as such: P1 (Elementary), P2 (Pre-intermediate), 

P3 (Intermediate), and P4 (Upper-intermediate). The books that are used within the 

curriculum are all internationally-pressed resources some of which are Language 

Leader, Roadmap, Prism, Making Connections, and Contemporary Topics. Besides 

the coursebooks, some packs had been compiled and developed by the program 

alumni to improve its studentsô listening, speaking, reading, and writing skills in 
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English. In the program, while the embraced teaching philosophy is generally 

communicative language teaching which emphasizes the use of meaningful language 

rather than rote memorization of linguistic rules and vocabulary, there is a common 

tendency to teach grammar and vocabulary explicitly among the staff and a lot of 

time is dedicated to grammar teaching. As in traditional teaching methods, grammar 

is explained and taught based on the coursebooks and by using grammar packs which 

involve controlled mechanic exercises such as fill-in, drills, sentence 

transformations, etc. While the lessons are normally offered face-to-face in the SFL, 

the outbreak of COVID-19 affected the World in many aspects dramatically and 

caused millions of deaths worldwide. Like many other countries, the Turkish 

Ministry of Education (MEB) and Higher Education Council (Y¥K) decided on the 

teaching and learning activities to be transferred from face-to-face education to 

online teaching. In line with the regulations and policies, the SFL also announced its 

educational activities to be implemented online. On contrary to some SFL programs 

of other universities, which agreed to decrease weekly teaching hours and diminished 

the content of their curriculum to be tested, the administration of the SFL where this 

research was conducted decided to carry its face-to-face teaching program to online 

teaching directly without change. That meant, all the teaching loads, lessons, 

coursebooks, and other materials were maintained and transferred to the online 

platform that is widely used in the university. This platform, a learning management 

system (LMS), was called NINOVA and it provided a place for all the teaching and 

learning activities. For instance, online lesson links that were created by the 

instructors were shared here for students weekly. Similarly, all the materials were 

shared with the students on this platform. To carry out online lessons, the ZOOM 

application was used. At the end of the fall term of the 2020-2011 academic year, the 

administration and the curriculum development office decided to go for a change in 

the teaching methodology of the lessons and they agreed on to integrate Flipped 

Learning (FL) into the curriculum. For this, a couple of instructors were assigned to 

record videos about grammar topics to be covered in the curriculum. In these videos, 

the instructors explained grammar rules explicitly with lots of examples and the 

videos were shared with students weekly. The idea behind adopting FL in the 

curriculum was to assign these videos to the students and spare more time for 

communicative activities in online lessons. The students were expected to study 
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these asynchronous videos about weekly grammar topics and attend the lessons 

accordingly. The rationale for adopting FL during this period was to focus on 

communicative language production of the students more during the online lessons.  

As seen, as an academic institution focused on the advancement of both fundamental 

and practical sciences, the university is committed to nurturing the next generation of 

technological innovators and entrepreneurs in a diverse academic environment that is 

attuned to local and global concerns. In alignment with the university's vision and 

mission, the SFL mainly aims to impart English language skills to the future leaders 

and entrepreneurs in various fields, including science, technology, social sciences, 

and the arts. They plan to equip these individuals with the linguistic proficiency and 

confidence necessary for their academic journey within faculties where English is the 

medium of instruction. Through the acquisition of English language competence at 

SFL, it is desired to foster responsible and self-assured students, thereby ensuring 

that they can actively engage with their coursework and contribute to their respective 

fields with contemporary perspectives and vitality. With this in mind, adapting to the 

sudden changes like Covid-19 pandemic, the SFL determined to maintain its quality 

and accreditation standards in line with the universityôs mission and vision, and 

adopted FL as it is teaching methodology during online education to focus on the use 

of English language communicatively more in online lessons, and it was that course 

of the time when this research was carried out.  

 

To this end, this section provided contextual information about the setting to better 

understand to what extent and how the environment in the research setting is 

important for understanding the role of FL and online education in fostering the 4Cs 

of 21
st
-century skills. The next section provides an account of the research 

participants.  

 

3.5. Participants 

 

Subject or participant selection both in qualitative and quantitative research designs 

is important to better understand the ñwhatò and ñhowò or ñwhyò of the phenomenon 

under study (Creswell, 2014). Therefore, this section provides information about the 

selection process of the participants and their background in terms of their education, 

teaching experience, and certifications to show how they fit in the study. 
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3.5.1. Gaining Access 

 

As for the criteria of participation in the study, different paths were followed for the 

teacher and the student participants. For the teacher participants, four underlying 

factors influenced their participation. First, the researcher was the coordinator of the 

professional development unit (PDU) at the research site and this study was 

conducted as a professional learning activity organized by the member of PDU. An 

invitation letter to the study (see Appendix A) was sent to the teachers at the research 

site and, at first, nine positive replies were received. Later, of these nine teachers, the 

three decided to drop out upon the discussion about the details of the study. Six of 

the participants provided their consent to enroll in the study and were eager to 

engage in professional development activities. The second complementary factor was 

the background of the participants. While five of them had M.A. degrees in ELT, one 

of them did not. This teacher had also been working as an EFL teacher for twenty-

five years, which was an outlier compared to the teaching experience of the other 

five teachers. Therefore, the third factor in the teacher participant selection was the 

harmony in teaching experience and the details of their teaching experiences were 

given in the next sub-section. Lastly, the number of participants was found 

manageable to carry out an in-depth examination of themes within- and across cases 

(Creswell, 2013).  As for the student participants, an invitation letter to the study (see 

Appendix B) was sent out one month before the start of the study. At first, fifty 

students volunteered to take part in the study. However, two of them dropped out in 

the second week of the study. Also, one of them did not want to complete weekly 

reflections although he surveyed at the beginning. Therefore, the data of this student 

was taken out to have harmony in the data. As a result, forty-seven students in total 

participated in the study from five different classes voluntarily.   

 

3.5.2. Participant Backgrounds 

 

This study comprised five EFL teachers who work at a state university in Ķstanbul, 

T¿rkiye, and forty-seven EFL students who study at the preparatory program of the 

same state university. To better understand the accounts of the teachers in terms of 

their beliefs towards and experiences with 21
st
-century skills, it is important to gain 



 

80 

an understanding of their backgrounds. Table 4 presents the demographic 

information about the participants in terms of their age range, teaching experience, 

graduate & post-graduate degrees, and relevant teaching certificates. Pseudonyms 

were assigned to each teacher participant to keep their anonymity (Heaton, 2022). 

 

As the table shows, all participants have similar years of teaching experience. Their 

teaching experiences demonstrate that they are all experienced EFL teachers. Among 

them, the most experienced teacher is Neriman while the one with the least 

experience compared to the others is Fahriye. It is also seen that all teachers have 

graduate degrees in ELT or ELT-related programs. Also, they all have post-graduate 

degrees in ELT, which means that they come from a teaching-oriented background in 

their education. Regarding certifications, Fahriye is the only one who does not have a 

certificate in teaching EFL, while the others more or less get certificates in different 

teaching areas. Among the four, Neĸe is the one who is interested in teaching ESP 

since she got a certificate in teaching Aviation English. She explained that her reason 

for having such a certificate was working at the Civil Aviation department of a 

private university, and she taught Aviation English there. 

 

Table 4 Demographic information of instructors 

Participant 
Age 

Range 

Teaching 

Experience 

Undergraduate 

Degree & Field 

Post-

Graduate 

Degree 

& Field 

Other 

Certificates 

Neĸe 30 - 35 10 years 

BA in English 

Language& 

Literature 

MA in ELT 

- Teaching 

Aviation 

English 

Neriman 35 - 40 11 years 

BA in 

Translation and 

Interpreting 

MA in ELT 

- DELTA 

- Teaching 

Pronunciation 

- Teaching 

Skills 

Sevin 35 - 40 10 years 

BA in 

Translation and 

Interpreting 

MA in ELT 
- Becoming an 

Advisor 

Fahriye 30 - 35 9 years BA in ELT MA in ELT 

- Gamification 

- Teaching 

Skills 

Pelin 30 - 35 10 years BA in ELT MA in ELT 

- Teaching 

Vocabulary 

- Using Drama 

in ELT 
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Considering the previous workplaces of the participants, it is seen in Table 5 that 

none of the participants worked at primary, secondary, or high schools. They all have 

their teaching experiences at the university level. Neriman is the only one who has 

non-teaching work experience as working at a sales department of an international 

company besides her teaching experience, while the others have worked only in 

various teaching contexts.  

 

Table 5 Instructorsô previous teaching contexts 

Participant Previous Teaching Contexts 

Neĸe 
Two years at a state university 

Six years at a private university 

Neriman 
One year at an international company at sales department 

Six years at a private university 

Sevin 
One year at a private university 

Five years at a state university 

Fahriye 
Two years at a private university 

Four years at another private university 

Pelin 
Two years private tutoring 

Five years at a private university 

 

Apart from these teachers, forty-seven students also volunteered to take part in the 

study. Table 6 shows that 77% of the students completed either state Anatolian or 

Science high schools. It is necessary to get high scores on the high school entrance 

examination (LGS), which is conducted by the Ministry of National Education 

(MEB). There is a limited quota for these schools and students need to get high 

scores to find a place at these schools. On the other hand, studying at private high 

schools mostly does not necessitate high scores. In general, such schools are paid to 

find a place.  

 

Again, as the table shows, the number of participants studied at a private high school 

is 11 (23%). Besides, 64% of the participants (f=30) are not residents of Ķstanbul but 

come from different parts of T¿rkiye. Only 36% of them (f=17) live in Ķstanbul.  
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Table 6 Studentsô educational backgrounds 

Number of 

Students 
Age Range Type of High School 

36 (77%) 17 - 20 State Anatolian / Science High School 

11 (23%) 17 - 20 Private High School 

 

This sub-section presented background information about the participants in terms of 

their teaching and learning experiences to better understand the profile of the 

participants and their engagement with the 4C of 21
st
-century skills during the study. 

 

3.6. Methods of data collection 

 

Data collection is defined as the systematic gathering of data about a specific 

scientific research of interest through various channels such as interviews, surveys, 

focus groups, observations, etc. Creswell (2014) indicates that employing various 

approaches for gathering data is of great importance as by doing so; the researcher 

can enhance the methodological process of data collection through triangulation that 

involves the analysis of obtained data from diverse sources, which, in turn, aids in 

the establishment of clear and well-supported themes that come out from the dataset 

so that the concern of establishing validity in research can be achieved (Morse, 

1991). In this regard, this research established simultaneous triangulation, which is 

classified as the adoption of the qualitative and quantitative methods at the same 

time, rather than sequential triangulation, which involves the completion of one 

method to plan the next method (Field & Morse, 1985). Similarly, Eisner (1991) 

argues for structural corroboration in which the researcher makes use of multiple 

data collection methods to support or oppose the interpretations derived from the 

data. Therefore, the following sub-sections introduce adopted data collection 

instruments throughout the research and the online training that was provided to the 

teacher participants at the beginning of the research. 

 

3.6.1. The Professional Development Program 

 

This study explores teachers' and students' perceptions and practices with the 4Cs of 

21
st
-century skills in an online flipped learning environment in an EFL context. 
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Therefore, to make the teacher participants familiar with the teaching ideas of the 

four skills, online professional development sessions were conducted based on the 

needs of the participating teachers. These sessions were carried out in two days. The 

first session of the online training focused on a discussion of teaching ideas to foster 

critical thinking and creativity skills, while the second session involved a discussion 

on how to develop the communication and collaboration skills of students in an 

online flipped learning environment. The rationale behind the two separate sessions 

was that I, as the trainer, wanted to give the teachers enough time to discuss the 

teaching ideas that were provided to them for each skill. Also, since it was during the 

COVID-19 pandemic time that the training sessions were held, I did not want to keep 

the participants on the screen for too long so as not to demotivate them towards the 

training and the research process. Since they wanted to learn some hands-on teaching 

ideas rather than theoretical discussions on 21st-century skills, as they were all 

experienced in-service teachers, I tried to familiarize them with different ideas to 

foster the skills we focused on in this research. Therefore, each session involved an 

introduction and discussion of practical teaching ideas that could be used to engage 

students with the four skills of 21
st
-century skills and provided an opportunity for the 

participating teachers to share their views on the teaching ideas with other colleagues 

in terms of their usability and suitability in the target teaching environment.  

 

3.6.2. Qualitative data collection instruments 

 

Patton (1985, p.1) states that qualitative research designs are considered an attempt 

to understand individuals, situations, and the interactions between them in their 

unique interplays to opt for depth of understanding. Similarly, according to Stake 

(2010, p. 56), ñexperiential understandingò constitutes the basis of a qualitative 

research design. This understanding deals with ñhuman beingsô experiences in a 

humanistic, interpretive approachò (Jackson et. al., 2007). In that regard, as part of 

the qualitative aspect of this research, the following sub-sections introduce the 

qualitative data collection tools. 

 

3.6.2.1. Interviews 

 

Kvale & Brinkman (2008) describe an interview as ñan inter-viewò, highlighting it as 

a dialogue in which two or more individuals engage in the mutual exchange and 
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sharing of ideas driven by a common interest. In that sense, the primary aim of 

qualitative interviews is to gain insight into the viewpoint of the interviewee, 

operating under the assumption that the interviewee's perspective holds significance 

and contains valuable information (Patton, 2015). Therefore, the scope of analyzing 

interviews is confined to the interactions between the interviewer and the 

interviewee. However, the advantage of employing interviews in qualitative research 

lies in their impartiality, as they capture human thoughts, experiences, and insights 

related to the focal phenomenon (Brinkmann, 2014).  Intending to outline types of 

interviews, Brinkmann (2018) proposes three types of interviews: structured, 

unstructured, and semi-structured. Structured interviews are those which follow a set 

of questions to be discussed. In such interviews, the interviewee is not allowed. 

According to Brinkmann, it's not feasible to have entirely unstructured or entirely 

structured interviews, given that the researcher will have a specific purpose and the 

interviewee will generally be knowledgeable about the interview's topic. Therefore, 

this research adopted semi-structured interviews, which will be explained in the next 

subsection.  

 

3.6.2.1.1. Individual Semi-structured Interviews 

 

Semi-structured interviews are built upon a predefined set of questions, yet the 

researcher maintains a degree of flexibility and doesn't rigidly adhere to these 

questions. This approach allows both the researcher and participants the freedom to 

explore related topics during the conversation, which, in turn, encourages 

participants to share their experiences in a more open and unrestrained manner 

(Borg, 2015). This type of interview is also favored by Brinkmann (2014) since they 

not only provide a space for ñknowledge-producingò but also grant the researcher a 

ñknowledge-producerò. Therefore, four individual semi-structured interviews with 

five teacher participants were conducted at the beginning, middle, and end of data 

collection, which constituted twenty interviews in total, to gain an understanding of 

the implementation of the 4Cs of 21
st
-century skills through the FL approach in 

online education. 

 

Before the implementation of the research, a set of interview questions for each cycle 

of the interviews was identified and sent to two ELT professors and two graduate 
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students who were studying for their doctoral degrees in the same field. After the 

feedback, the interview questions were piloted with two other volunteer EFL 

teachers. The questions of the first interview cycle were directed to these teachers to 

see whether the questions were clear and provided rich data relevant to the 

phenomenon. The feedback that was gathered from the professors, the graduate 

students, and the piloting constituted the final version of the interview questions (see 

Appendix C). The aims of the first cycle of interview questions are threefold: a) to 

profile the teachers in terms of their teaching backgrounds, experiences, and teaching 

philosophies, b) to uncover and delve into the teachersô awareness of 4C and its role 

in EFL, c) to understand the expectations of the teachers from a PD which is based 

on teaching 21
st
-century skills. The second cycle of interview questions focused on 

the teachersô perceptions and experiences towards the integration of the four 

constructs in their practices to better understand the process of fostering the 4Cs of 

21
st
-century skills through FL in online education. The third cycle of the questions 

focused on a) understanding the challenges the teachers had come across while 

teaching 21
st
-century skills, b) delving into the solutions that the teachers integrated, 

c) the teachersô views on the role and effectiveness of the training program that they 

had taken, d) the teachersô reflections towards how 4Cs of 21
st
-century skills could 

be implemented better through flipped learning in online education. Lastly, in the 

fourth cycle, I focused on the teachersô reflections about the effectiveness of the 

professional development program that they had attended in terms of its longitudinal 

impact. Therefore, the last interview session was administered to understand if and 

how the teachers benefited from the PDP in the long run. To this end, four cycles of 

interviews were conducted with five teacher participants to gain a deeper 

understanding of their perceptions and experiences fostering the 4Cs of 21
st
-century 

skills in an online flipped learning environment. 

 

3.6.2.2. Lesson Artifacts 

 

Lesson artifacts involve lesson plans and all the materials that are produced by 

teachers to be implemented in the teaching and learning process. Hence, the creation 

of these materials entails teachers making decisions that consider various factors, 

including the students' age and skill level, the lesson's subject matter, and its intended 
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learning objectives. Richards (1998) states that lesson plans guide teachers in 

advance to ñresolve problems and difficulties, to provide a structure for a lesson, to 

provide a ómapô for the teacher to follow, and to provide a record of what has been 

taughtò (p. 103). Similarly, according to Davis and Krajnic (2005, p.3), teacher 

learning is a process of ñdeveloping and integrating oneôs knowledge base about 

content, teaching, and learning; becoming able to apply that knowledge in real-time 

to make instructional decisions; participating in the discourse of teaching; and 

becoming enculturated into (and engaging in) a range of teacher practices.ò In that 

sense, Lin (2001) advocates for a concept called "reflective adaptation" in the 

utilization of artifacts. This involves the practice of assessing and scrutinizing one's 

methods and goals in connection with the implementation of these artifacts. 

Therefore, the template (see Appendix D) which was formed by the researcher was 

introduced and given to the teachers at the beginning of the research and they were 

asked to use this template to plan their lessons and write their reflections. These 

weekly lesson plans were collected within three days after the lesson observation was 

over along with the materials that were used by the teachers. 

 

3.6.2.3. Classroom Observations 

 

Observation is one of the commonly used research tools for gathering data, 

especially in educational research, as Perry (2011, p. 116) stated, ñThe use of human 

observers as data collectors is as old as the research itselfò. According to Angrosino 

(2007), the process of observation involves collecting data by having the observer 

record instances of behavior associated with the phenomenon under study, utilizing 

sensory perception to make sense of the observed phenomena through the five senses 

(sight, hearing, touch, taste, and smell). In that sense, classroom observation refers to 

a non-judgmental representation of the ongoing events within the classroom, 

providing a basis for examination and interpretation of the activities (Paltridge & 

Phakiti, 2010). Considering that many scholars find the observation process a 

powerful tool in educational research (Cohen et al., 2011; Silverman, 2001; Smit & 

Onwuegbuzie, 2018). Similarly, Borg (2015) put forward two crucial elements of 

observation as a methodology. Initially, observations offer firsthand evidence of the 

practice being observed, enabling the researcher to gather information directly about 
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the occurrence of a particular instructional behavior. Additionally, they permit the 

researcher to amass comprehensive descriptive data concerning the phenomenon 

under investigation. Thus, incorporating observations into a research design is an 

effective means of enhancing the ecological validity of research by employing 

methodological triangulation. This approach helps ensure a more comprehensive and 

robust understanding of the research context (Lincoln & Guba, 1985; Seale, 1999). 

 

Observations can be conducted in several ways. The format of observations is 

contingent on factors such as who the observer is, the level of engagement during the 

observation, the characteristics and purpose of the collected data, and whether the 

observation data is recorded using audio or video equipment (Perry, 2011). The most 

common types of observation can be listed as structured, semi-structured, and 

unstructured (Marshall & Rossman, 2011).  In structured observations, the researcher 

uses an observation protocol prepared beforehand based on some available codes or 

themes gathered from the literature to search for during the observation. This eases 

the path for the researcher to collect evidence on the target phenomenon. Compared 

to structured observations, unstructured observations are employed to understand and 

interpret the context in which the phenomenon is investigated. They are used to co-

construct the knowledge between the researcher and the ñresearchedò. Drawing on 

the tenets of both structured and unstructured observations, semi-structured 

observations involve a combination of both predetermined taxonomies to be 

investigated and interpreted observational data in the setting. Therefore, this research 

employed a semi-structured observation approach by using a rubric to collect 

evidence on teachersô performance to foster 21
st
-century skills and taking field notes 

about how students engaged in fostering the use of the 4Cs of 21
st
-century skills in 

an online flipped learning environment. While the structured dimension of the 

observation came from using a rubric, the unstructured dimension resulted from 

taking field notes about studentsô engagement to understand the context through the 

eyes of the researcher (Flick, 2014). Besides, since the observations were conducted 

online, they were video recorded to be used later in the data analysis process. 

Quantitative and qualitative analyses of the lessons were conducted based on these 

recorded videos.  
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Creswell (2013) discusses the types of observations in terms of the researcherôs 

position which can be ñcomplete participantò, ñparticipant as observerò, ñobserver as 

participantò, and ñcomplete observerò. When the observer is a complete participant, 

he/she attends the activities engaging fully with the other participants. When it is a 

participant as an observer, the researcher still participates in the activities, but this 

time its participant role is more obvious than its researcher role. When the observer 

is a nonparticipant as in this research, or the observer as participant, the researcher is 

an outsider and does not interfere with or participate in the activities during the 

observation. Embracing this role can allow the researcher to focus on recording the 

observation and taking field notes without getting involved. Lastly, if the researcher 

is a complete observer, the researcher is not known or recognized by the participants 

under observation. To this end, as mentioned before, my role as a researcher was 

nonparticipant to give freedom to the teachers to reflect on their professional learning 

and understanding of the integration of 21
st
-century skills and let the students engage 

with those skills without any interference.  

 

3.6.2.4. Reflections 

 

By definition, reflection is a reconsideration of actions, ideas, and beliefs. According 

to Schºn, reflection is crucial for reflective practice in teacher education and training. 

In his view of professional expertise, Schºn (in Roberts, 2016) argues that reflective 

thought takes place when day-to-day activities are interrupted by a change in the 

decision-making process. To Schºn, reflection-in-action and reflection-on-action are 

necessary concepts to come up with sound and effective reflective thinking. 

Therefore, this research involved teacher and student participants to weekly reflect 

on the classroom activities through open-ended guided questioning (see Appendix D 

and E). While the questions in the lesson plan guided the teachers to reflect on their 

lesson plans and teaching practices that focused on integrating the 4Cs of 21
st
-

century skills, the questions that were given to the students weekly after each lesson 

aimed to help them reflect on their learning practices for the observed lesson. The 

purpose of giving such open-ended questions is to provide the participants with a 

chance for self-reflection about the teaching and learning activities. The questions for 

students were shared with them after each observed lesson. Although the proficiency 
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levels of the students were high enough to provide answers in English, they were 

asked to write their answers in Turkish to prevent any language obstacle that might 

arise.   

 

3.6.3. Quantitative data collection instruments 

 

Being one of the prominent research methods, the quantitative approach to research 

allows the researcher to collect numeric evidence about the phenomenon under 

investigation. By doing so, gathering quantitative data empowers researchers to 

perform statistical analyses ranging from basic to highly complex, enabling the 

aggregation of information for detailed examination (Johnson & Christensen, 2019). 

In that sense, this research employed a survey-based design to collect information 

about the student participantsô levels of confidence with the 4Cs of 21
st
-century 

skills.   

 

3.6.3.1. 21
st
 Century Skills Survey 

 

Kelly et al. (2019) developed a survey instrument to be used as a self-reporting tool 

to measure confidence in the abilities of 4Cs of 21
st
-century skills among high school 

students. The instrument (see Appendix F) has thirty items around four primary 

constructs: critical thinking, collaboration, communication, and creativity. While the 

constructs, creativity, and communication were represented with five items, 

collaboration followed them with an allocation of nine items, and critical thinking 

with eleven items was the construct that was defined with the most items. After 

going through exploratory factor analysis and other tests such as Kaise-Meyer-Olkin 

(KMO) and Bartlettôs test of sphericity, Cronbachôs alpha for the reliability of each 

construct was found as collaboration, Ŭ=.826; communication, Ŭ=.749; creativity, Ŭ= 

.751; and critical thinking, Ŭ=.876., which resulted in overall Ŭ=.80 for the 

instrument. For this research, the items ñ4ò, ñ6ò, and ñ7ò in the original survey were 

adapted to the research context better. Therefore, the words ñscience,ò ñclient,ò and 

ñuserò were either omitted or replaced by ñtaskò so that the items would better suit 

the language classroom in an EFL context. Considering such slight adaptations, I 

conducted the reliability test once more to pilot the instrument to ensure that the 
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adaptations did not negatively affect the instrument's reliability. The piloting was 

conducted with 30 students studying at the same institution. The analysis showed 

that Cronbachôs alpha was found to be Ŭ=.72, regarded as acceptable internal 

consistency for a scale (Pallant, 2016). The rationale for using this instrument is that 

Kelly et al. (2019) created this survey based on P21 standards documents directly 

about 21
st
-century skills. They emphasize that the instrument shall assess 21

st
-

century skills for formative or summative purposes to measure growth or 

achievement in the mentioned constructs. Secondly, the items associated with the 

constructs represent 4C skills that are general and adaptable to different contexts. 

This also ensured the validity of the instrument (Pallant, 2016). After careful 

evaluation and getting feedback from a professor in the field, I found them quite 

applicable to use in the context of this research. To this end, the instrument was used 

as a summative assessment tool in terms of pre-post design to measure the 

participant studentsô confidence in engaging with these constructs in an EFL context 

to establish a link between the teaching and learning practices. 

 

3.6.3.2. Observation Checklist 

 

To identify and evaluate the participating teachersô practices in fostering 4C skills of 

the students, the 21
st
 Century Teaching and Learning scale that was developed by 

Hixson et al. (2012) was adapted and turned into a checklist form (See Appendix G). 

Originally, the scale is a survey instrument that includes eight categories and 48 sub-

items to measure teachersô 21
st
-century skill practices. The scale has high reliability 

(standardized alpha> .90, inter-item correlations> .58), and it is a 5-point Likert-type 

scale. The instrument asks the users to measure their practices in terms of frequency 

ranging from 1 to 5 (1: Almost never, 2: A few times a semester; 3: 1-3 times per 

month; 4: 1-3 times per week; 5: Almost daily). In terms of content validity, the 

survey draws its items from different 21
st
-century frameworks: the International 

Innovative Teaching and Learning study by Shear, Novais, Means, Gallagher, and 

Langworthy (2010), the Deeper Learning framework from The William and Flora 

Hewlett Foundation (2010), and P21 (2019). Hixson et al. (2012) stated that 

preparing the survey based on the frameworks and definitions of the skills advanced 

the reliability measures of each construct, of which the overall Cronbachôs alpha was 
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found to be Ŭ=.98. Since the current study involves a small number of teachers (n=5) 

to assess their teaching practices in line with the four skills, the survey instrument, 

which was approved to be reliable and valid, was decided to be adapted into a 

checklist form and used in this study. The original instrument focuses on eight 

different 21
st
-century skills, so its checklist form involved only 4C-related items. 

While the items in the original survey included a 5-point Likert-type format, the 

adapted one included only ñ0ò and ñ1ò. ñ0ò referred to the ñabsence of the target 

teaching behavior,ò while ñ1ò referred to the ñexistence of the target teaching 

behavior.ò While the original survey involved ñIn the teaching of your target class, 

how often have you asked students to do the following?ò as the main question for 

each construct, the adapted checklist version involved ñIn the target class, did the 

teacher ask students to do the following?ò as the main question with six items for 

ñCT,ò six items for ñcollaboration,ò five items for ñcommunication,ò and five items 

for ñcreativity,ò making 22 items in total. The rationale for assigning ñ0ò and ñ1ò to 

the items is to be able to identify whether the participating teachers performed target 

teaching behavior. For instance, the first item of ñCTò is ñcompare information from 

different sources before completing a task or assignment.ò In the original survey, this 

item, like the others, had a frequency range from ñAlmost neverò to ñAlmost dailyò 

to assess the frequency of this behavior over a wide range of time. However, this 

study had a limited time (eight weeks), and the aim was to identify the existence of 

the target teaching behaviors in a weekly-observed 50-minute lesson rather than to 

assess their frequency in a wide range of time intervals. Therefore, participating 

teachersô weekly observed lessons were evaluated based on this checklist to assess 

the teachersô 4C-focused practices. As mentioned earlier, the observed lessons were 

video recorded and they made forty videos in total of five teachers in an 8-week 

study. Each lesson of the teachers was scored and calculated based on this checklist. 

The overall mean score was a score between ñ0ò and ñ1ò resulting in an assumption 

that a nearer score to ñ1ò would show a ñhighò frequency indicator of the target 

teaching practice while a score close to ñ0ò would show a ñlowò frequency indicator 

of the target teaching practice. Apart from these, if a teacherôs overall score was 

found ñ0,5ò or around it, this would refer to a ñmoderateò frequency indicator of the 

target teaching behavior. In that case, the overall scores of observed teachers are 
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expected to be close to ñ1ò to show a ñhighò frequency of the target teaching practice 

in each construct. 

 

3.7. Data Collection Procedure 

 

This research employed interviews, a survey, lesson observations, and lesson 

artifacts to explore the link between teacher professional learning and studentsô 

confidence in the four constructs of 21
st
-century skills in an online flipped learning 

environment. The research was conducted in the 2020 - 2021 spring term of the 

English preparatory school of a state university in Ķstanbul, T¿rkiye.  

 

After the approval of the research proposal, I sent an invitation e-mail including a 

participant sheet to possible teachers to inform them and ask for their willingness to 

take part in this research (see Appendix A and I). After these e-mails, I contacted the 

volunteer teachers and sent them a form to get their consent (see Appendix J). When 

the volunteer teachers were identified, I attended one of these teachersô lessons and 

informed their students about this research together with their teachers. After that, I 

sent an invitation e-mail (see Appendix B) to these students along with the participant 

sheet and consent forms that I sent to the volunteer teachers. This process occurred in 

March 2021 while waiting for the ethics committeeôs approval (see Appendix K). 

When I received the approval, I conducted the first interviews with the teachers to 

learn about their perceptions and their earlier experiences with the four constructs. 

Besides, I explored their teaching philosophies and perceptions towards professional 

development and flipped learning. After that, I contacted the teachers to set a time 

for the training part of the research. I organized two meetings with the teachers via 

Zoom to carry out the professional development trainings. These trainings lasted for 

five hours in two days. Meanwhile, the survey on the four constructs was 

implemented with the students as a pre-test. Following the training and carrying out 

the survey, weekly lesson observations were implemented. A WhatsApp group was 

created involving five participant teachers to allow them to share their ideas and help 

each other if necessary. Four weeks later, in the middle of the research, second 

interviews with the teachers were carried out. At the end of the eight-week data 

collection, third interviews with the teachers and the survey with the students were 
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conducted. To understand any delayed effect of the professional development 

program on teachersô perceptions and teaching experiences, further interview 

sessions were also conducted with the teacher participants. Below, Table 7 outlines 

the type and number of data collection tools as well as how and when the data was 

collected.  

 

Table 7 Data Collection Methods and Timeline 

Method Date Number Type 

1. First Interviews 

(teachers) 
March, 2021 Five (5) - individual Semi-structured 

2. Pre-test Survey 

(students) 
March, 2021 One (1) Five Likert Scale 

3. Classroom 

Observations 
April  ï May 2021 

One (1) each week ï 

forty (40) in total 

Online ï video 

recorded 

4. Lesson Plans and 

Materials 
April  - May 2021 

Five (5) ï individual / 

Forty (40) in total 

Online ï in word 

format & screen shots 

5. Second Interviews 

(teachers) 
April,  2021 Five (5) - individual Semi-structured 

6. Reflections 

(teachers & students) 
April  - May 2021 

Teachers ï forty (40) 

(included in lesson 

plans) 

Students ï One hundred 

seventy (f=170) in total 

Online ï Teachers via 

lesson plans / 

Students via Google 

Forms 

6. Post-test Survey 

(students) 
June, 2021 One (1) Five Likert Scale 

7. Third Interviews 

(teachers) 
June, 2021 Five (5) - individual Semi-structured 

8. Forth Interviews 

(teachers) 
December, 2023 Five (5) - individual Semi-structured 

 

The interviews were conducted with each teacher four times, so a total of twenty 

interviews were carried out during the research. Regarding the pandemic and online 

education at the time of the data collection for the first three interviews, meeting 

times were set via Zoom at the teachersô convenience. The last cycle of interviews 

was conducted both online via Zoom and face-to-face at school premises, depending 

on the availability of the teachers.  Table 8 below shows the duration of each 

interview with each participant. All interviews with teachers lasted for nine hours 

and five minutes (9 h 5 mins). All the interviews were audio-recorded with a 

smartphone. The participants were given the chance to conduct the sessions in 

Turkish, but they volunteered to do them in English. Yet, to ensure their comfort and 
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to prevent any possible language obstacles, I informed them that they could switch to 

Turkish anytime they wanted during the interviews when they sensed that they had 

difficulty explaining their ideas. 

 

Table 8 Duration of the Interviews 

Participants Interview I  Interview II  Interview III  Interview IV  Total 

Duration 

Neĸe 34 mins 18 mins 30 mins 34 mins 2 h 

Neriman 29 mins 14 mins 34 mins 22 mins 1 h 39 mins 

Sevin 23 mins 16 mins 29 mins 23 mins 1 h 31 mins 

Fahriye 34 mins 28 mins 39 mins 21 mins 2 h 2 mins 

Pelin 41 mins 17 mins 32 mins 23 mins 1 h 53 mins 

 

After presenting data collection methods, it is also necessary to show how those 

methods and tools were used to gather data in line with research questions. 

Therefore, to better associate the research questions with the data collection 

instruments, Table 9 is provided below. As the table shows, data from five different 

channels were gathered to address the research questions while aiming at 

investigating and understanding the role TPD in fostering the use of the 4C in online 

flipped EFL environment. While the data obtained from the teachers were collected 

through interviews, lesson observations, lesson plans and materials, and reflections 

provided within the lesson plans, the data that the student participants provided were 

collected via weekly reflections and the pre-post-participation survey. 

 

As the table 9 shows, while specific tools were used to gather data for some 

questions, other tools were incorporated to collect data for other research questions. 

This provided a comprehensive account of perspective analysis. In that sense, 

approaching the data through different data collection means would allow me to 

explore and better understand the activation of four constructs of 21
st
-century skills 

by investigating the relationship between teachersô professional development, FL, 

DE, and studentsô confidence in using the 4C skills, and identifying any contextual 

factors that would impact this relationship in an online flipped learning environment.  
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Table 9 Data Collection Instruments and Research Questions 

 Sources of Data 

Research Questions Interviews 

Lesson 

Observa-

tions 

Lesson 

Plans & 

Materials 

Weekly 

Reflect-

ions 

Survey 

(Pre-

Post) 

RQ1: What are the reflections of 

the EFL teachers on their 

participation in a professional 

development program designed 

to foster 21st-century skills in 

an online flipped learning 

environment in EFL? 

 

ṉ 
 

 

ṉ 

 

ṉ 
 

1.1 What are the participantsô 

pre- & post-participation 

perceptions of teaching with 

21st-century skills in an online 

flipped learning environment? 

 

ṉ 
 

 

ṉ 

 

ṉ 
 

1.2 What are the reflections of 

the participants on the 

effectiveness of the PDP? 
ṉ     

1.3 How did the PDP contribute 

to the participantsô instructional 

practices? 

 
 

ṉ 

 

ṉ 
  

RQ2: What is the perceived 

impact of the professional 

development program designed 

to foster EFL studentsô 21st-

century skills in an online 

flipped learning environment? 

   
 

ṉ 

 

ṉ 

2.1. What are the reflections of 

the students on their 

engagement with these skills? 

   
 

ṉ 
 

2.2. How did the students 

perceive their  confidence in 

engaging with these skills? 

    
 

ṉ 

 

3.8. Data Analysis 

 

The research deployed various data collection instruments to achieve the aims and 

answer the research questions. Through the student survey, teacher interviews, lesson 

observations, lesson artifacts, and weekly reflections of the teachers and the students, 

qualitative and quantitative data were generated and analyzed according to the two 

paradigms.   
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3.8.1. Qualitative Data Analysis 

 

The qualitative dimension of the research comes from the interviews, lesson artifacts, 

lesson observations, and weekly reflections of the participants. Since the research 

aims to explore the role of teacher professional development on their integration of 

the four constructs of 21
st
-century skills and studentsô confidence in these skills in an 

online flipped learning environment, the research is both descriptive (Bogdan & 

Biklen, 1992) and interpretive (Willis et. al., 2007) in its qualitative dimension.  

Merriam (1998) argues that qualitative data is based on describing what the data 

involves and interpreting what it means, emphasizing that it is a cyclical process that 

includes ñconsolidating,ò ñreducing,ò and ñinterpretingò the data. This process 

leads the researcher to create themes, patterns, and categories, which is necessary for 

categorical aggregation (Stake, 1995). Therefore, regarding its iterative nature, 

analyzing qualitative data involves going back and forth several times to make sense 

of it. Within this process, as Merriam (1998) states, I first complied all the data, went 

through it separately for the main research questions and their sub-questions, reduced 

the data based on the research questions by using thematic content analysis (TCA), 

and finally interpreted the data by creating links between the qualitative themes and 

quantitative results of the data. While making sense of the data, Brownôs data 

analysis framework (2014) also guided me. The framework is both dynamic and 

reflective. It implies that the data analysis process is cyclical. There are seven steps 

in this framework. 

 

First of all, the researcher needs to organize data into a meaningful form, which is 

called ñconsolidatingò in Merriamôs (1998) analysis framework. As the primary step, 

this paves the way for well-organized raw data for the researcher. Secondly, the 

researcher gets into the data and looks for patterns. Going back and forth, I looked 

for recurring patterns and checked for any similarities in the data. Later, as for the 

third step, I mapped out these patterns and matched them to the main and sub-

research questions. This step helped me to ñreduceò the data as well into meaningful 

pieces. In the fourth step, I organized and reorganized the patterns into categories. As 

for the fifth step, I searched for any connections or associations between the 

qualitative and quantitative data. The sixth step guided me to raise multiple 
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perspectives while going over the data. Regarding the theories that I adopted within 

this research, I tried to enrich the perspectives that I raised on the data from different 

angles. Finally, based on the theories again, I tried to be skeptical challenging my 

descriptive and interpretive findings both from the qualitative and quantitative 

dimensions. While analyzing the data, I first printed out the relevant qualitative data 

such as interviews and reflections. After following the analysis steps mentioned 

above, I uploaded the soft copies of the relevant documents on MAXQDA and 

carried out the data analysis process there as well. MAXQDA allowed me to create 

visual images for the data presentation. The next sub-sections summarize the 

qualitative analysis methods I conducted in this research. 

 

3.8.1.1. Thematic Content Analysis 

 

Boyatzis (1998) states that thematic analysis involves examining data to identify 

recurring patterns, which leads to creating codes within the data. Similarly, content 

analysis is another form of qualitative research that is used to analyze qualitative 

data. Hsieh and Shannon (2005, p.1278) define it as ña research method for the 

subjective interpretation of the content of text data through the systematic 

classification process of coding and identifying themes or patternsò which could be 

presented both in qualitative and quantitative ways. It is common among scholars to 

merge these two approaches into one while managing qualitative data. Anderson 

(2007) argues that Thematic Content Analysis (TCA) is a descriptive presentation of 

the data. While the thematic aspect implies the qualitative dimension, the content 

aspect contributes to quantitative dimension in the analysis process. TCA has the 

power to present a snapshot of the data, which could be in the form of texts, images, 

or videos. TCA portrays the data's themes, patterns, and codes to outline what is 

available in the raw data. Therefore, conducting TCA aimed to pave the way for the 

interpretation of the data during data analysis later on. 

 

3.8.1.2. Document Analysis 

 

Bowen (2009) indicates that document analysis is commonly used in qualitative 

research as an iterative procedure for analyzing document data. According to Bowen, 
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document analysis is mainly used for three purposes. First, documents used during 

research can serve as a powerful tool to collect information about the research 

context. Secondly, they can be used to raise new questions or queries to be analyzed 

and elaborated on. Finally, they can act as a supplementary source in the research. 

Therefore, TCA was also used in the analysis of lesson artifacts to make connections 

between the teaching and learning dimensions regarding the activation of 4Cs in an 

online flipped learning environment.  

 

3.8.2. Quantitative Data Analysis 

 

A total of 47 students participated in the research and responded to the pre/post-test 

survey instrument. The instrument involved 30 items in total to assess the studentsô 

confidence in the four constructs. The statistical software program (SPSS) was used 

to analyze the quantitative data. As Cohen et. al. (2011) suggests, the data were 

checked in terms of descriptive statistics before conducting inferential statistical 

tests. To be able to run a parametric statistical test, the normality of distributions, 

independent observations within each sample, and homogeneity of variances 

assumptions should be met. In this data, a Shapiro-Wilkôs test (p > .05), a visual 

inspection of their histograms, normal Q-Q plots, and box plot showed that the 

values of student confidence were approximately normally distributed for pre-test, 

with skewness of -.33(SE = .34) and kurtosis of -.15 (SE = .68), and for post-test 

with skewness of .45 (SE = .34) and kurtosis of -.06 (SE = .68) (Field, 2018).  Since 

the number of student participants was less than 50, the Shapiro-Wilk test of 

normality (Yap & Sim, 2011) was calculated. Table 10 below shows that studentsô 

confidence in the four skills was higher among the participants in the post-test (M = 

4.13, SD = .04) than pre-test (M = 3.81, SD = .05).  

 

As there was a normal distribution, a paired-sample t-test, which is a parametric test, 

was conducted to compare pre-and post-test results in terms of their confidence in 

21
st
-century skills. The rationale for selecting this test is that the paired-sample t-test 

is used to measure the existence of significant differences within-group designs 

(Zimmerman, 1997). The results of this analysis were explained in the student survey 

findings section (4.3.). 
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Table 10 Studentsô confidence in using 4C skills 

Group N Mean SD SE 

 
Pre-test 

 

47 

 

3.81 

 

.28 

 

.04 

 

 
Post-test 

 

47 

 

4.13 

 

.35 

 

.05 

 

 

3.9. Research Quality 

 

Ensuring the quality of scientific research is one of the major considerations 

researchers must contemplate. Creswell and Plano Clark (2011) stated that adopting 

a mixed design when conducting research intensifies the strengths of each school, 

namely qualitative and quantitative, in the process of combining both to meet 

reliability and validity concerns. This process is also called ñtriangulationò 

(Creswell, 2014; Flick, 2018), especially ñmethodological triangulation.ò It refers to 

using different approaches and methods to ensure validity and reliability issues. 

Therefore, I also followed several processes to meet such concerns. In terms of 

methodological triangulation, Creswell (2014, p. 215) explains that while qualitative 

instruments are aimed at gathering ñopen-ended data,ò the latter ones, as quantitative 

instruments, bear ñclosed-ended dataò to address research questions, which helps 

organize the data and the interpretations of results in a sound and appropriate manner 

(Merriam & Tisdell, 2015). Considering the merge of qualitative and quantitative 

designs, Denzin and Lincoln (2005) draw attention to embracing constructivism, 

which is used in qualitative approaches, and positivism, which adheres to quantitative 

approaches and perspectives. Since this study embraced both approaches, though 

heavily dependent on qualitative interpretations, I adopted the terms ñreliabilityò and 

ñvalidityò in this study though they are addressed with different terms in each school.  

 

In qualitative inquiries, credibility, transferability, and dependability (Lincoln & 

Guba, 1985) are commonly used to refer to their counterparts in quantitative research 

as internal validity, external validity, and reliability respectively (Friedman, 2012; 

Merriam & Tisdell, 2015). In explaining how these concepts relate to each other, 

Merriam and Tisdell (2015) state that credibility, or internal validity, in scientific 
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research concerns the extent to which the findings of a study reflect the truth or the 

extent to which the subjective realities of qualitative findings are accurately captured. 

Concerning external validity, they state that this criterion addresses to what extent 

findings reflect a population, while its qualitative counterpart, transferability, deals 

with how findings could be useful for other cases or contexts that are similar to the 

context of the study. Lastly, they state that dependability should be addressed as how 

meaningful the findings are while reliability in quantitative research concerns the 

consistency of findings. Therefore, I attempted to ensure these concerns during data 

collection and analysis. 

 

To attain reliable and applicable outcomes, it is recommended to employ various 

strategies. These strategies encompass the use of triangulation techniques, member 

checks, providing detailed descriptions, acknowledging one's position as a 

researcher, dedicating sufficient time to evidence collection, and seeking feedback 

from peers (Creswell, 2014; Merriam & Tisdell, 2015) for methodological 

triangulation and ensuring theoretical validity as well (Duff, 2008). Therefore, this 

study adopted various data collection instruments to gain a deeper understanding of 

the phenomenon under investigation to make connections with relevant literature to 

gain more comprehensive insight (Bogdan & Biklen, 2007) at various levels of detail 

(Borg, 2015). Duff (2008) states that drawing detailed descriptions can contribute to 

transferability, or external validity so that accurate conclusions can be transferred to 

other contexts. Therefore, this study involved detailed explanations of the context, 

participants, gathering data, findings, and how results were interpreted.  

 

A researcherôs role and position in scientific research is also another concern in 

conducting a study. As Bogdan and Biklen (2007) state, any research is affected to 

some extent by who conducts it; therefore, acknowledging personal lenses in a study 

is important. In that sense, personal lenses should not only reflect interpretations that 

support and conform to previous research but also indicate findings that are not in 

line with previous assumptions or general theories to draw a more holistic account of 

the findings to enhance credibility (Duff, 2008). Therefore, I explained my position 

as a researcher in detail and presented all findings comprehensively collected from 

different sources. 
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Addressing the problem of how much data is needed in scientific research, Merriam 

and Tisdell (2015) indicate that there is no certain answer to this issue suggesting 

that when data becomes repetitive, it is then ñsaturatedò (p. 246). Bearing this in 

mind, the current study focused on teachersô learning of teaching ideas about the 

phenomenon and how they adapt their professional learning to the praxis as well as 

considering studentsô reflections on their experiences with the phenomenon. 

Therefore, data saturation was met when the teachers were observed in their teaching 

practices for two months to allow them the chance to implement their professional 

learning about the phenomenon in their praxis and it was found that teacher 

behaviors became repetitive in fostering 21
st
 century skills in their teaching practices. 

This would allow for acknowledging practice patterns within and across cases so that 

sound interpretations would be drawn.  

 

Peer feedback is also considered a strategy to enhance the internal validity, or 

credibility, of scientific research (Creswell, 2014). To meet that, two PhD. candidates 

provided feedback along with the data collection instruments and interpretation of 

data when codes and themes were created. As in the case of this study, using two 

external auditors (Lincoln & Guba, 1985) has the chance to enhance the overall 

validity of the study. 

 

Finally, to ensure the construct validity of the study (Messick, 1995), the student 

survey was evaluated by one professor and two scholars to see if it was related to the 

constructs of the phenomenon under investigation. Evaluating the content of the 

survey about the constructs would provide information to understanding its relevance 

to the studentsô weekly reflections on their engagement with the constructs of critical 

thinking, creativity, communication, and collaboration. Therefore, the results of the 

pre/post-test of the student survey on their confidence levels on these constructs were 

evaluated in line with their reflections on their engagement with the activities that 

were designed by the teachers who had been trained on these skills.  

 

Apart from validity concerns, reliability is also a major consideration to be met in 

scientific inquiry. Since this study is a mixed-method case study, it involves 

subjective interpretations of the findings as part of its qualitative dimension. Yin 



 

102 

(2009) states that the notion of reliability pertains to preventing errors and biases in a 

case study. One way of achieving this involves documenting and explaining all the 

procedures implemented throughout the research. Furthermore, Merriam and Tisdell 

(2015) state that the notion of dependability concerns to what extent the findings are 

congruent to the collected evidence. Therefore, the present study explained data 

collection, analysis, and interpretation procedures in detail at various parts of this 

dissertation as a strategy to ensure that reliability concerns were attempted to achieve 

at all times. 

 

Inter-coder reliability is also considered a reliable method in qualitative research. To 

ensure it, two scholars who were qualified Ph.D. candidates were asked to code 10 % 

of the interview transcripts, lesson observation data, and weekly reflections of the 

participants. Before sharing the code book I created on MAXQDA with them, I 

asked them to relate the findings to the research questions to check whether the parts 

of the data I highlighted aligned with answering the research questions. Then, I asked 

them to situate the findings related to the codes. I also encouraged them to come up 

with their suggestions to create codes for the relevant parts of the findings. The inter-

coder agreement on MAXQDA was calculated with Cohenôs Kappa. The results for 

the second and third raters showed that my coding of the shared data revealed a 

Kappa value of .89 for the second rater and .92 for the third rater, which resulted in 

an overall .90 Kappa value in the shared data indicating that there was a substantial 

amount of agreement among the coders (Landis & Koch, 1977).  

 

Another concern of reliability was met for the survey part. As for the survey, a 

measure of internal consistency was calculated. Cronbachôs Ŭ value was provided for 

the original survey and final version of the survey after piloting. The rationale for 

providing evidence of internal consistency is to show to what extent items in a 

survey are reliable to measure the constructs represented in the survey (Cramer & 

Howitt, 2004). Therefore, Ŭ=.80 was given for the original survey, and Ŭ=.90 was 

found for the adapted version, which yielded high levels of reliability overall. To this 

end, it can be said that the procedures adopted in the current study to meet reliability 

and validity concerns are not only ones but the ones that are most commonly used in 

scientific inquiries (Merriam & Tisdell, 2015).  
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3.10. Researcher Role 

 

Because this research was conducted based on a mixed-method design, I, as the 

researcher, had two different roles, or responsibilities to merge into. First of all, 

although the research embodied a mixed design, it primarily depends on the 

qualitative aspect. In qualitative designs, ñthe inquirer is typically involved in a 

sustained and intensive experience with participantsò (Creswell, 2014, p. 237) so 

that the researcher best understands and depicts the issue under investigation. The 

qualitative dimension of the research required me to delve into the research context 

to explore better and understand the relationship between the training, the four 

constructs, and the factors that were at play during their implementation by the 

teachers and the students. In that sense, I tried my best to sustain a quality interaction 

between the participants and me. However, while establishing such connections, I 

kept myself outside the implementation process to avoid affecting the data. When the 

lesson observation process started, I did not canalize the teachers into how they could 

foster the four constructs that were investigated in this research. I provided the list of 

the teaching ideas that we went through during the training, but how to use them or 

any others to foster the 4Cs was their own decision. However, I provided any support 

when they needed it in terms of going over teaching ideas that we had gone through 

and relating them to classroom activities. The students had been informed that I 

would observe them in one lesson throughout the eight weeks, but I neither turned on 

my camera nor attended the group activities or discussions that the teachers raised. I 

only showed my presence in these online lessons if I was asked to. As for the 

quantitative dimension of the research, my responsibility was to use a reliable and 

valid data collection instrument and analyze the findings conducting relevant tests to 

relate those findings to the qualitative data. Therefore, I ran some descriptive tests in 

the pre/post-test design based on the survey data that was collected from the students. 

Drawing on a pragmatic worldview (Murphy, 1990; Patton, 1990), I tried to make 

solid connections between the qualitative and quantitative dimensions of the research 

in terms of the actions, situations, and consequences. As Morgan (2007) states, 

regarding the mixed-method design of the research, I, as the researcher, embodied a 

variety of data collection methods, world views, and assumptions to explore and 

explain the research data from both qualitative and quantitative dimensions.  
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3.11. Ethical Considerations 

 

The fact that the ethical concerns of any research are a priority is highly emphasized 

by scholars, especially when human beings as subjects are under investigation 

(Kubanyiova, 2008). These concerns begin before starting the research and continue 

throughout the research process until completion. Keeping this in mind, I protected 

the participants by following three ethical principles: informed consent, 

confidentiality, and anonymity (Clandinin & Connelly, 2000; Eisner, 1991; Howe & 

Moses, 1999). It is also important to establish these principles to ensure that the 

participants feel secure (Cohen et al., 2011) so that they will remain willing to 

participate actively in the research. Therefore, the participants were given the 

participant information sheet and consent form (see Appendix L and M) explaining 

the research's aim, time, and process. They were informed of their freedom to 

withdraw at any time upon seeing any detriment to themselves. They were informed 

about every detail of the research and ensured that the research topic was directly 

related to the teaching and learning of EFL without any other considerations.  

Moreover, to establish confidentiality and anonymity, the participantsô privacy was 

ensured by assigning pseudonyms to the teachers and naming the students as 

Participant 1 (P1). The pseudonyms and names like P1 were used during the data 

analysis and reporting of the findings.  
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CHAPTER 4 

 

 

FINDINGS  

 

 

4.1. Introduction  

 

This chapter presents the results of all the analyses explained in the methodology 

section. The presentation of the results was aligned with the research questions. 

Therefore, firstly, the main research question investigating the reflections of the 

teachers who participated in a professional development program on teaching 21st-

century skills in an online flipped learning environment was addressed. Regarding 

this first main question, three sub-questions were addressed to investigate the 

teachersô reflections on the pre-and post-participation and the effectiveness of the 

professional development program and their classroom practices. These findings are 

followed by the other main research question that aims to measure the perceived 

impact of the teacher professional development program on the student participantsô 

engagement with and confidence in the 4C of 21st-century skills in online flipped 

EFL instruction.  

 

4.2. Teachersô Reflections and Practices 

 

This section presents a) the analysis results of the interviews conducted with the 

teachers, b) to gain an understanding of their perceptions of teaching with the 4C of 

21
st
-century skills, and c) to examine their reflections on the effectiveness of the 

PDP. Finally, the section introduces the analysis of the checklist results used to 

assess the teachersô classroom practices regarding how they implemented the 4Cs of 

21
st
-century skills in their teaching.  

 

4.2.1. Teachersô Pre- & Post-Participation  Perceptions 

 

As shown in the figure below, the participating instructors reflected on their 

perceptions of the three constructs before and after the participation. It was seen that 
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their post-participation reflections (f=87) on their engagement with 21
st
-century 

skills, FL, and DE increased compared to their pre-participation reflections (f=50). 

Before their participation, most of the reflections of the instructors constituted 21
st
-

century skills (f=31), followed by FL (f=18) and DE (f=1). After the participation, it 

was found that their reflections towards 21
st
-century skills (f=54) and DE (f=24) 

increased, while there was a decrease in their reflections regarding FL (f=9). The 

figures below illustrate these changes. 

 

 

Figure 5 Instructorsô pre-participation reflections 

 

 

Figure 6 Instructorsô post-participation reflections 

 

4.2.1.1. Instructorsô Perceptions of 21
st
-Century Skills 

 

The analysis of the instructorsô perceptions of 21
st
-century skills before the 

participation comprised two categories: a) pedagogical concerns (f=17) and b) 

suggestions for successful implementation (f=14). Their ñpedagogical concernsò 

further involved a) learner-driven concerns (f=11) and b) teaching-driven concerns 

(f=6). In terms of learner-driven concerns, the instructorsô perceptions were found to 

reflect: a) student autonomy (f=4), b) learner characteristics (f=4), c) educational 

background (f=2), and d) L2 anxiety (f=1). Considering their teaching-driven 

concerns, three aspects were regarded as important by the participants: a) testing 

(f=3), b) time restriction (f=2), and c) material preparation (f=1). As for the second 
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main category of ñsuggestions for successful implementation,ò two sub-categories 

emerged from the data: a) pedagogical perspective (f=5) and b) student perspective 

(f=2). In terms of pedagogical perspective, the instructors reported ñaligning 

materialsò (f=2), ñcreating routinesò (f=2), and ñadopting a layered approachò (f=1) 

as the pedagogical suggestions for the success in the implementation of 21
st
-century 

skills. From the student perspective, ñdemonstrating successful modelsò (f=1) and 

ñincreasing awarenessò (f=1) were identified as two important suggestions. The 

figure below illustrates the main categories derived from the instructorsô perceptions 

of 21
st
-century skills before the participation. 

 

 

Figure 7 Instructorsô pre-participation perceptions of 21st-century skills 

 

As seen in the figure, ñlearner-driven concernsò form the pedagogical concerns that 

the instructors had regarding teaching with the 4C of 21
st
-century skills before the 

participation. Concerning this, the participants raised " student autonomy " as a 

concern. To foster 4C, studentsô active participation and their responsibility for their 

learning were regarded as crucial. 

 

Critical thinking and creativity are two things that can be challenging because 

they mostly depend on the students themselves. For example, you cannot 

think instead of the students. As a teacher, you can only ask a question or you 

can help the students think more by analyzing some tasks, but you cannot put 
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the information in studentsô minds at that moment. (Excerpt 1, Neĸe, 

Interview I) 
 

For problem-solving and creativity, you can design activities to facilitate 

those, but it is eventually up to them to use their creativity or not. They can 

just utter short answers. (Excerpt 2, Neriman, Interview I) 

 

Another concern was identified as ñlearner characteristicsò. The instructors reported 

that fostering communication and collaboration among the students would be 

challenging because of some factors such as the interaction between the ones who 

dominate the group activities and the ones who do not show any interest, or the 

medium of instruction which was DE back then. 

 

You know, real collaboration is not available among the students because 

sometimes when one of them is more dominant or if other students are too 

lazy, they put all the workload on the most hardworking members of the 

group. (Excerpt 3, Fahriye, Interview I) 
 

I mean it's all related to the characteristics of our century. We are more 

individualistic these days. That's why it could be taken as a threat to teaching 

collaboration, especially with this online education. (Excerpt 4, Fahriye, 

Interview I) 

 

Related to the ñlearner-driven concernsò, another one was identified related to the 

ñeducational backgroundò of the students. According to the participants, studentsô 

prior educational experiences that are based on traditional learning practices would 

cause a problem in fostering these 21
st
-century skills. They stated that traditional 

test-oriented practices act as a barrier to the empowerment of these skills. 

 

They are all used to teacher-centered teaching. They expect you to give them 

the knowledge that they need and they will memorize it, and they will 

remember it for the test. (Excerpt 5, Neĸe, Interview I) 
 

As they are not used to criticizing or questioning something, it will take some 

time, so it's a skill and it takes some time to take action. I mean to realize the 

importance of questioning, it takes some time. (Excerpt 6, Sevin, Interview I) 

 

Lastly, ñL2 anxietyò of lower-proficiency level students was also considered a 

learner-driven factor in cultivating and fostering 21
st
-century skills. In the excerpt 

below, according to Sevin, students do not want to engage with the teachers because 
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of their lack of L2 proficiency. She stated that students try to avoid active 

participation in the lesson because they can not produce utterances in English. 

 

In lower levels, communication could be a problem because students do not 

want to speak or write more, so they don't want to be in contact with the 

teacher because of their anxiety in English. (Excerpt 7, Sevin, Interview I) 

 

Apart from learner-driven concerns, the data revealed that the participants had some 

ñteaching-driven concernsò and one of them was ñtestingò. The participants regarded 

exam-oriented education as a challenge in which the system itself builds a barrier for 

students to get involved in 4C practices. The following excerpts reflect the 

instructorsô concerns about this issue. 

 

Also, I am supposed to prepare them for the tests as well, and the curriculum 

is loaded. Testing outcomes are a lot. I think we're trying to teach them too 

much. Exams or these four skills? Eventually, I guess we, as teachers, are 

pushed towards exams. (Excerpt 8, Neriman, Interview I) 
 

We need to question the whole curriculum or the whole education system 

because I don't think that our students are used to dealing with critical 

thinking and creativity at schools. After all, they take a lot of exams since 

they start their education. (Excerpt 9, Fahriye, Interview I) 

 

ñTime restrictionò was found as the second concern that was elaborated by the 

participants in this matter. According to them, there is not enough time for 

conducting 4C-based activities in the class, and spending too much time on them and 

falling behind the schedule would also put their job security in danger.  

 

Generally at schools, since we're not provided enough time, critical thinking 

and creativity could be a bit difficult to integrate because to be creative, they 

need to produce something and it takes a lot of time. (Excerpt 10, Fahriye, 

Interview I) 
 

Time constraints definitely would be one of them because even if I want to 

explore, even if I want to do something extra, I need to have at least 2-3 hours 

for that. If I lose 2-3 hours per week every week, I might get fired eventually. 

(Excerpt 11, Neriman, Interview I) 

 

Finally, the instructors mentioned ñmaterial preparationò as a teaching-driven 

concern in fostering 21
st
-century skills and stated that preparing materials that 
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involve active use of the 4C would be another workload for them since such 

materials are not readily available in EFL coursebooks. This common raised issue 

was mostly about CT and Creativity. In that sense, in the excerpt below, Sevin 

underlines the difficulty in finding or preparing such materials and integrating them 

into the coursebook. 

 

The biggest challenge is the preparation of the materials, to integrate them 

with the textbook. It takes time and it is another kind of burden on the 

shoulders of teachers. (Excerpt 12, Sevin, Interview I) 

 

As aforementioned, the instructors also provided their ñsuggestions for successful 

implementationò of 21
st
-century skills in class. Their perceptions identified 

ñpedagogical perspectiveò in line with their suggestions as one of the main 

suggestions. Regarding this, ñaligning materialsò was found as one of the 

suggestions. According to Sevin, this alignment could be carried out by the 

curriculum office at the institution.  

 

For example, the curriculum office or other offices dealing with the 

curriculum can prepare some materials and integrate them with the textbook 

so that we can focus on these skills more in class. (Excerpt 13, Sevin, 

Interview I) 

 

ñCreating routinesò was also considered as a suggestion for the successful 

implementation of the 4C. It was stated that teachers need to be persistent in creating 

opportunities for teaching with the 4C so that students will have to do the activities 

designed for fostering these skills. 

 

If you do something first, they're going to complain, but if you do something 

the second time, third time, and 4th time, they will understand that their 

complaint does not work, so they will have to. (Excerpt 14, Fahriye, 

Interview I) 

 

Lastly, ñadopting a layered approachò was also raised as another pedagogical 

suggestion for the implementation of 21
st
-century skills. It was stated that embracing 

such an approach would ease the acceptance and utilization of these skills by the 

students. The following excerpt exemplifies how this process can happen. 
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It's by small steps. We can start, at least, asking questions in the pre and post-

stages of an activity rather than integrating a whole activity on critical 

thinking, which could happen in the long run. For the other skills as well, we 

can ask them to work together and do some things with shorter times and easy 

things, then go on with longer and difficult ones in time. This could help them 

learn and practice the skills gradually. (Excerpt 15, Fahriye, Interview I) 

 

The data also showed that the instructors provided some suggestions for the 

successful integration of the 4C from a ñstudent perspectiveò and one of them was 

found as ñdemonstrating successful modelsò. According to this, Neriman highlighted 

that students should be provided with examples of good role models who actively 

participate in the lessons and try to engage with their peers and the lesson content. 

According to Neriman, this would show students good models of crtical thinkers or 

the ones who think creatively, and communicate and collaborate effectively with 

others. 

 

You can demonstrate the students who participate in group activities and who 

get more collaborative in class by trying to speak and write more as good 

models to the ones who do not. I mean the ones who expect everything from 

the teacher. (Excerpt 17, Neriman, Interview I) 

 

Lastly, the data also indicated that ñincreasing awarenessò of students about the 

importance of 21
st
-century skills, especially the 4C as the foci of this research. 

Student-training by informing them what these skills are and why they are necessary, 

especially in this age. As the excerpt shows below, Sevin emphasizes the 

significance of increasing awareness of students and changing their mindsets by 

indicating them that these skills will be beneficial for them throughout their lives in 

diverse ways. 

 

Give some additional training about these 21
st
-century skills and the 

importance of them to students as well by explaining how valuable 

they are for them, not just for learning English, but for life. (Excerpt 

18, Sevin, Interview I) 

 

After the instructors participated in the PDP and engaged with the 4C intensely in 

their teaching practices, the analysis of the instructorsô perceptions of teaching with 

these 21
st
-century skills led to the emergence of two categories: a) restrictive 
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dynamics in cultivating 4C skills (f=46) and b) facilitative impact of 4C skills (f=8). 

These main categories emerged from sub-categories as ñteaching-drivenò dynamics 

(f=23) and ñlearner-drivenò dynamics (f=23). As for the facilitative impact of 4C 

skills, three sub-categories were found: a) building confidence (f=4), b) 

empowerment of L2 use (f=3), and c) alleviating Covid-19 isolation (f=1). These 

main and sub-categories are illustrated in the figure 8 below. 

 

 

Figure 8 Instructorsô post-participation perceptions of 21st-century skills 

 

In terms of ñteaching-drivenò restrictive dynamics in cultivating the 4C skills in 

online flipped instruction, the instructors reported a ñlack of relevant materialsò (f=7) 

in the curriculum as the first dynamic. According to them, the materials and 

coursebooks they were using did not give importance to developing 4C skills, 

especially CT and creativity. 

 

The existing activities in the book, I should admit this, most of them do not 

have a lot of room for creativity. Most of them are very structured. Even the 

productive ones have very clear learning outcomes. (Excerpt 19, Neriman, 

Interview III) 

 

I think textbooks do not provide CT and creativity. I have seen questions 

about CT in higher-level books of some publishing houses, but they were not 

in the book we were covering. (Excerpt 20, Sevin, Interview IV) 
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Secondly, the instructors reported some kind of difficulty in ñkeeping up with 

pacingò (f=6) in the loaded EFL curriculum. They indicated that they had to follow 

the pacing and try not to fall behind while cultivating the use of 4C by students in 

their practices. In the excerpts below, Fahriye and Neĸe explains this difficulty and 

relates how trying to follow pacing limits the time they devote to fostering these 

skills. 

 

However, to be creative, students needed to produce something, and we 

needed to devote more time to the lesson. However, this was not always the 

case because there were some topics to cover, and if we spent like 20 minutes 

or 30 minutes on production, this would make it difficult for me to catch up 

with the pacing. (Excerpt 21, Fahriye, Interview III) 

 

But the biggest challenge was the pacing because sometimes it was very 

difficult to match the suitable activity with the pacing and with the topic in 

the pacing. The pacing was tight in that sense. (Excerpt 22, Neĸe, Interview 

III)  

 

Third, the data also revealed that ñtime restrictionò (f=5) was another issue for the 

participants and was regarded as a restrictive dynamic in the utilization of 4C skills. 

They complained that they did not have enough class time to cover the content and 

actively foster the use of these skills.  

 

Creating a poster, a newspaper, or a story requires at least 30 minutes. When 

we consider that we need to have a pre-task and post-task as well, it was not 

possible to integrate all of them in 45 minutes. (Excerpt 23, Fahriye, 

Interview III) 

 

I tried to do different and interesting things to push their creativity, but when 

it was in the classroom, maybe because of the time restrictions, they were not 

as creative as the other ones like in their portfolio assignments. (Excerpt 24, 

Pelin, Interview III) 

 

Another issue that the participants raised was the restrictive role of ñteacher 

backgroundò (f=4) in cultivating 21
st
-century skills in the class. The excerpts below 

show that teaching with these skills was a challenge for them since they were not 

trained in them or not used to utilizing them in their earlier educational processes. 
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Most of the time, we do not set them free. We do not let them get creative 

with the language and think critically. As teachers, we tend to focus on 

grammar and vocabulary more. (Excerpt 25, Neriman, Interview III) 

 

It may be due to myself. That is, I may not be a very creative person myself. 

I'm probably a person who stays more on the traditional side. (Excerpt 26, 

Pelin, Interview IV) 

 

I guess, since I haven't encountered CT much in my learning process, this has 

caused me not to foster it much in the classroom. (Excerpt 27, Sevin, 

Interview IV) 

 

Lastly, one instructor complained about the ñlack of alignment to Testingò (f=1) of 

21
st
-century skills, and according to her, this acted as a restrictive dynamic in that 

respect.  

 

There is one thing: it has no place in Testing. Well, let me put it that way, 

there is no mention of it in the curriculum. Unless there is a testing aspect, it 

remains superficial. 

 

Regarding the ñlearner-drivenò dynamics (f=23) that were reported to be acting 

restrictively in fostering the 4C, the most frequently uttered one was studentsô 

ñeducational backgroundò (f=7). According to the instructors, studentsô lack of 

experience with these skills in their earlier educational lives had a restrictive role in 

cultivating these skills in their teaching practices. 

 

It could also be the case that they're not used to using their creativity in a 

classroom environment. Most probably, they had never been asked to do that 

at high school or before. (Excerpt 28, Neriman, Interview III) 

 

I mean, they always fall short on the thinking side, and you want to improve 

this in the classroom, but you do not get anything back from the student. I 

think this is due to our school's engineering student profile. Most of them 

come from high schools such as Science and Anatolian high schools. You 

know, they come from places where verbal things are always skipped, where 

verbal communication is not experienced to such an intense extent, and they 

want this to continue. (Excerpt 29, Pelin, Interview IV) 

 

Secondly, it was reported that the ñpsychological discomfortò (f=5) of the students at 

the time of the study was another important factor limiting the use of those skills. 
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The instructors stated that COVID-19 had a negative impact on the psychology and 

motivation of the students to improve their skills in English.  

 

Although students seem to be interested in the lessons, the Covid issue has 

made them more impatient. They do not want to stay on screen and try to 

improve their skills. They just want to be free. I see that they start to do the 

activities well, but then they get sick of them and bored soon. (Excerpt 30, 

Neĸe, Interview III) 

 

When I put them in groups, they participate in the activity when I am there in 

the breakout room, but then I see that they, or some of them, stop doing that 

once I leave the room. I guess one reason for that is the pandemic. It is a huge 

psychological breakdown for everybody. (Excerpt 31, Fahriye, Interview III) 

 

Third, studentsô ñlack of interestò (f=4) in learning English and improving their 4C 

skills in the class was another restrictive dynamic. According to the instructors, the 

students did not want to participate in the lesson because the topic was not interesting 

to them, and this limited their use of 4C skills. 

 

I designed an activity, I adapted it, and I thought that this would be wonderful 

to increase their creativity and they should think critically while doing this, 

but some students said, "I'm not interested in this topic.ò I think this is a valid 

reason. (Excerpt 32, Neriman, Interview III) 

 

As for the fourth factor, the instructors reflected on the restrictive role of ñcultural 

practicesò (f=3) on studentsô engagement with the 4C. To exemplify, Neriman stated 

that students are not used to questioning or criticizing arguments much within their 

families and do not practice such skills in their neighborhoods, especially in 

Anatolian regions of the country. 

 

Most of them come from a city in Anatolia, which is nice, but there are a lot 

of conventional families there. In the family, students do not have much room 

to raise their opinions to criticize anything, so why should they do this in the 

classroom? (Excerpt 33, Neriman, Interview III) 

 

The fifth reported factor was found to be studentsô ñtendency for cooperationò (f=2) 

rather than collaboration. The instructors stated that though they designed some 

collaborative tasks, the students cooperated to finish them instead of working 

collaboratively. 
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But from time to time when I assign group work to them, I find them working 

on it individually. They tend to do it individually, and when they are done, 

they share their answers with their friends and think this is collaboration. 

(Excerpt 34, Fahriye, Interview III) 

 

Regarding ñL2 proficiencyò (f=1), one participant indicated that to master CT or 

creativity, students must improve their L2 proficiency to engage in those skills 

actively. According to that, CT and Creativity skills were stated to be difficult to 

integrate in EFL in lower proficiency levels while higher levels such as B2 (upper-

intermediate) would contribute to that integration positively. In that sense, Pelin 

stated that linguistic knowledge is required to some extent to be involved in such 

skills.  

 

There are many things the students need to handle before reaching CT, and 

they should be able to say their names. They should be able to tell which 

department they will study. You know, there are a lot of problems to solve. 

They need to do things before they can get to that point to learn CT in a 

second language or revitalize their creativity. (Excerpt 35, Pelin, Interview 

IV)  

 

Finally, ñtopical unfamiliarityò (f=1) was also regarded as a learner-driven restrictive 

dynamic in cultivating the 4C 21
st
-century skills. According to Neĸe, if the students 

are not knowledgeable about the topic, it is difficult for them to trigger their 

Creativity. To some extent, being familiar with the topic was considered important in 

using 4C in the class. 

 

Letôs say, for example, the topic of the lesson is global warming. Suppose 

they don't have any information regarding the topic. In that case, I mean 

general knowledge or cultural knowledge, it is getting harder for the students 

to benefit from the creativity in their minds. (Excerpt 36, Neĸe, Interview IV) 

 

Although the instructors focused on the restrictive aspects of cultivating 21st-century 

skills, they also reflected on their facilitative impact during the study. One frequently 

referred to was its facilitative impact on ñbuilding confidenceò (f=4) of the students 

in using and practicing English in the class. It was reported that using 4C in the 

lesson made them more motivated toward language learning which had been heavily 

based on structured exercises before. 
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I think they improved themselves in these skills, especially in creativity. 

These activities gave them a different perspective after such mechanic 

exercises. They felt more motivated in terms of these skills. (Excerpt 37, 

Sevin, Interview III) 

 

Another positive contribution of teaching with the 4C of 21
st
-century skills was 

identified as ñempowerment of L2 useò (f=3) by the instructors. Sevin, as in the 

excerpt below, stated the benefit of these skills on studentsô language production 

since they practiced the target language while engaging in these skills and 

completing the assigned tasks. 

 

Especially with speaking and writing. I think it has contributed a lot. I 

realized that if the tasks that I prepared require creativity and critical thinking, 

they try to produce more. (Excerpt 38, Sevin, Interview III) 

 

Finally, one instructor issued the pandemic as an external factor. Sevin stated that 

engaging in the 4C provided a way for the students to ñalleviate COVID-19 

isolationò (f=1) during the pandemic. This was considered as a facilitative impact of 

using 4C in the class during the pandemic. 

 

In terms of collaboration, they did well in pair and group work activities. 

Now, they feel alone, locked down at home. I guess those collaboration 

activities helped them a bit in that sense. (Excerpt 39, Sevin, Interview III)  

 

To this end, the pre-and post-participation perceptions of the instructors on teaching 

with the 4C of 21
st
-century skills in online flipped EFL instruction showed that even 

though they found some benefits in integrating these skills into their practices for the 

teaching and learning of English, their concerns outnumbered their positive practices 

because of many factors that they perceived having a restrictive impact on the 

utilization of these skills.  

 

4.2.1.2. Instructorsô Perceptions of Flipped Learning  

 

Before participating in the PDP, the instructors perceived FL related to two 

categories: a) autonomy (f=6) and b) time efficiency (f=12). Figure 9 provided below 

illustrates these categories to instructorsô perceptions of FL. 
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Figure 9 Instructorsô pre-participation perceptions of Flipped Learning 

 

Concerning ñautonomy,ò two sub-categorie as: a) expectations for cultivating 

autonomy (f=4) and b) pedagogical concerns (f=2) were obtained in the interviews. 

The instructors first associated the category ñautonomyò with their ñexpectations for 

cultivating autonomyò thanks to implementing FL in their practices. They indicated 

that FL would contribute to the development of student autonomy since they were 

expected to do some preparations before the lesson by studying the content explained 

in the videos. The instructors expected that this, in return, would make students more 

responsible for their learning. 

 

I like the idea of students coming prepared with something in their minds 

because normally, in the traditional learning environment, students come 

without any preparation and without knowing what to do on that day. 

(Excerpt 40, Sevin, Interview I) 

 

We put much more responsibility on students because they are expected to 

follow some videos and complete some assignments, so they must know how 

to follow the things themselves. This gives students more discipline. (Excerpt 

41, Neĸe, Interview I) 

 

 

Apart from their expectations, the instructors also reflected on their ñpedagogical 

concernsò of implementing FL related to student autonomy. It was stated that FL 

would not be successful if students did not become autonomous since it then would 

be necessary to explain the target grammar topic in the class. 
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If some of the students, or even a few students do not study the videos in 

advance before coming to the class, it will be difficult for the teacher to keep 

the balance between the students and spare time for production. (Excerpt 42, 

Neĸe, Interview I) 

 

As for the second category representing the instructorsô perceptions of FL, it was 

found that they associated it with ñtime efficiencyò in the instruction. The instructors 

indicated that FL can provide enough time for production-based activities, which 

could contribute to promoting 21
st
-century skills as well. 

 

We will not focus on explicit grammar teaching. It's in the video and we will 

just do the activities, pair or group work. They will be more active in the 

lesson. (Excerpt 43, Sevin, Interview I) 

 

If Flipped Learning creates space for more communicative activities, I 

believe this could also foster the efficiency of integrating communication and 

collaboration skills into classes. If we have more time, we can even integrate 

creativity into classes and the students can produce something from scratch 

using the target language. (Excerpt 44, Neĸe, Interview I) 

 

After their participation in the PDP, the instructorsô experiences with FL affected 

their perceptions in two categories: a) time efficiency (f=7) and b) frustrations in 

implementation (f=2). The figure below illustrates these categories. 

 

 

Figure 10 Instructorsô post-participation perceptions of Flipped Learning 

 

In line with the first category, the participants stated that implementing FL positively 

impacted promoting 21
st
-century skills in the class since it provided extra time for 

that. They said they did not need to teach grammar explicitly and spent much time on 

it, thanks to FL. 
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Designing extra nice activities for the classroom usually takes a lot of time. 

Let's say just the group discussion we had in the lesson. It took the entire 

class, so we need time for those, and flip learning lets you do that. (Excerpt 

45, Neriman, Interview III) 

 

I think the biggest advantage is time because if we did not apply flip learning 

during this online education, I would have to teach grammar in the class. It 

provided me the time to focus on any other kind of activities to promote these 

skills in the lesson. (Excerpt 46, Pelin, Interview III) 

 

Besides its positive contributions, the data showed that the instructors also had some 

ñfrustrations in implementing " FL. It was raised that some students did not watch 

the assigned videos, which interfered with the successful implementation of FL. This 

played an inhibitating role in the success of FL in helping cultivating the 4C. In that 

sense, Sevin below indicates that this negatively affected fostering communicative 

activities, and the active use of 4C accordingly in the lesson. 

 

During this period, the aim was to have students watch the videos before the 

lesson to spare more time for communicative activities, but to what extent did 

it happen? I guess the number of students who watched the videos decreased, 

especially in the last few weeks. (Excerpt 47, Sevin, Interview III) 

 

To this end, comparing the instructorsô pre- and post-participation perceptions 

revealed that despite facing some challenges in utilizing FL as a method of 

instruction, FL was perceived as having a constructive and beneficial role in 

promoting 21
st
-century skills through utilizing communicative activities by creating 

more time in the instruction. 

 

4.2.1.3. Instructorsô Perceptions of Distance Education  

 

When the interview data was analyzed, it was found that the instructors did not much 

reflect on DE as a delivery of instruction before participating in the research except 

for itsô possible opportunity to students as a ñvirtual environment for interactionò 

(f=1). In that sense, DE was not raised as an issue in fostering 21
st
-century skills. 

Sevin was the only instructor perceiving it as an opportunity for student 

collaboration. 
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I find it quite effective in some parts. I mean, collaboration works because 

there are breakout rooms where students actively participate in the activities. 

They can interact well. (Excerpt 48, Sevin, Interview I) 

 

However, the instructorsô post-participation perceptions in the PDP outnumbered the 

ones that they had before their participation in the study in terms of two main 

categories: a) restrictive aspects (f=19) and b) facilitative aspects (f=5). These 

categories were also derived from sub-categories as a) barrier to effective interaction 

(f=11), b) barrier to effective instruction (f=8), c) tendency for peer interaction (f=4), 

and d) ease of delivery in instruction (f=1). The figure below illustrates these sub-

categories in line with their main categories. In the figure, it is seen that the 

instructors perceive DE as a barrier in general to interaction and instruction in the 

teaching and learning of 4C skills in EFL, while they also address some opportunities 

in terms of increased peer interaction and the ease in delivering instruction. Although 

the instructors reported both facilitative and restrictive aspects of DE in fostering the 

4C, it is seen that their perceptions toward restrictive aspects constitute more. 

 

 

Figure 11 Instructorsô post-participation perceptions of Distance Education 

 

Regarding its ñrestrictive aspects,ò the instructors first perceived DE as a ñbarrier to 

effective interactionò among the students. It was reported that DE was unsuccessful 

in making the instruction interactive for the students since either they did not 

perceive it as a real interaction between themselves or faced technical problems 

while trying to interact with their peers. The following excerpts exemplify how DE 

negatively affected the interaction patterns in the instruction. 
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However, the problem was that students could not get it because 

communication was missing in that manner with online teaching. They were 

not so happy with it because it's not real communication. There are barriers. 

(Excerpt 49, Pelin, Interview III) 

 

In an online classroom, you only have breakout rooms. One of the students 

told me that when they were in a breakout room, he asked for help from his 

classmates and tried to check his progress during the task, but nobody 

responded to him. He gets bored and turns off everything. It's discouraging, 

isnôt it? (Excerpt 50, Neriman, Interview III) 

 

Some groups started communicating on Google Docs rather than in the check 

box or unmuting themselves to talk. It was also because some students had 

some microphone problems. (Excerpt 51, Fahriye, Interview III) 

 

Moreover, the instructors perceived DE as a ñbarrier to effective instructionò on the 

teaching part. They stated that DE limited their teaching skills standing as a barrier 

since they could not be sure that the students were present mentally and physically 

on the screen and actively engaged in the content.  

 

When they turned off their cameras, I felt like I was talking to the darkness. It 

affects you, you know. I couldnôt do the comprehension check because I 

couldn't see their faces and facial expressions, so there was a problem with 

the comprehension check for me. (Excerpt 52, Sevin, Interview III) 

 

Since there were times that we couldn't get an answer, the questions did not 

meet their purposes because of not turning the cameras on and being muted 

all the time. (Excerpt 53, Fahriye, Interview III) 

 

However, their participation in the PDP also led the instructors to perceive their 

experiences with DE in some ñfacilitative aspects,ò one category derived from it was 

the ñtendency for peer interaction.ò According to the instructors, the students did not 

want to interact with them and preferred peer-to-peer interaction in the breakout 

rooms more.  

 

Regarding communication, students were more willing to communicate with 

each other more than with me. Even the most silent student talked there when 

I visited them in the breakout rooms. When it comes to talking to me or in the 

main session, they either didnôt talk or sometimes wrote only in the chat box. 

(Excerpt 54, Sevin, Interview III) 
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The second facilitative aspect of DE was identified as the ñease of delivery in 

instruction.ò One participant reported DE's practical benefit in sharing materials with 

students and leading them to creative activities.  

 

I think it was easy to share materials with students and ask them to produce 

something, which was practical for creativity too. (Excerpt 55, Sevin, 

Interview III) 

 

In summary, it was identified that the instructors perceived DE as majorly negative 

in the teaching and learning of EFL and regarded it as a ñbarrierò in general to 

effective practices in that aspect. 

 

4.2.2. Teachersô Reflections on the Effectiveness of PDP 

 

The instructorsô reflections on the PDP were analyzed following the principles 

embraced in the program's design. Raphael et. al. (2014) provided five principles to 

be considered in a PDP designed with a sociocultural lens. According to this, the 

instructors mostly reflected on the ñsituatednessò (f=24) and ñdialogical opportunityò 

(f=15) principles of the PDP. Those principles were followed by the principles of 

ñsustainabilityò (f=12) and ñteacher agencyò (f=9). The least number of reflections 

was obtained about the ñsystemic orientationò (f=8) principle of the program. The 

following figure below illustrates the reflections of the participants regarding those 

principles and their sub-themes. 
 

 

Figure 12 Instructorsô reflections on the effectiveness of PDP 
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In line with the ñsituatednessò principle, the participants reflected on their ñperceived 

needsò (f=5) from the PDP in the first interview. The participants reported that they 

expected the PDP to situate and meet their needs of learning some practical teaching 

ideas to utilize in their practices. According to the participants, the PDP was 

expected to equip them with teaching ideas and techniques to teach 21
st
-century 

skills in their practices. 

 

I want to learn some practical activities rather than theoretical ones because I 

have to learn how to apply them and if it is level-based, it will be more 

helpful because we will be teaching three or four different levels, maybe at a 

term. (Excerpt 56, Sevin, Interview I) 

 

Sometimes, we are exposed to theories a lot in professional development 

programs. They say "You should do this. You shouldn't do this". However, 

when it comes to teaching, it's not like this. A real class environment can 

change the whole situation and that is why experience means a lot more than 

getting a degree in my opinion. That is why if we have real-life situations and 

activities to use in the class in this program, I guess that would serve our 

needs. (Excerpt 57, Fahriye, Interview I) 

 

In interviews III and IV, it was also found that the instructors were satisfied with the 

PDP in terms of situating, or addressing their ñreported needsò (f=19). The 

instructors indicated that their expectations of hands-on teaching ideas for 21
st
-

century skills were fulfilled. It was reported that the PDP was custom-tailored rather 

than a generic one.  

 

I do think that they were met completely because you provided us with a lot 

of examples and some extra support after the training as well by sending the 

teaching ideas. It's not easy to keep all of them in mind. You answered my 

questions about them. It was nice. (Excerpt 58, Neriman, Interview III) 

 

During that time you know we were implementing flipped learning. That is 

why we were supposed to make use of more communicative, collaborative, 

and creative activities in our classes. That is why such activities and the 

training helped us, helped me indeed, you know, to plan the class and to 

promote more autonomous activities for our students. (Excerpt 59, Fahriye, 

Interview IV) 

 

It was practical and need-oriented without requiring long readings or 

theoretical discussions. (Excerpt 60, Pelin, Interview IV) 
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As for the ñdialogical opportunityò principle, the participants evaluated the PDP in 

terms of ñengaging in dialogueò (f=8), their ñexpectations of more dialogueò (f=6), 

and ñbarriers to establishing dialogueò (f=1).  First of all, the participants reported 

their satisfaction with the opportunities to engage in dialogue with their colleagues. 

According to them, the PDP provided a close network, or a community, to share their 

ideas and get help from each other.  

 

I remember talking to Fahriye about the design of several activities as well, 

especially for advanced learners because she was also teaching at the same 

level as me. I'm always looking for nice activities for advanced learners 

because they get bored easily and go through the materials quickly. So I'm 

always looking for solutions. Your training was nice in that respect. She made 

a few suggestions. The speaking wheel from Wordwall or using reverse 

brainstorming technique for instance. That was a wonderful suggestion. That 

is one thing I remember from the training. (Excerpt 61, Neriman, Interview 

IV)  

 

Having a WhatsApp group was good. I don't remember which strategy I 

chose for that lesson seriously, but I remember asking a question to my 

colleagues like for example, ñHow did you apply this technique.ò And 

ñWhich one did you find more useful?ò As teachers, we can't sometimes 

decide between some strategies. I felt lucky even to have a chance to ask my 

colleagues about their ideas even if I did not ask for help much. (Excerpt 62, 

Neĸe, Interview IV) 

 

However, they also reported their ñexpectations of more dialogueò with their peers in 

the program. Although there were opportunities for self-dialogue by writing 

reflections after the lessons, the participants pointed out some other forms of 

reflections and dialogue that could be established in the program. One participant 

below stated that peer reflections could be a good opportunity for more dialogue and 

interaction. 

 

Like peer observation, teachers could be paired to watch each otherôs 

recordings and reflection could be done on them. They could also discuss 

their experiences with the techniques and activities that you showed us. 

(Excerpt 63, Sevin, Interview IV) 

 

Lastly, one participant also mentioned ñbarriers to establishing dialogueò during the 

program. According to Sevin, creating and sustaining dialogue was not that easy for 

the participants because of some macro factors such as COVID-19. She stated that 
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the pandemic and other factors limited their motivation to keep dialogue with their 

colleagues. 

 

But, this is also a situation brought about by the pandemic. You know, we 

couldn't do much or reach anyone. I mean, even coming together for the 

training was difficult. Okay, we were at home, but there were many dynamics 

in everyoneôs life. (Excerpt 64, Sevin, Interview IV) 

 

Concerning the principle of ñsustainabilityò, the participants reported that the PDP 

was successful in ñsustaining professional growthò (f=9) seeing the fact that they 

furthered their learning from the PDP in their future classes by changing their 

mindsets toward teaching with the 4C and by adapting and using the teaching ideas 

that they experienced in the program. The following excerpts from interviews III and 

IV show how the participants sustained the use of the teaching ideas from the 

program. 

 

Before this experience, I do not remember whether I had paid special 

attention to these skills while planning my lessons, but now I give double 

importance to them. At least, I do my best in trying to teach with them by 

using the activities that you showed us. (Excerpt 65, Neĸe, Interview III) 
 

After the training, I taught the Main Course and Speaking Course to B1 and 

B1+ students in the Fall term. I had competent students. We had lots of 

creative activities that I learned from your training. That is why I wish that 

you could observe those classes too. (Excerpt 66, Fahriye, Interview IV) 
 

Yes, I have tried to use them more. Now, I'm trying to implement them more 

consciously. So, of course, the program has been effective in that sense. 

(Excerpt 67, Pelin, Interview IV) 

 

Apart from their reflections on sustaining the use of the PDP content in their 

teaching, the participants also commented on some ñbarriers to sustainabilityò in 

their practices, which were considered as ñstudentsô willingnessò, ñL2 proficiencyò, 

and ñtestingò. The following excerpts from interviews IV explain how these factors 

are barriers to teachersô practices. 

 

I can only use them with certain groups of students if they can keep up with 

the pacing and the schedule, or if they are willing. Some of them are not even 

willing to do such things. That is another issue. Some of them just want you 
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to get on with the linguistic aspects of the task. (Excerpt 68, Nermin, 

Interview IV) 

 

I think I cannot use the skills of communication and collaboration much in 

lessons because students generally need more input from you at lower levels 

and when it comes to talking to each other, they turn to their native language 

a lot. (Excerpt 69, Sevin, Interview IV) 

 

CT comes to my mind at certain points, but I do not make a special effort to 

include CT in the course. It has no place in testing and evaluation. (Excerpt 

70, Sevin, Interview IV) 

 

Regarding the principle of ñteacher agencyò, ñempowering independence in 

decision-makingò (f=9) was considered important for the participants since, as they 

reported, they were given the freedom of choosing, adapting, and using the ideas 

provided in the program and they were not asked to mediate the teaching tools in a 

specific frame. The reflections of the participants in interviews III and IV indicated 

that the instructors were satisfied with having control over preparing their lesson 

plans and decision-making processes. In that sense, they felt that they had freedom in 

their teaching practices in the integration of the teaching ideas that they had been 

familiar during the PDP. The following excerpts exemplify the importance of the 

participants adhering to agency in their teaching. 

 

I might not have applied all of the teaching ideas that you provided us, but 

what happened is that I got the logic behind them, and then I adapted this 

logic into my teaching topic in the lesson. (Excerpt 71, Sevin, Interview III) 

 

Yeah, it is great, of course, especially for experienced teachers, we should be 

the judge of that. (Excerpt 72, Neriman, Interview IV) 

 

Not every activity can be adjustable to every teaching context, especially 

regarding the student profile and you know the content of the class and the 

skill that we wish to teach in that specific class as well. Well, this freedom 

has provided us with the ones that we wish to continue with, or maybe the 

ones that we couldn't find very applicable to our classes, and make use of 

them in two different classes with different groups of students. (Excerpt 73, 

Fahriye, Interview IV) 

 

Lastly, considering the ñsystemic orientationò principle of the program, a ñneed for 

curriculum alignmentò (f=8) was stated by the instructors. They reported that a PDP 
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should be aligned with the curriculum better so that the participants of the program 

can mediate what they learn in a program and use it within the curriculum in their 

teaching. In interviews III and IV, it was stated that the PDP could be better situated 

within the curriculum by covering specific activities and techniques about how to 

foster 4C on grammar and vocabulary teaching. The participants also stated the 

importance of changing perspectives in curriculum and testing to better systematize 

the PDP school-wide. 

 

The activities could be based on some specific grammar or vocabulary topics 

to discuss whether we can apply them or how we can do that. (Excerpt 74, 

Neĸe, Interview III) 

 

Sometimes, I guess, I am looking for context-specific tasks as well. Since you 

know that our context is mainly dependent on grammar, all of us might have 

some creative and good materials that we use for specific grammar topics. So, 

for instance, if you would like to teach, let's say clauses, you could provide 

specific ideas that include those 4C in the training. (Excerpt 75, Fahriye, 

Interview III) 

 

For example, we have a lot of reading questions, so there might be a change 

in our level or cumulative exams. Maybe some questions, such as inference 

questions, might be more CT-oriented, and there may be a change of 

perspective. (Excerpt 76, Sevin, Interview IV) 

 

What is important for them is not the skill but the score they receive. That's 

why I say it should be at the point of testing and evaluation or it should be 

embedded in the curriculum. (Excerpt 77, Sevin, Interview IV) 

 

To this end, this section presented the findings related to the instructorsô reflections 

on their participation in a PDP designed and implemented with a sociocultural 

perspective. The next sub-section maps the relationship between the program and the 

instructorsô classroom practices.  

 

4.2.3. The Interplay between PDP and Classroom Practices 

 

To understand how the teachers integrated the 4C into their teaching practices, the 

weekly recorded lesson videos (f=40) were analyzed in terms of the type of 

instructional techniques that the instructors used in their teaching. The video analysis 



 

129 

results showed that the instructors carried out a) discussion (f=28) and picture 

discussion (f=8), b) questioning (f=22), c) creative writing (f=12), d) gamification 

(f=4), e) multi-model viewing (f=2), f) translation (f=1), g) story completion (f=1), h) 

categorization (f=1), i) textual analysis (f=2), g) collaborative research (f=1), k) role 

play (f=1), l) student-led presentation (f=1), m) peer teaching (f=1), n) KWL (f=1), o) 

thinking hats (f=1). The figure 13 below illustrates these techniques.  

 

 

Figure 13 Instructorsô preference of instructional techniques 

 
When the data was analyzed across cases, it was found that there was a variety in the 

instructional techniques (f=17) used to foster the 4C of 21
st
-century skills in online 

flipped EFL instruction. The table below indicates that Pelin and Neriman frequently 

benefited more from ñdiscussionò and ñpicture discussionò techniques in their 

teaching practices than the other teachers. Regarding those two techniques, Sevin 

and Neĸe were the ones who used them the least. Following these techniques, 

ñquestioningò was highly preferred by Fahriye compared to the other teachers. Neĸe 

was found to be the one who used it the least as a teaching technique to foster the 4C. 

However, Neĸe, along with Sevin, was one of the teachers who frequently used 

ñcreative writingò in their teaching techniques. The results indicate that Fahriye and 

Sevin incorporated ñgamificationò in their practices, while the other teachers did not 
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prefer it. Sevin and Neriman integrated ñtextual analysisò into their teaching, while 

the others did not. The other techniques were also preferred, just ones by the teachers 

in all cases. All in all, the table also shows the frequency of the techniques that were 

incorporated by the teachers across cases as follows: Fahriye (f=25), Neriman (f=20), 

Pelin (f=18), Sevin (f=17), and Neĸe (f=10). 

 

Table 11 4C-focused Instructional Techniques Across Cases 

 

Pelin 

(f) 

Fahriye 

(f) 

Sevin 

(f) 

Neriman 

(f) 

Neĸe 

(f) 

Total 

(f) 

Discussion 9 5 2 9 3 28 

Picture Discussion 1 2 1 4 0 8 

Questioning 4 10 4 4 1 22 

Creative Writing 1 2 5 0 4 12 

Gamification  0 2 2 0 0 4 

Textual Analysis 0 0 1 2 0 3 

Multi -model 

Viewing  

1 0 0 0 1 2 

Translation   0 0 1 0 0 1 

Story Completion   0 1 0 0 0 1 

Categorization 0 1 0 0 0 1 

Collaborative 

Research 

0 1 0 0 0 1 

Jigsaw Reading 0 1 0 0 0 1 

Role Play 0 0 1 0 0 1 

Student-led 

Presentation 

1 0 0 0 0 1 

Peer Teaching 

 

1 0 0 0 0 1 

KWL 0 0 0 1 0 1 

Thinking Hats 0 0 0 0 1 1 

Total 18 25 17 20 10 89 

Valid N (Lesson) 8 8 8 8 8 40 
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Apart from the techniques that were implemented by the teachers to foster the 4C in 

online flipped EFL instruction, a checklist (See Appendix G) was also used to 

evaluate to what extent the teachers incorporated the 4C in their instructional 

practices. As explained in the methodology section, the teachersô classroom practices 

were assessed based on whether they implemented the sub-skills of the 4C listed in 

the checklist. The quantification of the data was performed by assigning ñ1ò to ñYesò 

and ñ0ò to ñNoò in the checklist items. As explained before, mean scores of ñ1ò or 

near ñ1ò would estimate that the teachers attempted to promote the 4C at a high 

frequency in their teaching practice, while mean scores of ñ0ò or near ñ0ò show that 

the target sub-skill is absent or low in frequency. 

 

As seen in the table above, it was found that Fahriye incorporated the highest number 

of techniques into her teaching practices. She mainly depended on ñdiscussionò and 

ñquestioningò techniques as well as some others such as ñpicture discussion,ò 

ñgamification,ò and ñcreative writing.ò When her lesson videos were analyzed, the 

results showed that she had near-high mean scores in terms of CT, while her scores 

on Creativity, Collaboration, and Communication were medium. Table 12 below 

summarizes the weekly scores that Fahriye obtained from the analysis of observation 

data through the checklist.  

 

Table 12 Fahriyeôs 4C Instructional Practice 

Fahriye 

Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 

Average 

 

 

CT 0.83 0.83 0.83 0.83 0.33 0.67 0.80 0.67 0.72 

COL 0.33 0.33 0.83 0.67 0.67 0.50 0.67 0.67 0.58 

COM 0.40 0.60 1.00 0.40 0.40 0.20 0.60 0.40 0.50 

CRE 0.60 0.40 0.80 0.80 0.40 0.60 0.80 0.60 0.63 

 

Regarding CT, Fahriyeôs instructional practice was found to be high (M=0.83) in 

Lessons 1, 2, 3, and 4. For example, in Lesson 1, she designed a lesson about 

ñTransport in the Futureò by mainly focusing on ñListeningò in the lesson. The 
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lesson involved various audio-visual materials to keep the students active in the 

lesson. When the goals and objectives of the lesson plan were analyzed (see Table 

13), it was found that the lesson plan put a high emphasis on developing the studentsô 

CT skills through higher-order thinking skills (HOTS), which are stated as 

ñanalyze,ò ñsummarize,ò ñevaluate,ò and ñjustifyò in the lesson plan. She also listed 

some verbs such as ñexplain,ò ñdescribe,ò ñlist,ò and ñinterpretò in the lesson plan 

showing that the students would engage in CT at lower-order thinking skills (LOTS) 

as well.  

 

Table 13 Fahriyeôs Lesson 1 Goals and Objectives 

Lesson 1  

Goal(s): - Students will produce sentences on their predictions. 

- Students will practice their listening skills and note-taking 

skills. 

- Students will improve their critical thinking skills. 

- Students will read and summarize the main points of a text. 

- Students will improve their collaborative skills in pairs. 

Objectives: By the end of the lesson, students will be able to: 

- Explain their opinion on transport methods in the future.  

- Describe a picture given. 

- Contrast their opinions with the information given.  

- Predict the innovations given in the pictures and their 

functions. 

- List the main points presented in the listening audio. 

- Interpret the accuracy of the statements based on their notes.  

 - Justify their answers through the excerpts from the audio. 

- Summarize the reasons for the innovations in transport 

provided in a short text. 

- Paraphrase what they read to their peers. 

- Analyze the texts based on the reasons presented.   

Evaluate four of the innovations through compare and 

contrast. 
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The dialogue below exemplifies how Fahriye provided opportunities for students to 

explain, justify, and develop their ideas by creating a discussion environment. 

  

Dialogue 1: 

S1: This is faster than I imagined. It is the same with the current railways. I 

donôt think it will be possible in the future. 

T: Why is that? What makes you think so? 

S1: Because it is very expensive. It uses the same system as railways, just it is 

hung in the air. It seems useless.  

T: It doesnôt seem convenient to you because of its high cost. Good 

explanation. Anybody else? 

S2: I think it is not about the people or the use. It is about the era. People do 

everything just because of their curiosity. We donôt really think if it is 

necessary or not. Even if we donôt need such systems, we will probably build 

them because the time of such systems necessitates it. Even now, people are 

inventing things that we donôt use much.  

T: Shouldnôt we invent or create things that we do not need? How will we 

understand that they will not be necessary? 

S3: I donôt agree with you. I mean, yes, as humans we tend to invent new 

gadgets or vehicles because it is in our nature. Also, technology is evolving 

and it is inevitable to invent new systems and technologies. Current cars, 

trains, or planes did not exist years ago. But now, we can travel easily, and in 

the future, it will be much faster and easier I guess. 

S1: But everything will be much more expensive. Every new technology is 

making life expensive. 

T: Do you think the high cost of living mostly depends on such innovations? 

S4: Even now, life is expensive, isnôt it? In the past, it was expensive too. I 

think living costs will always be like that, but will change according to the 

era.  

T: Okay, thank you, everybody, for sharing your ideas. Now, é 
 

In another discussion, Fahriye preferred ñquestioningò as another strategy by 

focusing on the pictures given below. The students were pushed to think and make 

guesses about the provided pictures.  

 

 
Figure 14 Picture discussion 
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Dialogue 2: 

T: What do you think these pictures are about? What types of machines are 

they? Can you compare them? 

S1: Space station? 

T: Yes, space station. Very good. 

S2: The first one could be a railway between planets.  

T: Hmmm, a railway system among planets. Interesting.  

S3: The second one can be a space elevator as well.  

T: Elevator? How does it work then? 

S3: The top of it is like a place for an aircraft. It might be used for spaceships 

and I think it could be practical and easy for them because of the lack of 

gravity. And people can use that elevator to reach the aircraft.  

T: So, you say this is a platform for spaceships to land in and people use that 

elevator to reach them, right? 

S3: Yes.  

T: Okay, such a good guess. Can you now check them on Google and find 

information about them to compare what we talked about them? 

 

As in the dialogue below, Fahriye established discussion opportunities in the lesson 

to provide space for students to come up with arguments that support their ideas. By 

asking further questions, she encouraged them to contrast each other ideas and 

develop ideas that advocate them. She also directed them to do online research and 

compare the information with their guesses to justify their answers. 

 

 Dialogue 3: 

T: Here is another question for you. Why do you think we will have such 

advanced technological vehicles in the future, like space rockets? 

S5: To make traveling cheaper and faster. 

S7: More efficient.  

S3: I think people want more comfort.  

T: Yes, very good. What else? 

S4: I think we want to discover new planets, the space. Thatôs why such 

rockets  

or space traveling will be common more.  

T: The enthusiasm to learn about other planets, okay, yes that would be the 

drive for that.  

S3: It is because of the desire we have in our nature. We want to learn 

 beyond.  

S8: And letôs not forget that we are damaging this world a lot. We will 

probably need another planet to travel and live on because this world is 

getting worse every day. 

T: Thatôs a very interesting point, yes thank you. That could be another 

strong argument for such developments. 
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In the reflection part of the lesson plan, Fahriye reported that she attempted to 

develop the studentsô CT skills by focusing on ñquestioningò and ñasking for 

justificationsò for the studentsô responses by challenging them to provide further 

explanations. According to her, challenging students was an important aspect of her 

lesson plan. 

 

I believe I have provided sufficient opportunities where students could 

develop their critical thinking skills. They were asked for further 

explanations and elaborations when they did not provide any reasoning. Or, 

their ideas were challenged from time to time to push them to think more 

critically. (Excerpt 78, Fahriye, Lesson 1) 

 

In terms of Creativity, Lesson 1 got a medium mean score (M=0.60) while it was 

quite high in Week 3 (M=0.80), Week 4 (M=0.80), and Week 7 (M=0.80). In the 

checklist, the items CREa, CREc, and CREd were found to be available in Lesson 1 

since, as mentioned before, the students responded to Fahriyeôs questions with 

creative ideas, but this was at a sentence or idea level. Therefore, the items CREb 

and CREe were not activated in the lesson by creating a product in the lesson. In the 

reflection part of the lesson plan, she also emphasized that she expected her students 

to be creative with the responses that they provided about the topic. She also pointed 

out that using ñCreativityò would require more than providing creative responses to 

the questions noting that would not be possible in each lesson for some factors.  

 

They were expected to be creative when asked about how transport would be 

in the future and which means of transport could be illustrated in the pictures 

given. This could foster their creativity to some extent, yet activities requiring 

production such as an outline, a leaflet, a mind map, or a poster in groups 

would allow each of them to be more creative as some students prefer to 

remain silent when questions are asked to the whole class. However, 

considering the time limit and pacing, activities like that do not seem to be 

applicable in each lesson. (Excerpt 79, Fahriye, Lesson 1) 

 

In terms of Communication, Fahriyeôs Lesson 1 lesson got a medium score in the 

evaluation (M=0.40). Although the items of COMb and COMd existed in the lesson 

since the students had to explain their ideas by using the pictures and the given texts, 

the others were not available since they did not make use of any charts or graphs 

while explaining their ideas or did not prepare a presentation of their ideas. In the 
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reflection part, regarding Communication, Fahriye reported that her expectations 

from the students were not met because the students did not interact with each other 

much and used some short statements showing whether they agreed or disagreed 

with each other.  

 

As for their communication with each other, unfortunately, their interaction 

did not go beyond ñI agree with éò except for the pair work activity at the 

end of the lesson. This might stem from the platform where the lesson is 

carried out as they could only hear each other when the cameras were off, 

which does not lay the foundation for efficient communication. (Excerpt 80, 

Fahriye, Lesson 1) 

 

Lastly, in terms of Collaboration (M=0.30), Fahriye asked the students to work in 

pairs/groups (COLa) and produce joint outcomes (COLc), the students did not make 

plans to achieve their tasks or did not help each other much by giving feedback. In 

that sense, in her reflection on the lesson, Fahriye stated that she put the students in 

pair/group work activities to collaborate, but some groups did not. She did not have 

enough time to check all the groups. 

 

While visiting the groups, I had a chance to evaluate the way they 

collaborated. Meanwhile, I realized that the members of one group were 

muted and they carried out the task individually. I warned them but half of 

the allocated time had already passed by that time. (Excerpt 81, Fahriye, 

Lesson 1) 

 

In Lesson 2, Fahriye got a high mean score (M=0.83) in developing the studentsô CT 

skills in online flipped EFL instruction. Lesson 2 mainly focused on the ñReadingò 

skills of the students by conducting reading on the topic of ñBooks and Moviesò. 

Fahriye used ñGoogleò and ñJamboardò as technological tools to carry out the lesson. 

Table 15 below shows the goals and objectives of the lesson. The table shows that 

she emphasized developing the studentsô CT skills by asking them to ñdifferentiateò, 

ñjustifyò, and ñevaluateò the information in the lesson through HOTS while she also 

asked them to ñinterpretò, ñexplainò, ñcontrastò the information by using the LOTS. 

For example, Fahriye asked her students to research ñThe Great Gatsbyò to find the 

answers to the provided questions and make comparisons of its book and movie 

versions on the internet. By doing that, she asked her students to communicate and 



 

137 

work collaboratively to finish the given task. Also, by asking them to do research on 

the net and make comparisons of the original book version and the adapted movie 

version of the story, she aimed her students move from LOTS to HOTS in terms of 

CT skills since they were expected to differentiate the two versions, justify their 

answers based on the book and movie versions, and create ideas to accomplish the 

task. Instead of asking the students to read the text given to them, she incorporated 

researching, summarizing, contrasting, explaining, and creating skills along with 

other sub-skills of communication and collaboration skills. This showed that Fahriye 

tried to createa task that aimed to integrate the use of 4C skills. 

 

Table 14 Fahriyeôs Lesson 2 Goals and Objectives 

Lesson 2  

Goal(s): - Students will improve their collaborative skills in groups. 

- Students will improve their research skills. 

- Students will practice their reading skills. 

- Students will learn the functions of the narrative skills. 

Objectives: By the end of the lesson, students will be able: 

- Interpret the information they find about the Great Gatsby on the internet.   

- Contrast their research with the other groupsô. 

- Explain the answers they give to the reading comprehension questions. 

- Justify their answers through the excerpts from the reading text. 

- Associate the highlighted pronouns in the text with the information they 

refer to.  

- Evaluate the functions of the narrative tenses used in the reading text. 

- Differentiate the functions of the narrative tenses. 

 

 

Figure 15 The Great Gatsby Task 
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As seen in the figure above, the task requires the students to obtain information on 

the net, interpret, differentiate, compare, and summarize it to answer the given 

questions. The following figures provide samples from the studentsô group work.  

 

 

Figure 16 The Great Gatsby Task Outcome 1 

 

 

Figure 17 The Great Gatsby Task Outcome 2 

 
In the lesson, Fahriye used ñquestioningò to have the students analyze the 

information that they read and draw conclusions based on evidence. In the figures 

above and the following dialogues, it is seen that the items CTa, CTb, CTc, CTe, and 

CTf were activated as the sub-skills of CT.  

 

 Dialogue 4: 

T: What type of text is it? An extract from an article, a novel, poetry, 

autobiography, or biography? 

S6: It is a novel teacher. 

T: Okay, what makes you think so? How did you reach that idea? 

S6: Because a person is telling the story. Someone explains it.  

S7: And there are some quotation marks.  

T: Exactly, such information provides us the evidence for our judgment, yes.  

Dialogue 5: 

 T: Can you please tell me who is the narrator? Who tells the story? 
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S7: A woman? 

T: How do you understand it? 

T: You think it is a woman. How do you understand that? 

T: Do you have any piece of information related to the narrator showing that 

it is a woman or a man? 

S8: It is a man I think. 

S3: Yes, I think so. 

T: But how? 

S8: I think he was in the war. 

T: Can you show me how you reached that information? 

S8: Okay, it says ñI was in the Ninth Machine-gun Battalionò. It is like a 

man-to-man conversation.  

T: Aha okay, thanks for that information. 

 

When reflecting on her lesson, she focused on the role of using the web as a source 

of information on developing the CT skills of the students. She also explained that 

she asked the students to provide supporting arguments for the justifications of the 

answers.  

 

I believe the pre-task would enable the student to develop their critical 

thinking skills since the internet is full of information and they are required to 

synthesize the pieces that present the answers they were seeking. Besides, 

asking rationales for their answers could help them improve this skill to some 

extent as I was challenging them in every possible instance through ñWhyò 

questions. (Excerpt 82, Fahriye, Lesson 2) 

 

In terms of Creativity, Lesson 2 was scored as medium (M=0.60) since it was found 

that the items CREb, CREc, and CREe were not available in the lesson. The students 

tried to find answers to the questions by mapping the information that they found on 

the web but did not produce an original product. In that sense, Creativity was at 

sentence and idea level rather than at task level. Fahriye also stated this in her 

reflection. 

 

I guess this lesson was not very effective in terms of the improvement of their 

creative skills since they were not supposed to produce something new. 

However, students might have benefitted from the pre-task to some extent 

since they combined different pieces of information to share very briefly. 

(Excerpt 83, Fahriye, Lesson 2) 

 

Regarding Communication (M=0.60), the students accomplished the sub-skills 

COMa, COMb, and COMd by conveying their ideas by structuring the information 
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that they found and answering questions in the lesson, but they did not give an oral 

presentation on the topic. Fahriye explains the reason for this in the following 

excerpt. 

 

This lesson was quite problematic in terms of communication. When I called 

some of the studentsô names, I couldnôt get any response at all, which shows 

that they werenôt even present in front of the computer. However, in some 

groups, they interacted with their group members well. (Excerpt 84, Fahriye, 

Lesson 2) 

 

Lastly, concerning Collaboration (M=0.33), although the students were asked to 

work together and produce a joint product (COLa and COLc), they did not engage in 

the other sub-skills such as creating a plan or giving feedback to group members. 

Fahriye summarizes this in her reflection. 

 

In this lesson, there was just one task that required the collaboration of the 

students. Although I expected more from them when they researched on the 

web, their answers were not as I expected. Some students said that their group 

members did not help them to complete the task. (Excerpt 85, Fahriye, 

Lesson 2) 

 

Lessons 3 and 4 were also identified as high in terms of CT (M=0.83) for Fahriye. 

While Lesson 4 involved a Domino Game about completing sentences with their 

meaningful counterparts by focusing on the form and meaning of the sentences, 

Lesson 3 focused on analyzing texts to identify their form and genre as well as 

analyzing the cases given to create Newspapers about the given cases. In the lesson, 

Fahriye used ñPadletò and ñCanvaò as technological tools. Table 15 below lists the 

goals and objectives of this lesson. Figure 15, also below, illustrates the cases that 

were given by Fahriye in the lesson.  

 

Table 15 Fahriyeôs Lesson 3 Goals and Objectives 

Lesson 3  

Goal(s): - Students will practice hearsay reporting. 

- Students will practice writing skills. 

- Students will improve their collaborative skills in groups. 

- Students will improve their creative skills. 

- Students will improve their presentation skills. 
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 Table 15. (continued) 

Objectives: By the end of the lesson, students will be able to: 

- Identify the way newspaper headlines are formed. 

- Discuss the case given with their group members. 

- Determine the necessary elements of the newspaper (i.e., template, 

heading, and photo) online. 

- Design a newspaper by using hearsay reporting in groups. 

- Demonstrate their case and newspaper to the whole class. 

-  Choose the most creative newspaper. 

 

 

Figure 18 Newspaper Task Cases 

 

As seen above, Fahriye obtained high scores for each skill in this lesson because the 

students were provided opportunities to use all four skills and related sub-skills in 

this lesson. While using their CT skills to analyze and evaluate the cases to create 

Newspapers, they worked together collaboratively and sustained their 

communication among the group members. The following figures were provided as 

samples of the student outcomes produced in the creating newspaper task. 

 

In her reflections, Fahriye reported that this lesson made the students actively use the 

4C by engaging in the skills to accomplish the given tasks. The following reflections 

of Fahriye show how she aimed to incorporate the 4C in the lesson. 

 

The pre-task required them to compare two newspaper headlines to identify 

the required grammatical structure, which wouldnôt be possible without 
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critical analysis. As for the main task, they were expected to generate their 

newspaper, so they made use of their critical thinking skills to evaluate the 

necessary elements of a newspaper and design it accordingly. Lastly, 

choosing the most appealing newspaper requires critical thinking and analysis 

too since comparing and contrasting five newspapers was the case for the 

post-task. (Excerpt 86, Fahriye, Lesson 3) 
 

I guess this lesson was very effective in terms of the improvement of their 

creative skills since they were supposed to design something new. Even 

though they didnôt prepare the newspaper from scratch, they had to choose 

the most creative template among the many provided online. Besides, since a 

newspaper extract includes several pieces of information such as the name of 

the newspaper company, heading, issue number, photo, etc., each of these 

was produced by them, which requires a high level of creativity. Also, I 

believe not only the newspaper they generated but also the other groupsô 

newspapers enabled them to improve their creative skills as they were able to 

see how a newspaper could be designed more appealingly. (Excerpt 87, 

Fahriye, Lesson 3) 
 

When I visited the breakout rooms, I didnôt notice any communication 

breakdowns as they all seemed to be focused on the task to be able to create 

the best newspaper. Besides, I witnessed a moment when three members 

suggested ideas for the name of the newspaper company and accordingly the 

students eliminated two of the names by justifying their preference. This 

would be a good example of how they effectively exchanged ideas. (Excerpt 

88, Fahriye, Lesson 3) 
 

I guess they all contributed to the newspaper design. When I checked the 

breakout rooms, they were discussing even the tiniest changes, which could 

be an indicator of how well they collaborated. (Excerpt 89, Fahriye, Lesson 

3) 

 

 

Figure 19 Newspaper Sample 1 
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Figure 20 Newspaper Sample 2 

 

In terms of CT and Creativity, Fahriye obtained the lowest scores (M=0.33) and 

(M=0.40) respectively in Lesson 5. In this lesson, she used ñGoogle Docs,ò ñPadlet,ò 

and ñPlot Generatorò as the technological tools to have students use their 4C skills on 

Adjectives and Adverbs in a writing-focused lesson. Table 16 below indicates that 

Fahriye planned to incorporate different activities to engage students in HOTS of CT 

and create a product through communication and collaboration. However, the verbs 

used in the objectives showed that the students engaged in CT at its LOTS more 

since the verbs analyze, match, compare, determine, restate, and identify refer to 

LOTS while only the verb generate refers to HOTS according to Bloomôs 

Taxonomy. This means that 90% of the verbs used in the lesson planning refers to 

LOTS. Although she used the verb generate as a form of creating an outcome, using 

Plot Generator prevented because the students created stories using the Plot 

Generator by choosing the options provided on the website, but it did not require the 

students to create an original product from scratch. The figure 21 below provides an 

image of the website.                                                           

 

Table 16 Fahriyeôs Lesson 5 Goals and Objectives 

Lesson 5  
Goal(s): - Students will practice the different types of adjectives and adverbs. 

- Students will practice the position of the adjectives and adverbs in 

sentences. 

- Students will improve their creative skills. 

- Students will improve their speaking skills. 
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 Table 16. (continued) 

Objectives: By the end of the lesson, students will be able to: 

- Analyze the meaning that 13 different adverbial phrases in the 

reading text provide to the sentence. 

- Match the adverbial phrases with their categories given in the book.  

- Compare the position of different adverb types in sentences with 

different verbs and predict the changes in position. 

- Determine the adjective and adverb types they need to use for the 

blanks on Plot Generator.  

- Generate the story by completing all the necessary parts.  

- Restate their story to the whole class. 

- Identify the mistakes (if there are any) of adjectives and adverbs in 

the other groupsô stories. 

 

 

Figure 21 Plot Generator 

 
In terms of Communication, Lesson 6 was the one in which Fahriye obtained the 

lowest score (M=0.20). Although the lesson involved one grammar and writing 

activity, the grammar activity required working on LOTS of CT, and the students did 

not create a completely new product though they were asked to work together in the 

writing task. Besides, there were communication breakdowns, and the sub-skills of 

Communication in the checklist were not met except for answering questions in front 

of an audience (COLd). 

 

Some students seemed present in class, yet they didnôt join in the breakout 

rooms. I called their names several times and received no response, which 
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could be regarded as a communication-related problem. Apart from that, 

some groups did not prefer to share the screen, and keeping the fact that they 

never turned their camera on and sometimes microphones as well, a couple of 

students had difficulty in understanding where their members referred in the 

story. (Excerpt 90, Fahriye, Lesson 6) 

 

In Lesson 7, Fahriye created a discussion environment about ñthe use of Netflix in 

T¿rkiyeò which mainly focused on ñSpeakingò skills. She used some visual materials 

in the lesson to help the students benefit from them in the discussions. Fahriye scored 

high (M=0.80) for both CT and Creativity skills and their relevant sub-skills in the 

checklist. Collaboration (M=0.67) and Communication (M=0.60) were also found 

medium in this lesson. Table 17 shows that the students engaged in HOTS of CT 

since they were asked to ñdevelopò, ñjustifyò, ñdetermineò, and ñevaluateò their ideas 

when they took a stance in the discussion. The task also required them to 

communicate and collaborate to be involved in the discussions and create an 

outcome at the end. 

 

Table 17 Fahriyeôs Lesson 7 Goals and Objectives 

Lesson 7  
Goal(s): - Students will practice reported speech. 

- Students will practice how to express different ideas. 

- Students will improve their critical skills. 

- Students will improve their communication skills.  

Objectives: By the end of the lesson, students will be able to: 

- Name the series/movies/documentaries they watch on Netflix or 

similar platforms. 

 - Justify the time they spend on Netflix a week. 

- Argue whether the available content on Netflix affects Turkish 

culture.  

- Interpret the stance of the role assigned on the Netflix ban. 

- Develop ideas to persuade others about the Netflix ban. 

- Evaluate the reasons presented by the others. 

- Determine whether Netflix should be banned or not based on their 

discussion.  

- Summarize the discussion they have had with their peers to the 

whole class.  
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Fahriye assigned the following role cards in the figures below to the groups and 

asked them to take the stance of the card and discuss the topic from this perspective. 

Ultimately, they were required to reach a consensus to answer the main question. 

 

 

Figure 22 Role Cards 1 

 

 

Figure 23 Role Cards 2 

 

The following dialogue exemplifies how the students engaged in the 4C skills in this 

task by taking on different roles and discussing the topic from their perspectives by 

providing justifications for their arguments. 

 

Dialogue 6 

S6: Students are spending too much time on Netflix instead of studying and 

they fall behind at school so I think it should be limited for them.  

S5: I see. Nowadays, teenagers spend a lot of time on Netflix. Lately, I have 

seen my daughter watching some awkward shows. Even though she doesnôt 

realize it, I think, this has affected her behavior. She doesnôt care about 

Turkish culture much. You can ask: ñWhatôs wrong with this?ò The point is 

that she is in control of such programs.  

S7: I see, but Netflix does not force you to watch such content. If you click on 

the ñdislikeò button, it does not show you programs with similar content. Or, 

you can simply create a profile for your child. As a person working at Netflix 

Turkey, I would never want it to be banned completely. I think everyone 
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should have the right to watch whatever they want. Also, since Netflix started 

its content in Turkey, we have been working on Turkish shows, series, and 

movies as well. I am making a living and looking after my family thanks to 

my job at Netflix. I would never lose it.  

S8: Well, I am a student who has to spend time at home due to the pandemic. 

I feel very depressed because I cannot go out and socialize. In this sense, 

Netflix is helping me get over it. If Netflix gets banned in our country, I 

would have almost nothing to do and I would feel depressed more.  

S7: In that case, instead of banning, I propose it to be limited to those who 

donôt want to see its full content. 

S5: Yes, that would be good. 

S6: Thatôs possible. As a teacher, I just want my students to focus on their 

lessons more, nothing more than that. 

 

In the reflection part, Fahriye provided the following reflections on her teaching in 

integrating the 4C into the lesson indicating that she provided opportunities for 

students to engage in CT by taking stance, justifying their arguments, sustaining 

Communication and Collaboration while using their Creativity to produce outcomes 

to achieve the task. 

 

I think this lesson was successful in terms of providing opportunities for 

everybody to develop their critical thinking skills. Even the students who 

donôt predominantly participate in classes had to make use of their critical 

thinking skills to complete the task (i.e., discussion) successfully as they were 

expected to put themselves in the shoes of the role assigned and identify their 

stance based on the role description.  Not only the task itself but also the 

brainstorming in the pre-speaking stage requires them to think critically since 

they were supposed to reflect on their preferences on Netflix and the potential 

effects of the content it provides on Turkish culture. (Excerpt 91, Fahriye, 

Lesson 7) 

 

One of the objectives of the lesson was to allow the students to come up with 

reasons why their roles would believe that Netflix should/shouldnôt be 

banned. Therefore, the students had to use their creativity, particularly in the 

discussions they had with their friends. Besides, they were expected to rebut 

the other peopleôs arguments by creating counter-arguments. Since everybody 

took part in this activity, they all benefitted from the opportunities provided. 

(Excerpt 92, Fahriye, Lesson 7) 

 

Finally, in her last lesson, Fahriye showed medium levels of integration of the 4C in 

her teaching in Lesson 8. In terms of CT (M=0.67), it was seen that she employed 

ñdiscussionò and ñquestioningò techniques as well as ñgamificationò to foster both 

CT and Creativity (M=0.60). The lesson mainly focused on developing the ñWritingò 
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skills of the students and the topic was ñRegretsò. For Collaboration (M=0.67) and 

Communication (M=0.40), the results also showed medium levels of incorporation. 

The figure below illustrates an example task from the lesson. 

 

 

Figure 24 Writing Task 

 
Fahriye also used ñquestioningò to ask for further elaborations on ideas in the lesson 

by challenging the students to find arguments for their ideas. The following 

dialogues were provided as samples. 

 

Dialogue 7 

T: What can we do if we have serious problems with our roommates? What 

actions can be taken? 

S3: We can talk to our roommate. 

T: We can explain the situation and kindly ask to solve it. Anything else? 

S5: Or, we can talk to the manager and ask him/her to change the room. 

T: Yes, that is also possible. But I guess this would be the last solution, 

wouldnôt it? 

S7: I would also talk to my roommate about the problem. 

T: Definitely. We shouldnôt avoid confrontation. Thatôs quite normal in 

human nature. 

 

Following Fahriye, Neriman was in second place in terms of using various 

techniques to incorporate the 4C into her teaching practices. When her lesson videos 

were analyzed, the results showed that she had near-high mean scores in terms of CT 

and Creativity while her scores on Collaboration and Communication were at 

medium level. While she obtained the highest scores for CT in all lessons except for 

4 and 5, which showed a medium level of integration, Creativity was found to be 

very high in all the lessons except for 6 and 8, which were considered as medium-
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level integration. Regarding Collaboration, Neriman obtained the highest scores in 

Lessons 2 and 7, while her lowest score in Collaboration was in Lesson 6. Regarding 

Communication, Lessons 2 and 8 showed the highest scores, while the minimum 

score was obtained in Lesson 6. Table 19 below shows the average of the weekly 

scores Neriman obtained.  

 

Table 18 Nerimanôs 4C Instructional Practice 

Neriman 

Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 

Average 

 

 

CT 0,83 0,83 0,83 0,67 0,67 0,83 1,00 1,00 0,83 

COL 0,50 0,83 0,67 0,67 0,50 0,33 0,83 0,50 0,60 

COM 0,60 0,80 0,60 0,60 0,60 0,40 1,00 0,80 0,68 

CRE 1,00 0,80 1,00 1,00 1,00 0,60 0,80 0,60 0,85 

 

In Lesson 1, Neriman prepared an integrated lesson by focusing on all four skills in 

English language learning. She used visuals to get the studentsô attention to the topic 

and the Peardeck platform as a technological tool to engage the students in 

participating more in the lesson. When the goals and objectives of the lesson were 

analyzed, as seen in Table 19 below, Neriman aimed to develop the studentsô CT 

from its LOTS to HOTS, from ñunderstandò to ñcreateò knowledge in the lesson. In 

that sense, it is seen that Neriman followed the taxonomy from its bottom to the top 

in order.  

 

Table 19 Neriman Lesson 1 Goals and Objectives 

Lesson 1  

Goal(s): - To improve reading, listening and speaking skills 

Objectives: - To understand and remember the gist of the listening and reading 

texts 

- To understand and analyze relevant details from the listening and 

reading texts to answer the target questions 

- To apply the knowledge (transportation collocations) in a familiar 

context (Istanbul) 

- To create a joint product by engaging in group work 
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In the lesson, Neriman preferred ñquestioningò to develop the CT skills of the 

students by engaging them in finding answers and providing justifications for them. 

She asked questions such as ñWhat is the news report about?ò and ñCan this carbon-

efficient bus help reduce the traffic in Ķstanbul by 30 % in your opinion? Why?ò. As 

in the figure below, one of the students responded by asking another question and 

opening up the topic by engaging in CT. 

 

 

Figure 25 Student Language Outcome 

 

Also, Neriman created a discussion environment through a group work task by 

asking the students to discuss the topic based on the assigned questions and to create 

a list of reasons by providing evidence for their ideas. As Figure 23 below shows, the 

questions aim to think and do research to create answers based on evidence and their 

opinions.  

 

 

Figure 26 Discussion Task 

 

As the tasks show, Neriman guided the students to engage in the sub-skills of CT 

except for CTa since they did not compare information from different sources before 

producing an outcome. Also, regarding the items COLa, COlc, and COLd, the 

students engaged in collaboration by working together, producing a list of their ideas, 

and presenting them in the lesson. In terms of Communication, while Neriman asked 

the students to convey their ideas by using different sources (COMb), presenting 

their group ideas in the lesson (COMc), and answering questions in the discussions 

(COMd), she guided them to brainstorm about the topic (CREa), generate ideas 

(CREb, CREd), and create a joint product with their group members with a list of 
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about the task based on their opinions and evidence of them (CREe). In the reflection 

part of the lesson plan, she also stated the opportunities that she provided for the 

students to develop their 4C skills. The following excerpts below indicate her 

reflections on how she designed the tasks. 

 

Two critical thinking tasks required them to relate the contents of the lesson 

to their context. (Excerpt 93, Neriman, Lesson 1) 

 

In the main session, they donôt communicate much. But in the breakout 

rooms, they demonstrated a lot of interest in the topic of driverless cars in 

particular and communicated well with both their classmates and me. 

(Excerpt 94, Neriman, Lesson 1) 

 

During the last speaking stage, they helped each other come up with possible 

pros and cons of driverless cars in Turkey and created a list to justify their 

arguments. (Excerpt 95, Neriman, Lesson 1) 

 

In Lesson 2, Neriman obtained high levels of integration of 4C into her teaching for 

all the constructs. She focused on integrating skills, especially Listening and 

Speaking. She benefited from the online Peardeck platform and visuals to support the 

activation of 4C. As seen in table 20 below, she aimed to activate the use of 4C by 

having the students especially use their Listening, Speaking, and Writing skills. In 

terms of CT, Neriman followed an order from LOTS to HOTS, which means from 

bottom to top at thinking levels, in line with Bloomôs taxonomy by using the verbs 

ñactivateò, ñunderstandò, ñapplyò, and ñproduceò in the lesson objectives. The 

objectives also indicate the activation of Collaboration, Communication, and 

Creativity skills of the students to complete the assigned tasks since they were 

required to complete the problem-solving task together by producing language 

outcomes while engaging in Speaking.  

 

Neriman used ñpicture discussionò and ñquestioningò techniques to foster CT in this 

lesson. The students engaged in developing their CT skills by answering questions 

with their justifications and elaborations that they did based on their peersô answers. 

It is also seen in the dialogues below that the students questioned ñpeopleôs 

behaviorsò and ñreligious acts.ò  
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Table 20 Neriman Lesson 2 Goals and Objectives 

Lesson 2  

Goal(s): - To improve listening, speaking, and problem solving skills 

Objectives: - To activate the studentsô schemata about familiar movies and 

books through speaking. 

- To understand and remember the gist of the listening texts about 

movies and books 

- To understand and analyze relevant details from the listening texts 

to answer the target questions 

- To apply the knowledge (film and book review collocations) in a 
problem-solving task) 

- To produce language outcomes by completing a task on books 

 

 

Figure 27 Discussion Task 

 

Dialogue 8: 

T: What do you think about his family and his wife in the movie? 

S3: First of all, she made extreme effort to care for him. But later on, they are 

collapsed. It is kind of a sad story. She did whatever she could.  

T: I didnôt criticize her for leaving him in the end. Did you? 

S3: No. I canôt blame her for doing that. 

T: No? You thought she was right too? 

S3: There is no right or no wrong I think. Thatôs just like real life. 

T: I see. Thatôs a realistic viewpoint. 

Dialogue 9: 

S4: Itôs hard to choose, but It can be ñVeronica decided to dieò. In the book, 

her family is putting her in a mental hospital. We read her thoughts and what 

she does. Her thoughts impressed me a lot.  

T: Do you mean her thinking process? What was she thinking about when she 

was institutionalized? 

S4: Itôs been a long time, but there is a chapter about Adam and Eve, and 

Godôs behavior about them.  

T: Was it a criticism? 
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S4: Yes, God is not fair about them.  

T: Do you agree with that? 

S4: In a way, I think.  

T: Whoôs right in the story? Whoôs perspective is right in your opinion? 

Should Adam and Eve have been punished for stealing the forbidden apple? 

S4: I think not. Well, the book says that too. You know, you put a tree in the 

middle of a garden, and you say, ñYou should never eat it.ò Why?! 

 

After dealing with other Listening and Vocabulary exercises, Neriman asked the 

students to form groups, choose a novel that everyone read in the group, discuss the 

characters based on the questions given in the task, and decide who and why can play 

that character in their groups. The figure below illustrates the task assigned.  

 

 

Figure 28 Discussion Task 

 
As seen, this task required the students to communicate and collaborate as much as 

possible to complete the task since they needed to learn about each group member to 

justify why that person could act out that character in the book. Besides, they were 

asked to compare the information they provided in the task with the one they found 

on the internet. Therefore, as seen in their reflections of Neriman below, Neriman 

designed this lesson to improve the studentôs English language skills and the 4C by 

engaging in different tasks through discussions and questioning.  

 

In the initial speaking task, some of the students criticized mainstream 

religious dogma, i.e. Adam and Eve being expelled from paradise and 

stereotypes of husband and wife while talking about a movie about Stephen 

Hawkingôs life. (Excerpt 96, Neriman, Lesson 2) 

 

During the follow-up task, they created a cast for a possible movie adaptation 

of their favorite book and justified their choices. (Excerpt 97, Neriman, 

Lesson 2) 
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In the follow-up task, they had to agree on the classmate who would play a 

particular role or convince each other why that particular student would be 

good to play that character. (Excerpt 98, Neriman, Lesson 2) 

 

In Lesson 3, Neriman obtained high scores in developing the CT and Creativity skills 

of the students. In this lesson, they talked about present and past abilities by 

explaining what they can(not)/could(not) do through examples and providing 

justifications. After covering some other forms of modals, the lesson mainly focused 

on ñmaking deductionsò. Neriman assigned a task to students to read different cases 

of Crime. In groups, the students needed to decide if the person in each case was 

guilty or not. Figure  29 below illustrates the assigned cases.  

 

 

Figure 29 Discussion Cases 

 

In the following dialogues, it is seen that all the sub-skills of CT and Creativity were 

met since the students understood, analyzed, and summarized the cases while making 

decisions with their peers, and the outcome created a joint product in terms of 

deciding on the crimes. While dealing with the task, the students also engaged in 

Communication and Collaboration skills at medium levels since they did not 

structure any data (COMa) to prepare a presentation, or work with others to set goals 

for their team (COLb). In that sense, the following dialogues indicate how the 

students engaged with CT skills in the lessons. 

 

Dialogue 10: 

S5: Max said he wanted a car with air conditioning. Harry said yes but didnôt 

pay attention I guess. And Max didnôt check it either I think.  
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S6: Yes, an air-conditioned one.  

S7: Both of them are guilty.  

S5: Both of them are guilty, but Max didnôt check it out.  

S6: I think the one who didnôt check it is guilty. He is buying a used car. He 

should check it himself. 

S5: Harry is guilty sure because he is a liar.  

S6: Max understands that he was fraud by Harry. 

S5: I donôt know if this is a fraud.  

S6: For sure. He said the car is air-conditioned but sold one without it. 

 

Dialogue 11: 

S4: I think the shop manager wasnôt guilty because he did just his job, maybe 

he should have silently done this. What do you think? 

S8: I think the shop owner is guilty because he should have asked for more 

details.  

T: Yes, he should have required more personal details. Very good. 

S9: I think James is guilty ethically, but not by law.  

T: Why do you think that? 

S9: Because there wasnôt any forgery I think.  

T: But he charged the price of the suit to the rich guyôs account in person.  

S9: Teacher how do we say ñ Adam kēlēfēna uydurmuĸò? 

T: He made it fit. So, he is not punishable by law you say.  

S9: Yes, I think so. 

T: Do you have any suggestions for him, for the next time? 

S9: They should look at his past signatures and match them with the one in 

the tailor. 

T: Thatôs a very good strategy. 

 

In her reflections, Neriman indicated that she incorporated CT and Creativity by 

asking the students to justify their arguments while refuting the other peopleôs and 

producing ideas to respond to the questions and complete the task. In this lesson, her 

perception of Creativity was based on the production of ideas and completing the 

task. 

 

In the follow-up speaking task, they tried to come up with alternative 

explanations to decide if the culprit was guilty or not. They had to defend 

their position and refute each otherôs arguments using their critical thinking 

skills. (Excerpt 99, Neriman, Lesson 3) 

 

During the warm-up speaking task, students tried to come up with as many 

abilities as possible to inquire about their friendsô past and current skills. 

Some students devised several creative actions, i.e., Can you stand on your 

head? (Excerpt 100, Neriman, Lesson 3) 
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Lesson 4 resulted in high mean scores for Creativity (M=1.00), while it was medium 

for the other skills. In this lesson, Neriman used different technological tools such as 

Peardeck, Wordwall, and Youtube to foster the 4C skills of the students. She used 

the ñquestioningò technique by creating a discussion environment to have students 

think about the future predictions in the video task. She posed questions such as 

ñWhich product will be more popular? Brianôs or the foreign one? Why?ò, ñIf 

Brianôs factory goes bankrupt, what happens to Brian?ò, ñName specific reasons why 

a company might shut down (due to globalization)ò. After discussing such questions 

based on the video, Neriman asked them to create a leaflet after discussing the 

following questions in Figure 27 below.  

 

 

Figure 30 Discussion Task 

 

The analysis of the lesson revealed that the students engaged in Creativity and CT 

more than the other two skills and in her reflection, Neriman pointed out this by 

indicating that some factors limited the studentsô Communication and Collaboration 

skills which mainly derived from DE. In the following excerpt, Neriman states that 

studentsô lack of presence was a hindrance for the effective engagement with these 

two skills. 

 

In the warm-up task, they had to collaborate to determine which utterance 

was a lie. In the follow-up task, they needed to collaborate to state their 

personal opinions and design a leaflet to stop global warming. I can not say 

that they all communicated with each other and collaborated well because 

some students were not interested or present in the lesson even if they seemed 

present on Zoom. (Excerpt 101, Neriman, Lesson 4) 

 

Lessons 5 and 6 showed different mean scores for each skill. When the lesson videos 

were evaluated, it was found that Neriman obtained high scores for CT in Lesson 6 
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while Creativity was high in Lesson 5. Communication and Collaboration skills were 

found to be at medium integration levels. In Lesson 5, she used the ñpicture 

discussionò and ñquestioningò techniques to foster CT and Creativity skills. Figure 

28 below illustrates the use of picture discussion. 

 

 

Figure 31 Picture Discussion 

 

In the main task, the students were given another picture to discuss and develop ideas 

to answer the question: ñAnalyze the picture and present what happened before, what 

is happening, and what will happen later with your group membersò. The task 

required the students to make predictions as many as possible about the picture while 

justifying their arguments. They were expected to create an outcome as a group. The 

figure 32 below illustrates the task assigned. The dialogues 12 and 13 were provided 

as samples.  

 

Dialogue 12 

T: What do you think about those girls? 

S1: Is this about pandemic?  

T: It could be.  

S1: It is because this man wearing a mask and suit.  

T: Have a look at the expressions on the faces of little girls. How do they 

look? 

S2: I guess they are surprised.  

S1: They are scared actually. And the woman is shocked. Maybe she is 

thinking what is going on.  

T: So, what is going on in your opinion? 

S3: I think it is a metal detector or something. It is not used as a disinfector.  

T: Yeah could be, good guess.  



 

158 

S4: He might also be looking for radiation.  

T: Maybe yes. So, what is going to happen? 

 

Dialogue 13 

S5: The man is wearing clothes against chemical substances. He has a mask 

as well. 

T: Look at the family. How do they look? 

S5: The family are surprised. The woman seems a bit anxious.  

T: How about the father? How does he feel do you think? 

S6: I think he is surprised just like his kids. He is holding his kidsô hands 

stronger. I think he is trying to get away from his children.  

T: Why do you think so? 

S6: I think he wants his children not to be scared more. He is trying to take 

them away from him. 

T: I see, so what is the issue with the man? What is he doing? 

S7: There might be a suspicious biological attack or something. He might be 

looking for that. There is a substance. You can trace it at restaurants or in the 

street. 

 

 

Figure 32 Picture Discussion  

 

In her reflections, Neriman indicated that the students used their Creativity to find 

ideas and make associations between the events about the task. She said: 

 

In the warm-up speaking task, they tried to justify their choices using their 

reasoning skills. (Excerpt 102, Neriman, Lesson 5) 

 

They tried to come up with different possibilities for the chain of events in the 

follow-up activity. (Excerpt 103, Neriman, Lesson 5) 
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In Lesson 6, the mean scores of CT were found to be high because she incorporated 

ñdiscussionò and ñquestioningò techniques by asking the students to analyze 

information, summarize it, and draw conclusions based on what they read or heard. 

The lesson was mainly designed for discussions. The following figures and dialogues 

exemplify the incorporation of the 4C into the lesson. 

 

 

Figure 33 Picture Discussion 

 

 

 

Figure 34 Discussion Task 

 

Dialogue 13: 

T: Can you tell me what bullying means? 

S1: Zorbalēk? 

T: Yes thatôs Turkish meaning. Can you give an example of it? 

S2: For example, I have seen a cartoon about bullying at a primary school. It 

says children tend to bully each other.  

T: I see, okay, what is an example action? What can be counted as bullying 

among young children? 

S3: I think they easily use violence against each other without thinking about 

its consequences because they are not mature enough.  

S4: For example, mocking a child for having glasses. 

T: Thank you, do you agree with that idea? 

S3: Yes, because the child feels terrible about it I think.  

T: Yes, unfortunately. 
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Dialogue 14: 

T: Okay, you already know what peer pressure is. What is the difference 

between bullying and peer pressure? 

S5: I think they are the same. I canôt see any difference.  

T: Why do we have two different words then? 

S5: Bullying can be among people of different ages or people working at 

different levels of hierarchy. 

T: Okay, how about peer pressure then? 

S5: When I think about it, I think children can tell bad words to each other, 

about their physical appearances for instance. 

T: Is that peer pressure or bullying in your opinion when kids insult each 

other? 

S5: I think it is bullying. 

T: Yes, I do agree with you. Can anyone give an example of peer pressure? 

S3: I think peer pressure is like more unconscious attempt and more cultural. 

Children do not do it intentionally. But, bullying is more intentional and 

violent.  

T: I agree with you to some certain extent. Peer pressure is wilder. 

S6: I think being mocked by friends for not smoking can be counted as peer 

pressure. 

T: You can also say that yes. When your all friends smoke in a group, even if 

they donôt say ñYou should smoke as wellò, you feel pressured somehow. Is 

that what you are saying ñS6ò? 

S6: Yes.  

T: Okay, it was said that bullying can be cultural. In our culture, at high 

school, for instance, have any of your friends bullied your teacher? Did it 

happen? 

T: Did they insult their teacher, or say bad words about his / her 

 appearance? 

S5: This is unlikely I guess because in our culture students respect teachers.  

T: Can you also give an example of unconscious bullying, even if you donôt 

intend to do it? 

 

In Lesson 7, Neriman obtained high mean scores in integrating the 4C skills into her 

teaching practice. She used visual materials as well as YouTube videos and Jeopardy 

Interactive Game. As seen before, she designed the lesson on Peardeck. It is seen in 

the table below that she designed the lesson from LOTS to HOTS in terms of CT, 

and aimed to develop the studentsô Creativity, Collaboration, and Communication 

skills by asking them to work together and design a leaflet for a pen-pal to prevent 

Culture Shock. The lesson plan shows that Neriman applied Bloomôs taxonomy by 

following the order from LOTS to HOTS in her lesson planning for CT while she 

also integrated other 4C skills into the target lesson. Table 21 below shows that she 
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mainly aimed at improving EFL Listening, Speaking, and Writing skills while 

fostering the 4C of 21
st
-century skills in the lesson. 

 

Table 21 Neriman Lesson 7 Goals and Objectives 

Lesson 7  
Goal(s): - To improve listening, speaking skills and problem solving skills 

Objectives: - To activate the studentsô schemata about culture shock through 

speaking. 

- To understand and remember the gist of the recording about 

culture shock in Japan 

- To encourage the Sts to solve a problem 

- To analyze relevant details from the recording to answer the 

target questions 

- To apply the knowledge in a problem-solving task 

- To produce a written outcome by writing tips to a pen-pal to 

prevent Culture Shock 

 

The following figures and dialogues show the questions that the students engaged in 

discussions to compare and contrast the information given in the tasks by using their 

reasoning skills and justifying their arguments, and by guiding them to develop and 

explain their ideas.  

 

 

Figure 35 Discussion Task 

 

Dialogue 15: 

S1: I can say that I feel disappointed because of an argument between my 

mom and me, but I donôt want to give more details (smiling). 

S3: There was an argument between my mom and dad as well last week. I 

tried to calm them. 
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S2: Do they frequently argue?   

S3: Not much. I think most families have such problems these days because 

of the pandemic. Even I feel more tense.  

S2: You are right. Okay, for question two, I can say that I sometimes feel 

inadequate in English lessons. I cannot express myself clearly. I cannot find  

the right words or phrases to explain what I want to say.  

S1: I have that problem too. But I try to keep going and say things. I 

sometimes use Turkish when I am stuck. There is nothing to do. What about 

you, ñS4ò? 

S4: I like cookies and cakes a lot. But I donôt know the techniques to cook 

them. I donôt know about pastry.  

S2: Me neither. I can cook cakes or different food types, but I donôt know 

how good I am.  

S4: I want to learn more about pastry. 

S3: Why donôt you take a course? 

S2: Yes, I might do that, hopefully after the pandemic.  

S4: If you like, we can register for a course and take it together. 

S2: Yes, that would be wonderful.  

S3: Okay, shall we outline what we have talked about so far? We can create a 

Google Doc. 

S1: Yes, letôs do that. 

 

The dialogue shows that the students actively communicated and collaborated to 

complete the assigned task. They explained their viewpoints and asked further 

questions to each other to move on with the task. Then, the students also watched a 

video about the things that an American was shocked by when he visited T¿rkiye and 

made a list of what caused culture shock. 

 

 

Figure 36 Video Task 

 

As for the extensive final task, Neriman asked the students to work in groups and 

prepare a leaflet on preventing culture shock. The task required the students to 

actively use the 4C to complete it since they needed to search for information, 



 

163 

analyze it, evaluate it, and support it with examples while sustaining communication 

and group work. The students created a leaflet as a product giving tips to a foreigner 

who wants to visit different parts of T¿rkiye. Taking into consideration the 

geographical cultural differences, the students asked to make the foreigner familiar 

with possible different lifestyles. The details of the task are shown in the figure 

below. 

 

 

Figure 37 Leaflet Task 

 

Neriman reflected on her lesson by highlighting the importance of analysis, 

evaluation, and creation in the lesson to foster CT and Creativity.  

 

In the initial speaking task, the students were required to identify the causes of 

culture shock for American tourists visiting Istanbul. They needed to identify 

the problematic and surprising aspects of their own culture for a foreigner 

using their critical thinking skills and come up with some suggestions to 

prevent the culture shock. (Excerpt 104, Neriman, Lesson 7) 

 

Lastly, in Lesson 8, Neriman focused on the development of the 4C by using a 

ñKWL chart,ò ñdiscussions,ò ñquestioning,ò and ñgroup workò task. While the lesson 

had high scores in CT and COM skills, medium-level integration scores were 

obtained for developing Collaboration and Creativity. The table 22 below shows that 

Neriman followed a pattern from LOTS to HOTS, meaning from bottom to top in the 

taxonomy, in developing CT skills and provided opportunities for students to 

practice their 4C skills in discussions and group work activities. In the lesson, the 

students analyzed the lifestyles of the Amish by watching a video and answering the 

assigned questions about it. In the lesson, KWL chart was used to interpret the 

Amish peopleôs lifestyles by working collaboratively, doing research on the net, and 

drawing conclusions from the information that they collected about the Amish on the 
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net. In that sense, the following figures 38 and 39 illustrate how KWL, meaning 

ñWhat I know, what I want to know, what I leanrtò was used in the lesson. 

 

Table 22 Neriman Lesson 8 Goals and Objectives 

Lesson 8  

Goal(s): - To improve listening and viewing comprehension as well as 

speaking skills and creative thinking skills 

Objectives: - To activate the studentsô creative thinking skills through a KWL 
chart. 

 - To understand and analyze the gist and certain details of a video 

about the Amish community in the USA. 

- To encourage the Sts to improve their creative thinking skills 

- To apply the knowledge in a creative task 

 

 

 

Figure 38 Video Task 

 

 

Figure 39 Video task student responses 
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In the dialogues below, Neriman asked the students to analyze the video and what 

they learned about the Amish to make comparisons between our culture and theirs. 

The students questioned their lifestyles and concluded from this by making 

comparisons. 

 

Dialogue 16: 

S4: I learned that they sleep in the same bed before they get married. 

T: Do you think it works? Is it a good idea? It is not common in our culture, 

not officially. 

S4: I donôt know. It might be a good idea to get to know each other and get 

used to each other.  

T: Yes, that makes sense.  

S5: It might be good to see if people are compatible and if there is this 

electricity, you know. 

S4: Exactly.  

T: Good point. Anything else? 

S6: I believe people do not need to sleep together to get to know each other. I 

wouldnôt do that. 

T: Sure, this should be something free to choose, shouldnôt it? 

S6: I think so. This seems weird to me. In our neighborhood in Konya, you 

can never do that. 

S5: It is about world perspective I think. It depends on how you live, what 

you believe, etc.  

T: Exactly! 

 

Dialogue 17: 

T: Yes guys, what have you learnt? 

S7: They sleep with each other.  

S8: They are conservative, but not in a religious way, in their lifestyle. Maybe 

thatôs why they let people sleep with each other before they get married. In 

our culture, it is not allowed.  

T: Good point. What do you think about this? Would you like to experience 

something similar in our culture? 

S9: I would personally, but my family would kill me. Our parents are not 

used to something like this. 

S7: Yes. I mean, they donôt have sex, they just talk about themselves and 

 sleep.  

T: Yes, I mean something in other cultures that we donôt have in our culture 

does not necessarily mean wrong, does it? 

T: They also date in public. Why is that? 

S9: Not to let people gossip about them.  

T: Yes, we have something similar in culture. There is this person called 

ñķeperonò who accompanies dating people. 
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S7: I think it is so weird. We are all human beings and they donôt let us get to 

know each other in person. Why do I have to be accompanied by another 

person? 

 

S8: Exactly, but that is what they believe. 

 

The reflections of Neriman also show that she wanted her students to question some 

cultural concepts by learning about the lifestyles of the Amish. In that regard, the 

reflections indicated that the students engaged in the 4C in various ways. 

 

In the initial warm-up task, they tried to figure out the lifestyle of the Amish, 

their religious beliefs, how they deal with technology, etc. They made some 

conclusions from the visuals using their existing knowledge about the world 

in general. I believe this developed their critical thinking skills to a certain 

extent. (Excerpt 105, Neriman, Lesson 8) 

 

They figured out what they were curious about. What were the gaps in their 

current knowledge about this community? They also tried to find the rationale 

behind their life choices. (Excerpt 106, Neriman, Lesson 8) 

 

In the group speaking activity, they communicated quite a lot and 

occasionally I asked them to justify their opinions. Thus, they communicated 

with one another and the teacher. (Excerpt 107, Neriman, Lesson 8) 

 

Pelin was also one of the teachers who was involved in the PDP. She used a variety 

of instructional techniques (f=18) to foster the 4C in her teaching practice. In terms 

of CT, she obtained the highest scores in Lesson 1 (M=0.83), Lesson 3 (M=0.83), 

Lesson 4 (M=1.00), Lesson 6 (M=1.00) and Lesson 8 (M=1.00). Regarding 

Creativity, her highest scores were found in Lesson 3 (M=1.00), Lesson 5 (M=0.80), 

Lesson 6 (M=0.80), and Lesson 8 (M=1.00).  

 

Considering her performance scores in Collaboration, she obtained the highest ones 

in Lesson 3 (M=1.00), Lesson 6 (M=0.83), and Lesson 8 (M=0.83). Finally, in terms 

of Communication, she obtained high scores in her performance of fostering 

Communication only in Lesson 3 (M=1.00) and Lesson 8 (M=1.00).  

 

The table below shows her weekly performance results on fostering Communication.  
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Table 23 Pelinôs 4C Instructional Practice 

Pelin 

Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 

Average 

 

 

CT 0,83 0,50 0,83 1,00 0,67 1,00 0,67 1,00 0,81 

COL 0,50 0,50 1,00 0,00 0,00 0,83 0,50 0,83 0,52 

COM 0,40 0,20 1,00 0,40 0,20 0,60 0,20 1,00 0,50 

CRE 0,60 0,40 1,00 0,40 0,80 0,80 0,60 1,00 0,70 

 

In Lesson 1, Pelin implemented a lesson mainly based on ñListeningò and 

ñSpeakingò skills by using ñdiscussionò and ñquestioningò techniques. The lesson 

was about ñAdvertisementò. The dialogues 18 and 19 show an example of how 

questioning in a discussion environment broadens up the studentsô mindset regarding 

different points of views on a specific topic. In the dialogues, it is seen that the 

students try to respond the questions raised by the instructor to open up the 

discussion. 

 

 Dialogue 18: 

T: What do you think about the aim of advertisements? Why do you think we 

are made to watch them? 

S3: To sell a product. They want us to buy whatever it is.  

T: Thatôs right. However, would it be possible to sell a product without an 

advertisement? 

S4: I think it is possible. Advertising is ridiculous. When I see a product on 

TV, I donôt persuade myself to go and buy it.  

T: I see, do you have any other ideas, any counter-arguments? 

S7: Teacher, I think they donôt tell us explicitly to buy a product, but they 

indirectly lead us to buy them. 

T: Thatôs a very good point. We have two arguments here at this point. Well, 

we have a quotation: agree or disagree? 

 

Dialogue 19: 

T: What do you think about seeing a famous person advertising a product? 

Letôs assume I am Berg¿zal Korel and I am advertising a face cream. Would 

you like to buy it? 

S4: I am not sure. 

S5: No teacher because it would probably be expensive. 
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S6: I think rich people donôt need adverts. For instance, if we think about 

very expensive brands such as Tesla or Porsche, people who can buy them 

know about them and they will buy such brands. However, it doesnôt matter 

to see such brands for the poor.  

S7: I donôt agree at this point. Especially, making new products known 

requires some form of advertising. It doesnôt matter who will buy it. If people 

donôt know that a new product is available, how are they supposed to buy it? 

S8: I agree. This is how they stay well known. 

T: Thatôs a very good point. So, overall, it seems we canôt get away from 

adverts. What is used to make it more memorable and popular? 

S2: Music. 

S3: Famous people. 

S5: A catchy slogan. 

 

As a follow-up, Peling asked the students to form groups in the breakout rooms, 

discuss the questions given in the task, and find answers to them. This necessitated 

them to interact with each other and work together. As figure 40 shows below, the 

task required the students to work collaboratively, discuss the questions that were 

about different types of advertisement and popular types of advertisement in the 

Turkish context by analyzing the reasons for the popularity of these types. Figure 40 

illustrates the questions that the students discussed in groups to complete the 

Speaking task. In this lesson, Pelin obtained a high score in her performance of 

fostering CT due to the discussions and questioning that took place in the lesson. The 

results showed that the students engaged in the other three skills as well, but their 

engagement was at a medium level because they were not asked to design or create a 

joint product based on conducting research (CREd, CREe) or they were not asked to 

present what they discussed in their groups (COMb, COMc).  

 

 

Figure 40 Discussion Task 
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In Lesson 2, Pelin showed teaching performance of 4C at low and medium levels. In 

this lesson, Pelin carried out the ñdiscussionò technique to foster CT and Creativity 

on the topic of ñEducationò. She asked some questions to the students to elaborate on 

their ideas and to justify their arguments. The questions were like: ñAt what age 

should schooling start?ò, ñWhich education system is better: public or private? 

Why?ò. The dialogue below shows how the students engaged in the discussions. 

 

Dialogue 20: 

S1: I think it is not directly about the types of schools. It is about the system. I 

think the Turkish education system needs innovation. We just try to get a high 

score, pass the exams, and graduate.  

T: I see your point.  

S1: I have a friend in Germany. He says that they do a lot of projects at high 

school and university. He is studying engineering there now and he is very 

happy with it.  

S2: I do agree. In high school, for example, we didnôt talk much in English 

lessons. In the Physics lesson, we used to memorize formulas. We didnôt do 

any experiments. 

 

She also conducted a vocabulary exercise about school-related collocations. 

Following that, she carried out a listening activity which required making inferences 

and drawing conclusions to some extent, but the students did not engage in HOTS of 

CT or did not design or create a product following this activity. They also worked on 

the task individually. The figure 41 below shows the task and the student outcomes. 

 

 

Figure 41 Listening Task 
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Lesson 3 was one of her good examples of integrating 4C in online flipped EFL 

instruction. She first conducted a note-taking activity in this lesson to develop the 

studentsô ñListeningò skills. Then, she asked them to work in groups to prepare an 

exam-revision material for their classmates. The figure below illustrates the stages of 

the task. 

 

 

Figure 42 Revision-material Task 

 

This task required the students to use their 4C skills to create an outcome with their 

group members. In doing so, they had to decide on the content, format, and 

presentation of the material. While doing this, they analyzed the units, selected the 

content, worked together, and provided feedback to each other. In the dialogue 

below, the students decide on preparing a study material on ñVocabularyò. The 

figure below also shows some of the words that they chose. 

 

Dialogue 21: 

S2: In addition to the unit words listed here, shall we add some other words? 

For example, there is ñrestrictedò here as well. It is not listed in the 

vocabulary glossary, but shall we make use of it too? 

S1: I think we can also select some nice words from different parts of the unit 

in addition to some words in the glossary section. For example, we donôt need 

to teach ñapproachò because it is recent and easy. We can focus on the ones 

which we have difficulty with.  

S3: Exactly. I agree. We can choose some words from reading texts as well. I 

will select some words that I donôt know well. If you say, ñDonôt you know 

the meaning of this word?ò we can change it, too. 

S2: No, it is okay. There might be different words which we have difficulty 

with. 
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Figure 43 Revision Material 

 

In her lesson plan, Pelin reflected on her performance by providing the following 

statements. 

 

This lesson was quite helpful as they had to think and act like a teacher as 

they were going to present it to their friends. Also, they prepared questions 

and activities about different language skills. To do this, they needed to think 

critically. (Excerpt 108, Pelin, Lesson 3) 

 

They discussed the task and gave feedback to each other about it. I saw that 

they had a division of labor to complete specific parts. (Excerpt 109, Pelin, 

Lesson 3) 

 

Lessons 4 and 5 were assessed as low teaching performance in terms of 

Collaboration and Communication skills, while CT and Creativity were higher in 

these lessons. Pelin used audio and visual materials in these lessons to initiate 

ñpicture discussionsò and ñdiscussionsò. Pelin frequently used these techniques to 

foster the studentsô CT and creative thinking skills. However, the lessons lacked 

activities and tasks to meet the criteria of Communication and Collaboration in the 

checklist. Although the students were asked to respond to discussion or video 

questions that were posed in these lessons, they did not work in groups (COLa, 

COLb, COLf), present some form of knowledge (COMa, COMb, COMc), and create 

a joint product (COLc, CREe) with their peers. However, higher performance scores 

were obtained in Lesson 6. 

 

Pelin obtained high scores for fostering CT, Collaboration, and Creativity in Lesson 

6 in which the topic was ñTrendsò. Pelin asked the students to do research and 

prepare presentations about ñTrends in T¿rkiye and the Worldò. The figure provided 

below illustrates some topics that the students chose to present.  
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Figure 44 Student Presentations 

 

During the presentations, Pelin asked some questions to open up the discussions and 

have students compare/contrast their arguments with each other to conclude from 

different perspectives.  

 

Dialogue 22: 

T: You said that people are poor and need to earn a living, so they put money 

on coins, especially Bitcoin. Do you think there is a difference in the number 

of people who put money in such currencies in developed and developing 

countries? 

S1: I think developed countries get the money of people living in developing 

countries thanks to the coin business.  

S2: I think the number of people investing in Bitcoin is high in Turkey 

because our people are not rich. People try to earn easy money.  

T: Very good. Another thing is that do you think investing in coins is based on 

poor economic factors or our wish to make easy money in our nature? 

S3: Teacher, we believe the more we earn, the happier we will be.  

S4: I think it is not just because of that. Living conditions push us harder to 

earn more and more.  

T: Very good, so you say we just try to survive. 

S4: Yes. Every time we want something, we have to spend money on that. 

S5: Capitalism.  

S4: Yes, it is inevitable. People renew their mobile phones every two or three 

years. 

S2: Every year as well. 

S4: Yes, thatôs right. In that case, we will try to earn more to meet our needs. 

T: Thank you, very good. It seems it is a loop. 

 

As seen in the dialogue, thanks to the questioning of Pelin, the students tried to 

question concepts such as ñeasy moneyò, ñlife conditionsò, ñurge for moneyò, and 

ñhuman natureò. In another dialogue provided below, they also questioned ñbeing a 

YouTuberò, the ñpopularity of American coffee shopsò, and ñcultural perspectivesò.   
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Dialogue 23: 

T: Why do you think Starbucks is so popular in Turkey? In Italy, for example, 

it is not that popular. 

S8: I think there arenôt many alternatives to it.  

S9: To me, Turkish people like the idea of ñbrandò. Starbucks is an 

international brand too. 

T: What about being a YouTuber? Why do you think people follow them that 

much?  

S9: I think they reflect our society. Sedat Peker talks about things that people 

avoid. 

S10: People like wasting their time.  

S11: I donôt agree with you. I see a lot of people talking about the economy 

or politics. It is said that there isnôt freedom of speech, but everyone is talking 

as they wish. We are not a Middle Eastern country. 

S7: You say so, but the freedom of speech is problematic here. You can talk 

about many things except for some topics like politics, gender equality, 

marriage, etc.  

T: It seems there are different points of view about it, which is normal. What 

about TikTok?  

S5: I follow a few travelers on it because I want to see different countries in 

the future. I donôt know other Youtubers or Tiktokers, but I like to watch such 

videos. 

T: What about their possible negative impact? Can you give me some 

examples? 

S6: For example, they become rich at a very young age, or make a lot of 

money in a very short time without real effort. They just record a video and 

become a negative role model.  

T: Do you think the content of YouTube, TikTok, or other platforms improves 

society? 

S2: I think most of it is a waste of time. It is not good. We have a neighbor 

here and they have a son who is studying at fourth grade. He says that he 

wants to be a YouTuber and one million subscribers. He thinks that he will be 

happy and rich if he reaches that amount of subscribers. 

 

The analysis of the scoring 4C performance in this lesson showed that Pelin used 

ñdiscussionò, ñquestioningò, and ñstudent-led presentationsò as effective techniques 

to foster 4C in online flipped EFL instruction regarding the fact that the lesson met 

most of the sub-skills of 4C in the scoring criteria of the checklist. Unlike Lesson 6, 

Pelin obtained lower scores as low to medium in Lesson 7. Although the scores for 

CT and Creativity showed a medium level of performance, Communication and 

Collaboration were found lower. Pelin conducted this lesson on ñCrimeò. She used 

YouTube and Voicethread as technological tools to foster the studentsô CT and 

Creativity skills. She started the lesson with a discussion on ñtype of crimesò and 

went on this discussion by using Voicethread and asking the students to comment on 
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the given items about whether they were crimes. Following this, there was a group 

work reading task that required the use of only LOTS in CT skills. The following 

figures 45 and 46 illustrate the task and student comments on Voicethread. Apart 

from these two tasks, Pelin performed a reading task. She assigned the reading text to 

the students and asked them to answer the comprehension questions. This activity 

was done individually. Therefore, the studentsô communication and collaboration 

skills were limited in that sense.  

 

 

Figure 45 Discussion Task 

 

 

Figure 46 Discussion task student responses 

 

Pelin designed a lesson again on ñCrimeò in the last lesson. Lesson 8 was evaluated 

as having high mean scores for activation of the 4C. In this lesson, Pelin used 

ñdiscussion,ò ñquestioning,ò and ñmulti-model viewingò techniques to foster the use 

of 4C. The lesson started with a discussion of ordering the reasons of crime from 

most important to the least important. The figure below illustrates this. 
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Figure 47 Discussion Task 

 

Pelin discussed this ordering by asking the students questions to explain their reasons 

and justifications for their arguments. The dialogue below exemplifies this 

interaction. 

 

Dialogue 24: 

T: You marked ñunfair judicial systemò as the tenth. I want to learn why that 

is. What do you think about the judicial system in Turkey? 

S2: Teacher, actually, I disagree with that. I think it is one of the most 

important issues. When punishments are not enough, crime surrounds 

everywhere. Also, unfortunately, our courts punish innocent people rather 

than punishing criminals. 

S5: To me, it is not a reason for crimes. It might be the result of it. 

T: Good points. In Turkey, we try to change the laws about domestic crimes 

or womenôs crimes. Do you think it will have a positive impact on such 

issues? 

Can it change peopleôs behavior? 

S6: Teacher, I think it is related to our culture. 

T: What do you mean? 

S6: I mean, Turkish people tend to commit crimes because we fight a lot, like 

Arabs, and we donôt obey the rules much. Increasing punishments is not 

working. We donôt change our behavior.  

T: Very interesting. Thank you. Any other ideas? 

 

Then, she used the ñmulti-model viewingò technique to analyze the movie trailer of 

ñCruellaò. The students were sent to the breakout rooms and asked to analyze the 

trailer from different aspects. The task also involved the analysis of the main 

character in the trailer. In that sense, the students were asked to identify the elements 

of being a villain as a character and compare/contrast that character with another one 

from a movie that the students had watched before.  In this way, Pelin designed the 

tasks and activities in this lesson carefully to develop the studentsô 4C skills. The 

figures 48 and 49 below illustrate how the tasks aimed to foster these skills. 
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Figure 48 Multi -model Video Task 

 

 

Figure 49 Video task student responses 

 

 

Figure 50 Analysis Task 

 
 

 

Figure 51 Analysis task student responses 
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The fourth teacher who attended the PDP and carried out lessons to develop the 4C 

skills of the students was Sevin. When her lessons were analyzed, Sevin obtained 

average scores in her performance of integrating 4C skills in online flipped EFL 

instruction. She obtained two high scores in Lesson 3 and Lesson 7 regarding CT. 

Regarding Collaboration, her only high score was obtained in Lesson 3. Considering 

Communication, she did not obtain high scores in any of the lessons. Finally, 

concerning Creativity, she obtained three high scores in Lesson 3, Lesson 7, and 

Lesson 8. Table 24 below indicates the mean scores that she obtained based on her 

performance in each lesson. According to table 24, it is seen that Sevin integrated the 

4C into her lessons at medium levels. While the integration of CT and CRE obtained 

higher scores, her integration of Collaboration skill was lower. The analysis of her 

lessons showed that Sevin obtained the lowest score in fostering the skill of 

Communication in all the lessons since she did not ask the students to structure any 

information or present their outcomes. Though the students communicated with each 

other to some extent to complete the tasks, the sub-skills of Communication in the 

survey were not activated much in her lessons. 

 

Table 24 Sevinôs 4C Instructional Practice 

Sevin 

Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 

Average 

 

CT 0.67 0.67 0.83 0.50 0.50 0.67 0.83 0.50 0.65 

COL 0.67 0.50 0.83 0.50 0.50 0.67 0.67 0.67 0.63 

COM 0.20 0.20 0.40 0.20 0.20 0.20 0.20 0.40 0.25 

CRE 0.60 0.60 0.80 0.60 0.40 0.60 0.80 0.80 0.65 

 

Sevin showed a high level of performance in developing the studentsô 4C skills in 

Lesson 3. The integrated lesson focused on ñSpeakingò and ñWritingò skills. She 

started the lesson with a group activity by assigning some missions to the students. In 

groups, the students were asked to complete those missions by working 

collaboratively, discussing, and deciding together. The figure below shows those 

missions. 
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Figure 52 Discussion Task 

 

In one group, the students discussed possible technological items that they could 

work on, contrasted their peersô arguments, and justified their arguments. The 

following dialogue took place among the students. 

 

Dialogue 25: 

S1: I have something in my mind.  

S2: What is it? 

S1: There is a mattress on the internet. It sounds like ñLong Live Turkeyò  

when you sit on it. 

S2: Come on. We are talking about the 2050s. It would be too political. 

S3: I agree. What about wearable technologies? 

S2: Thatôs good.  

S1: Yes, it is way better than a mattress. Then, letôs share the missions. 

 

Following this dialogue, the students shared the workload, researched the internet, 

discussed the suitability of what they found, and prepared their presentation on 

Jamboard. The following figures below are some examples of their presentations. 

 

 

Figure 53 Student Presentations 
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Figure 54 Student Presentations 

 
At the end of the lesson, Sevin asked the students to compare/contrast the group 

presentations in terms of their content, give feedback to each other, and choose the 

practical items that would be useful in the future, along with their justifications in 

specific usage. In her reflection, Sevin stated that the studentsô creativity was 

activated since they were ñdigital natives.ò She indicated that the students actively 

engaged in the 4C through discussions, research, thinking about possible future 

developments, working collaboratively, and presenting their group ideas to the class. 

The excerpt 110 below explains how the students engaged in those skills.  

 

As they are digital natives and interested in technology, they actively use 

their creativity to write about the future. Wide use of wearable technologies, 

hologram technology, and space life opportunities are only some of them. 

Through the discussion of possible future life scenarios, they found very 

interesting and creative photos about their discussions added to the Jamboard 

slide. (Excerpt 110, Sevin, Lesson 3) 

 

The other lesson in which Sevin obtained high scores in the integration of 4C was 

Lesson 7. The focus of this lesson was ñSpeakingò and ñWritingò. Sevin designed a 

Writing lesson to engage the students in 4C. The lesson started with a discussion, 

ñLife Before and After Technologyò. It followed a step-by-step approach to writing a 

ñContrast Essayò. This approach involved collecting information, sharing ideas, 

discussing them, and producing a written outcome in an essay format as a final 

product. The dialogue below also exemplifies how ñthinkingò, ñdiscussingò, and 

ñsharing ideasò took place in the lesson. In that sense, the activity followed a think-

pair-share (TPS) format. The students first thought about the topic individually and 

then paired up to share their opinions and learn from each other. 
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Dialogue 26: 

T: What do you think about life without the Internet? 

S7: I think it is also crucial because we now have online education. We can 

find any information on the web with a mere click. Before that, people used 

to spend a lot of time in libraries to get information, but now it is much easier.  

S7: Also, the internet broadens our minds. We learn about other countries or 

events happening in the world.  

S9: I think I would like to live because although things are easier to do or to 

be reached right now, they are devalued. In the past, everything was valued 

more, and people used to think and try to produce something with their 

efforts. I donôt know, maybe I am very old-fashioned.  

T: No, thatôs a very good point. Sometimes, it might be important to go back 

to the basics. We need to make some efforts and create more. 

S6: I partially agree, teacher. Yes, we need to work on things more, but 

technology makes our lives easier. I wouldnôt travel on a horse or camel, for 

instance, for hours or even days.  

 

Following the discussion, Sevin used a short video providing information about life 

before and after technology and asked the students to compare their ideas with those 

in the video. A short text was also provided following the video task to provide ideas 

to the students about ñLife before the Internet.ò After the reading part, Sevin put the 

students into groups to write a Contrast Essay. By doing so, she aimed to foster the 

active use of the 4C by the students. The figure 55 below shows the details of the 

task. 

 

 

Figure 55 Writing Task 

 

In doing so, the sub-skills of CT, Creativity, and Collaboration were activated to a 

great extent to complete the task. The writing task engaged the students with the 4C 

in all aspects. Only three sub-skills of Communication (COMa, COMc, COMe) were 

not activated since they were about the presentation of knowledge in some ways.  
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Lastly, with the least variety of techniques employed (f=10), Neĸe attempted to foster 

4C of the 21
st
-century skills in online flipped EFL instruction. In her instructional 

practice, she only obtained five high scores in her performance in Lesson 1 (CRE), 

Lesson 2 (CT), and Lesson 3 (CT, COL, and CRE). Table 26 below summarizes the 

scores that she obtained in each lesson weekly.  

 

Table 25 Neĸeôs 4C Instructional Practice 

Neĸe 

Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 

Average 

 

CT 0.67 0.83 1.00 0.50 0.33 0.67 0.67 0.33 0.63 

COL 0.50 0.00 0.83 0.67 0.67 0.50 0.67 0.50 0.54 

COM 0.40 0.20 0.40 0.40 0.40 0.60 0.60 0.20 0.40 

CRE 0.80 0.40 1.00 0.60 0.20 0.60 0.60 0.40 0.58 

 

In Lesson 1, Sevin scored high in developing the studentsô Creativity skills. It was 

followed by CT, Collaboration, and Communication, respectively. The topic of the 

lesson was ñEducationò, and the target skills were ñSpeakingò and ñWritingò. The 

lesson started with a ñdiscussionò on some statements given by the teacher. As 

Figure 56 shows, in this task, the students were put into groups and asked to discuss 

two of the statements they chose. While discussing, they were asked to approach the 

statement from opposing viewpoints and take notes of the counter-ideas to refute 

them.  

 

 

Figure 56 Discussion Task 
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Following this task, Neĸe completed vocabulary and reading parts of the book to 

improve the studentsô vocabulary knowledge and their ideas on the topic by 

analyzing the reading text and drawing ideas from it. The text was about ñSingle-sex 

schools or Mixed Schoolsò. After completing the reading task, Neĸe asked the 

students to form groups, choose one statement from the discussion task, work 

collaboratively, and write a paragraph about that statement by giving examples and 

supporting their arguments with some real information from the Internet. The 

analysis of the lesson revealed that Neĸe emphasized the development of Creativity 

in this lesson more than the other skills by carrying out a Writing task. Regarding 

Creativity, the sub-skills CREa, CREb, CREd, and CREe were available in the 

lesson. The scores of CT integration also show that the discussion and writing tasks 

contributed to the development of CTa, CTc, CTe, and CTf sub-skills. The other two 

skills, Collaboration and Communication, were found less in terms of their sub-skills 

such as COLb, COLd, COMb, and COMc. 

 

In Lesson 2, she obtained the only high score in integrating CT in her teaching. In 

this lesson, she focused on ñDesignò and carried out some activities to teach 

vocabulary and develop the studentsô reading skills. The lesson lacked Collaboration 

and was limited in integrating Communication and Creativity. The only part that was 

scored high was the discussion and reading parts which required analysis of the 

information and drawing conclusions from it. The discussion involved questions to 

be discussed with group members and research on the Internet to collect evidence for 

the groupsô ideas. To do so, they needed to reach a consensus on their ideas and 

justify their arguments. Other activities were about vocabulary and reading 

comprehension. The figure shows some of the questions that were discussed in the 

groups. 

 

In Lesson 3, Neĸe obtained three high scores in her performance of developing the 

studentsô CT, Collaboration, and Creativity skills. The lesson involved ñpicture 

discussionò and ñThinking Hatsò as the main instructional techniques. In the picture 

discussion part, Neĸe showed some pictures of different crimes and elicited their 

names from the students. Following this, she asked the students which of them was 

more serious and important according to them. Then, the students were given several 
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crime cases and asked to judge the possibility of such crimes in real life. Figure 54 

below shows one of these cases. 

 

 

Figure 57 Discussion Task 

 

 

 

Figure 58 Example Crime Case 

 

As for the final task, Neĸe used the ñThinking Hatsò technique in a group work 

activity to develop the studentsô 4C skills. As seen in the figure below, she put the 

students into groups and asked them to choose a crime from the reading and a hat 

from the list. Then, the students were asked to analyze the crime case from the 

perspective of the hat it represents. The students discussed the case they chose in 

their groups according to the type of thinking they represented. The figure below 

shows the colours and their type of thinking. 
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Figure 59 Discussion Task 

 

In the dialogue below, it is seen that S1 analyzed the case in Red Hat while S2 in 

Yellow, S3 in White, and S4 in Black. The sample dialogue shows how the students 

tried to approach the case from different perspectives. 

 

Dialogue 27: 

S3: We have two guys with guns. We find a Facebook account on a 

computer. We can use that information to find out the criminals. And we had 

to know the address of these people. We can find it by using their Facebook 

account.  

S2: We have his Facebook account, which will benefit us. Maybe if we 

punish them, they will understand their mistakes. 

S4: I canôt understand how they could make such a mistake. It is a very big 

mistake not to clean the search history.  

S3: I think we could find them even if they had signed out or cleaned the 

search history because we can still find it by checking the historical data of 

the main computer.  

S1: However, we donôt know their life and emotions. Maybe their economic 

situation went bad. Maybe they donôt have any money. 

S4: Yet, they have money to buy a gun.  

S2: Yes! 

S1: Maybe they were forced to do this by another person.  

S2: Yes, that is possible, but they made a mistake. They robbed. That is a 

serious crime. If we punish them, it might be better for them so that they 

realize their mistake and they wonôt do such a thing again.  

S3: We can check security cameras and we find out their names. We can 

search the code of the gun and we can find out where they bought it.  

S2: Their fingerprints might be on the gun. We can find out their identity as 

well.  

S3: We can check the computer mouse and we find some fingerprints on it.  

S1: There could be a reason for doing this. Maybe they have a family and 

they have to care them and they might be unemployed.  
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S4: However, if they are poor or in need of money terribly, they should be 

anxious or worried, but here they are too relaxed. They use the computer 

before the robbery. I donôt think they are poor a lot.  

S3: There is more information. These guys speak Spanish. We search people 

who speak Spanish.  

S2: I think everyone can make mistakes, but our goal should be making them 

learn from their mistakes and make them not to commit such a crime. 

S4: Yes, in total they had three mistakes: behaving incautiously, not cleaning 

the search engine, and losing too much time there. 

S3: One of the robbers takes the manôs phone, so the phone can be tracked.  

S4: Another thing is that they didnôt wear a mask, so it was easy to find them. 

If they had worn a mask, the police had difficulty in finding them because the 

Facebook account could belong to someone else.  

S1: I think robbery or a crime is not an easy thing. I am sure they have a very 

important reason for doing that. 

S3: I think they are not that smart because if you want to steal something or 

money, you shouldnôt use a computer there if you donôt want to leave a trace 

or fingerprint.  

S2: It seems that they are amateurs. They didnôt plan it well.  

S1: I agree. It might be their first crime. Thatôs why I believe they have a very 

important reason for doing it.  

 

After this task, Neĸe regrouped the students according to their Hat colors. The 

students wearing the same color were asked to write another story based on the 

thinking type of the hat. The aim of this task was to have the students approach the 

story from different angles by rewriting it and approaching the task based on the 

point of view that the colour they chose. In that sense, the following figures illustrate 

the studentsô stories that they wrote by embracing different hat colors in the process 

of approaching the stories from different perspectives. As seen in the tasks, Neĸe 

attempted to develop the studentsô 4C skills and obtained high CT, COL, and CRE 

scores. The activation of COMa, COMb, and COMe was not available in the lessons 

since the students were not asked to present their work or use other sources of 

conveying their ideas apart from Writing. 

 

 

Figure 60 Red Hat Story 

 



 

186 

 

Figure 61 Black Hat Story 

 

When all cases were evaluated, the results showed that the average of the teachersô 

performance on integrating 4C skills in online flipped EFL instruction was found at a 

medium level (M=0.61). Neriman obtained the overall highest score (M=0.74) in 

developing the 4C of the 21
st
-century skills in these lessons, while Sevin and Neĸe 

attained the lowest scores (M=0.54). Pelin and Fahriye followed Neriman with 

medium-level scores in integration, respectively (M=0.63, M=0.60). Table 26 below 

shows the weekly performance scores of the teachers in that sense. Table 26 also 

shows that when the instructorsô weekly teaching performances were examined in 

terms of their integration and activation of 4C in their practices, the research found 

that all the instructors showed differences in their scores between Lesson 1 and 8. 

While the highest change in teacher performance was observed in Pelinôs case, there 

were minor changes in Fahriye and Sevinôs cases. Though having no change in 

score, Neriman got the highest score among the instructors. Only Neĸe was the one 

with the lowest score and decreased her performance from medium to a lower level.  

 

Table 26 Teachersô 4C Integration Performances Across Cases 

4C 
Lesson 

1 

Lesson 

2 

Lesson 

3 

Lesson 

4 

Lesson 

5 

Lesson 

6 

Lesson 

7 

Lesson 

8 
Average 

Neriman 0.73 0.82 0.78 0.73 0.69 0.54 0.91 0.73 0.74 

Pelin 0.58 0.40 0.96 0.45 0.42 0.81 0.49 0.96 0.63 

Fahriye 0.54 0.54 0.87 0.68 0.45 0.49 0.68 0.58 0.60 

Sevin 0.53 0.49 0.72 0.45 0.40 0.53 0.63 0.59 0.54 

Neĸe 0.59 0.36 0.81 0.54 0.40 0.59 0.63 0.36 0.54 

Average 0.59 0.52 0.83 0.57 0.47 0.59 0.67 0.64 0.61 
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The next section presents the results of the studentsô weekly reflection data on their 

engagement with the 4C of 21
st
-century skills and the survey data that shows their 

confidence in using these skills after engaging with them in an online flipped EFL 

instruction better to understand the teacher and learner aspects in this research. 

 

4.3. Studentsô Reflections and Experiences 

The current study aims to investigate both teachersô and studentsô reflections and 

experiences with 4C of 21
st
-century skills in an online flipped EFL environment. 

Therefore, the following sections introduce the qualitative and quantitative results of 

the data obtained from the students. 

 

4.3.1. Student Reflections 

 

This section displays the analysis results of the studentsô reflections that were 

provided after each lesson in eight weeks. The figure below summarizes the coded 

segments based on the 4C.  In total, there were segments (f=445) that provided the 

studentsô reflections regarding their use of 4C skills in the online flipped learning 

environment. Of these, 34% (f=153) of them reflected on their CT skills. CT was 

followed by Collaboration (f=134) in 30% of the reflection. While Creativity 

corresponded to 20% (f=87) of the statements, the students provided 16 % of their 

reflections on their communication skills (f=71). While 64% of their total reflections 

was found to refer to CT and COL, 36% of the reported reflections constituted CRE 

and COM. The next sub-sections present the studentsô reflections on their 

engagement with each of the 4C skills in an online flipped learning environment and 

the factors they perceived as important in shaping their engagement with these skills 

in EFL. 
 

 

Figure 62 Distribution of studentsô reflections on their 4C skills 
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4.3.1.1. Studentsô Reflections on Critical Thinking 

 

According to the participantsô reflections, the data showed that CT (f=153) was the 

most reflected skill of the 21
st
-century skills in online flipped EFL instruction, which 

composed 34% of all the reflections. When CT was analyzed, it was seen that two 

broad themes emerged in the data: ñActive Engagement with Critical Thinkingò 

(f=152) and ñDynamics in Engagement with Critical Thinkingò (f=1). The figure 

below illustrates themes related to CT.  

 

 

Figure 63 Critical thinking-related themes 

 

The figure 64 below shows that the participants reported how they engaged in CT 

and the factors that affected their engagement in online flipped EFL instruction. The 

further analysis of their reflections revealed two categories of their ñActive 

engagement with Critical Thinkingò: a) higher-order thinking skills (f=98) and b) 

lower-order thinking skills (f=54). The figure 64 below represents these categories. 

These two categories involve further sub-categories that were shown in figure 65 and 

explained in the following section. 

 

 

Figure 64 Critical thinking theme and categories 
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Of the total number of the participantsô reflections on their engagement with CT 

skills (f=152), 64% of them indicated that they engaged in CT at higher-order 

thinking levels (HOTS) in online flipped EFL instruction, while 36% of them 

showed that their decision-making for CT was at lower-order thinking levels 

(LOTS). The category of HOTS consisted of three codes: a) create (f=56), b) 

evaluate (f=30), and c) analyze (f=12). The sub-codes found relevant to the codes and 

categories are as follows: a) generating (f=29), b) planning (f=15), c) producing 

(f=12), d) critiquing (f=17), e) checking (f=13), f) differentiating (f=10), g) 

organizing (f=1), h) attributing (f=1). The figure below illustrates the relationship 

between the category, codes, and sub-codes of the first theme of CT. 

 

 

Figure 65 HOTS in Critical Thinking 

 

As seen in the figure, the participants reported actively engaging in CT at analysis, 

evaluation, and creation levels. While the analysis level required the participants to 

delve into an idea, topic, or task by breaking it into its components and seeing how it 

was formed, working on the evaluation level required them to make judgments about 

their ideas or ways to complete an assigned activity or task. Finally, the creation 

process required the participants to construct their ideas into a whole and develop a 

final product in line with the assigned task. In analyzing a material, the participants 

reported that they differentiated the components of a material or task given to 

complete an activity. Since this level involves ñfocusingò, ñselectingò, and 

ñdiscriminatingò of ideas, the participants worked on this level more than the other 

two. The following excerpts provide information about how the participants 

differentiated the materials.  
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We considered some ideas and found the most relevant one related to the 

activity by eliminating the irrelevant ones. (Excerpt 111, Class 2, Week 3) 
 

We talked about crime and discussed the reasons for committing crimes. We 

chose the most important one after deciding their degree of importance and 

worked on that to do the activity. (Excerpt 112, Class 5, Week 8) 
 

Besides ñdifferentiatingò, one of the participants stated that they tried to analyze a 

text in terms of its authorôs perspective and it was seen that this reflection falls into 

the level of ñattributingò. The following excerpt exemplifies this explanation.  

 

We were told to analyze a text from the author's perspective while writing it. 

(Excerpt 113, Class 4, Week 1) 

 

The participant students also reported that when they were asked to analyze the given 

material, one participant stated that they worked on ñorganizingò their ideas to find 

the one relevant idea to the task in their decision-making process. According to 

Bloomôs taxonomy, being a component of ñanalyzingò, ñorganizingò is also related 

to the other processes. In the following excerpt, the participant student explains how 

they were involved in it.  

 

While working on the activity, we analyzed the given material first to 

understand what we were asked. Then, we organized our ideas after going 

over and discussing them with the group members. (Excerpt 114, Class 1, 

Week 3) 
 

The participantsô reflections also indicated that they ñevaluatedò their ideas while 

reaching a logical result while completing an activity. As shown in Figure 60, the 

ñevaluationò of ideas involves ñcritiquingò the ideas found. The participants reported 

that they evaluated their ideas by ñjudgingò their suitability for the task. The excerpts 

below provide samples of how the participants judged their ideas in the process of 

making decisions. 

 

In a question in class today, the teacher asked us to decide with our group 

members if we would like to live in a time without technology. Here, we 

decided by considering the current time and the past, the differences and 

possible possibilities, and the pros and cons. Before preparing our group 

presentation, we went over the ideas we found and judged them, considering 

whether they were good enough to support our arguments. (Excerpt 115, 

Class 3, Week 7) 
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éThen, I evaluated the opinions of my friends while completing the activity. 

(Excerpt 116, Class 1, Week 3) 

 

Another dimension of ñevaluatingò is ñcheckingò. According to the reflections of the 

participants, it was reported that they engaged in ñcheckingò their answers and ideas 

in a given task. As in ñcritiquingò, the participants reported ñmonitoringò and 

ñtestingò their ideas to make sure that they were in the correct process of building 

ideas and completing the assigned activity or task. 

 

I decided on what I was going to say after reviewing my thoughts. (Excerpt 

117, Class 1, Week 7) 

 

During the preparation process of the slides, with our group friends, we 

discussed the slides. In this way, I think that it is accelerated to think about it 

and decide whether we are in opposition or close to the idea presented. 

(Excerpt 118, Class 5, Week 6) 

 

Regarding the final dimension of HOTS, the process of ñcreatingò involves the sub-

processes of reaching a final product. As seen in Figure 60 above, these sub-

processes consist of ñgeneratingò, ñplanningò, and ñproducingò some form of 

knowledge. As for ñgeneratingò, ñcoming up with ideas or hypothesesò is considered 

as generating knowledge. Regarding this, the participants in the excerpts below 

indicated that they generated ideas related to the accomplishment of the given 

activity.  

 

I decided on my ideas by exchanging our ideas with my friends. For example, 

we were going to write a story and my friends took turns giving their opinion. 

(Excerpt 119, Class 3, Week 6) 

 

I looked at the pictures and the questions in Peardeck. Then, I developed 

ideas to do the activity. (Excerpt 120, Class 2, Week 7) 

 

Following the generation of ideas, ñplanningò how to finish the assigned task was 

also activated by the participants in their engagement in CT. It was reported that they 

put their ideas into a plan to accomplish the activities by engaging in the sub-skill 

ñplanningò dimension of HOTS. The following excerpts exemplify how they 

engaged in that process.   
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I think about how I can convey the ideas that occur in my mind in a simple 

way in English. I find it difficult to convey all of my ideas, but I try to 

simplify what I have in mind and put them into English words. (Excerpt 121, 

Class 1, Week 4) 
 

We set up a plan to decide. Then, we followed that plan to finish the activity.  

(Excerpt 122, Class 1, Week 7) 
 

Finally, in the process of ñproducingò ideas, the data showed that the participants 

constructed knowledge after going through processes of ñgeneratingò and ñplanningò 

ideas in the assigned activities. As being the sub-skills of producing, generating and 

planning shows that the students went through these processes as well. The excerpts 

below indicate how the participants produced knowledge and engaged in CT in that 

aspect. 

 

We reached a conclusion and completed the activity after discussing and 

working together. (Excerpt 123, Class 4, Week 2) 
 

é then wrote a piece as in the example with friends with whom we shared 

the same thought. I think it has been a very productive work. (Excerpt 124, 

Class 1, Week 7) 
 

The weekly reflection data of the participant students showed that they also engaged 

in LOTS while developing their CT skills in online flipped EFL instruction. As 

mentioned before, LOTS constituted 36% of the reflections that showed the active 

engagement of the participants in developing their CT skills. As expected from 

bottom to top in the taxonomy, the students also engaged in these skills. The figure 

66 below illustrates the codes and sub-codes that were identified concerning the 

LOTS of CT skills. 

 

 

Figure 66 LOTS in Critical Thinking 
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According to the figure, it is seen that the participants engaged in ñrememberingò, 

ñunderstandingò, and ñapplyingò knowledge at lower levels of CT skills. While 

ñrememberingò some kind of knowledge involves a) ñrecallingò (f=4) and b) 

ñrecognizingò (f=2), ñunderstandingò involves constructing meaning from provided 

knowledge by a) inferring (f=8), b) comparing (f=5), c) interpreting (f=4), d) 

explaining (f=2), e) exemplifying (f=1), f) summarizing (f=1), and g) classifying 

(f=1). As for the third aspect, ñapplyò, knowledge is used and performed in some 

way in a given task by a) implementing (f=25) and b) executing (f=2). Regarding the 

process of ñrememberingò, the participants reported that they ñrecalledò or retrieved 

some previous knowledge while working on the assigned activity or task in the 

process of deciding and developing their ideas. The following excerpts showed how 

they benefited from their previous knowledge. 

 

I decided my ideas based on the stories we worked out from the books and 

my daily life. I remembered some ideas from them. (Excerpt 125, Class 1, 

Week 8) 

 

In the first speaking exercise, I talked about my own life, things that upset 

me, etc. Therefore, I kind of remembered them to proceed in answering the 

questions. (Excerpt 126, Class 2, Week 7) 

 

The participants also reported that they ñrecognizedò or identified some knowledge 

in the process of deciding on and developing their ideas. The following excerpts 

show that the participants identified the knowledge given in a task or activity while 

remembering what they already knew about that topic. 

 

I give direction to my ideas based on the information I have learned about the 

subject. Remembering the similar grammar rules in this exercise helped me 

form my sentences. (Excerpt 127, Class 1, Week 3) 

 

I made connections with the things I learned before. I tried to remember the 

prepositions that we learned to match them with the words given in the 

lesson. (Excerpt 128, Class 5, Week 3) 

 

The second cognitive process level of LOTS is ñunderstandingò knowledge provided 

in an activity or task. To do so, the participants reported that they frequently 

benefited from ñinferringò meaning in a given context.  
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I tried to answer the questions by making inferences from the examples there. 

(Excerpt 129, Class 1, Week 8) 

 

I tried to make inferences from what I saw in the visuals and heard in the 

listening parts. (Excerpt 130, Class 5, Week 5) 

 

The data also showed that ñinferringò was followed by ñcomparingò knowledge. It 

was found that the participants developed their ideas by comparing their knowledge 

or ideas with the ones presented in the materials or the ones provided by their peers. 

The excerpts below show how they made comparisons in the process of idea 

building. 

 

I developed my ideas by listening to other people's opinions and comparing 

them with my ideas. (Excerpt 131, Class 5, Week 7) 

 

There was a photo our teacher opened on Peardeck and she was asking a few 

questions. At that moment, I thought about my daily routine and compared it 

with the questions and then answers related to that. (Excerpt 132, Class 2, 

Week 5) 

 

The data also showed that the participants ñinterpretedò the knowledge provided in 

the given material by converting the information available into another form. In the 

following excerpt, the participant student reports that they tried to interpret the 

meaning of the words in the given sentences and converted their abstract 

understanding into a written form in words.  

 

I looked at the post and thought about what I could do. I first tried to 

understand what the words meant in the exercise and then tried to provide 

definitions for them. (Excerpt 133, Class 1, Week 4) 

 

ñExplainingò was also found to be processed by the participants in the form of 

making a cause-effect link in the information provided in the activities and 

knowledge created by themselves or their peers. 

 

In todayôs activity, we shared ideas with our friends based on the reading text. 

After reading the text about endangered species, we were asked to list factors 

that caused these animals to be in danger. (Excerpt 134, Class 4, Week 2) 
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Regarding the process of ñexemplifyingò, it was found that the participants were 

asked to provide an example or illustrate the information given in the task or learned 

in the lesson.  

 

We discussed the impact of advertising on children. The teacher asked us to 

give some examples from the text that we read and from our real lives. 

(Excerpt 135, Class 4, Week 5) 

 

As seen in the figure 61 above, the weekly reflection data showed that the 

participants engaged in the ñunderstandingò process by ñsummarizingò what they 

read, listened to, or heard in the presented material.  

 

I read the passage that we were asked to read and tried to answer the 

questions as much as I understood. When deciding on my ideas, I went back 

to the text/section that I needed to read and understand what was given in the 

text when necessary. The teacher asked me to summarize the general idea of 

the text. (Excerpt 136, Class 4, Week 1) 

 

Finally, it was found that the participants also ñclassifiedò some kind of information 

to ñunderstandò it in the given context.  

 

I made my decisions based on the questions asked and categorized the 

answers related to the activity. (Excerpt 137, Class 2, Week 2) 

 

Regarding LOTS in CT, ñapplyingò previous knowledge in a similar or new context 

was also found to be processed by the participants in the data. As explained before, 

ñapplyingò involves ñimplementingò which means using previous knowledge of a 

topic in an unfamiliar task. The excerpts below show the participants used their 

knowledge of some grammar topics to answer the questions posed by their teacher. It 

is seen that the participants use their topic-related knowledge to answer questions 

that are not directly about the structures themselves.  

 

My friend asked a question that would require knowledge of the continuous 

tense, so I said what I'm going to do tomorrow according to that question. 

(Excerpt 138, Class 2, Week 1) 
 

I answered by thinking about the activities I did in the past because I was 

asked a question about the past, so I used past structures. (Excerpt 139, Class 

2, Week 3) 
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We tried to do the activity with my friends by using the previous knowledge 

that I had learned before. (Excerpt 140, Class 1, Week 8) 

 

In line with the process of ñapplyingò, the participants also reported ñexecutingò a 

task by using the information learned before about it and using it in a similar task or 

activity. The following excerpts indicate how the participants used their background 

knowledge of the topic in a very similar task or activity.  

 

The activities were not open to our interpretation anyway. We did it as it 

should be within certain frameworks, adhering to the rules. So, I didn't come 

up with much of an idea. (Excerpt 141, Class 1, Week 8) 

 

I gave my ideas according to the examples given in the activity. I tried to do 

similar work as in the example by following the rules there. (Excerpt 142, 

Class 3, Week 5) 

 

Apart from how the participants engaged with CT skills in online flipped EFL 

instruction, the data also revealed one factor that was reported as a ñrestrictive 

dynamicò under the theme of ñDynamics in Engagement with Critical Thinkingò. As 

the only factor, ñClass hourò was reported to have a negative impact on the 

participant studentsô engagement in CT. According to that, the students reported 

early hours of English lessons as negative influence on their engagement with CT. 

 

It was often difficult to think because there were times when I had a hard time 

adapting to the lessons because of the class hours. (Excerpt 143, Class 4, 

Week 3) 

 

To this end, the student weekly reflection data analysis showed that the participants 

actively engaged in HOTS more than LOTS through the activities and tasks provided 

to them in the lessons. ñClass Hourò was seen as the only restrictive factor limiting 

the CT skills of the participants. The next sub-section provides the results of the 

participantsô reflections on their engagement with communication in online flipped 

EFL instruction. 

 

4.3.1.2. Studentsô Reflections on Communication 

 

The analysis of the participants' weekly reflections (f=444) showed that 16 % of 

them were related to their engagement with Communication (f=71). The participantsô 
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reflections revealed two main themes regarding their engagement with 

Communication in online flipped EFL instruction.  The figure below illustrates these 

two main themes.  

 

 

Figure 67 Communication-related themes 

 

It was found that the participants reflected on their ñActive Engagement with 

Communicationò (f=36) as well as the ñDynamics in Engagement with 

Communicationò (f=35). Regarding the first theme, three categories emerged: a) 

active participation (f=18), b) respect for contributions (f=10), and c) peer learning 

(f=8). The figure 68 below illustrates the theme with its relevant categories. The 

reflection data indicated that the participants reported their active engagement in the 

skill of communication thanks to their ñactive participationò in the lessons. 

 

 

Figure 68 Communication theme and categories 

 

It is seen from the excerpts below that the students communicated their ideas by 

discussing and exemplifying their ideas to solve problems or complete a task, which 

contributed to developing their communication skills.   
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I have good communication with my friends and we communicate through 

the exchange of ideas. For example, I am presenting an example and we are 

discussing this example. As I said, we proceed through ideas. (Excerpt 144, 

Class 1, Week 3) 

 

My communication with my friends was quite good. We worked together to 

solve the given problems by constantly exchanging ideas with each other. 

(Excerpt 145, Class 4, Week 1) 

 

We first decided what kind of story we could write. Then we shared the 

document link and everyone made some additions and edits. In this way, we 

have been able to communicate both by speaking and writing what we think. I 

tried to speak and write clearly. (Excerpt 146, Class 1, Week 8) 

 

Another category that emerged from the data is that the participants showed ñrespect 

for contributionsò in the online flipped EFL lessons. It is seen from the excerpts 

below that the students tried to continue their communication with their peers with 

respect, by showing empathy to each other and creating a supportive environment for 

effective communication to take place. In excerpts below, the participant highlights 

the online aspect of education concerning communication with their peers.  

 

My communication was sincere and sharing. We welcomed mutual 

interaction through communication and offering ideas. For example, a friend 

of mine gave an example from a heist movie, and if my other friends liked it, 

we started to write about it. (Excerpt 147, Class 1, Week 8) 

It was as much as it can be in online education. We argued while being 

careful not to interrupt each other. (Excerpt 148, Class 4, Week 2) 

 

We worked by understanding each other appropriately and properly. (Excerpt 

149, Class 5, Week 2) 

 

As for the last category, ñpeer learningò was found to be an effective instrument for 

communicating with the peers of the participants. As a result of keeping the 

communication channels open and providing constructive criticism, the excerpts 

below show that the students tried to develop their communication skills in online 

flipped EFL instruction. 

 

We gave constructive feedback to each other and told our shortcomings 

without offending each other. (Excerpt 150, Class 1, Week 6) 
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In the presentation part, we put everything in order. We have done enough 

criticism and contribution to each other. (Excerpt 151, Class 5, Week 6) 

 

Apart from how they engaged in communication, the participants also reflected on 

the ñDynamics in Engagement with Communicationò, which emerged as the second 

theme related to Communication. Two categories were found related to this theme: 

a) restrictive dynamics (f=24) and b) facilitative dynamics (f=11). The restrictive 

dynamics further constituted five codes: a) online education (f=12), b) lack of 

willingness (f=9), c) task type (f=2), and d) allocated time (f=1). Besides, the 

facilitative dynamics were formed of two codes: a) willingness to communicate 

(f=10) and b) topical interest (f=1). The figure 69 below illustrates the second theme, 

which is ñDynamics in Engagement with Communicationò, its categories, 

ñrestrictive dynamicsò and ñfacilitative dynamicsò and their sub-codes.  

 

As for the category of ñrestrictive dynamicsò, ñonline educationò was found to be the 

main factor that restricted the communication between the participant students in 

online flipped EFL instruction. As the excerpts show below, the participant students 

commented on the technical difficulties that they came across and the negative 

impact of these difficulties on dealing with the assigned activities. In that regard, the 

students had communication breakdowns on ZOOM such as losing contact because 

of internet connection. This prevented them to sustain healthy communication among 

them. 

 

 

Figure 69 Communication theme, categories, and codes 
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Our interaction was limited because it was online. For example, we had to 

read the text and answer the questions. When I finished, I couldn't ask my 

friends directly, and I guess so did my friends, and we waited for each other 

in vain. (Excerpt 152, Class 5, Week 1) 

 

We did not have much opportunity to communicate well because some 

friends lost their connections from time to time. (Excerpt 153, Class 4, Week 

2) 

 

Communication on Zoom can be difficult at times. When you talk to each 

other, while waiting, there is no problem. Therefore, there was no problem 

while preparing the slide, but there were communication deficiencies in the 

presentation part. (Excerpt 154, Class 5, Week 6) 

 

ñLack of willingnessò was also reported as the second factor in limiting 

communication among the participants in the online lessons. The data showed that 

the participants were not motivated to communicate with their peers to participate in 

the lessons and complete the given tasks, which negatively affected the ones to 

sustain healthy communication with others. The excerpts were provided below to 

indicate how the lack of willingness of the participants limited communicative 

interaction between the participants. 

 

Our communication was very minimal and inefficient because some group 

members did not participate in the activity. I called out their names a couple 

of times, but I could not reach out to them. I lost my motivation too. (Excerpt 

155, Class 3, Week 2) 

 

It was sometimes good and sometimes bad. Some friends avoid talking as 

much as possible, unfortunately. (Excerpt 156, Class 2, Week 3) 

No one spoke for a while after we split into groups. I called out their names, 

but no one answered. Then, someone else attended the room. We started to do 

the activity with him. (Excerpt 157, Class 3, Week 5) 

 

Communication is not always easy in Zoom. We don't know each other at all, 

and since there is no bond between us, of course, there is no willingness. 

(Excerpt 158, Class 2, Week 8) 

 

Regarding the role of ñtask typeò in limiting the communication between the 

participants, it was reported that the type of task or activity not only affected the 

degree of the communication but also shaped whether it was sustained in L1 or L2. 
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The excerpts below reflect how and from what communication is affected in that 

respect.  

 

We communicated a bit by turning on the microphones. We do not 

communicate unless we have to. It depends on the activity. (Excerpt 159, 

Class 2, Week 3) 

 

If it is a writing exercise, we usually speak Turkish because time is limited 

and we try to do it as quickly as possible. That's why we do writing exercises 

by speaking Turkish, compared to other exercises. (Excerpt 160, Class 3, 

Week 2) 

 

Lastly, it was reported that ñallocated timeò for tasks and activities had an impact on 

the participantsô communication with each other. One participant in the excerpt 

below reflected on the role of time in completing the given tasks and communicating 

with their peers. 

 

As in the previous activities and tasks, time was limited, so we started 

impromptu without making many plans. Before we started, there was not 

much communication and sharing of ideas. During the exercise, 

communication seemed to be broken and got worse while trying to finish the 

activity. (Excerpt 161, Class 1, Week 3) 

 

Concerning the second category, ñfacilitative dynamicsò, the participantsô 

ñwillingness to communicateò was addressed as the main contributing factor in 

sustaining the communication in online flipped EFL instruction. The participants 

reported that their communication improved when they were willing to participate in 

the lessons by sharing their ideas and actively engaging with their peers. In that 

sense, the studentsô willingness to participate in the lesson and communicate with 

their peers to complete the assigned tasks played an important role in cultivating 

Communication. 

 

We were friendly. We have maintained our communication with those who 

want to communicate, as much as how it should be, laughing with jokes, and 

discussing when necessary. (Excerpt 162, Class 4, Week 1) 

 

Since our teammates change in each group work, the communication 

established differs. Some of my friends have more interest and desire for the 
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course. When group work is done with such people, my interest also 

increases. Thus, the established communication becomes more open to 

sharing ideas and increases efficiency. (Excerpt 163, Class 1, Week 4) 

 

My friends, like me, have always been trying to do better and respond better 

day by day thanks to these lessons. We have ensured our communication and 

participation in the lesson. (Excerpt 164, Class 5, Week 7) 

 

Moreover, it was found that ñtopical interestò played an important role in 

contributing to establishing communication among the participants. One participant 

stated that their communication with their peers was better in one lesson compared to 

other lessons because the topic of the lesson was catchy for them. The topic grabbed 

their attention and made them participate in the lesson and build better 

communication with their peers. 

 

I guess our communication seemed better in this lesson. Since the topic was 

interesting, I think everyone agreed to talk and participate. (Excerpt 165, 

Class 2, Week 8) 

 

To this end, the skill of ñcommunicationò of the 21
st
-century skills was found to be 

actively used by the participants in three ways and reported to be negatively affected 

more than to be positively by some dynamics in online flipped EFL lessons. The next 

sub-section presents the participantsô reflections related to their collaboration skills 

with their peers in these lessons. 

 

4.3.1.3. Studentsô Reflections on Collaboration 

 

Of the total weekly reflections (f=444) provided by the participants, 30% of them 

were related to the skill of Collaboration (f=133). The participants not only reflected 

on how they engaged with the skill of Collaboration of the 21
st
-century skills but also 

the dynamics that they considered important in engaging with Collaboration in 

online flipped EFL lessons, which emerged as two broad themes.  

 

Regarding the theme ñActive Engagement with Collaborationò (f=72), three 

categories emerged from the studentsô reflections on their engagement with 
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Collaboration. These are: a) establishing consensus (f=38), b) peer feedback (f=18), 

and c) labor division (f=16).  

 

 

Figure 70 Collaboration-related themes 

 

 

Figure 71 Collaboration theme and categories 

 

The participants reported that their engagement with Collaboration mainly derived 

from ñestablishing consensusò with their peers in group work activities. It was 

commonly stated that the students attempted to find a common ground between the 

group members through discussions, comparisons, sharing ideas, and choosing the 

best idea to fulfill a task or activity. The data indicate that the participants regarded 

reaching an agreement among the group members as the top priority for engaging in 

collaborative activities to complete the assigned tasks. The following excerpts 

exemplify how the participants reported on their engagement with their collaboration 

skills in online flipped instruction. 
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For the answers that we have different ideas, both parties state why they 

prefer that answer, and a consensus is reached. (Excerpt 166, Class 1, Week 

4) 

 

We compared our ideas together and answered the questions together. When 

there is a mismatch between our ideas, we tried to reach a logical conclusion. 

(Excerpt 167, Class 2, Week 6) 

 

It's pretty good because we can always get a better one from our group mates. 

We are trying to decide which is the best for us. (Excerpt 168, Class 3, Week 

2) 

 

The second category that constituted the theme of ñActive Engagement with 

Collaborationò was found to be ñpeer feedbackò. According to the participants, 

collaboration was achieved by providing feedback to each other in group work 

activities to complete the assigned tasks. The following excerpts present how peer 

feedback contributed to using the collaboration skills of the students. 

 

I tried to make their ideas fit for purpose. For example, a friend of mine said 

that students should study for exams. I proposed using a relative pronoun to 

use the clause, so I combined it with the sentence of my other friend and 

added it to each other saying that: students who want to be successful should 

study for the exams. (Excerpt 169, Class 1, Week 3) 

 

If the ideas they suggest sound right to me, I approve. If it doesn't seem 

appropriate to me, I say kindly that that idea is not beneficial for the activity 

and I suggest an alternative one. (Excerpt 170, Class 3, Week 3) 

 

I listened to my friends and evaluated their ideas. We did an activity on 

Nearpod and I checked my friends' answers. (Excerpt 171, Class 5, Week 7) 

 

As seen in the excerpts 169, 170, and 171, peer feedback is an important aspect of 

engaging in collaboration. Therefore, the participants perceived it as the second issue 

related to collaboration and reported its use for the success of the collaborative tasks 

assigned. Lastly, the data indicated that the participant students reflected on ñlabour 

divisionò as the third category that contributed to their active engagement in 

collaboration. According to the participants, sharing workload and distribution of the 

responsibilities are necessary for completing tasks on time. It is seen in the excerpts 

172, 173, and 174 below that labor division is an important asset in engaging with 
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the skill of collaboration in online flipped instruction and the participants are well 

aware of sharing the workload to meet the goals of the task through collaborative 

work. These reflections also show that the students were attentive in the lesson when 

they collaborated.  

 

In the writing activity, while one person organizes the writing, we exchange 

ideas with other group members. (Excerpt 172, Class 1, Week 7) 

 

We worked as a team in general. We divided the work into parts and 

distributed the work. The contribution of our friends is positive for us. 

(Excerpt 173, Class 5, Week 1) 

 

Since our teacher sets a time, we need to be fast, so we distribute tasks. 

Everyone is trying to do their part to the best of their ability. (Excerpt 174, 

Class 5, Week 2) 

 

Apart from how they engaged in collaboration in online flipped EFL instruction, the 

participants also reported the dynamics of their engagement in collaboration with 

their peers. This second theme consists of two categories: a) facilitative dynamics 

(f=46) and b) restrictive dynamics (f=16) as shown in the figure below. The codes 

relevant to the ñfacilitative dynamicsò emerged as follows: a) respect for contribution 

(f=20), b) active participation (f=16), c) peer learning (f=7), and d) task type (f=3). 

Regarding the restrictive dynamics, codes as a) cooperative behavior (f=8), b) lack of 

willingness (f=7), and c) online education (f=1) were found to be factors that 

negatively impacted the collaboration among the participants in online flipped 

instruction. The figure 72 below illustrates the relationship between the categories 

and codes found related to the ñDynamics in Engagement with Collaborationò. 

 

Regarding the facilitative dynamics that contribute to the engagement of the 

participants in collaborative tasks and activities in online flipped instruction, ñrespect 

for contributionò (f=20) was found to be the most frequently reported aspect of peer 

collaboration. The participants stated that the lessons had a harmonious group work 

environment, and they showed respect for each otherôs contributions rather than 

discouraging their peers. The following excerpts 175, 176, and 177 present some of 

the views reported in the participantsô weekly reflections. As seen in the excerpts, the 
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participants engaged in collaboration with their peers by respecting group membersô 

contributions. These contributions were welcomed by the group members and were 

not criticized or negatively evaluated based on the degree of contribution. Being 

ñkindò and ñrespectfulò in online flipped instruction was regarded as important to 

facilitate collaboration among the participants.  

 

 

Figure 72 Collaboration theme, categories, and codes 

 

When I thought that a friend's idea was weak, instead of rejecting his/her 

idea, it was very important to develop and present his/her idea, both in terms 

of being able to develop an idea and showing that my friend's opinion was 

considered important by us. (Excerpt 175, Class 1, Week 7) 

 

I think we are trying to be kind and respectful to each other. For example, if 

we made an idea according to my wishes in one activity, I always try to do 

the other one according to my group membersô wishes so that we work 

together and my friends do not feel any discomfort. (Excerpt 176, Class 3, 

Week 1) 

 

There was a harmonious working environment. Respecting each other's 

opinions, we tried to find the most logical way by discussing our suggestions. 

(Excerpt 177, Class 4, Week 1) 

 

The second frequently reported code emerged as ñactive participationò (f=16) in the 

reflections of the participants. According to the participants, being active in the 

lessons was important to engage in collaborative tasks and activities. The excerpts 

below show that the active participation of the students in expressing their ideas 

contributed to their collaboration skills in their online flipped EFL lessons. 
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My friends and I shared our ideas in turn and discussed our ideas and tried to 

reach the best result. (Excerpt 178, Class 3, Week 5) 

In this lesson, we prepared a slide about trends. It was a slide where everyone 

could voice their opinion. Everyone contributed. As we thought about our 

ideas, we came up with different ideas. Together with this, we completed the 

slide. (Excerpt 179, Class 5, Week 6) 

 

The weekly reflection data also showed that ñpeer learningò (f=7) was also raised by 

the participants as a facilitative dynamic in developing their collaboration skills. 

Concerning this, they stated that the collaborative tasks and activities that they were 

involved in helped them learn from their peers.  

 

Some of the group members said they knew the topic. We compared our 

guesses about the Amish. After watching the video, they explained the parts 

that I did not understand. (Excerpt 180, Class 2, Week 8) 
 

Some of my friends focused on points that I hadn't thought of such as the 

justice system, like how the criminal system is in Amish society. (Excerpt 

181, Class 2, Week 8) 
 

Group work is fun and useful. There can be quite different opinions on any 

subject, but especially on interesting topics, and this is a situation that helps 

me develop myself. (Excerpt 182, Class 3, Week 8) 

 

It is seen from the excerpts above that the participants benefited from collaborative 

activities in online flipped instruction in terms of learning from their peers. They 

reported that collaborative activities create fun in learning EFL as well as contribute 

to their general cultural knowledge, especially when the topics are attention-grabbing 

and not ordinary. Lastly, regarding the facilitative dynamics in engagement with 

collaboration, the participants reported the role of ñtask typeò (f=3) in contributing to 

their collaborative behaviors. According to the participants, the tasks and activities 

identified their degree and way of their contribution.  

 

The way we work varies according to the given task. For example, in the last 

task we did, we first tried to do it individually. We then shared our answers. 

In a different exercise, we did today, we preferred to do it with my friends in 

groups. (Excerpt 183, Class 1, Week 4) 

 

The activities we did, especially the speaking parts, played an important role 

in listening to each other's ideas and sharing ideas in group work activities. 

(Excerpt 184, Class 1, Week 7) 
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é did some exercises individually, but there was a competition in the next 

activity. We did it together. (Excerpt 185, Class 2, Week 7) 

 

The excerpts above indicate that the type of assigned tasks impacted the studentsô 

motivation to work collaboratively. Excerpt 183, 184, 185 show that the task or 

activity shaped whether students would cooperate or collaborate. It is seen that not 

every task or activity led to collaborative work among the participants. The other 

excerpts highlight that speaking activities and competitions work in terms of 

collaborative activities.  Regarding the role of restrictive dynamics in engaging with 

collaboration in online flipped instruction, ñcooperative behaviorò (f=8) emerged as 

the first code in the data. The reflections of the participants showed that collaboration 

among the students did not naturally occur as expected in the lessons and the 

students cooperated rather than working collaboratively.  

 

After completing the activity individually, we checked our answers and tried 

to find the right answers. (Excerpt 186, Class 1, Week 4) 
 

We did it individually. Then, we compared what we did. (Excerpt 187, Class 

1, Week 6) 
 

In the joint activities, each student shared his / her correct answer, and then 

we compared the answers. (Excerpt 188, Class 1, Week 9) 

 

The excerpts show that although the participants were expected to complete assigned 

tasks and activities together, this did not occur as expected, and the participants 

cooperated in their groups by completing the task individually and then checking the 

answers together. As for the second code derived within the restrictive dynamics, 

ñlack of willingnessò (f=7) was found to be a negative factor in the participant 

studentsô engagement in collaborative tasks and activities. The excerpts below 

indicate that collaboration was negatively affected by a lack of enthusiasm and 

willingness to work together and complete the assigned tasks. It is seen that though 

some students were eager to participate in the activities, some others did not have 

that willingness. 

 

Sometimes, I come across friends who don't want to talk in the breakout 

rooms. Then, it becomes difficult to do activities. It is easier to do activities 

with friends we can chat with. (Excerpt 189, Class 2, Week 2) 
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I couldn't work with my friends in today's lesson. When we went in groups, 

they wanted to work alone. (Excerpt 190, Class 3, Week 4) 

 

In some groups, only a few people tried to do the activity, others did not 

answer when asked, but we had to continue without saying anything. (Excerpt 

191, Class 4, Week 4) 

 

It is seen that some studentsô lack of willingness to collaborate on assigned tasks had 

a restrictive role in developing the participantsô collaboration skills. The excerpts 

show that the lack of motivation of some students affected the group membersô 

interaction negatively. Finally, it was found that ñonline educationò (f=1) was also 

addressed as a restrictive dynamic in collaboration. The excerpt below shows that 

studentsô collaborative behaviors and their degrees, in that sense, were affected by 

the online delivery of instruction. It is seen that since it was online education during 

the lessons, the participant in the example below considered his / her wi-fi  

connection and other technical issues as a restrictive factor in collaborating with 

others. 

 

I tried to contribute as long as my internet allowed. Sometimes, I lost the 

connection and tried to join the lesson again. This made me lose my 

concentration and motivation. (Excerpt 192, Class 2, Week 3) 

 

To summarize, the data showed that the participants engaged in Collaboration in 

three ways of facilitative aspects, which was more than in restrictive ways. The next 

section presents the weekly reported reflections of the participants on their use of 

creativity skills in online flipped EFL instruction. 

 

4.3.1.4. Studentsô Reflections on Creativity 

 

As seen in the figure 73 below, the students provided reflections (f=87) about their 

engagement with Creativity in the lessons. While 89 % of the statements (f=78) were 

about the factors that affected their engagement with Creativity as the main theme, 

11% of these statements (f=9) reflected their engagement with the skill. Also, the 

reflections of the students on their engagement with Creativity showed that the 

students positively engaged with Creativity in these lessons. The students tried to 

produce ideas by developing the ideas that their friends put forward. The excerpts 
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193, 194, and 195 indicate how this positive engagement occurred among the 

students. 

 

Figure 73 Creativity-related themes 

 
We tried to generate new ideas while doing the given tasks. We tried to add 

the newly learned topics and ideas to the activities. (Excerpt 193, Class 1, 

Week 3) 

 

Yes, I tried. I found new ideas about the task with my friends to open up more 

topics. (Excerpt 194, Class 2, Week 2) 

 

Everyone came up with an idea and tried to create new ideas by developing 

each other's ideas. (Excerpt 195, Class 5, Week 1) 

 

The excerpts above show that the students tried to produce linguistic outcomes while 

learning English concerning their Creativity skills. Besides their attempts to produce 

language utterances in English, they also reported that they tried to find new ideas by 

activating their creative thinking skills. To exemplify this, the following excerpts 

were provided.  

 

I am trying to be productive. I try to come up with some unusual aspects of 

the subject. (Excerpt 196, Class 1, Week 3) 

 

I did try. Thanks to these lessons, I usually like to say things that no one 

would think of. (Excerpt 197, Class 2, Week 2) 

 

It is seen that the students put effort into coming up with ideas that are not common 

or presented before. The students attempted to activate their creative thinking skills 
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thanks to the activities that focused on fostering creativity among the students in 

online flipped lessons. Apart from the reflections indicating their engagement with 

Creativity during the lessons, the students also reported some dynamics that affected 

their use of Creativity skills. As seen in the figure 74 below, these dynamics (f=78) 

involve a) restrictive (f=41) and b) facilitative (f=37) factors that were at play in this 

process. The restrictive factors were composed of three main elements: a) 

instructional design (f=31), b) educational background (f=6), and c) psychological 

well-being (f=4). The facilitative factors were found related to the instructional 

design (f=37). The figure below shows that the students reflected on their use of 

Creativity skills in online flipped EFL lessons regarding both the positive and 

negative aspects.  Although the number of reflections is close to each other 

considering the two dynamics, the restrictive factors in the dynamics of their 

engagement with Creativity are slightly higher than the facilitative factors provided. 

The figure also shows that ñinstructional designò, which involved further sub-codes 

related to it and they were shown in figure 75, played both restrictive and facilitative 

role in fostering the skill of Creativity as a 21
st
-century skill in online flipped EFL 

lessons. This shows that teachersô instructional choices affect studentsô use of their 

creative thinking skills both positively and negatively in online flipped EFL lessons. 

 

 

Figure 74 Creativity theme and categories 
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Of the restrictive dynamics, 75 % of them were found to be related to the 

instructional design (f=31) of the lessons. The sub-codes relevant to instructional 

design were found: a) task type (f=17), b) allocated time (f=6), c) class hour (f=3), d) 

topical novelty (f=3), and e) topical interest (f=2), which were illustrated in figure 

below.  

 

Figure 75 Creativity category and codes 

 

Regarding the role of ñtask typeò (f=17) in engaging with Creativity, the students 

reported that the structure of the tasks and activities was an important asset in using 

their creative thinking skills. If the task is based on grammar transformation and 

practice, the participants indicated that there is no possibility in such tasks to benefit 

from their creative thinking. The following excerpts show how task type affect their 

creative thinking skills in that sense. 

 

There wasn't much that required creativity today. We did the exercises 

according to the grammar rules. (Excerpt 198, Class 1, Week 4) 

 

Generating ideas depends on the subject and the style of the activity. I am 

trying to think differently in a work that requires me to think and want to 

share my opinion. But, for example, I did not need to think extra while trying 

to correct the error given in the sentence through the reading made today 

because I needed to find only the correct one in the existing text. (Excerpt 

199, Class 1, Week 4) 

 

In some of the tasks given, it was not possible to produce anything new 

because the activities required direct use of grammar knowledge. While there 

were many options in some exercises, we were constrained between two 

options. Finding new ideas was not required or important in them anyway, 



 

213 

but there was one unrestricted exercise in which I tried to avoid simplicity as 

much as possible and do something different. (Excerpt 200, Class 1, Week 6) 

 

Apart from the structure of the task, the quality of audio-visual materials that are 

used in the presentation of a task or activity was also reported as another important 

factor in using creativity. In that sense, the students expected thought-provoking 

materials. 

 

I tried to come up with new or different ideas, but in some cases, it was really 

difficult to do this. Some activities are not conducive to generating new ideas. 

I used the image or keywords given to us during the idea development 

process. If not, I tried to develop ideas based on my thoughts on that subject. 

(Excerpt 201, Class 2, Week 1) 

 

Types of questions that are posed in a task were also considered another element in 

using creativity. The student in the following example stated that questions that do 

not push students to think creatively are not effective in creative thinking. 

 

It cannot be said that I have produced many new ideas. Also, I didn't have any 

responsibility or need a new idea to generate new ideas. The questions were 

mostly personal questions about daily life or plans. In this case, we produced 

personal sentences about ourselves rather than trying to find different ideas. 

(Excerpt 202, Class 2, Week 1) 

 

The second sub-code related to instructional design emerged as ñallocated timeò 

(f=6). The participants indicated that time allocation for tasks and activities needs to 

be considered carefully since creative ideas do not develop if enough time is 

allocated.  

 

Our time is a little limited to generating different ideas. I think we can come 

up with much better ideas if we have more time. (Excerpt 203, Class 3, Week 

3) 

 

I tried, but I had difficulty in generating new and different ideas because there 

wasn't enough time. (Excerpt 204, Class 4, Week 1) 

 

The participants also reported that they needed enough time to build on their creative 

ideas while dealing with the tasks and activities given in the lessons indicating that 
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the idea-building process starts with understanding the topic well and goes from 

simple to complex.  

 

I tried to come up with new ideas, but I didn't have enough time. Since my 

ideas go from simple to complex, I need more time for better ideas. When I 

donôt have enough time, the ideas are always simple. (Excerpt 205, Class 3, 

Week 5) 

 

I am constantly trying to develop new ideas. I usually think for a while after I 

understand the subject well and finally, a new idea comes out. It takes some 

time though. (Excerpt 206, Class 4, Week 2) 

 

In terms of the content of the tasks, ñtopical noveltyò (f=3) was also reported as 

another element of instructional design to be considered for Creativity. The 

participants indicated that topics that are ordinary and are not open to creative 

thinking limit the participantsô capacity to produce new and different ideas. For 

creative thinking, the newer the topics, the more opportunity for activating creativity.  

 

No, because there were no topics suitable for generating new ideas. In 

general, we worked on topics that we heard before and had an idea about. 

(Excerpt 207, Class 1, Week 3) 

 

It cannot be said that I have tried to come up with many different ideas. We 

answered questions from our daily lives or according to our thoughts. 

(Excerpt 208, Class 2, Week 5) 

 

Regarding the content of the instructional design, ñtopical interestò (f=2) was also 

found to be another restrictive sub-code. The participants reported that some topics 

were not interesting to the students to produce ideas and use their creative skills. The 

following excerpts present the two reflections provided by the participants. 

 

It wasn't good because I didn't like the subject. (Excerpt 209, Class 2, Week 

 4) 

 

Topics are generally not conducive to generating new or different ideas. 

That's why I can't move forward even though I try. I do not find the topics 

interesting enough to push myself. (Excerpt 210, Class 2, Week 5) 
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Lastly, apart from the content-related restrictive aspects of the instructional design in 

fostering creative thinking skills of the participants, the ñclass hourò (f=3) was also 

raised as another sub-code in the weekly reflections. In the following excerpts, the 

participants reported that the timing of the lessons was another dynamic that acted as 

a negative factor in using creative thinking skills since the participants found the first 

lessons and the lessons that started very early in the morning as a restrictive dynamic 

to come up with new and different ideas in the idea-building process of creative 

thinking. 

 

Sometimes I get very sleepy or tired, I don't want to try to come up with new 

and different ideas at such times. Other times I try to give different answers. 

(Excerpt 211, Class 2, Week 2) 

It is difficult to come up with an idea in the first lesson in the morning, but it 

is easier to come up with afterward. (Excerpt 212, Class 2, Week 4) 

 

I can't come up with new ideas because the classes start very early in the 

morning. (Excerpt 213, Class 5, Week 2) 

 

As for the second code of the instructional design, ñeducational backgroundò (f=6) 

emerged as another restrictive dynamic among the participants regarding their use of 

Creativity skills. The figure below illustrates the sub-codes that are considered as 

negatively affecting the activation of creative thinking skills of the participants. 

 

 

Figure 76 Creativity category and codes 
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The weekly reflection data showed that the participants addressed their L2 

proficiency (f=4) as a restrictive dynamic in using their creative thinking skills. The 

following excerpts 214, 215, and 216 show how English language proficiency may 

limit the participants use of their creative thinking skills. 

 

I tried to come up with different ideas. However, I could not bring an 

effective idea-generation process because I had difficulty finding related 

words and phrases to produce sentences. (Excerpt 214, Class 4, Week 1) 

 

The problem is the command of English to generate new ideas. I tried, but I 

don't think it was enough. (Excerpt 215, Class 5, Week 1) 

 

I think my English level is not enough to generate a new idea. A topic is 

given in the task and I concentrate on that topic, but it is not enough. I hardly 

find innovative ideas and utter them in English at this level. (Excerpt 216, 

Class 5, Week 2) 

 

In addition to L2 proficiency, ñprior learning experiencesò (f=2) emerged as another 

sub-code from the data. Related to this, the participants indicated that they were not 

used to dealing with creative thinking tasks and activities in their previous years of 

learning English at primary or high school. The following excerpts exemplify this 

relationship. 

 

Yes, I try to produce creative and humorous ideas in every activity although I 

didn't use to do before at high school. We were just doing grammar and 

vocabulary exercises. (Excerpt 217, Class 2, Week 3) 

 

I often had trouble coming up with new ideas because I was not used to it. 

These lessons help me develop it. (Excerpt 218, Class 4, Week 3) 

 

It is seen from the excerpts that the students reported a lack of exposure to tasks and 

activities that required them to use their creativity skills at previous levels of 

education in EFL, but they developed their creative thinking skills thanks to the 

lessons that focused on fostering Creativity in the online flipped lessons. The last 

category derived from the data regarding the restrictive dynamics of the participantsô 

engagement with Creativity was found to be as ñpsychological well-beingò (f=4) of 
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the students. Regarding this, Covid-19 was reported as acting negatively on having 

the participants use their creative thinking skills.  

 

I try to produce sentences and ideas but I sometimes feel bored and 

overwhelmed because we are at home all the time. (Excerpt 219, Class 1, 

Week 7) 

 

My Ideas changed and developed according to my mood in the lesson. 

Sometimes I don't feel motivated enough because of the pandemic. (Excerpt 

220, Class 5, Week 4) 

 

The excerpts indicate that previous traditional English language learning experiences 

that focused on developing grammar and vocabulary more might inhibit students 

from using their creativity in their online flipped English language learning 

experiences. As stated before, the theme ñDynamics in Engagement with Creativityò 

was divided into two categories, and the ñfacilitative dynamicsò was derived from 

the code ñinstructional designò (f=37). The figure below illustrates what factors as 

sub-coded were found to be related to the code ñinstructional designò. As seen in the 

figure, ñtask typeò (f=31) and ñtopical noveltyò (f=6) were reported to be perceived 

as a positive dynamic in using the creativity skills of the participants in online 

flipped EFL instruction. 

 

Figure 77 Creativity category and codes 

 

According to the participants, ñtask typeò is one of the important dimensions to be 

considered in promoting Creativity among students in EFL. The studentsô reflections 

below present the role of tasks and activities in that regard. 
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Yes, I tried to generate different ideas while answering some questions. I was 

able to use more original ideas, especially when answering open-ended 

questions. (Excerpt 221, Class 1, Week 4) 

 

Yes, we are more active in the activities that require us to produce something 

new, but a little less when doing the questions from the book. (Excerpt 222, 

Class 2, Week 6) 

 

Yes, I tried. While writing a story about the man who won the lottery, I 

shared my new ideas with my friends and we produced a piece of text by 

combining our ideas. We developed each otherôs ideas to produce different 

ones. (Excerpt 223, Class 3, Week 6) 

 

Yes, sometimes there is a competition between groups. We have extreme 

ideas to produce the best. (Excerpt 224, Class 4, Week 8) 

 

Based on the trailer we watched, we discussed some of the things that are 

accepted by the majority in real life. Discussing a topic helped me express my 

ideas. My idea development process consisted of thinking about what was 

said before and filtering it myself. (Excerpt 225, Class 5, Week 8) 

 

The excerpts above indicate that the participants perceived the types of activities or 

tasks as effective in promoting their creative thinking skills when tasks that require 

discussion, collaboration, competition, or audio-visual materials that are beyond 

traditional grammar and vocabulary practice are employed. Therefore, the excerpts 

show that the participants are more willing to use their creativity skills when they are 

presented with tasks and activities that motivate them to produce new and different 

information in online flipped EFL lessons. The next section presents the survey 

results of the students about their use of 4C skills.  

 

4.3.2. 21st-century Skills Survey Findings 

 

This section reports the findings of the 21
st
-century skills survey that the student 

participants took as pre- and post-test in the implementation. As explained, the 

survey has 30 items regarding the four constructs to measure the studentsô 

confidence in those skills. In the survey (See Appendix F), the CT component 

involves the first eleven items while the collaboration component follows it with nine 

items. Right after the items corresponding to the collaboration, five items are 
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provided for measuring the communication skill. Finally, the last five items 

correspond to the skill of creativity. As for clarity and neatness in representation, the 

items are referenced with an abbreviation of each construct and the number of the 

corresponding items in the pre-test and post-test (e.g. CT1pre ï CT1post). As seen in 

the table 27 below, there is a statistically significant difference between the pre-test 

and post-test results of the survey for all of the constructs. The increased mean scores 

in the post-test indicate that the students developed their use of 4C skills in an online 

flipped learning environment.   

 

Table 27 21st-century Skills Survey Findings 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 CT1pre 3.5532 47 .82905 .12093 

CT1post 4.2128 47 .46327 .06757 

Pair 2 CT2pre 3.7872 47 .85811 .12517 

CT2post 4.1064 47 .78668 .11475 

Pair 3 CT3pre 3.5532 47 .99583 .14526 

CT3post 4.1702 47 .76098 .11100 

Pair 4 CT4pre 3.8936 47 .98321 .14342 

CT4post 4.0638 47 .73438 .10712 

Pair 5 CT5pre 3.9787 47 .60754 .08862 

CT5post 4.2128 47 .58741 .08568 

Pair 6 CT6pre 4.0851 47 .82961 .12101 

CT6post 4.1702 47 .66982 .09770 

Pair 7 CT7pre 3.6170 47 .87360 .12743 

CT7post 3.8936 47 .78668 .11475 

Pair 8 CT8pre 3.7660 47 .66636 .09720 

CT8post 3.9362 47 .67258 .09811 

Pair 9 CT9pre 3.8085 47 .99211 .14471 

CT9post 4.0213 47 .92052 .13427 

Pair 10 CT10pre 3.5319 47 .80355 .11721 

CT10post 4.0000 47 .83406 .12166 

Pair 11 CT11pre 3.6809 47 .78315 .11423 

CT11post 4.2340 47 .66636 .09720 

Pair 12 COL12pre 4.4681 47 .71782 .10470 

COL12post 4.6383 47 .48569 .07084 

Pair 13 COL13pre 4.3404 47 .73059 .10657 

COL13post 4.5106 47 .54662 .07973 
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 Table 27. (continued) 

Pair 14 COL14pre 4.4043 47 .61360 .08950 

COL14post 4.5745 47 .61661 .08994 

Pair 15 COL15pre 4.1702 47 .96277 .14043 

COL15post 4.5106 47 .50529 .07370 

Pair 16 COL16pre 4.1702 47 .86776 .12658 

COL16post 4.5106 47 .50529 .07370 

Pair 17 COL17pre 3.9149 47 .92853 .13544 

COL17post 4.1915 47 .68010 .09920 

Pair 18 COL18pre 3.2979 47 .83184 .12134 

COL18post 3.4255 47 1.09831 .16021 

Pair 19 COL19pre 3.0213 47 1.17009 .17067 

COL19post 3.0426 47 1.10252 .16082 

Pair 20 COL20pre 4.1915 47 .71135 .10376 

COL20post 4.3404 47 .47898 .06987 

Pair 21 COM21pre 3.5106 47 1.10084 .16057 

COM21post 3.9787 47 .84672 .12351 

Pair 22 COM22pre 3.8723 47 .79720 .11628 

COM22post 4.1489 47 .62480 .09114 

Pair 23 COM23pre 3.9787 47 .96660 .14099 

COM23post 4.2766 47 .68214 .09950 

Pair 24 COM24pre 3.6596 47 1.10879 .16173 

COM24post 4.0000 47 .85973 .12540 

Pair 25 COM25pre 3.7234 47 .79951 .11662 

COM25post 4.1064 47 .72932 .10638 

Pair 26 CRE26pre 3.3830 47 .84835 .12375 

CRE26post 3.9787 47 .67532 .09851 

Pair 27 CRE27pre 3.7447 47 .89608 .13071 

CRE27post 4.1064 47 .72932 .10638 

Pair 28 CRE28pre 4.0426 47 .77900 .11363 

CRE28post 4.3191 47 .47119 .06873 

Pair 29 CRE29pre 3.4255 47 .92653 .13515 

CRE29post 4.0638 47 .70416 .10271 

Pair 30 CRE30pre 4.0000 47 .72232 .10536 

CRE30post 4.2766 47 .61510 .08972 

 

Paired sample test results also revealed that some items were p > 0.05, which did not 

show a significant difference between the pre-test and post-test of these items (see 

Appendix N). In terms of CT, the items CT4 ñidentify in detail what needs to be 
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known to answer an inquiry questionò (p = .358), CT6 ñcreate ideas geared to the 

intended taskò (p = .592), CT7 ñdevelop follow-up questions to gain an 

understanding of the wants and needs of a taskò  (p = .145), CT8 ñcombine different 

elements into a complete productò (p = .221), and CT9 ñunderstand questions that 

lead to critical thinkingò (p = .302) were found p > 0.05 showing that the measures in 

the post-test were not significant. Regarding ñcollaborationò, the items COL12 ñbe 

polite and kind to teammatesò (p = .173), COL13 ñacknowledge and respect other 

perspectivesò (p = .185), COL14 ñfollow the rules for team meetingsò (p = .160), 

COL17 ñimprove my own work when given feedbackò (p = .113), COL18 ñuse 

appropriate body language when presentingò (p = .519), COL19 ñcome physically 

and mentally prepared each dayò (p = .921) were measured as p > 0.05 indicating 

that the statistical difference in the post-test was not significant for these items. 

Considering ñcommunication,ò it was found that the items COM23 ñtrack our teamôs 

progress toward goals and deadlinesò (p = .065), and COM24, ñcomplete tasks 

without having to be remindedò (p = .066), did not indicate a significant difference. 

Lastly, for ñcreativity,ò all relevant items from CRE26 ï CRE30 were found p < 

0.05, which indicates significance in the difference  between pre-test and post-test 

results meaning that the participant students developed their Creativity skills by 

engaging in the tasks that they were assigned during the study. Apart from individual 

item results, further analysis was conducted to measure the change in the 

participation of the students. Table 28 below presents the survey findings showing 

the change in the participantsô confidence in using 4C skills in an online flipped 

learning environment. The table shows that the participants reported significantly 

different levels for all measures. When the descriptives for each skill were analyzed, 

it was seen that the participants reported significantly higher confidence in using 

their CT skills in the post-test (M = 4.09, SD = .41) than in the pre-test (M = 3.75, 

SD = .34). Collaboration was also found higher in the post-test (M = 4.19, SD = .43) 

compared to the pre-test results (M = 3.99, SD = .43). Additionally, the results 

showed a significant difference in the post-test of communication (M = 4.10, SD = 

.46) among the students compared to their pre-test (M = 3.74, SD = .55). As for 

creativity, the findings indicated a significant difference between the pre-test (M = 

3.71, SD = .47) and post-test (M = 4.14, SD = .42). Finally, the table reports that the 

students showed confidence in using their 4C skills in the post-test overall (M = 
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4.13, SD = .35) more than in their pre-test (M = 3.81, SD = .28). According to these 

results, it is seen that the students developed confidence in using their 4C skills in an 

online flipped learning environment.  

 

Table 28 Studentsô Confidence in using 4C Skills 

 
Mean N Std. Deviation 

Std. Error 

Mean 

Pair 1 PREoverall 3,8191 47 ,28205 ,04114 

POSToverall 4,1340 47 ,35962 ,05246 

Pair 2 CTpre 3,7505 47 ,34564 ,05042 

CTpost 4,0927 47 ,41738 ,06088 

Pair 3 COLpre 3,9976 47 ,43188 ,06300 

COLpost 4,1939 47 ,38243 ,05578 

Pair 4 COMpre 3,7489 47 ,55084 ,08035 

COMpost 4,1021 47 ,46038 ,06715 

Pair 5 CREpre 3,7191 47 ,47486 ,06927 

CREpost 4,1489 47 ,42008 ,06127 

 

Cohen (1988) highlights the importance of calculating effect size in quantitative 

findings to determine the real measure of the construct(s). Therefore, as a further 

analysis to understand the effect size in the measures, Cohenôs d was measured for 

each skill and the overall pre-and post-test results. As measured by Cohenôs d, the 

effect size was calculated as d = 0.78 for ñcreativity,ò which showed a near-large 

effect, while it was d = 0.67 for ñCT,ò indicating a medium effect. Regarding 

ñcommunication,ò d = 0.52 was calculated, indicating a medium effect. The skill 

with the smallest effect size d = 0. 35 calculation was found to be ñcollaboration.ò 

When the pre-test and post-test results were calculated to reveal the overall effect 

size, d = 0. 78 was found, and it is considered a near-large effect.  To this end, the 

student survey results indicate a statistically significant difference between the pre-

test and post-test of the participants. While the descriptive statistics indicate that the 

students developed their use of 4C in an online flipped learning environment, the 

effect size measures showed that they developed themselves in using ñCreativityò 

and ñCTò skills with medium to large effect sizes while ñCollaborationò and 

ñCommunicationò skills with small to medium effect sizes. These findings suggest 

that the participants developed their use of 4C of the 21
st
-century skills with an 




















































































































































































































