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ABSTRACT

INVESTIGATING THE ROLE OF A TEACHER PROFESSIONAL
DEVELOPMENT PROGRAMME IN CULTIVATING 21stCENTURY SKILLS
IN A FLIPPED LEARNING EFLENVIRONMENT: TOWARDS A
FRAMEWORK

TEMKZ: r kan
Ph.D, The Departmendf English Language Teaching
SupervisorProf. Dr Ay Kk emyALU OJ L U

July 2024 327 pages

This dissertation investigates what roke Teacher Professional Development
programme might have in fostering the enactment dfchtury skills in aFlipped
Learning EFL environment. Employing a sociocultural approachlR®, the
research explored how the 4@amely critical thinking, creativitygommunication,

and collaborationpf 21%-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 intevereéisearch
paradigm, the research employed a migegigninvolving a prepost test survey,
interviews, weekly reflections, lesson plans, lesson artifacts, and classroom
observations to explore and explain the link betwEebD and the implementation of
21%century skills in EFL classrooms. The research understioedsenefits off PD

in integrating 21-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
century skills brings abouhany opportunities as well as some drawbacks regarding

contextualfactors. Also, the research found thHdt contributes to the successful

iv



integration of the 4Cwhile distance education complicates this process. The detailed
analysis of the data gathered from various sousoggests the FOCU&C teacher
professional development framework that recognizes the role of micro, meso, and
macro contextual factors inligning the teaching & learning practices with21
century skills and highlights familiarization, operationalization, externalization, and

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

Keywords: Teachemprofessioml development, 2%centuryskills, flippedlearning,
EFL



¥Z

TERS Y!Z EJKTKM MODELK KLE KNGKLKZCENKN YAB
¥JRETKLDKJK BKR ORTAMDA 21. Y!ZYIL BECER
GELKKTKRKLMESKNDE BKR ¥JRETRRDGRAMEISIL EKK GEL KK
ROL! N! N KNCELENMESK: BKR ¢ERGCEVEYE DOJR

TEMKZ: r kan
DoktoraKngi | iz Dili ¥Jreti mi
DanékRmd BrAy Kk emAUOJ LU

Temmuz2024 327 sayfa

Bu doktora tez, bir ¥Tretmen( ¥WMPrekhgr alené x,i mTers Y
-evr iKingiikl i zcednin yabance di 1210l ayr¢azky € P jr et
becerilerinin hayata ge-iril mesini tekvi k e

ar ankatkétra d¥e¥mMG' ye sosyokg¢ltegrelrmbjr 2%aklygregml g

becerilerinden 4C'nin (elexktirel d¢Kénme, y
yabance di | ej it meni taraféendan uygul amal a
becerilerin ¢niversite hazérl ékwvrmikkul u ©°J ren
Kngi ldiezcsd eri nde nasé|l hneéykat Yéarr ugnd -aiyréicled i pii m i

arakteéerma paradigmasBndeahi yo¢aMBEekkbamRadadat ér

yézyeél uygul amal aré araseéndaki°thbsavel ant éyé Kk
sotes anket i, repodeéens | areég er hafed st epkll e@nliar én e,
materyall erini ve séneéef g°zlemlerini I -eren
bu becerilerin geliktirilmesinin s¢grdereéel eb
b ajmis a | faktorl eri di kkate alarak 21. yézyél
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CHAPTER 1

INTRODUCTION

1.1.The Role of Education in the 21st Century

The twentyfirst century has seegreateducational changdanks 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 centAywe go through an

era marked by rapid technological advancements, globalization, and evolving social
dynamicseducati onds rol e becyg(@eafd 2008)cr easi ngl

The idea of 21stentury education goes beyond conventional thinking aclddes
creative and holistic teaching and learning activities that go beyond rote
memorization. In this vein, the educational landscape of the twiesttycentury
necessitateseassessinghe abilities and proficiencies necessary for success in a
world that is becoming more linked and fgstced. In their groundbreaking work,
Trilling and Fadel (2009) highlighted the importance of cultivating -2éstury
skills such as critical thinking, collaboration, communication, and creativity. These
skills, oftencalled 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 emphasizegcquiring Inguistic knowledge t@repare students better to meet
the globalized systems' dynamic neddlieberman & Desiree, 2010). Adressed
commonly the focus is on preparing individualsr academic success arhe
challenges and opportunitiasglobalized, iterconnected world presenw/ithin this
frame,English’'s teaching and learning contexsignificantin educating individuals

and preparing them for life.



For some reasons, it is crucial to understand education's sagaéin 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 wading (Moretti, 2004). Secondpanagng
different cultural communications, viewpoints, and global concerns becomes
increasingly essentiahs the world grows more interconnected (Sharma, 2004).
Regarding this perspective, the goal of education in the twigstycentury is to
provide people with the tools they might need to thrive in this globally
interconnected and interdependent socieBurthermore, understanding the
importance of developments in this age extends to the individual level, where
education serves as a route to both professional and personal fulfilmdantneans

of gaining information. In that regard, Shields (2004) arghasunderstanding how
education is changing might help educators, decisiakers, and other stakeholders
make choices thatlign with the changing requirements of students and the larger
community. Therefore, in their report, Allen and van der Veld&1Z 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 twentyfirst 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 oimtegratingtechnology intoteaching 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 tds, giving students aess to a wealth of knowledge anywher

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 he learning procesgducational applications, websites, and
multimedia materials havalso allowed for tailored instruction that can be adjusted

to studentsd unique | earning preferences and

In the changing lastlscape of 21stentury education, teachers also playeasential

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

how instructors traditioally 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 shdtéom teacheicentered to studeftentered, focusing

on creating a collaborative and dynamic learning environmérgre teachers are
facilitators of 21stcentury skills. Therefore, teacharsist develogrofessionally to

remain current in this changing \eronment. For this, a dedication to lifelong
learning is required due to the incorporation of technology, modifications in
educational approaches, and the focus on-@&rstury skills. In line with this,
Dojanay and Unal ( 2 00 6 pectexd ttoakieep dup writh toe t ea
advancements in the field and develop professional attitudes to be aware of and use
them better. In that sense, professional development initistil@s educatorgo

stay current with emerging ideas in education and enhance pghdagogical
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 studenéntered 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 stemrered
learning, activies that encourage collaboration, probisoiving, and critical
thinking must be emphasized so that teachers can use various ways to provide
engaging and dynamic learning experienddgese strategies include inquingsed
approaches, flipped classroonasd projectbased learning. In that sense, teachers

are expected to enable learners to develop the skills necessary for success in the
twentyfirst century by giving up some control and allowing pupils to participate
actively in thei2009) )education (Ujlakyn®,

To this end, it is seen that education is one oessentiafacets of the 21st centyry
requiring all stakeholders to change their mindsets and better equip students with the
skills they need to endure the challenges and demantisscdge. Tado so, in the

sense of the aforementioned, language education plays a pivotal role as a component



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 21sCentury

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 Englishthe next fifty years or more (Hasma
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 i£ancept 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 agaigrafisant 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. Regardingasbisct,
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 2isentury 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 ®ery limited capacity for users compared to the one delivered

in English. Along with other developments, changes and innovations in technology
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Ahave taken place against the backdrop
Industrial Revolution. Technolgg automation, globalization, and an unpredictable

political environment are affecting everything about our woréspecially work and
educationo (Pearson, 2019, p . 3) . Ther el
pivotal role in dealing with the compdgies 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 bidsaeformation.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 contentegrated apmaches and fostering fluency in

broad segments of the population in many nations, bi/multilingual education is
gaining popul arity. For i nstance, I n ar
I ntegrated Learningo (CLI L) w hlanguage r ef er
teaching (Coyle, 2007), speaking English along with other languages would require
individuals to use some skills twomprehend the content bettnd interact with

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

the explicit integration of 21stentury skills in EFL education as a way to meet the
interests and demands of students and the public in thisdest globalized age and

to become better prepared for the changing landscape of education.

From the pespective 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, teacho 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 edugat, and internationalization has conventionally
placed a strong focus on cooperation and exchamigde Van der Wende (2001)
argues that there is a shift in this traditional perspective from cooperation to
competition, for students, for academicians, égcellence in education, for higher
rankings, and more. In that sense, students and other stakeholders in education from

nonwestern countries need to align themselves to Western requirements and
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practices to get better results within that competition athapt 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@agiry skills, if not more

so. To this end, it is argued that teachers need to préprestudents, 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 21stentury abilities in the classroom @ucial 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 educaticand 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 emphas 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 researdébcuses on increasing the awareness and
practices of teachers and studentthim 4Cof 21stcentury skills that are addressed

as significant aspects tife 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 abounhtegrating21stcentury skills in ELT. Secondly, it

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

it seeks to find out the relationship betwe:¢
developmat and the integration of 21séentury skills into dayo-day teaching.

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

teaching and learning. Fifth, it exploré&sFL t eacher sé perceptions



flipped learningand online education environments in integradgtcentury skills

i n |l anguage education. Lastly, 1t intend
experiences with these skills in an online flipped learning environment. Having
explained that the tgdy aims to understand the perceptions and classroom
experiences of EFL teachers and students with-&irgury skills, two main and five
subsequent research questions are addressed:

1. What are the reflections of the EFL teachers on their participatiamprofessional
development program designed to foster Z&situry skills in an online flipped

learning environment in EFL?

1.1L What are t he - @&apostpartcipgii@n pdrceplionspaf e
teachingwith 21°“century skills in an online flipped learning environment?

1.2 What are the reflections of the participants on the effectiveness of the
PDP?

1.3Howdi d t he PDP contribute to the par:t

2. What is the perceived impact the professional development program designed
to foster E Féntus skiisdirean onkné flipped arning environment?

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

2.2 How did thestudentsperceivetheir confidencein engaging withthese

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, debdlection, and analysis procedures
were explained thoroughly in Chapter 3. The following section introduces the

significance of the study.



1.4.Significance of the study

The global impact of the growing demand for incorporating -2éstury

competencieand the ensuing challenges faced by ELT professionals is evadent,

t he current study i ntends to explore teacl
experiences with Zicentury skills in an online flipped learning environment at a

state uni v eer®llowing the Natiomal Quialifications Framework for

Higher Education and Training Research (NQETR) (COHE, 2010),the

Bachel or 0s l evel, corresponding to the 6t h
conceptual knowledgeoncerningthe relevant undergradte program. Those who

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

take responsibility by working with others, wonkdependently when necessary,

demonstratéhe use of technological information, think critically anal\&@ 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

importarce 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 2013019 (THEQC, 2019) by stating that the practices of
studenicentered learning, teaching, and assessment practices are still in a
developmental stagend 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 informabn by revealing the truth
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 21stentury skills will haveo work in lowskilled 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 provatespportunity to develop skills and knowledge



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 globaliess discussing and sharing ideas, and
working on different tasks together with other people. Therefore, ELPPs are ideal
environments to explore the concept of 2esttury skills. To this end, it is needed

that 21stcentury skills are necessary to be udgd 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 dklgoining
professional developme activities (Postholm, 2012). As explained befohe, 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 pr&fd in terms of needs, expectations, and wants.
Therefore, Saygelée (2013) states that
beyond is impractical using traditional teaching methods that focus solely on
imparting knowledge without fostering creativiand innovation. This approach
neglects the notion that individuals are inherently unique and creative. Hence,
educators mushavetransition from a teachetirected approach, if they still have
one, to a studestirected one, promoting the integratiodn2d stcentury skills within
English classes, and for this, they need to develop their teaching skills by aligning
their professional development opportunities witfi-2&ntury teaching pedagogies
and activities so that they can make sure that studemgsgenwith 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 21stcentury skills by examining how or to that extent teacher psufeal

devel opment could contribute to student

century skills in an ELPP.

me
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In addition, Flipped Learning, which is generally categorized as a learning model
under hybrid or blended learning embracing active learninignigaes to engage
students (ArnoldGaza, 2014), is one of the components of the current research that
focuses on the implementation of 2tsntury skills in a flipped learning
environment. Mitsiou (2004) states that flipping the classroom has the power
foster 21%-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 gacetlst skis is

to make use of 2lstentury 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 21stentury skills by EFL teachers and students, and examining
the role of teachersé6é professional devel opme
aims b contribute to the field by examining how embracing FL as a pedagogic
approach would contribute to cultivating 2tsntury skills in ELT.In a nutshell,

this study intends to explore the perceptions and experiences of EFL teachers and
students in fosteng and using Zicentury skills in EFL classes by focusing on the
concepts of FL and TPD in an ELPP- in Tg¢r ki
century skillshased education can be sustained in foreign language education by
identifying any possible challeeg and delving into good practices to support the
implementation of those skills.

1.5.0rganization of the Study

This thesis is composed of six main chapter
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

addressd t o this background. Chapter 11, ALiter
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 tb constructs and research on them, the chapter introduces a

thorough understanding of the phenomenon and its relevance to the current study
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along with the conceptual framework deployed in the design of the study. Chapter

[ T AMet hodol achygueastionsethe pebearchrparadigne rovidirrg 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 critereas achieved, and while doing all of

this, what role | had as the researcher along with the ethical considerations. Next,
Chapter VA AFi ndi ngso, provides the da:
research questions. The results of the study aredimethe aims of the current
research. Then, Chapter V, ADi scussiono,
mean and interprets their relation to the phenomenon under investigation as well as
previous research conducted on the same/similar scientifgiries. Finally, in
Chapter VI, AConclusiono, a summary of t|

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 2dsmtury 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 pesents literature on Teacher Professional Development (TPD) as
well as proviésrelevant frameworks. Lastly, the chapter ends by providing relevant
research that has been conducted on constructs mentioned above in the field of
English Language Teaching(E) to better understand and associate the constructs

with the current research.

2.2.Conceptualizationof Key Terms

2.2.1.21stCentury Skills

Ever since the 1990s, the concept of ZEsttury skills has become a hot topic in the
education world. Insta 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 ( Kal e mk u k , 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

12



educational reform’'s main goal was tomote a reevaluation of education's goals to
meet the needs of a digitage society and knowleddpased businesses (Care et. al.,
2012; Taguma, 2 01 7-palled 2letcenfliry rskils were firstt he s
mentioned in a report by the Turkish Indus'’snd Busi ness Associ at

1999) to prepare students for their future workforce.

2lstcent ury skill s, al so kK nown as Al ifel
competencieso (OECD, 2005; Voogt & Robl i
ways. Firg 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; Triling and Fadel, 2009), others name them as
competencies (Eupgan Community, 2006; OECD, 2005; Rychen & Salganik,

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

of a fAskill o has transformed from #@Atech
particular job or occupation, tone that includes an array of general and personal
capacities and attitudeso constituting
Afcompetencyo perspective, it has Dbeen de
and skills. It involves the ability to meet cptax 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 individual Oteal If skdlsybnedge o
attitudes towards those with whom he or
its narrow discussion of skills vs competencies, it is seen that both terms are/have
been used interchangeably without major distinctions in their mgamimerefore,
while the term Askillso wil!/ be mainly u
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 nezognitive skills. Regarding the flexibility of the teactiand
use of these skills by students, they are also referred to ascarossilar, cross

disciplinary, or interdisciplinary skills (Great Schools Partnership, 2016). These two
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approaches to understanding what Z&sttury skills constitute are also iné with
Chalkiadaki (2018) and Kennedy and Sundberg (2020) both of whom also refer to

those skills as multifaceted construtttatare transitive among disciplines.

The European Reference Framework of Key Competencies defined these skills as
mainly eidit 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) sens initiative and entrepreneurship, and h)
cultural awareness and expression. In the report, given their potential to contribute to
a successful existence in a knowledigsed society, these core competencies are
seen as equally significant. According t®ordon et. al. (2009), transversal
competencies and abilities including critical thinking, creativity, initiative, problem
solving, risk assessment, decisimaking, and effective emotional regulation ought

to support these competencies since they arelimited in scope to a specific

discipline.

Although there are diverse opinions on what zEsttury skills or competencies
constitute, it has been stated that educators, employers, researchers, scholars, and
others have agreed that 2tsntury skills a& 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 Z&sttuy 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 stdections preserour 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, indtice and deductive reasoning, judgment and

evaluation, and problemsolving (Lai & Viering, 2012). By the word itself, CT dates

14



back to ancient Greecebs |l anguage and p
Adeci di ngo. Gr eek phi bto sl Arstetle sontsbuteditio as S
the evolution of CT as a concept in terms of thinking skills. Following such
phil osopher s, Dewey (1909) also develope
persistent, and careful consideration of a belief or suppfosm of knowledge in the

l' it ght of the grounds which support it an
(p. 9) . I n his definition, Dewey recogni
scholars and educators, following him, later on, advocatethéointegration of CT

in the learning environment.

Despite its widespread utilization, CT has no universally accepted definition in the
literature. However, acknowledging CT as a naignitive process and connecting

it to human cognitive capacities ishared 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 fotata 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 oneds b gpwodessrofoeuatuaingkarguneritse d g e
From a posmodernist 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 raastd sexist and more
democratic and socially just. Apart from these definitions, Hixson et al. (2012)
proposed a broad definition that merges-sub| at ed ski |l |l s of CT
analyze complex problems, investigate questions for which there actearcut

answers, evaluate different points of view or sources of information, and draw
appropriate conclusions based on evidenc

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

evaluating information gadlted from, or generated by, observation, experience,
reflection, reasoning, or communication, as
2014).

Bloom's taxonomy, which dates back to 1956, is the most widely used and
innovative framework for defining and adsifying 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 hierarchicabfle 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 osith of the
taxonomy's orndveforethe-other hierarchy (Trilling & Fadel, 2009). To make the
original taxonomy more appropriate for the twefitgt 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",¢' r eat e " , and "evaluation®*Ordérave been
Thinking Skillso (HOTS) whi |-@rdet Thiekingt her s ar ¢
Skillso (LOTG®&®particuldrip BEQT® are kighly lvadued for helping

people succeed because they nmegustudents 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 leagrs and managers surveyed by the American Management Association
(AMA, 2012) regarding the value of 2isgntury skills to their company indicated

that CT is the most important skill for success in the increasingly globalized and
rapidly evolving workplaceTherefore, P21 (2011) emphasizes the importance of CT
as a 21stentury 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 t h NEAGs (2012) statem
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 morel@mand 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 individuatdapt themselves into this
landscape andEnglish languageeducation can servas 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 primarilyconnected to the fine arts and artists, but today,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
frequentlylinked 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
usefulorsatsf ying by a group at some point
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 naied. According to Vygotsky (2004), creative activity is any
combination, modification, and creation of something new, no matter howlniny.
their definition, Hi xson et al. (2012) d

refine solutions to compkeproblems or tasks based on synthesis, analysis, and then

17



combining or presenting what they have | earn
combined both procegsoduct perspectives on creativity and formed the

understanding of creativity in this stud

Another conceptualization of creativitghe four C model, was presented by
Kaufman and Beghetto (20Q9¥ho also contributetb 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 duriagnieg 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 sheédmnonetheless produce

a minic as the concept is original to her and useful in proldelwing (Lai et al.,
2018). Littlec is more frequently linked to routine tasks in regular places like the
office, social situations, homes, and classrooms (Kaufm&eghetto, 2009). Pro,

the next step up from little, 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 aredratuthe industry, such as
receiving career honors (Lai et al., 2018). The-Bigillar, which stands for
exceptional people who have achieved greatness in a particuldr liicddMozart

and Einsteid is the final pillar of creativity. According to Kaufmand 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 andd.ittle

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

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

(Kurt &¥nalan, 2018; Sternberg, 2006; Trill:i
learning a language naturally entails imagination and creativitgticity 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

(Akyil diz & ¢elik, 2020) . According to Fade

learning is relevant and joyful, digital natives should engage in more experiential
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learning opportunities that allow them to address-weald 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 stewlts 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 stadtéo 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 mentionediperficially, 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 21stentury 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 includsogial,
educational, and workSeilar 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 fran the one providing it to the person receiving it. Likewise, in an
earlier definition, Berel son and Steine
transmission of I nformation, I deas, emot
(p.1). Similarly, accordingat 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 Figareelow.

The picture illustrates how the sender starts a conversation by encryptiegsage
using words or symbols. A medium is used to deliver the informationréldesver

explains the communicatioras logical information. Anything that hinders
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communication in this process is considered a challenge, which could be social,
physical, orlinguistic. 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) proged some basics for a successful communication process

between the receiver and sender. These are:

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

Providing clarification on the message by considering practicality, context,

==

and suitale 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.

= =2 =4 =

Deciding on the most suitable communicatiomannel (iRperson or via

email).

Medium
Encode Decode
Sender Message Receiver
Decode = Encode
Noise

< Feedback =

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 lissenisg
essential tahe 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 sevelgooints in the messagesuch as the content, and the feelings
(Lunenbur g, 2010) . Therefor e, Abeing abl
findings; and share these effectively through a variety of media, as well as orally and

i n wr it i ng beoarelepant8léfinitianoprovided by Hixson et al. (2012) to

the conceptualization of the construct of communication as ec2hsiry skill.

National Education Association (NEA, 2012) highlights the importance of
communication in this globalized erallyat i ng t he exi stence of
come from linguistically and culturally different backgrounds to achieve a common

goal and complete a task in business and academiadiféng that future graduates

must have clear and effective communicationllsko 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 factarsathaeither enrich

or degrade itautilization.

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 pactice and being involved in actions with individuals (Kuhn, 2015) as it

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

Accordingb OECD (2013), coll aboration is fAé
effectively engage ira 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 knowl edge, skill s, and e
characteristics | iakde resgeetfolly kvithndiverse tednec t i v e
showing Afl exi bility and willingness t o
accomplish a commongoae st abl i shing fishared respons
i ndi vidual contributions ma d e listedy for e a ¢ h
collaboration by P21 (2019a). In line with these definitions and frameworks, Hixson

et al . (2012) defined it as Né being ab
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answer questions, to work effectively and respectfully in teams to accomplish a
common goal and to assume shared responsi bil

adopted to eamad us tpeadtites dspait of ths tudy.

The NRC (2011) listed some reasons to explain the increasing significance of
collaboration as a 2ksentury skill. First of all, it has been stated that there is a
growing body of research on project or inqurgsed learning approaches. Such
approachesequire agents to work collaboratively to solpmblems or complete
taskssuccessfully (Roja®rummond & Mercer, 2003). Collaboration is said to offer
clear benefits over individual problesolving because it facilitates efficient work
sharing, the integtion of knowledge, viewpoints, and experiences fraamous
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 foudents 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 studeatd this is also seen as an important facet of
the future workforce (OECD, 2013). Wever, 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 amgomembers 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 understandaufieving 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. Fofstall,

collaboration is a matter of social interdependence that is explained as the group
agentso6 outcome that is i mpacted by the in
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 leaddo 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 fifthaspects 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 intidual 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, commuaation 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 theefinitions 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 workingoale 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 eepargued 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 amplepopunities to promote it among university
students. The next stgection introduces how these skills have been put into

frameworks in their conceptualizations by different initiatives.

2.2.2.21%-Century Frameworks

According to Eaton (2010), the ®@entury encompassed memorization and rote

learning despite not being desired in education while tifec2ttury 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 communicatdth others and stay global. Therefore,

the 2f'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 acadenmd professional lives. Regarding the
vari ety of ski |l Teach htohueg hwedb s(i2t0el Scpatume d ufst r at e
pedagogyand it is shown in figure 2 belowhe imagellustrates how the pedagogy

of the twentyfirst century has so many differeriements 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 elemeassilustrated,to come up with a sound
instructional practice. The illustration above can be perceived as a visualization of
how 2f.century skills are mukdimensional. In line with this, the skills that
individuals need to possess in this information aaeehbeen 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 similddonetheless, the focg@oints and parts of
attention within the broad skills vary between frameworks.

( ] " HOtS Sultable Effectwe
Peer review Higher Order Thinking Sknls technologles Commumcatuons

‘\ /'w

Encouravgmg Teaching & developing Encouraglng
Srfarmation ref|gct,0n Thinking Skills Collaboration —p» Inter Disciplinary
Fluency with with approach
\ / / Collaborative
mediums
21st Century Enabling sy
pedagogy technologies
/ Digital Tools
Tec;;nolog:cal rindiing ki \ Clear transparent
uency I jecti
project based Pr(ﬁ:elc\zlrenogé:‘vging Assessing student — % o e
learning with
Incorporating

US"‘g \
Self and peer
suitable technologies assessment

Inter Dlsaphnary In Context of Tlme!y and

[ approach learning Real World Problems "‘;2;‘;‘;,’;?5 w
Figure 2 21stCenturyPedagogy

Media Fluency |4———Developing
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While some frameworks emphasize that one of the key factors influencing the need
for 21°-century skills is theshifts in the economy and labor market brought about
by globalization (e.g European Union (EU), OECB3veral frameworks address the
need for people to adapt to changing social conditions (ATCS, P21, and EU) and the
demand for sustainable democratic gilowWOECD); however, only P21 and En
Gauge view the most recent advancements in educational research regarding
instruction and instructional tools as assisting the need forc2hsury skills. Table
1(adopted from Voogt &Roblin, 201d)elow shows the arguments for these skills

represented in these frameworks.

Table 1 Arguments for 21stentury skills across frameworks

P21 En Gau ATCS European OECD
Economi cGiven t Developm The need Competence
technol crate of advanced economic be appropr
informatthe vas economie competiti world whert
demogragpof info
andi ppteato be m Internati Technol og)
forces eand the globalizachanging
transforinfluen continuou:

technol
transforlife in The rapid .
way peofgpstudent change ana.nOI I_earnl
and workto appl continwmuW'th Ptore
skill S of new adaptabili
wel | as technol og Societies
new ski becoming
to cope di verse ar
changin compart mer
soci ety )
Gl obali zat
creating r
of interde
School s The need
bridge t Infor.mat‘speci-fiaba
bet ween f:”cnt'lg'ofiskil-tlaamn
student s f but al so
Il earn ;;?Bfeoggeneric
work is competenc
d the WI|! fanab
an ) individua
of socta change
relati on
Decentr a
deci-makin
i nformat
sharing,
t eamwor k
i nnowna tair
key in t
society.
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Tabl(eohti nued)

Al l stucTrue eq Key compet
must havwil/l re mu s t
access thigh | e
new technol Contribute
technol cprofici out comes f
worl d, ensur e societies
regardl emore individual
their ecmeaning
backgrouvand i
Cncreas Hel p !nd|\
i nnovat meet i mport
of t egeyh demands i
by all vari ety of
segment an
popul at
Be i mport
for splret ¢
al | i anldsi v i
ScientifAdvance
insightsthe cog
educaticscience
researchthat | e
incorporincreas
into teesignifi
and | earwhen st
broad scare eng
academi
through
aut hen-t
worl d
experie

One of the initiatives that created a framework for-@éntury skills isthe
Partnership for ZLCentury Learning (P21, 2019a). Three categories of skills are
included in the framework: (1) life and career skil2) learning and innovation
skills, and (3) information, media, and technology skills. These skills are all essential
to 21stcentury learning. Key subjects like science, math, world languages, history,
and the arts, along with interdisciplinary topié® 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 thiollowing aspects: flexibility and adaptability, initiative and
selfdirection, social and crossultural 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 tsuccessfully 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 quitldgtly, learning and
innovation skills consist of the smlled 4Cs as creativity and innovation, CT,
communication, agh collaboration, which are the focus of this reseaigning to
the P21 framework

Another program that aims to provide a comprehensive description of the skills of
the 2f' century is Assessment and Teaching of Zentury Skills (ATC21S). The
initiative was carried out from 2009 to 2QEhd several corporations such as Cisco
Systems, Microsoft, and Intel supported it financially. The project listed tfle 21
century skills in four broad categories each of whicloimed their relevant sub

categories. They are:

- Ways of working: critical thinking, problersolving, learning to learn /
metacognition, creativity and innovation, decisioaking

- Ways of thinking: communication; collaboration

- Tools for working: informatin literacy; ICT literacy

- Ways of living in the world: citizenship (local and global); life and career;
personal and social responsibifityncluding cultural awareness and

competence

The table belowadapted from Voogt &Roblin, 20123ummarizes how 21century

skills have been conceptualized in all frameworks mentioned abwleding P21

and ATCS Among the skills listed in the frameworkslow, the 4C are the ones that
have been addressed in most of the frameworks. Wagner (2010) states that students
should be equipped with 2dcentury skills since such skills are vital for future
advancements in education and the economy (World Bank, 2Bb®jever, it is
argued that the resources and possibilities provided by the educational system don't
always meethe demands of millennium learngesven if they are listed in such
frameworks. The way that students leamd how teachers instruct may not align
with the educational system (P21, 2002herefore, the next subsection introduces
one of the teaching appaches that could be used to provide spacestmh

integration.
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Table 2 Conceptualization of 21stentury skills across frameworks
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2.2.3. Flipped Learning

With technological advancementsthe last few decades, the teaching and learning
context has also developed and aligned itself with these changes. Thanksettse
technological products such as laptops, smartphones, and tablets, educational
environmeng have adaptet incorporating such devices so as not to fall behind and
refer to all stakehol dersdé needs and interes
shaped teaching approaches and caused new ones to emerge. Flipped Learning (FL)
is considered one of these apmbes 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 classroevhereas practice and
collaborative group projects that suppactive learning are done during class time
(Bergman & Sams, 2012; Bishop & Vergleher, 2013).

Originally, Bergman and Sams (2012) startedgethis approach in their chemistry

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

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

instruction, the consensus points to the use ofgrerded videos of instruction and

sharing them with students and focusing on the practice of the content ingke cla

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

interactive learning, individualized instruction, group projects, and feedamsskons

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

studens to use their content knowledge bhagticing it during class time and getting

feedback, if necessary,r om t hei r peers and the teacher.
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 studentsodé earl:i
2012).In the literature, FL is commonly cited as an approach to teaching as part of a

hybrid or blended learning approach, which focuses onlass practice for the

active engagement of students with the content (Ar@ada, 2014). When using

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

advance so thatlass discussions, problesolving exercises, and collaborative

activities that are relevant to the subject matter can be enacted rotaissriime and
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peer feedback (or instruction, -irfRtimg can
teachi ngo ey&iGregn 2015R €amsidering 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-alass ative 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 resemblesbigaviorist 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 atilohal 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 teacherecorded videos at home, freeing cpss time for more
engaged learning and teamwork.

- The ease of access to class content via videos and online resilonwss
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 studeaiite 3below
provides an example comparison and indicdtes according to the traditional
model, students attend class with a list of questions after finishing their homework at
home. Teachemhustset aside about twenty minutes following the opening waom

to addres homework inquiries. Less than twenty to thfitg minutes are available

for guided and individual practice after the new material has been presented for at
least thirty to fortyfive minutes.In contrastin a flipped classroom, students can ask
guestons regarding the new material after a fimenute warrmup 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 se@ 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 practiedjile teachers are expected to create

opportunities for sch 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 flipgd classroom should provide more space for practice.

Table 3 An Example Comparison of Traditional vs Flipped Classroom

Traditional C FI i pped CIl as
Activity Ti me Activity Ti me
Wa r-mp 5 mins. War-mp 5
Revi se
previous h20 minsQ & A on viclO sni
Lecture ne3®5ni ns Guided / I nc¢c75 mi

practice

Guided [/ i

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

penalizedfor not watching them before. This form of FL is referred to as the less
strict fom 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 foreétblistic Flipped

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

treated synchronously

nvol

Vi

ng

a

tot al

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

about their inclass participatin in the traditional approach, HFC combineglass

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 irclass activities.
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Concening the positive contribution tadequat class time, Zhang (2017) stated that
time management in the classroom and before class is the most efficient strategy to
increase instructional effectiveness. Befdess, students should schedule their
study tme 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
featuresof 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 deined 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 imividual 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 approachvhich 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 &zhers as decisiemakers inselecting and instructinghe content.
Lastly, the pofessional educator, the last pillalegards teachers as reflective
practitioners who are open to feedback and criticism to improve the quality of the
instruction and provid 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 corsidered t
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 amacrease 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 prepdufer 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 rdlesnks to FL. imply a change in
perspective from a traditional mindset eflucational 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 thimig 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 selfearning at home and engagement with othedesits for
further practice in the class, aiidwas argued thathis could contribute to student
motivation in interacting with each other and with the teach@ellln &
Birkenkrahe, 2015).

Besides the opportunities that FL offers, it has also beentegpto have many

dr awbacks. For instance, G¢ndegz and Akkoyunl
as low student engagement, technical difficulties, teachers having to spend more time

preparing materials, and a lack of direct communication betweetedober and

students. In addition to these, lack of shffcipline 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 stuadytsh 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 lowreglflated behaviors (Suat

al ., 2017) . Such unpreparedness might resul
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 t eachensod$201B)anguee that adopiing FL chrole a
burden for teachers who are computer illiterate. It was statecetlzatcth er s 6 wor k|l oad
would increasgand an adaptation dhe materials and the instruction would be

necessary to align the teaching pedagogi te FL.
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Regarding thditerature abog, it can be stated that this study was conducted in the
partial flipped classroom model since the students in this study were provided with
prerecorded videos on weekly grammar points by the Curriculum Development
Office (CDO) at the institution and exgied to watch these videos before attending
online lessons during the COVI® pandemic. The students were not punished and
graded on such assigned videos, but the teachers were informedi@bguyiractice

more in online lessons instead of lecturing aangmar points or dealing with
structured grammar exercises. Therefore, the nexssdtion conceptualizes online
instruction in education to better understand the interplay between the
implementation of 2%kcentury skills, FL, and distance education FLE

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 platfornieleconferencing, antelevision

(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 sywchronous 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, synchronousnethods 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 environmer{Mahoney & Hall, 2020). The literature
indicates that 4earning, online learning, open education, virtual learning, internet
based learning, netwotkased learning, and blended learning are among the many
formats that are included in distance educatidrese ideas encompass a variety of
teaching philosophies, such as computer and vildaséd learning methods
(Nikulicheva, 2015).Traxler (2018) stated that DE is advantageous in terms of

accessibility and finance. Access to a variety of materials onintenet is
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considered another benefit (Kéreéek, 2014) . B €
providing access to larger groups, being independent of time and place, and

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

Peopé 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 theswwn speed and usearious strategies and tactics to arrange

and retairthe materiabffered. Programs for distance learning cavéry beneficial

in this sense (Bolliger & Inan, 2012; ¢el ik

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 padicipation in courses for a long time

(Lai et al., 2019), which can harm communication and collaboration opportunities of
students with theipeers. Studies on DE before the COVID 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 activelyviml ved ( Arsl an & Kuzu, 201!
Altunkaynak, 2019). However, the outbreak of COMID accelerated considerably

the development of Emergency Distance Education (EDE) (Bozkurt et al., 2020;
Karaca et al.,, 2021)EDE has become more prevalent due te #pidemic,
highlighting differences from Hperson instruction requiring novel roles for
families, students, and teachers in their educational endeavorsiearahstrating

how widely digital media resources are being adopted (Karaca et al., 2021
practices turned into DE later on and this research was conducted in a DE

environment since it was one year later the CO{fDpandemic.

Differences between DE and EDE can be recognized in terms of their structure.
Planned, complementary in terms of nuetblogy, 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, hastgavor 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 emerdexteeme
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 traditionglenson teaching methods,
highlighting the necessity of establishing strong technology infrastructures and legal
frameworks for stateun educational initiatives. This change emphasizes the
necessity ofmethodical assessment and decisimaking 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 education, their perceptions and practidiesctly impact the
teaching and learning contextonsidering the scope of these changes, thorough
research must be done to examine the methods and results @rEBEEpractices.

These kinds of initiativesra crucial for shapindguture policy and strategy for

educatonas we may <confront new and unforese

views on such sudden implementations and their practices in keeping up with the

changing needs of students in thé' 2énury 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, approacheand 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 get their needs and intereséecording 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. (204l8p concurred with this deription
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

devebp teachersd skills and are dsachas by
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workshops, seminars, etowhen the formal educational part of them is over.
Villegas-Reimers (2003%tated thaprofessional developmenan also be defined as

an individual's gowth 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, whic 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 grolwand change in the profession. By characterizing PD
as a neveending, "lifelong 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 Bo(g018: 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 defimtamadopted in

the PDPof this researcho conceptualie 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
decisionmakes and implementers of those changes, so TPD is a vital component of

improving teaching, as Knapp (2003) notelso we v e r an fAoverly presc
sizefitssal | solutiono (Cirocki & Farrell, 2019) 1
of the context agxperts 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 caderation in the preparation and design of PDEsbson

and Brooks (2013) emphasized that the ongoingepth experiences, chances, and

affordances that strive for the success of both teachers and students and constantly

evolving, adaptable curriculaeall 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 21sentury skills and requireamts 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 mothBir instruction in response to
feedback on the subject of 24sntury skills. In line with this, Fandino (2013)
highlights the importance of having practices that embrace the integratiori“of 21
century skills in EFL. Handayani (2018) argued thafuifill the more complex
expectations of the 21st century, teachers need to be adaptive to accomplish their
aims. Hence, given that 2istntury skills are essential for improving students’
exposure to and effective impact in today's society-c&htury 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 E€tording to Kim et

al. (2019), students' Z4century learning cannot be improved and devetbpnless
teachers successfully acquire and implen2distcentury teaching skills. To help
students attain 2%century skills, teachers must also be able to cultivate these
abilities in their classrooms. Institutions must incorporate the knowledge disd sk
instructors require in their teaching through professional development since TPD is
the means through which teachers can improve and influence their expedise a
skills. Therefore, it i®ssentiato consider how teachers can use these abilitiggein
classroom and how TPD can be used to evaluate and train teachers to cultivate 21
century learners. For this reason, a PDP was implemented for this research to
improve the professional development of EFL teachers in their praciices
cultivate 2f-century skills of university students hbgonsideringthe immediate
needs of the participants during the COWVIB pandemic.

2.2.6.Summary

Aside from giving students affordances, 2&shtury informed educators also need
to know how important it is toncorporate 21stentury skills. To itegate such
skills into language classes, educators neecteate weldesigned curricula and
instructional environments. Bearing this, TPD igracial facet that needs to be
investigated since, as aforementionedcan contribute toeaching and learning
English in multiple waysAlso, FL has been consideredaay to integratehese

skills into classes. After conceptualizing the constructs that form the base of this
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research, thdollowing subsection 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
conceptsthis study intends to investigateamely 2i-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 &FL from various perspectives.

2.31. Research on 21 Century Skills in EFL

The 2f'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, studeite d eval uati ons of t eache
(Alamri, 2020), preservice teachers (Baranucar z & Kl i mas, 2020; 1 «ké
2023), teacher attitudes (kahin & Han, 2020;
(Ak-ay, 2019).

For instance,Cretu (2017) conducted a study with twehio (22) preservice
teachers studying in Primary and Preschool Education. The study focused on
introducing21®-century 4C skills in a methodology course to help the participants
learn about these skilso thatthey can design, apply, and evaluate them in future
teaching practice Cretu provided the participants with a wide range of teaching and
learning activities and strategies as part of the methodology calurseg which the
participants were asked to dppvhat they hadearned about these skills in their
micro-teaching practices. In thirteen (13) migeaching sessions, the participants
implemented these skills while preparing and teaching topics such as personal
development, literature and languagepgle, etc. In a mixedesign study, the
research focused on understanding the perceptions and practices-sefrvice
teachers with Zlc ent ury ski |l | s. I n the study, it w a

perceptions of their competence with the skills wasitive 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 trainirdhteques, identifying the
appropriate assessment techniques, and managing the classroom and time. The study
also found that the participants used a variety of teaching activitiestiateges to

foster these skills in their miciteaching sessions. Shaggested thatontinuous
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 rsmwork and fieldwork experien@@doth
personally and practicaflywere investigated to build a model for integrating-21
century skills into teacher education programs. The study focused on how and to
what extent preservice teachers used 4C and ICT skifl their coursework. They
surveyed 108 participants on whether anc|
use of 2i.century skills. The survey data provided information about the
perceptions of the preervice teacherandthe 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 thdeaeling 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%century skills. The researchers called somultaneously integritg those skills

to promote them among pservice teachers. They also stated that teacher educators

mustdevelop those skillto help preservice teachers use them better

Aiming to investigate ls er vi ce teachersdé pedadgogical
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
communicatio 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 mentioneldir motivation to enhance the creative thinking skills of

their students Yet, they werechallenged by factors such as a lack of student
vocabul ary knowl edge, absence o f creative
motivation to interact with their peerRegarding CT, the constraints abovevere

also mentionedStill, the participants stated their practices with developing their
studentsodo CT skills more positively since
speaking and thinking skills. The researcheaed 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 coute to the development of

English proficiency of the students.

In the Turkish context, Demirkdbr ak and Kn°zg¢ (2021) examine
and practices of 26 EFL teachersrking in a state university's preparatory program

Embracing a mixeanethod design, the researchers aimed to investigate how and to

what extenthe participants promote 2isgntury skils. The participants were sent a
guestionnaire to collect information about the a ¢ h e r s dwithfthee identifeda r i t vy

skills and the variety in their practices in promoting these skills based on their
knowledge, motivation, and institutional support dimensidnterviews with five

participants were also carried out to support the questionnaire Tagasurvey

findings showed that the mean scores for the knowledge and motivation dimensions

were higher than the institutional support dimensiadicating that the participants

did not get enough training on these skills and the curriculum did not support
integratingthes skills. Also, when the participants were asked about the reasons for

not applying 21-century skills in their practices, 65% of the total answers were

related to the knowledge dimensiorin comparison,it was 31% for the

organizational dimension and 4fér the motivation dimension. Mogtarticipants

chose statements | i ke fildve never heard of
the lack of knowledge of these skilthkey needto implement. The qualitative

findings also revealed that the participants stab\ttle theoretical understanding of

21%-century skills and how they were applied in the classroom. Regarding whether or

not teacherare responsible for promoting 2d=tntury skills in the classroom, every

teacher responded that the ultimate goabiprbduce skilled graduates and prepare
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the studentfor 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 suppieey needregarding

knowledge, motivation, and organization dimensions.

How in-service teachers implement®2dentury skills andheir challenges were also

examined in another studyy Bol at (2022) i ninvegiga&k i y e .
secondarys c h o o | EFL teachersd use of t hese s
their backgrounds had a role ieachingthese skills. Therefore, she carried out a
questionnaire with 119 teachers and interviews with 26 participants. The quantitative
findingsofte st udy showed that the CT item As.i
highest mean (M=3.00) among the participawtt i | e t he | owest i tem
persuasive argument €é0 (ntdgralingGT3in teachdy er al |
practices showed that W& 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 fAwogk oup s p awhieghl bBestdribdjvds

for Acreate joint products éo (M=2.88).
participants integrate collaboration into their practices. As for communication, the
item Aanswer guesti ®@mwms gion ftrhenthigftheah a
among the participantsvhile it was then st r uct ur e dethalowesir use
score (M=2.57). It was found that more than half of the participants employed
communication in their classes. Lastly, the skill of cregtiwas also another one

that was investigated inthe stygdynd it was found that the
ideas €é0 got the highest score (M=3.01)
reported to be including this skill in their practices. Along witasth skills, Bolat
investigated the implementation of other’'Zentury skills such as selflirection

skills and global connections. The demographic background was also examined
determinewhether it had an impact on the teaching of these skills, amasitfound

that there was a significant difference between the participants who took training on
these skills and those who did nitost participants (82.2%) also reported a need for
in-service training in these skill3he participants also reported sogmnstraining

factors in teaching these skillwjth insufficient curriculum (32.4%) and retesed
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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 inservice EFL teachers on 2tentury skills through an exploratory case study
design. As a first step, they distributed a questionnaire to collect data about the
t e ac h e ptords ofghe roke of Zlcentury skills in ELT. Following this step,
they interviewedten volunteer teachers to gain andepth understanding of the
teachersdé perceptions, awareness, and
two steps, the parigants were enrolled in a seminar thia¢ researchers gave on
21stcentury skills regarding their integration into lesson plans and teaching
practices,followed by lesson planning and writing reflection papers with tére
volunteerteachers. The findingshowed higher meagcreativity, collaboration, and
communication skills scoseat awareness and implementation levalgontrastthe

mean score for critical thinking wdswer thanthe other skills. The findings also
indicated continuous professionatlevelopment activities are needéd better
integrate these skills into school curricufar 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 essity of 2¥-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%century skills have ln examined individually as well. Theeea lot ofresearch

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 classroom®ichards(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 achiegam(Baghaei & Riasati, 2013nd

the effect of student creativity on student achievement (Pishghadam et al., 2011).

Both preservice (Cimermanova, 2015) and-srer vi c e (Fitriah,
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beliefs, knowledge, and practices were investigated from plespective of

creativity.

In the Turkish context, several studies focused on exploring creativity in EFL. For
instance, algvey ofte acher s6 behaviors' I mpsavas oOn S
conducted by ¥zcan (2010) .to 12 Efluteashers onn ai
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 ofenéeey 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 creativekills of students positively. Teachers having less
teaching experience and less weekly workload were found to be more impactful on
studentsbo creativity. [ n anot her study,
perceptions of Turkish preervice EFL teachers (PTs) of Creativity. 8 PTs who were

willing to takepart in a focus group interview enrolled in the study. The focus group
meeting lasted for 50 minutes and was audmmrded. The researchers focused on

the participantso perceptions of the def
in EFL. Inthest udy, the participants define t he
extraordinary ideas?o, and fAbeing able t
agreed on the teachability of the sksitating some conditions for isuch as the

variety of classrom tasks, classroom environment, and the attitude of the school
administration. It was also found that Creativity was consideregsaentiabspect

of education and concluded that it should be emphasized more in EFL classrooms

and teacher education.

Recen | y, Akyéldéz and ¢el i k ( 20hi&0oepearchonduc!

' per sp
their implementation of creative teachinfhe researchers carried out interviews

ai med to investigate EFL teachers

with 15 secadary school teachers. Tlet udy 6 s fwas eelatedfto thed i n g
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 subjecemnd 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 uskvearmup activities (f=19), vocabulary activities

(f=18), and writing activities (f=13). Concerning the contributing factors of

creativity, studentsdé willingness (f=11), t

(f=4) were found to affect positivelyvhile factors such as curriculum (f=10), time

limitation (f=8), examoriented 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 2tentuy and needs to be encouraged in all fields of
educationincluding EFL.

In a more recent study by ¢eli k and Akyeél dé

creativity was investigated in a survbgsed study to determine if some factors such
as gender, ageteaching experience, and undergraduate program impact their

perceptions. 200 iservice teachers who were working frofite 8" grades at state

schools enrolled in the study. The results showed that the overall perceptions of the

participants on creatity 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 tehers 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 teachetke study frequently, if not always,
offer inventive andpractical opportunities for students to sh@amnd enhance their
creative thinking skills. Despite having high perceptiohereativity in general, the

majority of the teachers find ¢hallengirg to set aside time for it.

As another 2%-century skill, CT has also been investigated by numerous research
studies from varying perspectives as student-esgdfuations (Wang & Seepho,
2017; Zhou et al., 2015), teacher attitudes (Asgharheidari & T,a20it5; Marin &

De La Pava, 2017) , HOTS (Chen, 2010) ,

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 wasintegrated into different English language skills at Omani higher institutions.

The participants provided different strategiesdtiners ki | | s such as: )
Amaking inferenceso, neval uating for re:
opinion 0 , fdebat eso, Aclass discussions for
Ssubjectivityo, and Acomprehending connot

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 qualitaitve 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 providzhs 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, aathgar learning processes.

They also encouraged students to question all the information they read and
frequently implemented activitiseod vi magt, e
Agroup discussionso, and Aeval uattsion.g tF
Examples of this integration include the use of prejpaded 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
developng 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 practicesbdck 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 daanal ysi so
Afeval uationo (M=4.36) all of which are consi
synthesis (M=4.03) got a high score as well. On the contrary, the participants
conceptualized CT less with elements such asrsglilation (M=1.90), being

flexible (M=1.97), and problemolving (M=2.16). Considering their classroom

practices, the survey results unveiled that the participants most promoted CT by
Aengaging in analysiso (M=4.75), Aconducti nc
€0 (M=4.66), cammdc!| udi @awi nbgased on evidenceo
interview findings also showed that the teachers benefited from strategies such as

analyzing language features, creating -fiéalsituations, questioning, collaborative

group tasks, and asking opended questits 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 éemchho have formed a

deliberate understanding of CT can better nurture it by developing and implementing
well-designed pedagogical and curriculum approaches.

I n the Turkish context, a study by Kavanoz &
conceptualizations and teaching practices. Designing a qualitative study, the

researchers implemented interviews with five teachers and conducted observations at

a high school in T¢grkiye. The teaching experl
to25. Theparti ci pants conceptualized CT as a A mi
Amaking personal interpretationso from Amul

participants highlighted the importance of CT as &&intury skill adding that time

allocation, exanbased 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 th@aching 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 <c¢classroom, they rerg

l i nes o, Aquesti onnfngromatiamal, yzamdg fdrhaekiing |
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techniques. Observation data revealed t
Aanal yzing a -stod xvtitn,g 0 A priladb Isecnmssi ono, an
techniques to foster CT in their practices. The researchersluced 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 preparingrsaach

the field.

Regarding the student perspective, Wang
experiences wi t h three CT strategies,
mappi ngo, and Aquestioningd in a Chines:
whet her the wuse of these strategies con
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 clas in which CT instruction was embedded in one semester through the
implementation of the three strategies. Regarding the quantitative findings, the
results showed mean value of 3.36 out of the three items that asked participants to

rate the effectivenessf 7 gr o u p indhelgng themrsdevelopsCd skills. This

indicates that participants strongly agreed thatitheussion techniqueasgenerally
effective. Similarly, Aconcept mappingo
showing mean scores nging 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 techni gue feanfyauase3Z32 ano B.28nhfgr the itetmshoé the
Aquestioningo part of t he survey showe ¢
effectiveness of this skill in promoting their CT skills, yet half of the participants did

not like arguing with their peers thrauguestioning. When compared, the technique

of Agroup discussionso was found to be t
by Aquestioningd and fAconcept mappingo r
the contribution of these skills in promoting OF 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 thstruction 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 thatpgheicipants developed their CT

skills. Such instruction could incraesdice t he pal
correlation between pogtst and course exam scores. They also indicated that using

a flipped approach in teaching CT skills waelgul since it provided an

environment for collaborative discussions among the participants.

Two other interrelated skills, communication and collaboratioh 21%-century

skills, have been the foci of several studies in the field in different aspects: student
writing (Villarreal & Gil-Sarratea, 202@hang, 2018), student perceptions (Chen,
2018), reading comprehension (Bang, 2002). For instance, Chen (20itRicted a

study exploringc ol | ege studentsdéd perceptions of coll
Designng 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 workg collaboratively in wikimediated 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 communicatiorughg COVID-19, Kanno (2020) anducted a

study at a Japanese higher education in an online English course by focusing on the
students' social presenc&he students communicated and collaborated through
different online platforms such as Blackboard Le&lack, 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
di scussi on. Kanno examined dthattheytvaredent sdé wr
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 reportdakethat t
helped their peers when the task required an exchange of information. They also
found textbased 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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I n another study, Bui et al . (2021) al s
collaborative online learning environment at a university in Vietham. The study
involved 60 students who were experiencing online education. By conducting a
guestionnae that consisted of opeanded ten questions, the researchers aimed to

Il nvestigate the studentsod experiences of
response, it was found that the participants preferredtéefaee learning (38%) to

online collaboative learning (62%). Also, the students indicated that they
experienced conflict during coll aboratiyv
DE (57%). Another finding about collaborative work was that there was agreement

in sharing responsibilities (86). However, half of the students stated that they felt

di stracted. Regarding these drawbacks, A
i nactive member so, Ahaving technol ogi cal
and fAmisunder st amaeakign od weriemi fomundcd tso b
DE in terms of collaboration.

I n our context, Ko- (2018) examined coll
activities in EFL. The study comprised 25 teachers who were working at six state
schools and 486 t udent s of these teachers at S €
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 twllect data about their views and experiences with
collaboration as a 24century 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 oplone. For the student questionnaire, there was a
contradicting result showing that 64% of
of collaborative activities by their teachers in the classrodims study shows that

although the teacher participamisimed to benefit from collaborative activities in

the teaching, the student participants reported the opptisitee interviews, the

teachers reported that group activities enhance collaboration arebtsifn among

students. Similarly, the studerdkso 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 studewhile providing disadvantages
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such as being open to using the native language, beingctingiming, and the
likelihood of being offtask in unstructured groupings. The researcher emphasized

the need for TPD in using collaborative activities effecyivelthe classroom.

2.32. 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, coursatisfaction, student achievement, and assessment of teacher
performance. They collected data from teachers and students through interviews,
guestionnaires, and academic results. Data collected from different means showed
that FL has a positive impact omet 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)m@ 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 thastudents 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 sefficacy, selfcontrol, individualized instruction,

and ongoing cmmunication 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 discoveredathstructured and seratructured 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 fasring 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 wuniversity
vocabulary. The study comprised 60 studen two groups, half in the experimental
group, and the others in the control group. A-teig and postest design was
followed to find out the effect of FL on vocabulary learning in English through a
comparison of the two groupscores. 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 tbet 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 posttest and delayed tests, whicldicated 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

st

EFL from different aspects from the point of students.iForst anc e , Ek mek - |

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 thelaggnuup. FL
approach was implemented in teaching writing skills for fifteen weeks. The
experiment group was exposed to the flipped approach by watchinggmeled
videos on argumentative paragraphs and essay writing and doing practice on the
topic in dass. 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 groupf their posttest 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 enjoyedFL 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 tlyefaced during the FL instruction, they mostly listed slow
internet connection andtimee | at ed probl ems. Al |l I n al

the students preferred FL to traditional teaching in writing instruction.
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Boyraz and Ocak (2017) conducted adgtwon the role of FL on the academic

achievement and retention of 42 students studying English at a preparatory program

of a wuniversity in Tg¢r ki ye-experimental Hesignr st udy,
with pretest and postest control group desigihey collected data through tests

and focus group Iinterviews to gather quantif
on their engagement with the method. For the control group, the instruction was
implemented in a lecture vise way based on lectures dmguquestioranswer

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 @ dpaiz

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

andOcak found that the experimental group did better in terms of academic success

by getting higher scores in the pdsst compared to the control group. They also

stated that the retention scores of the content in the experimental group were higher

than tle 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 inggrmcti Se - i | mi Kk oj | u

(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 wittepte ad post

tests as wel |l as a questionnaire to gain ins
the approach, Se-il mikojlu concluded that t
scores on grammar topics selected for the study while the control groupngot lo

scores. The opeended questionnaire data also showed that the participants prefer

self-study on the topics with videos and moreciass practice for effective grammar

l earning. Ot her studi es (Din-er, 2020; ¥zt
investicated 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 al so beemprinthecordegtt i gat
of EFL. For instance, ANa a b i et al . (2022) examined E
experiences with FL during the COVAI® pandemic as an emergency transition

from faceto-face teaching. Adopting a case study design, the researchers taime

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 fowhthat at its core FL helped the teachers save a lot of time-&taisa

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 expos# to the language by watching pecorded videos at home, and in this

way, they were practicing the language.-Mdabi et al. also stated that the
participants provided negative reflections on the approach, one of which was
students not performing assighereclass 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 institutishsuld provide support to both

teachers and students more upon deciding to adopt FL as a teaching approach.

Apart from teachersd6 and studentsdé exper
the English language and dimensions of learning, some comporie2is-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)

i nvestigated the effect of FL kiisninthe ani an
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 yezorded videos on how to devpllistening

skills and do relevant assigned quizzes while the control group went through regular
instruction on teaching listening. The experimental group was encouraged to ask

guestions and give feedback to each other while implementing strategies and
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actvities that they had studied in the videos. Such activities were idea mapping,
compare & share notes, wHpair-share, and threstep interview. The researchers

tried to actively engage the students in the experimental group to practice what they
learnedin 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 participantsd CT | evels.
outperformed bettethe 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 appazh 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 thing3.he 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 concernig 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 2%-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 student
based learning in a flipped classroom. The study involved 120 participants, 60 in the
experinental group and 60 in the control group, and lasted for 12 weeks during
which the experimental group was instructed in the prdjased flipped classroom
while the control group received instruction in traditional prepaed learning. In

the flipped goup, 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 discasions, 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 regulgrojectbased 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
projectbased flipped classroom did better in their posgrvention scores in terms

of their critical thinking ad creativity skills adding that the method of instruction,
flipped or traditional, was also another result of the study showing that the flipped
model of projecbased learning was more efficient than traditional prejesed
learning method. The findingaiggested 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 ¢&bhrani, 2015).

Literature on FL has also investigatedmmunication and collaboration as*21
century skills. For instance, ¥ztg¢rk and
developing English language skills in a flipped English course that was designed
based on selfegulated learning strategies. 50d&nts participated in the study that

was designed as an experimental study. Approaching FL from the perspective of
selfregulated strategies about how or to what extent the experimental group students
used in a flipped learning environment, the researftherd that FL had a positive

i mpact on the participantsod wuse of t hes
communication and collaboration skills since FL instruction provided them with
opportunities to practice these skills. Some other research siiittiesrt et al.,

2015; Wu et al.2017) also support these findingsggesting 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 watchimg onl
videos. Students can use audio files for listening exercises, discussions for writing
exercises, or collaborativagks to complete in the classll the studies suggest that

FL can positively impact the aforementioned2&ntury skills depending asome

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 subsection provides studies that focused on DE in EFL to better

understand relatepossible 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

57



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

century.

I n the research conducted by EKmeikh- i (2015) ,
courses provided feedback on the program. The study founavbathalf 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 andests. 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, duw30it6ufoundindanokher stndg thad the majority

of students were dissatisfied with their English classes taken remotibating that

they <coul dnot I nteract with their peer s an
technical problems and lack of motivationonline murses. As a result, the students

preferred iAperson education the most. More recently, Derakhshan (2021)

investigated the impact of the transition to DE from feeéace instruction on

l rani an uni versity St ude Reéashilg duttonlglu age s ki |
university studentaising an opemnded questionnaire and conducting interviews

with 20 participants, the study focused on experiences with DE during the GOVID

19 pandemic. The study revealed both positive and negative experiencescanc

four skills in English. While the participants positively associated speaking with

some resultssuch as a comfortable environment, speaking engagement, and more

free time for practice, issues such as the passive role of students, technical problems

and no faceo-face interaction were negatively associated. Similar issues were raised

for the listening, writing, and reading skjlladding 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 anoher 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 staratds during the Covid9 pandemic. The participants enrolled

in the English Il course in their undergraduate program. The course aimed to foster
the enrolled studentsd proficiency 1in
and motivating the studemtto communicate and collaborate to practice English,
which composed the Zdcentury aspect of the study. The content of the course
involved the wuse of digital pl atfor ms
skills. In terms of 2%-centuryskills, the students were asked to read some texts and
talk about them by relating them to rdéié situations and finding solutions to the
ones when necessary to foster their CT skills. Concerning communication,
collaboration, listening, and speakingliskithey 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.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 msproach to learning
English and achieving ISTE standards in the course. In terms”afedtury skills,
communication and collaboration were adhered to with the highest score (87%), and
creativity (78%) and CT (75%) followed them respectively. Theystido 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.ldi@ &p

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
qguestonnaires 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 useblended 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 theumber and quality of available online resources. In

59



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 geses or body language that are regarded as an

important facet of communication in a virtual environment.

I n another study, kevi k and Y¢gcedaj (2021) c
who work at secondary and high schools in different regionggof ki ye by usi ng &
survey instrument that included opended questions. The study aimed to

Il nvestigate the participantsd views on and
that the most common obstacles faced by the participants were poor internet

connetions, 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 teab 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
teachersdé and studentsd6 experienc®s with on
pandemic. The study omprised 18 students and 13 instructors at the Department of

Basic English of a state university. A survey with opaded questions was sent out

to the instructors and two instructors were enrolled in the interviews. The

participants in the study statedaththe 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 indtamc design (Adedoyin & Soykan,

2020) to create an effective online education environment.

The aforementioned studies provide information about how DE can inkdcs
teaching and learning contertdifferent aspects including 2Zentury 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 prepare
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students for their future careers. Therefore, the nexiseation provides literature
on the role of TPD in EFL.

2.3.4.Research on Professional Development ar@lassroomPractices

Several research studies TPDhave been carried out from diffieg perspectives

such as teacher change (Guskey, 2002)efftfacy (Karimi, 2011)and mismatch

bet ween perceived needs and actual prac
These studies have indicatiwt TPD is a valuable tool in teachgrofessional
learningbecause of its contributions to teaching practices. Nevertheless, it has been
emphasized tbe tailored to the immediate and contextuggds of teachers along

with their willingnesgo participate.

For instance, to meet the needdatreate a materials bank for English language
teachers at a pr i v asereice teacheo developmant pfogrank i y e,
was i mplemented by Dalojlu (2004). The
schoolbased issues, promote overall quality inyerment, and help teachers grow

and learn professionally. The school where the program was developed was already
offering inthouse training opportunities to its teachers and depending on their yearly
needs workshops and seminars were being organized gdresiternal 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 addressey iclass 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. Thereforg, | Dalo
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
devel opment and carefully going over the
implemented a questionnaire for the participants, and interviews were also carried
out to delve into the effectiveness of t
development. The findings of the study revealed that the participants perceived the

progam 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 anslt udent s6 i nterests. Al so, t he

developed themselves professionally since they had been provided with input
sessions on teaching materials and curricutalated issues in the field. In that
sense, the study acts as an eplenof 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

stud

professional development program (PDP) couldienpa t eacher sd perceptio

The study examined 86 teachersé6é perceptions

postparticipation beliefs. The researchers collected the data through a questionnaire
and a followup interview with 22 of the participants. Thean a pairegsample ttest

to measure the difference between the pre andtesist The program that the
researchers implemented involved materials that addressed a range of skill levels of
instructors, from preervice to experienced. The sessions aisolved discussions

and interactive tasks that guided the participants to work together and share their

experiences. The study found a significant difference between the pre axidspost

results in terms of teacher sabfourddhatdahet ance of

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 pariicipate not

effective for teachers6é6 willingness to deve
this study provided insights into the literature by showing that Aeasksd and

voluntary PDPs could contribute to TPD.

Recently, a study conducted by Averiand 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 partictpaand 2 of them took part in the

i ntervi ew. The results provided insights in

activities, their perceived impact, and challenges. First of all, the researchers found
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that webinars (84%), workshops (80%), and formaktings with colleagues (68%)
were found to be undertaken the most by the participants. Data from therogeh
section of the survey showed that workshops were chosen as the most effective TPD
activity as they were regarded as merging theory and peastmre 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 partigiositigely.

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 n
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
& Farrel, 2019).

In another recent study from the®2dentury skills perspective, Alzahrani and Nor
(2022) il nvestigated the i mpact of pr of e
classroom practices in fostering and activating tHéc&htury skills of student8y

adopting a mixeanethod design that involved the implementation of two
guestionnaires on teachers and students, and conducting interviews with teachers,
they focused on how and to what extent EFL teachers implement and actRrate 21
century skills of miversity 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 easchers 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-gakéction skills (M=3.43) and local connections

(3.37) in activation by the teachers. The firgdirof the student survey were also in

l ine with the teachersé survey resul ts.
between 3.82 and 3.97 for the 4Cs. The researchers also conducted structural
equation modeling to assess the correlation between the tweystgsults. The

resuss howed that there was no significant

these skills in all the sugkills included in the survey instrument while correlation
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was found for the 4C. The stu@dysoshowed that there was a pos 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. 2f-century learning, which refers to a pedagogical conceptstbatfies

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 Z&century skills are survey studies that present restltsliefs,
attitudes, perceptions, or reported classroom practices of EBerice and pre
service teachers. This signals a need to investigate what is going on in the EFL
classroom. Since 24century learning would require 2tentury teachers, TP&Iso

needs to be examined in terms of the opportunities and challenges that it might offer
in integrating 23-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 traditigrerison
teaching but brings about some benefits and drawbacks, which necessitates a
classroorrbased investigation along with the DE dimension.
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CHAPTER 3

METHODOLOGY

3.1.Introduction

This chapter outlines the methodological procedures that the dalidyved.
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 feetyenstudents enrolled

in an online flipped learning environment during the COMM pandemic in the
spring term of the 2020021 academic year. Theain data were collected in eight
weeks through interviews, lesson observations and recordings, lessonsartfact
survey, and weekly reflection$he teachers were also interviewed long afteirth
participation in the PDIR see the longitudinal effect of theogramme Considering

that, his study aims to understand the role of EFL teachers' professionah¢garni
implementing the 4Cs of 24century 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

guestions:

1. What are he reflections of the EFL teachers on their participation in a
professional development program designed to fost&cedtury skills in an

online flipped learning environment in EFL?

1.1Wh a't are t he -&postpartidpatipreperdestidns qf teaching

with 22%century skills in an online flipped learning environment?

1.2What are the reflections of the participants on the effectiveness of the PDP?
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13Howdi d t he PDP contri but elptadgices?he parti ci pa

2. What is the perceived impact of the professional development program designed
t o foster E PlYcentusyt skills eim &rs online2 flipped learning

environment?
2.1What are the reflections of the students on their engagement with these skills

2.2How did thestudentgerceive theiconfidence irengaging witithese 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 worldvie\iLincoln et. al., 2011). Presented by Kuhn (1970), the term

"paradigm” was llized to explore the collective generalizations, beliefs, and values
regarding the nature of reality and knowl e
paradigm (Creswell & Cl ar k, awapd thinkihdfat t on, 2
about and making sense of tt@mplexities of the realwodd ( Pat t on, 2002, p .
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 tiheoretical rationales and meamsderpinning

the i mplementation of the current research

order in conducting scientific researshown inthe figurebelow.

Epistemology hiecretical Methodology

Perspective

Figure 3 Four elements of theesearch process

In line with Crotty, this research adopts a) interpretivism as its epistemdipgy

Sociocultural Theory as its theoretical perspective, c) case study andmetiedd
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design as its methodology, and d) the survey, interviews, observatifiestions,
and lesson artifacts as its methods to investigate the phenomenon. Therefore, the
following subsections introduce therder elementghat were embraced in this

research.

3.2.1.0ntological and Epistemological Stance

According to Ernest (1994, p.20), ont ol «
words, It S about understanding Awhat o
ontology in scientific research deals w

defi ned aksnofiwbow Cweot t vy, 1998, p. 8) . Ther
assumptions underlie and establish a way of approaching and understanding

scientific inquiries, and vary across theories and world views.

The current research dr awsalsooknownii gaso c i al
Ainterpretivismo (Lincoln & Guba, 1985) .
in their natural settings and then interpret them in line with how the participants in
that setting experience and adhere meaning to them (Creswell, R@h4in &

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, interpretists 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 wdview in research requires constructing meaning from
individual s quotations, refl ections, or
2014). Hence, this thesis aligns itself with an interpretive stance since one of the
main goals of this study is tainderstand how EFL teachers interpret their
professional learning about how to teach the 4Cs 8fc2htury 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 obyety in exploring individuals and their
practices (Garrick, 1999) , the participant
experiences with Zcentury skills might differ from each other, which necessitates

an interpretive, subjective stance (Flick, 2p#iBawing 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 (SC%)algued

t hat i ndividual s6 ment al functions are medi .
that are socially constructed. Wertsch (1985) further elaborates on the dynamic

interplay between the self, others, and cultural (environmental) artifacts vaticf

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
environmentaround the individuals. Regarding the epistemological stambih

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

a s mteractive preess which is mediated by culture, context, language, and

social interactio®@ ( Johnson & Gol ombek, 2011, p . 1) .
explains that human learning iscallective process and harmony of social practices

that are influenced by each othlterough negotiation with people and the materials

and informationwe 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 ircs settings; therefore, the teaching and

learning context also involves framing andfr@ming what is learned/taught within

their specific contexts as a social activity (Johson & Golombek, 2011).

The classroom is perceived as the sgagchological environment in which
teachers and students perform and interact (Borg, 2015; Kubanyiova and Feryok,
2015). Therefore, Johnson (2009) states that asiedits-all approach does not

necessarily lead tesuccessful results regarding the complexities of classroom
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activities. In that sense, SCT has been the focus of diverse resieatatling the

relationship between pedagogical activities and learner development (Poehner &
Leontjev, 2022)and prelin-seni c e | anguage teacherséo | e
practices (Donato & Davin, 2018; Johnson & Golombek, 201&e students,
teachersmediate the knowledge and skills that compose their teaching practices
(Whipp, Eckman, & Kieboom., 2005). Through engagementammunities of
practice,teachers and students camnstruct selknowledge by drawing upon the

collective knowledge of others (Wenger, 1998). Classroom environrfrent an

SCT perspectiveprovides an opportunity for cognitive development for individual

through their engagement in the social activities that they participate in the
classroomThereforet eacher sé professional devel opm
what teachers do and h o wradttes. d\e prdfessiomant er a
develpment 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 constructingan 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 ardkvelopment, 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 professionalevelopment 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, studetgschers, 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 expostmleffective professional development
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2. Professional devel opment program i mpr oves
or change their attitudes and beliefs
3. Teachers implement what they have learned in their praxis

4. Teacher so6 i matésa cnangd irastudent 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 macand macro factors related to the

teaching and learning contex€onsidering different factors, these two models

introduce how professional development practices can be apglecever, Raphael

et al. (2014) provided a more comprehensive professionatldement account

based on a sociocultural perspectiviccording to them, @opting SCT as a
theoreticalprofessional development lens involves five principles underpinthieg

sociocultural view. First of alteacher agencys a crucial element in profsienal

learning. Any professional development activity requiresatc her s 6 i@engagement
their learning and teaching processes to help temelopa collective understanding

of their teaching and l earning activities
ownership of professional development activities a& importah asset in

professional learning. Secondly, a professional development initiative adopting SCT

needs to be contespecific, which is regarded asituatedness This notion

emphasizes contextualw teacher learning within its specific environment to

understand betteand identify the praxis in educational settings (Raphael et. al.,

2014). The third principle points to tlikalogical practice that entails professional

development activitiesTeacherscan negotiate professional development activities

with their mentors, peers, or thems=to help them internalize the taught external

ideas or materials. Regarding this principle, a professional development program

should provide an opportunitipr discussing and sharing experiences. The fourth

principle that Raphael et. al. (2014) stated is that professional development needs to
besystemic Any activities or i nitiatives that ai
learning need to be systematizedchieve their goal of constructing and negotiating

teacher learning. Finally, professional development should be addressed as
continuous, which means it should siestainedsufficiently 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 reléionships 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 t each e rldearning ofahe d@ssof Hicerdury skills mediate their

praxi s and student so confidence i n t he:
environment. Therefore, this broad framework has been adopted as a guide in the
evaluation of the professional develogmh program of five teachers in the process of
fosteringthe 4Csof2icent ury skills to i mprove stud:
in an online flipped learning environment to better understand contributing and/or
impeding factors that mediate betwettre 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

century skills.

3.3.Research Design

The main aimof 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 21century skills and to explore if this process has a role in the
developmentoftese skill s regarding student s cc
flipped learning environment. Therefore, the research employed a case study design

for which a mixedmethod approach was utilized to explore the phenomenon in

depth from different perspeves, or systems. The next subsections provide detailed
rationales for the selection of case study and mirethod designs and explain how

they fit into the aims of this dissertation.

3.3.1.Case Study

Creswel | (2013) bauedédi sysets tah acta sien vacsl vae sii s o
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, 2008, 1994). In that sense,
fia case study is an empirical inquiry that investigates a contemporary phenomenon
within its reatlife context, especially when the boundaries between phenomenon and
cont ext ar e notYin 008, grld).y Enphaiing dsnrble as a
methodology, VanWynsberghe and Khan (2007) regard case studies as

ftransparadigmatt 0  atnarddisdiplinary r egar dl ess of the resea
adopted in a study. Wh a 't m aplarticelaristioo f o r a <cas
finaturaligico , des@riptiv® , induttived , dheudstiocn f eatures (Wil lis e

2007, p. 239) partidularesticd erad fuares otfo it he speci fic c

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,
t h ed as chir ifgature matudes making thick descriptions of the case through
several meas 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 havéd 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

i dent i fi explanatdrge ,raxpharatorydi, aesdiptiv® , Stake addresse

t h e mintdnsico finstfumentad , @adledtivéd. According to Yi
is explanatory when it aims to explain the causal links betweetfifeeadterventions

when a survey or experimental meacannot. 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 itsrahiontext. 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 dfesemthem. 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 thatwe 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 imstrumental toaccomplishing something

other than understanding this particular teacher, and we may call our inquiry
instrumentalkase study. (Stake, 1995, p.3)

Instrumental case studies aim to establish an insight into the investigation and they
facilitate understandg 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, | regard th
research as a pedagogicadlyr i e mgdtrententaicasestudy f ol | owi ng t he
perspective since this research seeks to understand the relationships between the
constructs fiTeacher ,RrXB¥emstsimoynalskiDelved,o
Learning and fADi stance Educationd by focusin
on purpose todepict 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 mixedhethod research is a multimethod
integration of qualitative and quantitative research. Mimexthod research enables
researchers to develop innovative theoretical perspectives by benefiting from the
strands of the research mediso It broadens valuable insights by surpassing the
constraints linked to eactechnique This leads toi m eibferences," offering an
integrative perspective on discoveries stemming fapmalitative and quantitative
components in mixethethod research (€swell & Plano, 2011; Tashakkori &
Teddlie; 2003).

The mixedmethod approach aims to decrease the tension, which was called once as

the AParadigm Waro (D°rnyei, 2dh@ifwas bet w
frequently called out by many scholarstiveen 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 apprecatgother 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 ai ms t oestidns.nd Awhat
Therefore, regarding the design of research, pragmatismwids in applied
linguistics and educational reseamghere complex social phenomena exist (Maxcy,
2003). The approach includes processes of collecting data at onertimg@hases
regading the procedures to be followed, the nature, and the length of the datasets
(Flick, 2018). Regarding that, Brown (2014, pp9)8proposes seven characteristics
for resear ch 4imethoh &hioh aré: IL) etdizing both gualitative and
quanttative methods; 2) concurrent or sequential integration of-cuad 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 researchchools can provide rich interpretation on its own. Therefore, Creswell
(2014) points out that the mixedethod 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 tomanage 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 éhind 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 anglesin depth. Creswell & Plano Clark (2011) argue that the
researcher adopting this research design can analyze and preseaesdarch
findings by making sideby-side comparisons, transforming qualitative themes into
quantitative variables, and creating anjodisplay of the data depending on the
purpose of the research. The second type of mmethod design, the sequential

design, can also follow two different paths: exploratory or explanatory. While
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exploratory design starts with the qualitative phaseingpwn 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 degn to understand the role of teacher professional learning on the
implementation and enactment of the 4Cs of 2&ntury skills by the students
exploring its relation to the studentsbo

learning environmentFigure 4 below visualizes the design that the research

followed.
Qual
?S:Zg . (Student gﬁgem
en
. Weekly Lesson Observations Post-test
Reflections)
Survey) Survey)
Qual Qual
+ + (Second + (Teacher
Teacher Final
Qual Qual Interviews) qual Interviews)
(First (Teacher (Third
Teachf:r Lesson Lesson Observations Teacher
Interviews) Plans & Interviews
Reflections)

Figure 4 Design of the research

3.4.Research Context

FIl yvbjerg (2006) argues-dependéet 0 mboowh e
understand bettet he di mensi ons that are at pl ay
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, understéing the context in which this research was carried out

may better shed light on how the 4Cs of‘2&ntury 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 conductedie School of Foreign Languages (SFL) of one of the

mo s t prestigious state wuniversi t-202ls of Teéerk

academic year. Dating back to 1773, the university has a long history and
specialization in variougngineering, architégre, 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 ples 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 diftarapuses, 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 Tg¢grkiBe, its SFL has

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 pd 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 a&ttited 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, ProfessionalkeRelopment 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 usdéde program. The
program is composed of four levels as such: P1 (Elementary), Rih(Eraediate),

P3 (Intermediate), and P4 (Uppatermediate). The books that are used within the
curriculum are all internationaHgressed resources some of whicle danguage
Leader, Roadmap, Prism, Making Connections, and Contemporary Topics. Besides

the coursebooks, some packs had been compiled and developed by the program

al umni to improve its studentsd I|istening,
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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 grammand 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 exesels such as filih, drills, sentence
transformations, etc. While the lessons are normally offeredtfefeee in the SFL,

the outbreak of COVIEL9 affected the World in many aspects dramatically and
caused millions of deaths worldwide. Like many otheuntoes, the Turkish
Ministry of Education (MEB) and Higher
teaching and learning activities to be transferred from-tadace education to
online teaching. In line with the regulations and policies, the SFL alsouaged 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 &Etewhis
research was conducted decided to carry its-tatace 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
plattorm that is widely used in the university. This platform, a learning management
system (LMS), was calledINOVA and it provided a place for all the teaching and
learning activities. For instance, online lesson links that were created by the
instructors wee 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 2Pl academic year, the
administration andhe 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 grammt@pics 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 videosthe 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 peneas to focus on
communicative language production of the students more during the online lessons.
As seen, aan academic institution focused on the advancement of both fundamental
and practical sciences, the university is committed to nurturing thegyaeegtation 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 toecfleaders

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 vidmgyiesh is the
medium of instruction. Through the acquisition of English language competence at
SFL, it is desired to foster responsible and-aslured students, thereby ensuring
that they can actively engage with their coursework and contribute tod¢bpéctive

fields with contemporary perspectives and vitality. With this in mind, adapting to the
sudden changes like Covid® pandemic, the SFL determined to maintain its quality
and accreditation standards iin dawe with tF
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 praled 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 2T%-century skills. The next sectioprovides an account of the research
participants.

3.5.Participants

Subject or participant selection both in qualitative and quantitative research designs

i's i mportant to better understand the fAwhato
under studyCreswell, 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 Acces

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 coordihaite
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 studysé€e AppendiR) 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 subsection. Lastly, the number of participants was found
manageable to carry out andepth examination of themes withiand across cases
(Creswell, 2013). As for the student participants, an invitation letter to the serly (
AppendixB) was &nt 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 steyed at the beginning. Therefore, the data of this student
was taken out to have harmony in the data. As a result;dextyn students in total

participated in the study from five different classes voluntarily.

3.5.2.Participant Backgrounds

Thisst udy comprised five EFL teachers who
T¢er ki ye ,-sewemEFL $tulents who study at the preparatory program of the
same state university. To better understand the accounts of the teachers in terms of

their belids towards and experiences with*2dentury skills, it is important to gain
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an understanding of their backgrounds. Taldle presents the demographic
information about the participants in terms of their age range, teaching experience,
graduate & posgraduae 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 demamase 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€lated pograms. Also, they all have pegtaduate
degrees in ELT, which means that they come from a teadhmiagted background in

their educationRegarding certifications, Fahriye is the only one who does not have a
certificate in teaching EFL, while the othem®re or less get certificates in different
teachingareas Among the four, Neke 1 s the one who
since she got a certificate in teaching Aviation English. She explainetghreason

for having such a certificate was workiag the Civil Aviation department of a

private universityand she taught Aviation English there.

Table 4 Demographic information of instructors

Post
Partic Age TeachiUndergri« Gradu Ot her
Rang Experi Degree « Degre Certifi
& Fi e
BA in E -Teachin
Neke 3035 10 ye Langua¢MA in Aviatior
Litera English
-DELTA
BA in -Teachin
Nerim3540 11 ye Transla MA in Pronunci
I nterpr -Teachin
Skills
BA in -Becomin
Sevir3540 10 ye Transla MA in :
Advi sor
I nterpr

-Gami fic
Fahri 3035 9 yea BA in IMA in -Teachin
Skills
-Teachin
Vocabul a
-Using D
in ELT

Pelir 30635 10 ye BA in IMA in
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Considering the previous workplaces of the participants, it is seen in Fabéd

none of the participants worked at primasgcondaryor high schools. They all have
their teaching experiences at the university level. Neriman is the only one who has
non-teaching work experiencas working at a sales department of an international
company besides her teaching experienbile the others havevorked only in

various teaching contexts.

Table5l nstructor soé cqntexdsvi ous teachin

Partic Previous Teaching Ciu
Two years at a state uni\y
Neke ) )
Six years at a private ur
_ One year at an internatic
Ner i m ) )
Si x years at a private ur
_ One year uanti vae rpsriitvyat e
Sevi | . .
Five years at a state uni
_ Two years at a private wur
Fahri )
Four years at another pri
_ Two years private tutorir
Pel i

Five years at a private 1

Apart from these teachers, fordgven students also volunteered to take part in the
study. Table6 shows that 77% of the students completed either state Anatolian or
Science high schools. It is necessargéd 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 mosthydoes 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 participaftss¥ 0) ar e not rbatsi dent

come from different par ti=sl70)f ITi¢vrek iiyne .KsQnal
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Table6St udent s6 educati onal background

Number

Student Age Ran Type of High !
36 (77¢ 1720 State Anatolian /
11 (23¢ 1720 Private High

This subsection presented background information about the participatgsms of
their teaching and learning experiendes better understand the profile of the

participants and their engagement wifie4C of 21°-century skills during the studly.

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 groupspbservations, etc. Creswell (2014) indicates that employing various
approaches for gathering data is of great importance as by dqitiges@searcher

can enhance the methodological process of data collection through triangulation that
involves the analys of obtained data from diverse sources, which, in turn, aids in
the establishment of clear and wellpported themes that come out from the dataset
so that the concern of establishing validity in research can be achieved (Morse,
1991). In this regard, ih research established simultaneous triangulatdch is
classified as the adoption of the qualitative and quantitative methods at the same
time, rather than sequential triangulatiamhich involves the completion of one
method to plan the next meth@Bield & 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 std#ections 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 studyexplores teachers' astudents’ perceptions and practieath the 4Cs of

21%-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 dev@ment sessions were conducted based on the
needs of the participating teachers. These sessions were carried out in twthdays
first session of the online training focused on a discussion of teaching ideas to foster
critical thinking and creativity ski| while the second session involved a discussion

on how to develoghe communication and collaboration skills of students in an
online flipped learning environment. The rationakhind the two separate sessions
was that I, as the trainer, wanted toejthe 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, | did not want to keep
the participants on the screen for too l@wgas not to demotivate them towards the
training and the research proceSeice they wanted to learn some handgeaching

ideas rather than theoretical discussions on-@stury skills, as they were all
experienced iservice teachers, | tried to fdrarize them with different ideas to
foster the skillave 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 2Zcentury &ills 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 instrumerts

Patton (1985, p.1) states that qualitative research designs are considered an attempt
to understand individuals, situations, and the interactioetsveen them in their

unique interplays to opt for depth of understanding. Similarly, according to Stake

(2010, p . 56) , Aexperienti al under stand,]
research design. This wunder st nesiinag deal
humani sti c, interpretive approacho (Jack

the qualitative aspect of this research, the following-sediions introduce the

gualitative data collection tools.
3.6.2.1.Interviews

Kvale & Brinkman 00 8) descri be a+#iiemtdoer \hii gl a g hit

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 @ga 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 intetaans 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, 201tending to outline types of
interviews, Brinkmann (2018) proposes three types of interviews: structured,
unstructured, and serstructured. Structured interviews are those which follow a set
of questions to be discussed. In such interviews, theviatege 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 intergi¢mpic. Therefore,

this research adopted sestiuctured interviewswhich will be explained in the next

subsection.
3.6.2.1.1Individual Semi-structured Interviews

Semistructured interviews are built upon a predefined set of questions, yet the
researcher maintains a degree of flexibility and doesn't rigidly adhere to these
guestions. This approach allows both the researcher and participants the freedom to
explore related topics during the conversation, which, in turn, encourages
participants toshare 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 -prepwaciendgorbuitk nalwd @ dgreant
Aknowipe o g e c eefote,fourTndivddual semistructured interviews with

five teacher participants were conducted at the beginning, middle, and end of data
collection, which constitutetiventy interviews in total, to gain an understanding of

the implementation of the 4Cs @fl*-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 siying 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 werkear 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 questemns (
AppendixC). The aims of the first cycle ofterview questions are threefold: a) to

profile the teachers in terms of their teaching backgrounds, experiences, and teaching
philosophiesb) t o uncover and delve into the te¢
in EFL, c) to understand the expectatiafighe teachers from a PD which is based

on teaching 2%tcentury skills. The second cycle of interview questions focused on

the teacherso perceptions and experienc
constructs in their practices to better understaedptiocess of fostering the 4Cs of
21%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 23-century skills, b) delving into the solutiotfsat the teachers integrated,

c) the teachersé6é6 views on the role and e
had taken, d) the teacher &déenturyeskills eoald i on's
be implemented better through flipped learning inirenleducation. Lastly, in the
fourth <cycl e, I focused on the teachers
professional development program that they had attended in terms of its longitudinal
impact. Therefore, the last interview session was adtaneid to understand if and

how the teachers benefited from the PDP in the lamg To this end, four cycles of
interviews were conducted with five teacher participants to gain a deeper
understanding of their perceptions and experiences fostering thef 20%-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 decisionsctretider various factors,

including the students' age and skill levile lesson's subject matter, and its intended
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learning objectives. Richards (1998) states that lesson plans guide teachers in

advance to Aresolve problems and difficultie

prov de a O6mapbé for the teacher to foll ow, anc
taught o ( p. atdording.to DAvismand kKrajnic 2005, p.3), teacher
|l earning Iis a process of fdevel oping and ir

content, teachig, and learning; becoming able to apply that knowledge irtireal

to make instructional decisions; participating in the discourse of teaching; and
becoming enculturated into (and engaging 1in
sense, Lin (2001) adeates 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 templatesg¢eAppaendix 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 withiinee 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
observers as data collectors is as old as ¢t
(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, hearingtouch, taste, and smell). In that sense, classroom observation refers to

a nonjudgmental representation of the ongoing events within the classroom,

providing a basis for examination and interpretation of the activities (Paltridge &

Phakiti, 2010). Condering that many scholars find the observation process a

powerful tool in educational research (Cohen et al., 2011; Silverman, 2001&Smit
Onwuegbuzie2018). Similarly, Borg (2015) put forward two crucial elements of

observation as a methodology. Inilyalobservations 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 comprehensivecdgtive 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 enaumore 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 ajengat 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,-sseroiued, 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. §é8s ea

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 rese.
the tenets of both structured and unstructured observations,-ssapiured
observations involve a combination of both predetermined taxonomies to be
investigated and interpesd observational data in the setting. Therefore, this research
employed a sermstructured observation approach by using a rubric to collect
evidence on teacher Zantuyekil$ and taking field note® f 0's
about how students engagedfastering the use of the 4Cs of*2dentury 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 not esnt®bnoarstandshe godtexhthreaugh then g a g
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 lasswere conducted based on these

recorded videos.
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Creswel | (2013) di scusses the types of 0bse
position which can be Acomplete participanto
participant o, a n When theoolngervee is @ coraptete particigant,0

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 merobvious 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 thisle 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 thiend, 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'Zentury skills and let the students engage

with those skills withotiany interference.

3.6.2.4 Reflections

By definition, reflection is a reconsideration of actions, ideas, and beliefs. According

to Sch°n, reflection is crucial for reflecti
In his view of professional expet i se, Sch°n (in Roberts, 2016)
thought takes place when deyday activities are interrupted by a change in the

decisionma ki ng pr o c edlestioninfaction@rd reflectionon-actionare

necessary concepts to come up wi#tbund and effective reflective thinking.

Therefore, this research involved teacher and student participants to weekly reflect

on the classroom activities through opmrded guided questioningeé AppendiD

and E). While the questions in the lesson ptanded the teachers to reflect on their

lesson plans and teaching practices that focused on integrating the 4C%¥ of 21

century skills, the questions that were given to the students weekly after each lesson

aimed to help them reflect on their learning picgs for the observed lesson. The

purpose of giving such opemded questions is to provide the participants with a

chance for selfeflection about the teaching and learning activities. The questions for

students were shared with them after each obséegsdn. 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 statiscal 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 spasgd design to collect information

about the student particpo ant sé6 | evel s of c othcknitudye nc e
skills.

3.6.3.1.21% Century Skills Survey

Kelly et al. (2019) developed a survey instrument to be used as-eepelfting tool

to measureonfidence in the abilities of 4Cs of2tenturyskills among high school
students. The instrumenseg Appendix) has thirty items around foysrimary
constructs: critical thinking, collaboration, communication, and creativity. While the
constructs, creativity, and communication were represented wiveh ifems,
collaboration folloved them with an allocation of nine items, and critical thinking
with eleven items was the construct theds defined with the most items. After
going through exploratory factor analysis and other tests such asMeysOlkin

(KMO) and Bartlettodos test of sphericity,

construct was found as coll aborati on, U=
751; and critical thinking, U=.876. , \
instu me nt . For t his research, the i tems n4

adapted to the research cont,extidded ¢ etr ,. 0
Ausero were either omitted or replaced b
the language classroom in an EFL context. Considering such slight adaptations,

conducted the reliability test once more to pilot the instrunb@mnsure that the
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adaptations did not negatively affect the instrument's reliability. The piloting was
conductedwith 30 students studying at the same institution. The analysis showed

t hat Cronbachds al ph aegavdedsasadcaptabiethternalo be U=. 7
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 2f-century skills. They emphasize that the instrument shall asséss 21
century skills for formative or summative purposes to measure growth or
achievement in the mentioned constru@scondly, the items associated with the
constructs represent 4€kills 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 professothe field, | 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 ofpps¢ design to measure the
participant studenfs c¢ o n f iengaegmng withthese consticts in an EFL context

to establish a link between the teaching and learning practices.

3.6.3.2.0bservation Checklist

To identify and evaluate the participating t
the students, the ZiCentury Teaching and Learning scale that was developed by
Hixson et al. (2012) was adapted and turned into a checklist(®es Appendix G
Originally, the scale is a survey instrument that includes eight categories and 48 sub
items to me al¥eentwy skillpmaites The 6cale has high reliability
(standardized alpha> .90, intigem correlations> .58and it is a §point Likerttype

scale. The instrument asks the users to measure their practices in terms of frequency
ranging from 1 to §1: Almost never, 2: A few times a semester; & fimes per

month; 4: 13 times per week; 5: Almost daily). In terms of content validity, the
survey draws its items from different 2tentury frameworks: the International
Innovative Teaching and Leang 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 tiefisiof the skills advanced

the reliability measures of each construacf whi ch t he overall Cronba
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foundtobeU=. 98. Since the current study invol
to assess their teaching practices in line with the $tilis, 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 2f%century skills, so its checklist form involved ordC-related items.

While the items in the original survey included #dnt Likerttype format, the
adapted one included only A00 and #fAlo. |
teaching behaviopro whi l e fA10 referred tachingphe fe
behavWhoirl.e0 t he or i gi n ¢heteashing of goyr taiget clas$, v e d |
how often have you asked students to do
each construct, the adapted checklist Vve
teacher ask students t o dtion withhse itedme forl o wi n ¢
ACTei x items fobifeoll amer & piraadificedtemmuni c a
for ndc,reakiinvg t2 i tems in total. The rat.i
the items is to be able to identify whether the particigat@@achers performed target
teaching behavior. For instance, the fir
different sources before completing a task or assignminthe original survey, this

It em, |l i ke the others, $tadnavdmrequend Al m
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 weetdgerved 50ninute lesson rather than to

assess their frequency in a wide range of time intervals. Therefore, participating
teachersdé weekly observed | essons were e
t he t e a-flodused wattice$.@s mentioned earlier, the oleskl@ssons were

video recorded and they made forty videos in total of five teachers invael8

study. Each lesson of the teachers was scored and calculated based on this checklist.
The overall mean score was a SsSocunpten bet we

t hat a nearer scor e t o fil10 woul d show a

teaching practice while a score close to
of the target teaching practice. Apart 1
found A0, 50 or around iit, this would ref

target teaching behavior. In that case, the overall scores of observed teachers are
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expected to be close to A10 to shaoev a Ahigho

in each construct.

3.7.Data Collection Procedure

This research employed interviews, a survey, lesson observations, and lesson
artifacts to explore the |link between teacl
confidence in the four constructs of*2dentury skills in an online flipped learning

environment. The research was conducted in the 2020R1 spring term of the

English preparatory school of a state univer

After the approval of the research proposal, | sent an invitatimaikeincluding a
participant sheet to possible teachers to inform them and ask for their willingness to
take part in this researchege AppendiA andl). After these amnails, | contactedhe
volunteer teachers and sent them a form to get their corseenfppendix)). When

the volunteer teachers were identified, I at
informed their students about this research together with their teachers. Afidr th

sent an invitation-enail (see AppendiB) to these students along with the participant
sheet and consent forms that | sent to the volunteer teachers. This process occurred in
March 2021 while waiting f osee ApphnediXK)et hi cs con
When | received the approval, | conducted the first interviews with the teachers to
learn about their perceptions and their earlier experiences with the four constructs.
Besides, | explored their teaching philosophies and perceptions towards prafiessio
development and flipped learning. After that, | contacted the teachers to set a time
for the training part of the research. | organized two meetings with the teachers via
Zoom to carry out the professional development trainings. These trainingsftasted

five hours in two days. Meanwhile, the survey on the four constructs was
implemented with the students as a-fg@&t. Following the training and carrying out

the survey, weekly lesson observations were implemented. A WhatsApp group was
created involvig 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-wiggkt data

collection, third inteviews 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 teachersbo perceptions and t
sessions were also conducted with thecler participants. Below, Tabfeoutlines

the type and number of data collection toméswell ashow and when the data was

collected.

Table 7 Data Collection Methods and Timeline

Method Date Number Type

L. Firstinterviews — ,1ch,2021  Five (5) - individual ~ Semistructured

(teachers)

2. PretestSurvey March,2021 One(1) Five Likert Scale
(students)

3. Classroom -~ One(1) eachweeki Onlinei video
Observations April i May 2021forty (40)in total recorded

4. LessonPlansand , Five (5)1 individual/  Onlinei in word
Materials April - May 2021 Forty (40)in total format& screershots

5. Secondnterviews

(teachers) April, 2021 Five (5) - individual ~ Semistructured

Teachers$ forty (40)

(includedin lesson
April - May 2021 plans)

Students Onehundred

seventy(f=170)in total

Onlinel Teacherwia
lessornplans/
Studentwia Google
Forms

6. Reflections
(teachers students)

6. PosttestSurvey

(students) June 2021 One(1) Five Likert Scale

7. Third Interviews

June2021 Five (5) - individual Semistructured
(teachers)

8. ForthInterviews

December2023 Five (5) - individual Semistructured
(teachers)

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 intervieesting

timeswer e set via Zoom at Thelastcytled ottrngews 6 C O |
was conducted both online via Zoom and fsméace at school premisedepending

on the availability of the teachers. Tal8ebelow shows the duration of each

interview with eachparticipant.All interviews with teachers lasted for nine hours

and five minutes (9 h 5 mins). All the interviews were audiorded with a
smartphone. The participants were given the chance to conduct the sessions in

Turkish, but they volunteered to tleem in English. Yet, to ensure their comfort and

93



to prevent any possible language obstacles, | 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 | Interview Il Interview Il Interview IV Total
Duration
Neke 34 mins 18 mins 30mins 34 mins 2h
Neriman 29 mins 14 mins 34 mins 22 mins 1 h 39 mins
Sevin 23 mins 16 mins 29 mins 23 mins 1h31mins
Fahriye 34 mins 28 mins 39mins 21 mins 2h2mins
Pelin 41 mins 17 mins 32mins 23 mins 1 h53mins

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, Tabl® is provided belowAs 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. Whilehe 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 reflectionsid the prepostparticipation survey.

As the table9 shows, while specific tools were used to gather data for some
guestions, other tools were incorporated to collect data for other research questions.

This provided a comprehensive account of perspedivalysis. In that sense,
approaching the data through different data collection means would allow me to

explore and better understand the activation of four constructs™afe2itury skills

by i nvestigating the rel at idevelgpmenp FLbet ween

DE,and student so6 thed4Cskillsland ideatifyingranyucentexiual
factors that would impact this relationsiipan online flipped learning environment.
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Table 9 Data Collection Instruments atesearch Questions

Sources of Dat a
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3.8.Data Analysis

The research deployedariousdata 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 quantitativdata 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 participanise $he research

aims to explore the role of teacher professional development on their integration of

the four constructsof 2ic ent ury skills and studentsé conf
online flipped learning environment, the research is both ghiseri(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 meaesnphasizing that it is a cyclicatocess that

includes ficonsolidating 6 i r e dauncdntariggetimgp t he dat a. This pr
leads the researcherdceatethemes, patterns, and categories, which is necessary for

categorical aggregation (Stake, 1995). Therefore, regarding its itenadivee,

analyzing qualitative data involves going back and forth several times to make sense

of it. Within this process, as Merriam (1998) states, | first complied all the data, went

through it separately for the main research questions and thejussions, 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
guantitative results of t he dat adata Whi |l e ma
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

calledic ons ol iidatMiemgd amés (1998) analysis framey
this paves the wajor well-organized raw data for the researcher. Secondly, the

reseacher gets into the data and looks for patterns. Going back and forth, | looked

for recurring patterns and checked for any similarities in the data. Later, as for the

third step, | mapped out these patterns and matched them to the main and sub
researchquési ons. This gsdde® hbkepddt measowdl | i nto
pieces. In the fourth step, | organized and reorganized the patterns into categories. As

for the fifth step, | searched for any connections or associations between the

gualitative andquantitative data. The sixth step guided me to raise multiple
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perspectives while going over the data. Regarding the theories that | adopted within
this research, | tried to enrich the perspectives that | raised on the data from different
angles. Finally, &sed on the theories again, | tried to be skeptical challenging my
descriptive and interpretive findings both from the qualitative and quantitative
dimensions. While analyzing the data, | first printed out the relevant qualitative data
such as interviewsnd reflections. After following the analysis steps mentioned
above, | 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 presentatidihe next suisections summarize the
qualitative analysis methods | conducted in this research.

3.8.1.1.Thematic Content Analysis

Boyatzis (1998) states that thematic analysis involves examining data to identify
recurring patternswhich leads to creating codes within the data. Similarly, content
analysis is another form of qualitative research that is used to analyze qualitative
dat a. Hsi eh and Shanno na rédseald rhethodpfar the 7 8 )
subjective interpretation of & content of text data through the systematic
classification process of coding and identifying themes or patiernsvhi ch coul d
presented both in qualitative and quantitative ways. It is common among scholars to
merge these two approaches into one whignaging qualitative dataAnderson

(2007) argues thathematic Content Analysig CA) 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 praoc€sshas the

power to present a snapshot of the gatach could be in the form of texts, images,

or videos. TCAportrays thedata's themes, patterns, and cottesutline what is
available in the raw data. Therefore, conducting TddAed topave the way for the

interpretation of the dat@during data analysis later on.

3.8.1.2.Document Analysis

Bowen (2009) indiates 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, docuossatduring
research can serve as a powketbol 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 theabysis of lesson artifacte makeconnections
between the teaching and learnshighensiongegarding 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 gesfpost

survey instrument. The instrument involved :
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 Shafgirol k 6 s t est (p > .05),
inspection of their histograms, normal@ plots, and box plot showed that the

values of student cdidence were approximately normally distributed for-fst,

with skewness 0f.33(SE = .34) and kurtosis of.15 (SE = .68), and for postest

with skewness of .455E= .34) and kurtosis 0f06 (SE= .68) (Field, 2018).Since

the number of student pempants was less than 50, the ShayjWok test of

normality (Yap & Sim, 2011) was calculateBable 10belowshowsthas t udent s 6
confidence in the four skills was higher among the participants in thegsog¥l =

4.13,SD=.04) than pregest M = 3.81, SD=.05).

As there was a normal distribution, a patsaanple #test which is a parametric test,

was conducted to compare fed postest results in terms of their confidence in
21%century skills.The rationale for selecting this test is thia pairedsample ttest

is used to measure the existence of significant differences wgtbup designs
(Zimmerman, 1997). The results of this analysis were explained in the student survey

findings section (4.3.).
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Table10St u d eonfidenae in usingC skills

Group N Mean SD SE

Pretest 47 3.81 .28 .04

Posttest 47 4.13 .35 .05

3.9.Research Quality

Ensuring the quality of scientific research is one of the major considerations
researchers musbntemplate. Creswell and Plano Clark (2011) stated that adopting

a mixed design when conducting research intensifies the strengths of each schooal,
namely qualitative and quantitative, in the process of combining both to meet
reliability and validity coner n s . Thi s process S al so
(Creswell, 2014, Flick, 2018) ., Grefapteci al |
using different approaches and methods to ensure validity and reliability issues.
Therefore, | also followed severalgmesses to meet such concenmsterms of
methodological triangulation, Creswell (2014, p. 215) explains that while qualitative

i nstruments ar e a-éended datadhe latigreoheh, asquantigativ o p e n
i nstrument ssendedrddadtcdmsead address resear
organize the data and the interpretations of results in a sound and appropriate manner
(Merriam & Tisdell, 2015). Considering the merge ofalifative and quantitative

designs, Denzin and Lincoln (2005) draw attention to embracomsgtructivism

which is used in qualitative approaches, poditivism which adheres to quantitative
approaches and perspectives. Since this study embraced bottachgs, though
heavily dependent on qualitative interpr
Avalidityo in this study though they are

In qualitative inquiries,credibility, transferability and dependability (Lincoln &

Guba, 1985) are commonly used to refer to their counterparts in quantitative research
asinternal validity, external validity andreliability respectively (Friedman, 2012;
Merriam & Tisdell, 2015). In explaining how these conceplste 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 fngdi 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 casesantexts 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, | attempteatsure 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 degutions, 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 weluffp2008). 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) abwa levels of detall

(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 detailgalasmations of the context,

participants, gathering data, findings, and how results were interpreted.

A researcherés role and position in scient.i
conducting a study. As Bogdan and Biklen (2007) state, any reseaffhated 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 findiagsarte not in

line with previous assumptions or general theories to draw a more holistic account of

the findings to enhance credibility (Duff, 2008). Therefore, | explained my position

as a researcher in detail and presented all findings comprehenslletted 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

t hat when data becomes o e(peti2d&k, B¢ ari
mi nd, the current study focused on teac|
phenomenon and how they adapt their professional learning to the praxis as well as
considering student so refl ecphenomeson. on tf
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 fosterind'2&ntury 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
datawhen 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)sttigent

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 itsnedeva

to the studentsé weekly reflections on t
thinking, creativity, communication, and collaboration. Therefore, the results of the
pre/posttest of the student survey on their confidence levels on theseumsastere

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
sciertific inquiry. Since this study is a mixedethod case study, it involves

subjective interpretations of the findings as part of its qualitative dimension. Yin
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(2009) states that the notion of reliability pertains to preventing errors and biases in a
case widy. 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 tothe 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 reflecfidhe o
participants. Before sharing the code bdokreated on MAXQDA with them, |

asked them to relate the findings to the research questions to check whether the parts
of the data | highlighted alignesith answering the research questions. Then, | asked
them to situate the findings related to the codes. | 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 wit
the €cond 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 ® 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 <calcul at
the original survey and final versiasf 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 &

Howi tt, 2004) . Ther etfhoer ear ily=i.n8a0l wsausr veeiyv, e na nfd
found for the adapted version, which yielded high levels of reliability ovdmaithis

end, it can be said that the procedures adopted in the current study to meet reliability

and validity concerns are not only ones the ones that are most commonly used in

scientific inquiries (Merriam & Tisdell, 2015).
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3.10.Researcher Role

Becausethis research was conducted based on a mxetthod 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. Inwga | i t at i vhe inguiees is gypically involved in a
sustained and intensive experience with participants( Cr e s we | | 2014,
that the researcher best understands and depicts the issue under investigation. The
qualitative dimension of theesearch required me to delve into the research context
to explore betterand 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 thassehtried my best to sustain a quality interaction
between the participants and me. However, while establishing such connections, |
kept myself outside the implementation proaesavoid affectinghe data. When the
lesson observation process startatidinot canalize the teachers ifitow they could

foster the four constructs that were investigated in this research. | 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 4Cssvtheir own decision. However, | provided any support
when they needed it in terms of going over teaching ideas that we had gone through
and relating them to classroom activitid$e students had been informed that |
would observe them in one lesson thghout the eight weeks, but | neither turned on

my camera nor attended the group activities or discussionththtgachers raisetl

only showed my presence in these online lessbhswas asked toAs for the
guantitative dimension of the research, mgponsibility 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, | ran some descriptive tests in
the pre/postest design based on thervey data that was collected from the students.
Drawing on a pragmatic worldview (Murphy, 1990; Patton, 1990), | tried to make
solid connections between the qualitative and quantitative dimensions of the research
in terms of the actions, situations, andnsequences. As Morgan (2007) states,
regarding the mixedhethod design of the research, |, as the researcher, embodied a
variety of data collection methods, world views, and assumptions to explore and

explain the research data from both qualitative arahtjtative dimensions.

103



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 concerregglm before starting the research and continue
throughout the research process uctimpletion Keeping this in mind, | protected

the participants by following three ethical principles: informed consent,
confidentiality, and anonymity (Clandinin & ConnglR000; Eisner, 1991; Howe &
Moses, 1999). It is also important to establish these principles to ensure that the
participants feel secure (Cohen a&t, 2011) so that they will remain willing to
participate actively in the researciiherefore, theparticipants were given the
participant information sheet and consent fosee(Appendit. and M) explaining

the research's aim, time, and proce3siey were informed of their freedom to
withdraw at any time upon seeing any detriment to themselves. Theyinfermed

about every detail of the research aruredthat the research topic was directly
related to the teaching and learning of EFL without any other considerations.
Mor eover, to establish confidentiad ity
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, tee subquestions were addressed to investigate the
teacher sod reprelard postpasticipatiorcand thie leffectiveness of the
professional development programdaheir classroom practices. These findings are
followed by the other main research question that aims to measure the perceived
i mpact of the teacher professional devel
engagement with and confidence in the 4C dét2entury skills in online flipped

EFL instruction.
42Teachersodo Reflections and Practices

This section presents a) the analysis results of the interviews conducted with the
teachersb) to gain an understanding of their perceptions of teachingthdC of
21%century skills, anct) to examine their reflections on the effectiveness of the

PDP. Finally, the section introduces the analysis of the checklist results used to
assess the 't eac h eagadinghow tleeg isiplemented therd&€sof i c e s

21%century skills in their teaching.
4.2.1.T e a ¢ h e r &Post-Partiegpation Perceptions

As shown in the figure below, the participating instructors reflected on their

perceptions of the theeconstructs before and after the participatlbwas seen that
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their postparticipation reflections {=87) on their engagement with ®tentury
skills, FL, and DE increased compared to theirgadicipationreflections {=50).
Before thér participation most of the reflections of the instructors constitutet} 21
century skills {=31), followed by FL §=18) and DE fE1). After theparticipation it
was found that their reflections towards®&entury skills {=54) and DE {=24)
increasedwhile there was a decrease in their reflections regardingf+).(The

figures below illustrate these changes.

36% (18) [l 21st-century Skills

Distance Education

2% (1)

Figure51 n st r u eparticipaidanrefleatians

. 21st-century Skills
28% (24) Distance Education
Flipped Learning

10% (9)

Figure 61 n st r u c-padicipatidnreflestiors

4.2.1.1Instructorsd Per c e p t-CenturysSkiksf 2 1

The anal ysi s of t he i Hrcerturyuskilts obeferé theper cept i o
participation comprised two categories: a) pedagogical concefn$7) and b)

suggestionsfor successful implementatiorf=014). Their fipedagogical conceras

further involved a) learneadriven concernsf€11l) and b) teachindriven concerns

(f=6). In terms of learnedriven concerndt, he i nstructorsd percepti ol
reflect: a) studenautonomy 1{=4), b) learner characteristic=4), c) educational

background f€2), and d) L2 anxiety f£1). Considering their teachirdyiven

concerns, three aspects were regarded as important by the participants: a) testing

(f=3), b) time restrictionf£€2), and c) material preparatiof¥{). As for the second
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main category of Asuggest | évo subchtegoriess uc c e s
emerged from the data: pgdagogical perspectivé=p) and b) student perspective

(f=2). In terms of pedagogicgher specti ve, t he instruct
mat erfed) soA€r eatl=H2n)g, raonudt i mmaedopt(i nfgl) a | ay
as the pedagogical suggestions for the success in the implementatiGhcenfiry

skills. From the student perspected e monstrating successful
Ai ncr easi ng=1l)amera rdentifiecs & dwo (mportant suggestions. The
figure below illustrates the main catego

of 21%-century skills before thparticipation.

(o]

21st-century Skills

© (
Pedagogical Concerns Suggestions for Successful
Implementation

CHl ] | (@]

Learner-driven Concerns  Teaching-driven Concerns ~ Pedagogical Perspective  Student Perspective

Figure71 n st r u eparucipaianpereaptoons of 21stentury skills

As seen i n t hder ifvieghu rceo,n cfelrenasronefror m t he p
the instructors had regarding teaching with the 4C 8tc@htury skills before the
participation Concerning thisthe participants raised " student autonomy " as a
concen To foster 4C, students6é active part

learning were regarded as crucial.

Critical thinking andcreativityare two things thatan be challenging because
they mostly depend othe 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 analyzioigpe tasks, but you cannot put
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t he i nformati on i n st u d(Excetpsld Merds at
Interview 1)

For problemsolving 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 answer@Excerpt2, Neriman Interview )

Anot her concern was ©rtHaeantcifeedsascédbealhe
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 doshotv 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 omé most hardworking members of the
group. (Excerp8, Fahriye, Interview 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, especigl with this online education. (Excerpt, Fahriye,
Interview 1)

Rel at ed t odrtihvee nii | ceoatitermeerwas dentified related to the
Afeducati onal backgroundo of the student s.
prior educationakxperiences that are based on traditional learning practices would

cause a problem in fostering these'2&ntury skills. They stated that traditional

testoriented practices act as a barrier to the empowerment of these skills.

They are all used to teachegntered teaching. They expect you to give them
the knowledge that they need and they will memorize it, and they will
remember it for the tegtExcerpt5, Ne Kk e, I nterview 1[)

As they are not used to criticizing or questionsagnething, it will take some
time, so it's a skill and it takes some time to take action. | mean to realize the
importance of questioning, it takes some time. (Exa&grfevin, Interview 1)

Lastl vy, A L2 aprofideacy level smdents| wasvadstonsidered a
learnerdriven factor in cultivating and fostering 2tentury skills.In the excerpt

below, @&cording to Sevinstudents 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 awaciive
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 tifeir anxiety in English. (Excerf@t Sevin, Interview )

Apart from learnedriven concerns, the data revealed that the participants had some

At eadhiwgn concernso and one of them was
examoriented education ascaallenge in which the system itself builds a barrier for
students to get involved in 4C practices. The following excerpts reflect the

i nstructorsd® concerns about this 1 ssue.

Also, | am supposed to prepare them for the tests as well, and the curriculum
is loaded. Testing outcomes are a lot. | think we're trying to teach them too
much. Exams or these four skills? Eventually, | guess we, as teachers, are
pushed towards exam&xcerpt8, Neriman, Interview )

We need to question the whole curriculum or #ieole education system
because | 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 educatio(Excerpt9, Fahriye, Interview I)

ATi me restrictiono was found as the sec
participants in this matter. According to them, there is not enough time for
conducting 4@based activities in the class, and spending too much time on them and

falling behind tle 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 takekt of time.(Excerptl0, Fahriye,
Interview 1)

Time constraints definitely would be one of them because even if | want to
explore, even if | want to do something extra, | need to have at Ksbdrs

for that. If I lose 23 hours per week every wied might get fired eventually.
(Excerptll, Neriman, Interview I)

Finall vy, t he instructors ment i ednverd A mat

concern in fostering Z%century skillsand statedthat preparing materials that
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involve active use othe 4C would be another workload for them since such
materials are not readily available HFL coursebooksThis common raised issue
was mostly about CT and Creativitin that sensein the excerpt belowSevin
underlines the difficulty in finding or prepag 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 teacherExcerptl2, Sevin,Interview I)

As aforementioned, the instructors also pro
i mpl ement afceotury skills fin clsk. Their perceptions identified
Apedagogi cal perspectiveo i n l i ne wi t h t he
suggs t i ons. Regarding t his, Aaligning mat er i
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. (Exd&pSevin,
Interview I)

ARCreating routineso wa s al so considered a S
implementation of thdC. It was stated thé&achers 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 yausomething

the second time, third time, and 4th time, they will understand that their
complaint does not work, so they will have tExcerpt 14, Fahriye,
Interview I)

Lastl vy, Afadopting a | ayered approacho was
suggestin for the implementation of Z4century 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 stepa/Ne 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 setimegs with shorter times and easy
things, then go on with longer and difficult ones in tiffikis could help them
learn and practice the skills gradualligxcerptl5, Fahriye, Interview I)

The data also showed that the instructors provided ssaggestions for the
successful integration of the 4C from a
found as fAidemonstrating successful mod el
that students should be provided with examples of good role modelsaatikely
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. | mean the ones who expect everything from
the teacher. (ExcerdfZ, Neriman, Interview )

~

Lastly,t he data also indicated that Ai ncrea
importance of 2%-century skills, especially the 4C as the foci of this research.
Studenttraining by informing them what these skills are avid/ they are necessary,
especially in this ageAs the excerpt shows below, Sevin emphasizes the
significance of increasing awareness of students and changing their mindsets by
indicatingthemthat these skills will be beneficial for them throughout thiees in

diverse ways.

Give some additional training about thesé-2&ntury 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 )

After theinstructorsparticipaed in the PDP and engaged with the 4C intensely in
their teaching practices t he anal ysis of the instructc
these 21%.century skills led to the emergence of two categories: a) restrictive
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dynamics in cultivating 4C skill§£46) and b) facilitative impact of 4C skill&=@).

These main categories emerged from-subt e gor i e sdraisv efintoe accyhri anmgi ¢ s
(f=23) anddriilveeanron efd38n Asnfor the facflitative impact of 4C

skills, three sukrcategories were found: a) building confidencé4], b)

empowerment of L2 usd=3), and c) allenating Covid19 isolation {=1). These

main and suzategoriesre illustrated in the figur8 below.

]

21st-century Skills

/2

Restrictive Dynamics in  Facilitative Impact of 4C Skills
Cultivating 4C Skills

©

Empowerment of L2 Use
] ] ] ©]

Teaching-driven Learner-driven  Building Confidence Alleviating Covid-19 Isolation

Figure 8l n st r u c-padicipatidnpgroemidns of 21atentury skills

I n terms -dfi vierm@achesgrictive dynamics in cL
online flipped instruction, the instructors reporeeidl | ack of r el evant mater
in the curriculm as the first dynamic. According to them, the materials and

coursebooks #y were using did not give importance to develop#@ skills,

especially CT and creativity.

The existing activities in the book, | should admit this, most of them do not
have a ¢t of room for creativity. Most of them are very structured. Even the
productive ones have very clear learning outcomes. (Excerpt 19, Neriman,
Interview lIlI)

| think textbooks do not provide CT and creativity. | have seen questions
about CT in highelevd books of some publishing houses, but they were not
in the book we were covering. (Excerpt 20, Sevin, Interview V)
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Secondly, the instructors reportedme kind ofdi f fi cul ty in dkeer
paci ngo (f =6FL curmculumhTdeyihdicaded that theyad to follow

the pacing and try not to fall behind whiteltivating the use of 4Gy studentsn

their practicesl n t he excerpts bel ow, Fahriye anc
relates how trying to follow pacingmits the time they devote to fostering these

skills.

However, to be creative, students needed to produce somethingyeand
needed to devote more time to the lesson. Howeverwidssnot alwayshe
case because thereresome topics to cover, and if we spéke 20 minutes
or 30 minuteson production, this would make it difficult for me to catch up
with the pacing(Excerpt21, Fahriye, Interview IIl)

But the biggest challenge was the pacing because sometimes it was very
difficult to match the suitable activityith the pacing and with the topic in
the pacing. The pacing was tight in that sense. (Ex@%pt Ne K e, I nter

1D

Third, the data al so rf=yvwaadnaherissue éottheil t i me
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 pster, a newspaper, or a story requires at least 30 minutes. When
we consider that we need to have atask and postask as well, it was not
possible to integrate all of them in 45 minutes. (Exc&pt Fahriye,
Interview I11)

| tried to do differentand 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. (E2derpt
Pelin, Interview III)

Another issue tht t he participants rai sed was
b a ¢ k g r(f=4) in dulivating 2f-century skills in the clas3he excerpts below
show that teaching with these skills was a challenge for them since they were not

trained in them or notsed 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. (Exce2pt Neiiman, Interview IlI)

It may be due to myself. That is, | may not be a very creative person myself.
I'm probably a person who stays more on the traditional side. (Ex2@rpt
Pelin, Interview V)

| guess, since | haven't encountered CT much in my leapnowgess, this has
caused me not to foster it much in the classroom. (Exc&rptSevin,
Interview 1V)

Lastl vy, one instructor complained about the
21%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.

Regar di ng -drhiev efinloe ad 38)etaan weres repdrted=to be acting
restrictively in fostering the 4C, the mos
Afeducationalf="Tackgcoaoandiong to theof instructo
experience with these skills their earlier educational lives hadrestrictive role in

cultivatingthese skills in their teaching practices.

It could also be the case that they're not used to using their creativity in a
classroom environment. Moptobably, they had never been asked to do that
at high school or before. (Exce8, Neriman, Interview lll)

| 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 tluerstul

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 n@xperienced to such an intense extent, and they
want this to continue. (Excer@®, Pelin, Interview V)

Secondl vy, it was reported f#h)ohthe studerdsati psychol o

the time of thestudywas anothermportantfactor limiting the use of those skills.
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The instructors stated that COVAI® 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 mre impatient. They do not want to stay on screen and try to
improve their skills. They just want to be free. | see that they start to do the
activities well, but then they get sick of theand bored soon(Excerpt30,
Neke, I nterview [ 11)

When | put themn groups, they participate in the activity when | am there in
the breakout room, but then | see that they, or some of them, stop doing that
once | leave the room. | guess one reason for that is the pandemic. It is a huge
psychological breakdown for evdrydy. (Excerp81, Fahriye, Interview III)

Third, studentsé fAlack of interesto (f=4
skills in the class was another restrictive dynamic. According to the instructors, the
students did not want to participatetire lesson because the topic was not interesting

to them and this limited their use of 4C skills.

| designed an activity, | adapted dnd | thought that this would be wonderful
to increase their creativity and they should think critically while doimgj, t
but some students saltfm not interested in this topicbthink this is a valid
reason. (Excer@2, Neriman, Interview lll)

As for the fourth factorf he i nstructors reflected on t
practiceso ( fgageinenowih tret4@. deeremplify, Neriman stated

that students are not used to questioning or criticizing arguments much within their
families and do not practice such skills in their neighborhgoéspecially 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? (Excer@3, Neriman, Interview lII)

The fifth reported factowas f ound to be studentsd fAten
rather than collaboration. The instructors stated that though they designed some
collaborative tasks, the students cooperated to finish timstead of working

collaboratively.
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But from time to time when | assign group work to them, | find them working
on it individually. They tend to do it individuallyand when they are done,
they share their answers with their friends and thhik is colldoration.
(Excerpt34, Fahriye, Interview lIll)

Regar di ng AL 2=1),poneoparticppant indccatedl thdt to master CT or
creativity, studentanust improve their L2 proficiency to engage in those skills
actively. According to that,CT and Creativityskills 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 positivéty.that sense, Pelin
stated that linguistic knowledge is required tonsoextent to be involved in such

skills.

There aremanythings the students need to handle before reaching CT, and
they should be able to sayeir names. They should be able to tell which
departmenthey 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 aevitalize their creativity. (Excerpt 35, Pelin, Interview

V)

Finally, At opi c wds alsomeaaded ak & leardavenyrastrictivie = 1 )

dynamic incultivatingthe 4C21*cent ury skills. According to |
are not knowledgeable about the topic, it is difficult for them to trigger their

Creativity. To some extent, being falair with the topicwas considered importaimt

using4C in the class.

Letbébs say, for exampl e, t he.Stippoge ¢ of t he
they don't have any information regarding the topic. In that, dasgean

general knowledge or cultural knaedge, it is getting harder for the students

to benefit from the creativity in their misd(Excerpt36, Neke, I nterview |

Although the instructorfocused on the restrictive aspectoltivating 21stcentury

skills, they also reflected on their facilitative impdating thestudy One frequently

referredtowastsf aci | i tative i mpact on fAbuilding con
in using and practicing English in the clatswas reported thausing 4C in the

lesson made them more motivated toward language learning which had been heavily

based on structured exercises before.
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| think they improved themselves in these skills, especially in creativity.
These activities gave them a different pertjve after such mechanic
exercises They felt more motivated in terms of these skills. (Excerpt 37,
Sevin, Interview lII)

Another positive contribution of teaching withe 4C of21%-century skills was
identified as fAempower ment of L2 wuseo (-
excerpt bel ow, stated the benefit of t h
since they practiced the target language while engaging in these skibsd

completing the assigned tasks

Especially with speaking and writing. | think it has contributed a lot. |
realized that if the tasks that | prepared require creativity and critical thinking,
they try to produce more. (Excerpt 38, Sevin, Interview Ill)

Finally, one instructor issued the pandemic as an exterptirfaSevin stated that

engaging in the 4C provided a wdyo r t he studeQOVIB-19t 0 dal
i s ol aftl) doringthe(pandemic. This was considered as a facilitative impact of

using 4C n the class during the pandemic.

In terms of collaboration, they did well in pair and group work activities.
Now, they feel alonelocked down at home. | guess those collaboration
activities helped them a bit in that sen&xcerpt39, Sevin, Interviewll)

To this end, the prand postarticipationperceptions of the instructors on teaching
with the 4C of 2i-century skillsin online flipped EFL instructioshowed thaeven
though they found some benefits in integrating these skills into theirqgasdtr the
teaching and learningf English, their concerns outnumbered their positive practices
because ofmany factors that they perceived having a restrictive impact on the

utilization of these skills.

4.2.12Instructors6 Per cept i opasningf FIl i pped

Before participating in the PDPthe instructors perceived Flelated to two
categoriesa) autonomyfE6) and b) time efficiencyf€12). Figure 9 providedbelow

il lustrates these categories to instruct.

117



(

Flipped Learning
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Time Efficiency Autonomy
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Expectations for Cultivating ~ Pedagogical Concerns
Autonomy

Figure 91 n st r u eparticipaidnperaptoons of Flipped Learning

Concerni ng, diva subcategorimgs a) expectations for cultivating

autonomy {=4) and b) pedagogical concertis2) were obtained in the interviews

Theinstructord i r st associ at ed wihteh ctah eeigror fiye Xippaid toantoil
cultivating autonomyo thanks to i mplementing
that FL would contribute to the development of student autonomy since they were

expected to do some parations 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.

| like the idea of students coming prepared with something in theirsmind
because normallyin the traditional learning environment, students come
without any preparation anwithout 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, sarthgiknow how
to follow the things themselves. This gives students more disciplireerpt

41, Neke, I nterview 1)
Apartr om t heir expectations, the instructors
concernso of i mpl ementing FL related to stu

would not be successful if students did not become autonomous since it then would

be necessary toplain 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 timeddugiron. (Excerpt 42,
Neke, I nterview 1)

As for the second category representing
found that they associated i fThewmstructorsiit i me
indicated that FL can provide enough tifoe productionbased activities, which

could contribute to promoting Zentury 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. (Excerpt3, Sevin, Interview I)

If Flipped Learning creates space for more communicative activities, |
believe this could also foster the efficiency of integrating communication and
collaboration skills into classes. If we have more time, weevan integrate
creativity into classes and the students can produce something from scratch
using the target languag@&xcerpt44, Ne K e, I nterview 1[)

After thar participation in the PDP t h e i experianaes with FLsadfected
their perceptions inwo categories: a) time efficiency={) and b) frustrations in

implementationfE2). The figure bela illustrates these categories.

{r
2

Flipped Learning

(o] Q

Time Efficiency Frustrations in Implementation

Figure 101 n s t r u c-padicipatidnpgycepidns of Flipped Learning

In line with the first category, the participants stated that implementingpBitively
impactedpromoting 2%-century skills in the class since it provided extra time for
that. They saidhey did not need to teach grammar explicitly and sparch timeon

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 weneed time for those, and flip learning lets you do that. (Excerpt
45, Neriman, Interview lll)

| think the biggest advantage is time because if we did not apply flip learning
during this online education, | would have to teach grammar in the class. It
provided me the time to focus on any other kind of activities to pithese
skills in the lesson. (Excerpt 46, Pelin, Interview 1)

Besides its positive contributions, the data showed that the instructors also had some
Afr ust rimplementmg "FL. i was raised that some students did not watch
the assigned videpws/hichinterfered with the successful implementation of Fhis

played an inhibitating role in the success of FL in helping cultivating the 4C. In that
senseSevin below indicates thahis negatively affected fostering communicative

activities and theactive use of 4C accordingiy 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? | guess the number of students who wattieeddeos decreased,
especially in the last few weeks. (Excetfgt Sevin, Interview III)

To this end,comparingt he i nst + and pospadidpatignipezceptions
revealed that despite facing some challenges in utilizing FL as a method of
instructon, FL was perceived as having a constructive and beneficial role in
promoting 2i-century skills throughutilizing communicative activities by creating

more time in the instruction.

4213l nstructorsé Perceptions of Distance Educ

When the interview data was analyzed, it was found that the instrdationst much

reflect on DE as a delivery of instructituefore participating in the researekcept

for its6 possible opportunity to students a
(f=1). In that sense, DE was not raisedamsissue in fostering 24century skills.

Sevin was the only instructor perceiving it am opportunity for student

collaboration
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| find it quite effective in some parts. | meamgllaborationworks because
there are breakout rooms where students actively participate in the activities.
Theycaninteract well. (Excerpd8, Sevin, Interview I)

However , t he -paricpdtionpeceptionss the PDBostiumbered the
onesthat they hadbefore thar participation in the studyn terms of two main
categories: a) restrictive aspecfs1Q) and b) facilitative aspect$=f). These
categories were also derived from stdiegories as a) barriter effective interaction
(f=11), b) barrier to effective instructio(f=8), c) tendency for peer interactiofré),
andd) ease of delivery in instructiori=1). The figure below illugttes hese sub
categories in line with their main categorids. the figure, it is seen that the
instrucors perceive DE as a barrier in general to interaction and instruction in the
teaching and learning of 4C skills in ERkhile they also address some opportunities
in terms of increased peer interaction #melease in delivering instruction. Although
theinstructors reported both facilitative and restrictive aspects of DE in fostering the
4C, it is seen that their perceptions toward restrictive aspects constitute more.

)

Distance Education

@] C]

Restrictive Aspects Facilitative Aspects

Barrier to Effective Interaction Barrier to Effective Instruction Tendency for Peer Interaction Ease of Delivery in Instruction

Figure 111 n s t r u c-padicipat@npgroepidns of Distance Education

Regarding t s fAr e st r theitstruct@dirsaemevedtDEa s a fAbarri e
effective i nter ac titiwasnmeportedrithatrDg waswuecessful ud e nt
in making the instruction interactive for thetudents 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 ucston.
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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.
(Excerpt49, Pelin, Interview 1)

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 boretdaurns off everything. It's discouraging,

i sndét 1 BO?Nerimarx lnterviepyvtll)

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 microphonproblems. (Excerphl, Fahriye, Interview 1)

Moreover, the instructoser cei ved DE as a fdAbarrier to eff
teaching part. They stated that DE limited their teaching skills standing as a barrier
since they could not be sure thhe tstudents were present mentally and physically

on the screeand actively engaged in the content.

When they turned off their cameras, | felt like | was talking to the darkness. It
affects you, you know. I coul dnot do t he
couldn't see their faces and facial expressions, so there was a problem with

the comprehension check for me. (Exc&gtSevin, Interview I11)

Since there were times that we couldn't get an answer, the questions did not
meet their purposes because of twshing the cameras on and being muted
all the time. (Excerpb3, Fahriye, Interview Il1)

However, the participation in the PDRilso led the instructors to perceive their
experiences with DE jo eoemecdafagowagytdéi veeds
the Atendency fAcoordingeodahe instructors, tha studénts did niot

want to interact with them and preferred ptepeer interaction in the breakout

rooms more.

Regarding communication, students were more willing to communidéte w

each other more than with nieven the most silent student talked there when

| visited them in the breakout room&hen it comes to talking to me or in the

main session, they either didnét talk or
(Excerpt54, Sevn, Interview llI)
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The second facilitative aspect of DE wa
instruction @ne participant reportedE's practical benefit isharing materials with

students and leading them to creative activities.

| think it waseasy to share materials with students and ask them to produce
something, which was practical for creativity too. (Excerpt 55, Sevin,
Interview 1)

In summary, it was identified that the instructors perceived DE as majorly negative
in the teaching and leani ng of EFL and regarded it i

effective practices in that aspect.

422Teachersd Reflections on the Effective

The instructorsé reflections on the PDP
embraced in the prograsndesign Raphael et. a2014) providedive principles to

be considered in DP designedwith a sociocultural lens. According to this, the

i nstructors mostly r df24e)ctaendd ofind itahleo giisciatl
(f=15) principlesof the PDP Those principles were followed ke principles of
Asustai FdRRi) |l iatnydo f(t ef=OL Mhe teastangnebar ofyréflections

was obtained about tf48)eprinGigleyod theeprogramTher i e nt &
following figure below ilustrates the reflections of the participants regarding those

principles and their suthemes.

Teachers' Reflections on the Effectiveness of PDP

PZIINS

d Systemic Ori |cnta[|nn
Situatedness  pjglogical Opponunny Sustainability Teacher ALchy

Barriers to Establishing Dialogue
Addressing Teachers' /

Reported Needs Engaging in Dialogue

Need for Curriculum Alignment

Barriers to Sustainability

Empowering Independence in

. : Decision-making
Teachers' Perceived Needs . . . N
Sustaining Professional Growth

Expectations of More Dialogue

Figure 121 n s t r reftedtians o éheffectiveness of PDP
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I n Iline with the fAsituatednessipercaicvede,
n e e d=b)front the PDP in the first interview. The participants reported that they

expected the PDP to situate and meet their needs of learning some practiadjteac

ideas to utilize in their practices. According to the participants, the PDP was
expected to equip them witteaching ideas and techniques to teacf-chtury

skills in their practices.

| want to learn some practical activities rather than theatatives becaude

have to learn how to apply them and if it is lebabked, it will be more
helpful because we will be teaching three or four different levels, maybe at a
term. (Excerpt56, 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 teatvhy experience means a lot more than
getting a degree in my opinion. That is why if we have-ligakituations and
activities to use in the class in this program, | guess that would serve our
needs(Excerpt57, Fahriye, Interview I)

In interviews Il and 1V, it was also found that the instructors were satisfied with the

PDP i n ter ms of situating, offl9).aThed r e s si ng
instructors indicated that their expectations haindson teaching ideas for 24

century skills were fulfied. It was reported that the PDP was custaifored rather

than a generic one.

| 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. '# not easy to keep all of them in mind. You answered my
guestions about them. It was ni¢Excerpt58, Neriman, Interview Ill)

During that time you know we were implementing flipped learning. That is
why we were supposed to make use of more commuregatodlaborative,

and creative activities in our classes. That is why such activities and the
training helped ushelped me indeed, you know, to plan the class and to
promote more autonomous activities for our studdBtecerpt59, Fahriye,
Interview 1V)

It was practical and neeatiented without requiring long readings or
theoretical discussion@Excerpt60, Pelin, Interview 1V)
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As for the Adialogical opportunityo prin
terms of Aengafg8),thariermpdcbabhbgars &6, mor e
and fAbarriers t o f=4)s Firatlofl all, $ha partigpandsiregpdrtedg u e 0
their satisfaction with the opportunities to engage in dialogue with their colleagues.
According to them, the PDP providedlase network, or a community, to share their

ideas and get help from daather.

| 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 atays 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 Wit or using reverse
brainstorming technique for instance. That was a wonderful suggestion. That
is one thing | remember from the trainirfgxcerpt6l, Neriman, Interview

V)

Having a WhatsApp group was good. | don't remember which strategy |
chose forthat lesson seriously, but | remember asking a question to my
coll eagues 1ike for exampl e, AHow di
AWhich one did you find more wuseful?
decide between some strategies. | felt lucky even e hachance to ask my
colleagues about their ideasen if | did not ask for help mucfExcerpt62,

NeKke, I nterview | V)

However, they also reported their fAexpec:
the program.Although there were opportunitiesorf selfdialogue 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 opportunitpdee dialogue and

interaction.

Like peer observation, teachers <coul
recordings and reflection could be done on them. They couldd&sass

their experiences with the techniques and activities that you showed us.
(Except 63, Sevin, Interview V)

Lastl vy, one participant also mentioned 0
program. According to Sevin, creating and sustaining dialogue was not that easy for

the participants because of some macro factors such as CT®/IBhe stated that
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the mndemic 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. | mean, even coming together for the
training was difficult. Okay, we were at home, but there were many dynamics
i n ever y(Bxoeept®sd Selinj Iiitezview 1V)

Concerning the principle of Asustainability:¢
was successful i n A s u sf49paseeaing thg facp thad theys s i on al
furthered their learning from the PDP in their future classes byguhg 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 Il and

IV show how the participants sustained the use of the teaching ideas from the

program.

Before this experience, | do not remember whether | had paid special
attention to these skills while planning my lessons, but now | give double
importance to them. At least, | do my best in trying to teach with them by
using the activities thatou showed ugExcerpt65, Ne K e, I nterview ||

After the training, | taught the Main Course and Speaking Course to B1 and
B1l+ students in the Fall term. | had competent students. We had lots of
creative activities that | learned from your training. That is why | wish that
you could observe those clas3eo.(Excerpt66, Fahriye, Interview V)

Yes, | haveried to use them mor®&ow, I'm trying to implement them more
consciously. Spof course the program has been effective in that sense.
(Excerpt67, Pelin, Interview 1V)

Apart from their reflections on sustaining the use of the PDP content in their
teaching, the participants also commented o
their practices, which were considered as 0f:
and At es tllowing excerpfs froen infeviews IV explain how these factors

are barrierstt eacher sé practices.

| 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 taskxcderpt 68, Nermin,
Interview 1V)

| think | cannot use the skills of communication and collaboration much in
lessons becauséuslents 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. Excerpt69, Sevin, Interview 1V)

CT comes to my mind at certain points, but | do not make a special effort to
include CT in the course. It has no place in testing and evalu@igoerpt
70, Sevin, Interview V)

Regarding t he principle of Nt eacher ag
decisionma ki ngo (f=9) was considered i mport al
reported, thg were giventhe freedomof choosing, adapting, and using the ideas
provided in the program and they were not asked to mediate the teaching tools in a
specificframe. The reflections of the participants in interviews Il and IV indicated

that he instructorswere satisfied with having control overeparing theilesson

plans and decisiemaking processen that sense, they felt that they Hagkdom in

their teaching practices in the integration of the teaching ideas that they had been
familiar during the PDPThe following excerpts exemplify the importance of the

participants adhering to agency in their teaching.

| might not have applied all of the teachiigas that you provided us, but
what happened is that | got the logic behind them, and then | adapted this
logic into my teaching topic in the lessoBx€erpt71, Sevin, Interview llI)

Yeah, it is great, of course, especially for experienced teacheshoutd be
the judge of that.Excerpt72, Neriman, Interview V)

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 thapecific 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 studditecerpt73,
Fahriye, Interview 1V)

Lastl vy, considering the Mheyptromir@amor iae mtn
curr i cul umf=8)Wwassstatedrby the idstruCtors. Thesported that a PDP
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should be aligned with the curriculum better Battthe participants of the program

can mediate what they learn in a program and use it within the curriculum in their
teaching. In interviews IIl and IV, it was stated that the PDP could be better situated
within the curriculum by covering specific actieis 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 schoebide.

The activities could be based on sospecific grammar or vocabulary topics
to discuss whether we can apply them or how we can do Ehaterpt74,
Neke, I nterview [ 11)

Sometimes, | guess, | am looking for contsgécific tasks as well. Since you
know that our context is mainly dependentgsammar, 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 trainifgxcérpt 75, Fahriye,
Interview 1)

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
guestions, might be more @iriented, and there may be a change of
perspective.Excerpt76, Sevin, Interview V)

What is important for them is not the skill but the score they receive. That's
why | say it should be at the point of testing and evaluation or it should be
embedded in the curriculunEXcerpt77, Sevin, Interview V)

To this end, this section presented the fing
on their participation in a PDP designed and implemented with a sociocultural
perspectiveThe rext subsection maps the relationship between the program and the

instuct orsé 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 video$40) were analyzed in terms of the type of

instructional techniques that thestructorsused in their teaching. The video analysis
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results showed that thimstructorscarried out a) discussiorf=¢8) and picture
discussion f€8), b) questioningf€22), c) creative writingf€12), d) gamification
(f=4), e) multimodel viewing {=2), f) translationfE1), g) story completionf£1), h)

categorizationfEl), i) textual analysisf€2), g) collaborative researcfe(), k) role

play f=1), I) studerded presentatiornf£1), m) peer teachindg<1), n) KWL (f=1), 0)

thinking hats1{=1). The figurel3 below illustrates these techniques.

@] ]
Student-led Presentation @

@ Role Play

Peer Teaching
Jigsaw Reading (o
& KWL
Collaborative Research @
@ Thinking Hats
Textual Analysis @
Discussion
]
Categorization
]
Picture Discussion
© — T~

Story Completion / ] e @
I

@ nstructional Techniques Question
Pz \ uestioning
Translation @
o
(:' @ Creative Writing

Multi-model Viewing Gamification

Figure 131 n s t r preference afréstructionatechniques

When the data was analyzed across cases, it was found that there was a wagety in
instructional techniqued=<17) used to fostethe 4C of 2i“century skills in online

flipped EFL instruction. The table below indicates that Pelin and Neriman frequently
beneftedmor e from fAdi scussiondo and Api ctur e
teaching practices than the other teachBegarding those two techniques, Sevin

and Neke were the ones who used them t
Aiquestioningo was highly preferred by Fa
was found to béhe one who used it the least as a teaching technique to foster the 4C.
However, Neke, along with Sevin, was on
Acreative writingo in their teaching tec

Sevin incorporatedé g ami f i cat i on pwhilethe dtherdgacherspdidaat t i ¢ e
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prefer it. Sevin and Neriman i ntwhier at ed
the others did not. The other techniques were also prefgrstdnes by the teachers

in all casesAll in all, the table also shows the frequency of the techniques that were
incorporated by the teachers across cases as follows: Fahk@$¢, Neriman f£20),
Pelinf=18) , Sevin (H.17), and Neke (

Table 11 4C-focusedinstructional Techniques Across Cases

Pelin Fahriye Sevin Neriman Ne k Total

(f) (f) () (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 1 0 0 0 1 2
Viewing

Translation 0 0 1 0 0 1
Story Completion 0 1 0 0 0 1
Categorization 0 1 0 0 0 1
Collaborative 0 1 0 0 0 1
Research

Jigsaw Reading 0 1 0 0 0 1
Role Play 0 0 1 0 0 1
Studenﬂeql 1 0 0 0 0 1
Presentation

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, &hecklist See AppendiG) was also used to

evaluate to what extent the teachers incorporated the 4C in their instructional
practices. As explained in the methodol o

were assessed based on whether they implechéiméesubskills of the 4C listed in

the checklist. The quantification of the
and A00o to ANoo in the checklist items.
near R10 would esti mad te pronmota the 4Chata hige a c h e
frequency in their teaching practicgehi | e mean scores of fA0O0

the target suiskill 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. 8tenlyd e pended on Adi scu
Afguestioningo techniques as well ,a&s son
Agami fication, 0 aVinah hdi lessa aitlebsvwere analyzedj tieg . 0
results showedthat she had nednigh mean scores in terms of G¥hile her scores

on Creativity, Collaboration, and Communication were medium. TaPRl&elow
summarizes the weekly scores that Fahriye obtained from the analysis of observation

data through the checklist.

Tablel2Fahri yeds 4C I nstructional P

Average
Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson
Fahriye 1 2 3 4 5 6 7 8

CT 083 083 083 083 033 067 080 067 0.72
COL 033 033 083 067 067 050 067 067 0.58
COM 040 060 100 040 040 020 060 040 0.50

CRE 060 040 080 080 040 060 080 0.60 0.63

RegardingC T , Fahriyeds i nstr utebehighn\=D.83pim act i c
Lessons 1, 2, 3, and 4. For example, in Lesson 1, she designed a lesson about

ATransport in the Futureo by mainly foc
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lesson involved various audiosual materials to keep the students active in the

lesson.When the goals and objectives of the lesson plan were analsged dble

13y , it was found that the | esson plan put a
CT skills through higheorder thinking skills (HOTS) which are stated as
ilanaldyszuempea i € va,l amad efdnj usti fyo in the | esson
some ver bs s,ucc hfi dess ciira rbgel, @i niitleirsptr,edt 6 i n t he
showing that the students would engage in CT at law@er thinking skills (LOTS)
as well.

Tablel3Fahri ye6s Lesson 1 Goals and Obj e
Lesso
Goal ( - Studenptrso deuechet ences on t hei

- Students will practictakihmr

skill s.

- Studenitnsp rtiohveel r cr igkiclall s .t h

- Student s wiulmmatree eémainmd p o i

- Studenitnsp riohveel r col | abor at i
Obj ec By the end of the | esson,

- Expltdiien opi ni on on transpo
- Descaipiecture given.

- Conttrlaesitr opinions with th
- Predihet i nnovations given i
functions.

- Litshe main points presente
- I ntetrlpgeaccuracy of the st
- Justhéiyr answers through t
- Summatrheereasons for the i
provided in a short text.
- ParapWwhaset hey read to the
- Analtyhzee t exts based on the
Evalfuaar of the innovation

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 discussiginonment.

Dialogue 1:

S1: This is faster than | imagined. It is the same with the current railways. |
dondét think it wildl be possible in thi
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 doesnoét seem convenient to vyo
explanation. Anybody else?

S2: 1 think it is not about the people tietuse. It is about the era. People do
everything just because of their cur
necessary or not. Even i f we donbét ne
them because the time of such systems necessitates it. Evepeuple are
inventing things that we dondét use mu

T: Shoul dnét we invent or create thir
understand that they will not be necessary?
S3: I dondt agree with you. I me an, j

gadgets or Jgcles 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 fastend easier | guess.

S1: But everything will be much more expensive. Every new technology is
making life expensive.

T: Do you thinkhe high cost of living mostly deperassuch innovations?

S4:Evennowl i fe i s expensive, isndét 1 t? I
think living costs will always be like that, but will change according to the
era.

T: Okay, thank youeverybodyf or sharing your i deas. I

I n anot her di scussi on, Fahriye preferre
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 | 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 platfarfor 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, Fahriyestablished 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 theédhe alsadirected 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 spackets?

S5: To make traveling cheaper and faster.

S7: More efficient.

S3: | think people want more comfort.

T: Yes, very good. What else?

S4: I think we want to discover new pl at
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 | et ds not agihg thigeadrld & Ibt.aNe wive ar e da
probably need another planet to travel and live on because this world is

getting worse every day.

T: Thatds a very interesting point, yes
strong argument for such developments.
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In the reflection part of the lesson plan, Fahriye reported that she attempted to
devel op the studentsd CT skills by foct
justificationso for the studentsdé respor
explanations. Accordg to her, challenging students was an important aspect of her

lesson plan.

| believe | have provided sufficient opportunities where students could
develop their critical thinking skills. They were asked féurther
explanationsand elaborationswhen theydid not provide any reasoning. Or,
their ideas werechallengedfrom time to time topush them to thinknore
critically. (Excerpt78, Fahriye, Lesson 1)

In terms of Creativity, Lesson 1 got a medium mean sddreO(60) while it was

quite high in Week 3M=0.80), Week 4 N1=0.80), and Week 7M=0.80). In the

checklist, the items CREa, CREc, and CREd were found to be available in Lesson 1
since, as mentioned before, the student
creative ideas, but this was at a sentenrcelea level. Therefore, the items CRED

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 thaythevided about the topic. She also pointed

out that wusing ACreativityo would requir

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 aan 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 tdatnot seem to be
applicable in each lessofxcerpt79, Fahriye, Lesson 1)

I n terms of Communi cati on, Fahriyeds Les
evaluation ¥1=0.40). Although the items of COMb and COMd existed in the lesson

since the studentsad 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, egarding 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 theircommunication with each other, unfortunately, their interaction

did not go beyond Al agree with €0 excep
end of the lesson. This might stem from the platform where the lesson is

carried out as they could only hear eatheo when the cameras were off,

which does not lay the foundation for efficient communicat{&xcerpt80,

Fahriye, Lesson 1)

Lastly, in terms of CollaboratiorM=0.30), Fahriye asked the students to work in
pairs/groups (COLa) and produce joint outcorfi@®Lc), 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, buinse groups did not. She did not have

enough time to check all the groups.

While visiting the groups, | had a chance to evaluate the way they
collaborated. Meanwhile, | realized that the members of one group were
muted and they carried out the task indixatly. | warned them but half of

the allocated time had already passed by that t{aecerpt81, Fahriye,
Lesson 1)

In Lesson 2, Fahriye got a highmeansctde ©. 83) i n devel oping the
skills in online flipped EFL instruction. Lessoni2ai nl'y focused on the i
skills of the students by conducting readin
Fahriye used AGoogled and AJamboardo as tech
Table 15 below shows the goals and objectives of the lesEbe table shows that

she emphasized developing the studentsd CT s

Ajustifyo, and fAevaluateodo the information in
asked them to Ainterpret 0 hbyfusngphe BOTS. 0, Acontr
For exampl e, Fahriye asked her students to

answers to the provided questions and make comparisons of its book and movie

versions on the interneBy doing that, she asked her students to comnatmiand

136



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 differentiatethe two versionsjustify 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
researhing, summarizing, contrasting, explaining, and creating skills along with
other subskills of communication and collaboration skills. This showed that Fahriye

tried to createa task that aimed to integrate the use of 4C skills.

Tablel4Fahri yedés Lesson 2 Goals and

Lesso

Goal ( - Students wil/| i mprove their col
- Students wil!/l i mprove their rec
- Students wil!/l practice their re€
- Students will/l | eraa mr dthiev d ualcit i lc

Obj ec By the end of the |l esson, stude

- I nt etrtpgeitnf ormati on they find ¢

- Conttrlaesitr research with the ottt

- Expltehien answer s t hecyongprvesh @ mos itad

- Justhéiyr answers through the e:

- Assotheta&dighlighted pronouns i
refer to.

- Evalwmlme efunctions of the narrat

Di fferéret ifauthnect i ons of the narrtr

The Great Gatsby:
the Book vs. the Movie

We are going to read an excerpt from F. Scott Fitzgerald's 1925
novel The Great Gatsby, one of the pillars of American Literature,
which was adapted to film by Baz Luhrmann in 2013. The
adaptation received polarizing views upon its release.

y In groups, you are going to do a quick Google search to answer
the following questions and write down your answers on your
group’s Jamboard

. What is the book about?
. What or who is "the great Gatsby"?
. Who tells the story?
Why is the book considered significant?
. Do you think the story sounds cheerful and exciting?

Figure 15 The Great GatsbYyask
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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

guestions. The following figures provide sanmn

Who tells
the story?

Tragic

ROOM 5

What is What oY
tha Book who is Who tells
B2 "the great the story?
i Gatsby"?

Nick
Carraway
(Gatsby's
neighbor)

Figure 17 The Great Gatsby Task Outcome 2

I n t he |l esson, Fahriye used Aquestioningo
information that they read and draw conaédns 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 sshkills 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 st&gmeone explains.it

S7: And there are some quotation marks.

T: Exactly, such information pwides 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: Awoman?

T: How do you understand it?

T: You think it is a woman. How do you understand that?

T: Do you have any piece wiformation related to the narrator showing that
it is a woman or a man?

S8: It is a man I think.

S3: Yes, | think so.

T: But how?

S8: | think he was in the war.

T: Can you show me how you reached that information?

S8: Ok avy, it says hindgumasBaitnt at henBNi ntl
marnto-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. Sheexdptained that
she asked the students to provide supporting arguments for the justifications of the

answers.

| believe the prdask would enable the student to develop their critical
thinking skills since the internet is full of information and theyraxgiired 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 | was <challenging them in
guestions(Exceapt 82, Fahriye, Lesson 2)

In terms of Creativity, Lesson 2 was scored as medMn0(60) since it was found

that the items CREDb, CREc, and CREe were not available in the lesson. The students
tried to find answers tthe questions by mapping the information that they found on
the web but did not produce an original produntthat sense, Creativity was at
sentence and idea level rather than at task |daglriye also stated this in her

reflection.

| guess this lesson wanot 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 thetask to some extent
since they combined different pieces of informationsk@are very briefly.
(Excerpt83, Fahriye, Lesson 2)

Regarding Communication (M=0.60), the students accomplished thekgigb
COMa, COMb, and COMd by conveying their ideas by structuring the information
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that they found and answering questions inl#sson, 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 | called
some of the student s d onsaanalsvhichlshowsoul dndt ¢

that they werenot even present I n front
groups, they interacted with their group members WEkcerpt84, Fahriye,
Lesson 2)

Lastly, concerning Collaboration (M=0.33), although the students wasked to
work together and produce a joint product (COLa and COLc), they did not engage in
the other suiskills such as creating a plan or giving feedback to group members.

Fahriye summarizes this in her reflection.

In this lesson, there was just onektdlsat required the collaboration of the
students. Although | expected more from them when they researched on the
web, their answers were not as | expected. Some students said that their group
members did not help them to complete the task. (Exc@BptFehriye,
Lesson 2)

Lessons 3 and 4 were also identified as high in terms ofMzD.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 givencdisedesson,

Fahriye used fAPadl et 6 an dablél6belowlstetheas t ec hnol
goals andobjectives of this lesson. Figulid, also belowjllustrates the casehat

were given by Fahriym the lesson.

Tablel5SFahri yeés Lesson 3 Goals and Obj e

Lesson

Goal (s - Students wild.l practice hearsay
Students will practice writincg
Students will improve their cc
Students will improve their cr
Students will improve their pr
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Table 15. (continued)

Obj ect By the endsofudteme sl ewssdnbe abl
- |l dertthief way newspaper headline:
- Disdithses case given with their
- Det ertnhienenecessary el ements of
heading, and photo) online.
- Desiagmewspaper beypourstiinngg hiena rgsre
- Demonstthreaitre case and newspaper

- Chodde most creative newspape

padlet Q) I VENDENYAP = PAYLAS e o

) FatmaEge +5 ® 1d

Create your own newspaper!
Imagine that you are a journalist and you need to report the case given below. Make sure that your text includes hearsay reporting (e.g., believed, known, said, claimed, thought) and accordingly
passive voice. Refer to this website: https: //www.canva.com/newsletters/templates/ for the newspaper creation.

ﬁ//ﬁw ﬂ//ﬁ\\\\f// NSNS 7= //F‘\\meﬁ NS =SS 7= ﬂ/ﬁ\w @'ﬂ/ﬁ\\%f
Group 1 Group 2 U Group 3 Group 4 / Group 5
W/’f[ﬁ{{(/(ff\\“ﬁﬁ i lrﬁ{{(/(m II//' /ﬁ{{ﬂ(ﬁ\\ﬁﬂlﬂ'ﬂﬁ ([l ((I//Wﬁ TiiNITATZAN (@ (NS (NS @({((Iﬂhﬁ [zl ((((f(\\%r":ﬂlf{/f
) Fatma Ege 15 \% ) Fatma Ege 1¢
Sally reversed her car out of her |
A e James had been unemployed for cidentally ran over > In New Yorkin the 19705, a young 7= Amale teacher who wore a small |
‘ el g e over two years and needed a new her flat mate's dog which was woman whose surname was % earring to work was sacked from |
= stit to wear at job interviews. Pt e e it Cosperman went to courttohave = his job. He claimed that the ]
e 'fd'“"“'“g‘ Harysac However, he did not have enough injured the dog very badly and her name changed to @ school sacked him because the
e dpeiedout o moncy. He happened to have the requires treatment by a vet. NG AARUSORVUNAN . irnictrion hought it was

took the car for a test drive and T e e i

Sally's flat mate Jane sued her for member of the Women's Rights inappropriate for a male teacher |

%\\W@\‘W@\‘W@\\%\ /_\

=
B .
g ﬂ
ﬁ @
=
then bought it without checkin ilor's @ D
- town, so he went toa tailorsand = 61000 in damages to compensate f Movement and because of this, 7= to wear an carring and he
| toseeifit had air conditioning, putanew suiton the othermans (@) for the vets fee. Jane argued that ﬂ she wanted to have a name which ﬁ accused the school of sexual
) o =]
Ve inenme i account, simply by signing his Sally had driven without due care reflected human equality. 7= discrimination.
discovered that the knob marked own name, He was charged with 6 sttt bemten she ke « @ '
“air” 1 g = {
ai” was for ventilation only. Max forgery, but he argued that he @ i e om D Ms Cooperman SHOULD be able The school was GUILTY of sexual |
oyt had not forged anyones signature =2 the drive and could not hear the to change her surname, = discrimination. |
| demanded compensation. by signing his own name. @ el s [ ﬁ
= Qo = i
- .
Harry was NOT GUILTY of fraud. James was GUILTY of forgery. 6 Sally SHOULD pay the ( - C TODAY'S
Yorum ekle
ition. EQUALITY STORY 1
9o - = componsa . g
B
‘ D (@@L e

Figure 18 Newspaper Task Cases

As seerabove, Fahriye obtained high scores for each skill in this lesson behause
students were provided opportunities to usefall skills and related sukkills in

this lesson. While using their CT skills to analyze and evaluate the cases to create
Newspapers, they worked together collaboratively and sustained their
communicatn among the group members. The following figures were provided as

samples of the student outconpeeduced in the creating newspaper task

In her reflections, Fahriye reported that this lesson made the students actively use the
4C by engaging in the slglto accomplish the given tasks. The following reflections

of Fahriye show how she aimed to incorporate the 4C in the lesson.

The pretask required them to compare two newspaper headlines to identify
t he required gr ammat i c al possidler witlcotitu r e ,
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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 st appealing newspaper requires critical thinking and analysis
too since comparing and contrasting five newspapers was the case for the

posttask.(Excerpt 86, Fahriye, Lesson 3)

| 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 didnot prepar e
the most creative template among the many provided online. Besides, since a
newspaper extract includes severigces 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, |
believe not only the newspaper they generated but also the other grs 6
newspapers enabled them to improve their creative skills as they were able to
see how a newspaper could be designed more appeal{igigerpt 87,

Fahriye, Lesson 3)

Wh e n I visited the breakout
breakdowns as they all seemed to be focused on the task to be able to create
the best newspaper. Besides, | withessed a moment when three members
suggested ideas for the name of the neysp 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 i@Easerpt

88, Fahriye, Lesson 3)

| guess they all contributed to the newspaper design. When | checked the
breakout rooms, they were discussing even the tiniest changes, which could
be an indicator of how well they collaborat¢Bxcerpt 89, Fahriye, Lesson

3)

JUDGE DECIDED
SALESMAN NOT GUILTY

Text and photos by Ara Giiler

OTHER NEWS

AND
DEVELOPMENTS:

Figure 19 Newspaper Sample 1
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In terms of CT and Creativity, Fahriye obtained the lowest scdvie®).83) and
M=0.40) respectively

and APl ot

Adjectives and Adverbs in wariting-focused lesson. Tabl below indicates that

Fahriye planned to incorporate different activitieemgage students HOTS of CT

. w :
TR

The school was GUILTY

of sexual discrimination.
PEOPLE ARE FREE AND

SHOULDN'T BE

PSYCHOLOGICALLY

GROUP 5

PRESSURED BECAUSE

OF THEIR
PERSONALITIES.

\ Ny

Figure 20 Newspaper Sample 2

Generator o

i n Lesson 05.nPlad ]| tehi,

as the technol ogi cal

and create a product through communication and collaboration. However, the verbs

used in the objectiveshowed that the students engaged in CT at its L@ib&
since the verbsnalyze match compare determine restate andidentify refer to
LOTS while only the verbgenerater ef er s t o HOTS

accordi

Taxonomy. This means that 90% of the verbs used in the lesson planning refers to

LOTS. Although she used the vegbnerateas a form of creating an outcome, using

Plot Generato preventedbecause he students created storiesing the Plot
Generatoby choosing the options provided on the webdité itdid not require the

students to create an original product from scraktie. figure21 below provides an

image of the websi

te.

Tablel6Fahri yedés Lesson 5 Goal
Lessorf
Goal (g - Students wil!/l practice the d
- Student s wiplolsipgriamt iodfe tthlee a ¢
sentences.
- Students will improve their
- Students will improve their
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Tabbe (lcontinued)

Obj ect

By the end of the | esson, st
- Analtyhzee meabh83ndi thatent adver
reading text provide to the

- Mattchhe adverbial phrases wi

- Compahe position of differen

di fferent verbs amdéigreedict

- Detertmieneadj ecti ve and adverl|

bl anks on Pl ot Generator.

- Genetheestory by completing

- Restaoteér story to the whole

- | dernthief yni st akes (i f tahnedr ea davr

the other groups6 stories.

t

In terms of Communication, Lesson 6 was the one in which Fahriye obtained the

Plot Generator

Create a short story
Want to write a customised short story really quickly? Choose a style, opening and type

of ending, name your character, choose a few adjectives and we write a story for you. Use
the form below for your tailer-made tale.

Please keep your input family friendly.
Need a prompt? Go random! (GlRENTER eI ETNGEChT GG e
Title

Name after the protagonist v

Opening
Set the scene

ar

Conflict
Emotional ¥

Figure 21 Plot Generator

lowest score N1=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 thekiisitof

Communcation in the checklist were not met except for answering questions in front

of an audience (COLd).

Some

students seemed present [

n

cl

ass

rooms. | called their names several times and received no response, which
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could be regarded as a communicati@hated 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 understding where their members referred in the
story. (Excerpt90, Fahriye, Lesson 6)

I n Lesson 7, Fahriye created a discussio
Té¢rkiyeo which mainly focused on fAiSpeaki
in the ksson 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-skilis in the

checklist. CollaborationM=0.67) and CommunicatiorM&0.60) were also found

medium in thislesson. Tald 17 shows that the students engaged in HOTS of CT
since they were asked to fidevel opo, fij usH
when they took a stance in the discussion. The task also required them to
communicate and collaborate tme involved in the discussions and create an

outcome at the end.

Tablel7/Fahri yedés Lesson 7 Goals and (

Lessor

Goal (¢ - Students will practice repor
- Students wild/ practice how t
- Students will improve their
- Students will improve their

Obj ect By the end of the |l esson, st

- Nanehe series/ movies/ document
similar platfor ms.

- Justhéyti me they spend on Ne

- Ar gwlreet her the available con-
culture.

- I ntetrlpeestance of the role a

- Deveildoepas to persuade ot hers

- Evalwulmée ereasons presented by

- Det erwhienteher Netfl i x should
di scussi on.

- Summarize the discussion the

whol e ¢l ass.
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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
taskby taking on different roleand 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 | think it should be limited for them.
S5: | see. Nowadays, teenagers spend a lot of time on Netflix. Lately, | have

seen my daughter watching some awkward s
realize it, I think, this has affected |
Turkish culture much. You canlas AWhat 6s wrong with this?
that she is in control of such programs.

S7: | see, but Netflix does not force you to watch such content. If you click on

the Adisliked button, it does not show yc

you can simp} create a profile for your child. As a person working at Netflix
Turkey, | would never want it to be banned completely. | 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 Wiog on Turkish shows, series, and
movies as well. | am making a living and looking after my family thanks to
my job at Netflix. | would never lose it.

S8: Well, | am a student who has to spend time at home due to the pandemic.
| feel very depressed beamul cannot go out and socialize. In this sense,
Netflix is helping me get over it. If Netflix gets banned in our country, |
would have almost nothing to do and | would feel depressed more.

S7: In that case, instead of banning, | propose it to be lintedose who

dondt want to see i1ts full content .
S5: Yes, that would be good.
S6: That s possi bl e. As a teacher, I

lessons more, nothing more than that.

In the reflection part, Fahriye provided the following refi@es 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 pcedoutcomes

to achieve the task.

| think this lesson was successful in terms of providing opportunities for
everybody to develop their critical thinking skills. Even the students who
donodt predominantly participatta i n cl
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 prespeaking 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 cultuiexcerpt91, Fahriye,

Lesson 7)

One of the objectives of the lesson was to allow the students to come up with
reasons why their roles would bel i ev
banned. Therefore, the students had to use their creativity, particularly in the
discussions they had witheir friends. Besides, they were expected to rebut

the other peopl eds a-arguments.iSince evbrybodyr e at |
took part in this activity, they all benefitted from the opportunities provided.
(Excerpt92, Fahriye, Lesson 7)

Finally, in he last lesson, Fahriye showed medium levels of integration of the 4C in
her teaching in Lesson 8. In terms of QWI=0.67), it was seen that she employed
Adi scussionod and Aquestioningd technique

CT and Creativity1=0. 6 0) . The | esson mainly focuse
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skills of the students and t hM=0.G7)0apd ¢ was
Communication {1=0.40), the resultalso showed medium levels of incorporation

The figure below illustrates axample task from the lesson.

Sts write sentences about the situation. After finishing it, a spokesperson from each group
read aloud their sentences one by one, and the others try to guess the situation.

Sample Situation and Sentences

You have recently started working as a delivery person. Due to the
pandemic, everyone has started buying hundreds of clothes online and
accordingly you have to work late at night.

If only | could work less.
20

| wish the shipping was not free.
15

If only people did not buy things they had to return.
10

| wish Corona virus had not broken out in Turkey.
5

Figure 24 Writing Task

Fahriye also used Aguestioningod to ask for f
by challenging the students to find arguments for their ideas. The following

dialogueswere 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 thmanagerand ask him/her to change the room.

T: Yes, that is also possible. Butguessthis would be the last solution,

woul dnodt it?
S7: | would also talk to my roommate about the problem.
T: Definitely. We nshoubdnotThavosd qgaooher c

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 hadhngtamean 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, Creatiwigs 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.RegardingCollaboration, Neriman obtaingtie highest scores in
Lessons 2 and While her lowest score in Collaboration was in Lesson 6. Regarding
Communication, Lessons 2 and 8 showed the highest saunds the minimum
score was obtained in LessonTable 19 below $owsthe average of theveekly

scores Neriman obtained

Tablel8Ner i mandés 4C I nstructional
Average
Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson
Neriman 1 2 3 4 5 6 7 8
CT 083 083 083 067 067 0,83 1,00 1,00 0,83

COL 05 083 067 067 050 033 083 050 0,60
COM oe60 08 060 060 060 040 100 080 0,68

CRE 100 o080 100 100 100 060 080 0,60 0,85

In Lesson 1, Neriman prepared an integrated lesson by focusing on all four skills in
English | anguage | earning. She used vi
and the Peardeck platform as technological tool to engage the students in

participatingmore in the lesson. When the goals and objectives of the lesson were

analyzed, as seen ifablel9b e | o w, Neri man ai med to

P

s u

dev

from its LOTS to HOTS, from Aundeinst and?o

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
Lessol
Goal (: - To improve reading, |listeni
Obj eci - Tanderanrdemde mhher gi st of t he
texts
- Tawnderanainmdryedevant detail s

reading texts to answer the

- Tapplhye knowl edge (transpor i
conteéxt anbul)
- Tareatjeoint product by enga
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In the | esson, Neri man preferred Aquestioni

students by engaging them in finding answers and providing justifications for them.

She asked questions such as fAWhat -4 s the

efficientbus hel p reduce the traffic inAsKstanbul

in the figure below, one of the students responole@sking another question and
opening up the topic by engaging in CT.

3- | do not think this is a good idea because what will happen when the bus
comes to a corner and need to turn?

Figure 25 Student_anguagedutcane

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 floeir ideas. A$-igure23 below shows, the
guestions aim to think and do research to create answers based on evidence and their

opinions.

Figure 26 DiscussionTask

As the tasks show, Neriman guided the students to engage in Hs&ililof 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 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 inhe lesson (COMCc), and answering questions in the discussions
(COMd), she guided them to brainstorm about the topic (CREa), generate ideas
(CREDb, CREd), and create a joint product with their group members with a list of
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about the task based on their opis@nd evidence of them (CRE#).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. (Excer@®3, Neriman, Lesson 1)

I n the main session, they donot cComm
rooms, they demonstrated a lot of interest in the topidriverless cars in

particular and communicated well with both their classmates and me.
(Excerpt94, 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 creatkst to justify their
arguments. (Excer@®b, 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 benefitésbm theonline Peardeclplatformand visuals to support the
activation of 4C. As seen in tab®® 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 fadwed an order from LOTS to HOT®hich means from

bottom to top at thinking levels, n | i ne wi t h Bylusingthedverbst a x o n ¢
Aactivateo, Aunder stando, Aappl yo, and
objectives also indicate the activation ofoli@boration, Communication, and
Creativity skills of the students to complete the assigned tsiske they were
required to complete the problesolving task together by producing language

outcomes while engaging in Speaking.

Neri man usddd cfupisdtonroe and fAquestioningo t
lesson. The students engaged in developing their CT skills by answering questions

with their justifications and el aboratio
It is also seen in theidal ogues bel ow that the stud

behaviorso and Areligious acts
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Table 20 Neriman Lesson 2 Goals and Objectives

Lessol
Goal (: - To improve | istening, speaki
Obj ec - Tamactivate the studentsdé sch
books through speaking.
- To understand and remember |
movies and books
- To understand and analyze r¢
t o answer stthieontsar get que
- To apply the knowledge (fil:1
probdeenvi ng task)
- To produce | amyuagmp loatticrognes
Which films, books, or characters have had an impact on you?
Why or how?
Figure 27 DiscussionTask
Dialogue 8:

T: What do you think about hiamily 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: |l didndét criticize her for | ea
S3:No.lcandét bl ame her for doing tha
T: No? You thought she was right too?

S3: There is no right or no wrong | think
T: | see. Thatés a realistic viewpoint
Dialogue 9:

S4: ltdéds hard to choose, but 't can be )

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 sheitigrdbout when she

was institutionalized?

S4: l'tds been a | ong ti me, but there is
Godds 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, | think.

T: Whoods right in the story? Whoos p
Should Adam and Eve have been punished for stealing the forbidden apple?

S4: | think not. Well, the book says that too. You know, you put a tree in the
middle of a garderand youws a vy AYou shoWwhy?2i never eat

After dealing with other Listening andocabulary 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 thedadkjecide who and why can play

that character in their groups. The figure below illustrates the task assigned.

awful  brilliant  disturbing  dreadful  dull  gripping
interesting  lightweight moving  overrated  riveting
shocking  tedious tense  thought-provoking

Please choose a novel that everyone in your group is familiar with:

Upper class characters:

Plot:

Richly drawn characters:

Description of charming characters:

Who can play these characters in a movie adaptation among your classmates in your breakout room? Why?

Figure 28 DiscussionTask

As seen, this task required the students to communicate and collaborate as much as
possibleto 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 informatioreyhprovided in the task with the otfeey found

on the internet. Therefore, as seen inithieflections of Neriman below, Neriman
designed this | es s obnglishtanguagepskilena the 4CHhye st ud
engaging in different tasks through discussions and questioning.

In the initial speaking &k, 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
Hawki ngos 196, Neaman, (eSsorc2¢ r p t

During thefollow-up task, they created a cast for a possible movie adaptation
of their favorite book and justified their choices. (Exce®@t Neriman,
Lesson 2)
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In the followup task, they had to agree on the classmate who would play a
particular role or convinceaeh other why that particular student would be
good to play that character. (Exce®8t 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 presentpasid 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 fAmaking

deduct

onso. Ner i

ma n

easesi gned

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.

Case 1: Joe, a 15-year- *
old, broke into his
neighbors’ house,
burgled the house,
locked the eighty-year-
old woman in her
bathroom and escaped
in her car. At the trial,
the defense pleaded not
qguilty to the charges
with the reason of
temporary insanity
caused by Joe watching

a car that had air

bought it without

too much television. He
watched more than 6
hours a day, loved crime
programmes and had
just watched a film
which contains scenes

demanded

similar to the crime he
had committed. Was
Joe GUILTY or NOT
GUILTY of burglary and
false imprisonment ?

GUILTY of fraud?

Case 2: Maxwenttoa
second-hand car dealer
named Harry and told
him that he only wanted

conditioning. Harry said
OK and pointed out a
car. Max took the car for
atest drive and then

checking to see if it had
air conditioning. When
he got the car home, he
discovered that the knob ﬁ own name. He was
marked “air” was for

ventilation only. Max
sued Harry for fraud and

compensation. Was
Harry GUILTY or NOT

years and needed a new
suit to wear at job
interviews. However, he
did not have enough
money. He happened to
have the same name as
the richest man in town,
so he went to a tailor's
and put a new suit on
the other man's account,
simply by signing his

he argued that he had
not forged anyone’s
signature by signing his
own name.Was James
GUILTY or NOT GUILTY
of forgery?

wn W

Case 3: James had been
unemployed for over two

charged with forgery, but

S

pol

took aside the thief's
five-year-old son and
said he would pay him
five dollars if he showed
him where the stolen
goods were hidden. The
boy accepted the money
and took the police to
the hiding place. When
the police charged the
boy’s mother with
burglary, she stated that
the stolen goods should
not be used as evidence
and accused the

Case 4: Police began
searching a suspected
thief's home but couldn’t
find any of the stolen
goods they were looking
for.

Case 5: The manager of :
a shop was informed by

a customer thata

woman had taken
something off a shelf

and put it in her bag
without paying for it.
When he investigated,
the manager saw

articles similar to those
on sale in the shop in

the woman's clear

plastic bag. At the cash- .

During the search, a
ice officer secretly

accused her of
shoplifting. However,
when the woman
emptied her bag and the
manager saw that she
possessed no stolen
items, he apologized.
She pressed charges

& Anonim policeman against him for
he should not have charged on slander.Was the shop
the rich man's account 9 Maghs: manager GUILTY or NO
b L -
- Mother should h T

Figure 29 Discussion Cases

N

Case 6: Sally reversed  ©
her car out of her drive
and accidentally ran
over her flat mate’s dog
which was sleeping in
the car’s path. The dog
was badly injured and
had to be treated by a
vet. Sally’s flat mate
Jane sued her for $1000
in damages to
compensate for the vet'’s
fee. Jane argued that
1 desk, the manager . Sally had driven without
due care and attention
because she knew that
the dog would often
sleep on the drive and
could not hear the car
because he was
deaf.Should Sally be
ordered to pay
compensation?

'}

e

In the following dialogues, it is seen that all the-subls 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

decding on the crimes. While dealing with the task, the students also engaged in

Communication and Collaboratioskills at medium levels since they did not

structureanydata (COMal}o prepare a presentation, or work with others to set goals

for their team (OLDb). In that sense,he following dialogues indicatbow the

students engagevith CT skillsin the lessons

Dialogue 10:

S5:
pay

Ma x

attent.i

sai d
on

he
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S6: Yes, an aiconditioned one.

S7: Both of them are guilty.

S5: Both of them are guilt
S6: I think the one who di
should check it himself.

S5: Harry is guiltysure because he is a liar.

S6: Max understands that he was fraud by Harry.

S5: I dondét know if this iIis a fraud.
S6: For sure. He said the car is@inditioned but sold one without it.

y, but Max
dndot check i

Dialogue 11:

S4: I think the shop mddjusthisjob, mwegteendt g
he should have silently done this. What do you think?

S8: | think the shop owner is guilty because he should have asked for more

details.

T: Yes, he should have required more personal deValy. good.

S9: | think James is guilty ethically, but not by law.

T: Why do you think that?

S9: Because there wasnod6t any forgery |
T: But he charged the price of the sui
S9: Teacher how do we ksoad?y A Adam kel éf

T: He made it fit. So, he is not punishable by law you say.

S9: Yes, | 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: That 6s rategy.ery good st

In her reflections, Neriman indicated that she incorporated CT and Creativity by
asking the students to justify their arg
producing ideas to respond to the questions and complete the task. In thisHesson
perception of Creativity was based on the production of ideas and completing the

task.

In the followrup speaking task, they tried to come up with alternative
explanations to decide if the culprit was guilty or not. They had to defend

their posittonand ref ute each otherdés argumen
skills. (Excerpt99, Neriman, Lesson 3)

During the warraup speaking task, students tried to come up with as many
abilities as possible to inquire abol
Some studentdevisedseveral creative actionse., Can you stand on your

head? (Excerd00Q, Neriman, Lesson 3)
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Lesson 4 resulted in high mean scores for Creativity (M=1v@l@i)e 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 Aquestioningo techni que tobhgve studenst i ng a d

think about the future predictions in the video task. She posed questions such as

AWhich product wi || be more popular? Brian
Briands factory goes bankrupt, whday happens
a company might shut down (due to globalizat

based on the video, Neriman asked them to create a leaflet after discussing the

following questions in Figur27 below.

II_:)OY,V h:S What influence has
W et your country had Wi .
impacted the job on other countries? at.WIl_l the world
market in your Is your country look like in a decade
country? Is this likely to have a of continued
a good thing? bigger influence S
8 8 in the future? gIOballzatlon?

Figure 30 DiscussionTask

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

i ndicating that s ome Cdnmonicaiionsandoliaburatiored t he st
skills which mainly derived from DEIn the following excerpt, Neriman states that
studentsdé | ack of pr e sffective engageanent with thesendr anc e

two skills.

In the warmup task, they had to collaborate to determine which utterance
was a lie. In the followup task, they needed to collaborate to state their
personal opinions and design a leaflet to stop global warming. | can not say
that they all communicated with each other and collaborated well because
some students were not interestegbresent in the lesson even if they seemed
present on Zoom. (Excerp01, 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 CEsorLé
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while Creativity was high in Lesson 5. Communication and Collaboration skills were
found to be at medium integration | evel
di scussiono and fAquestioningod techniques

28 below illustrates the use of picture discussion.

Turkey's woman in red is
symbol of protests

Pictures of unnamed demonstrator in Istanbul, snapped as policeman
fires tear gas at her point blank, spread across Internet

00000

Figure 31 PictureDiscussion

In the main task, the students were given another picture to discuds\aopideas

to answer the question: 0 Aapeehey keore,twhae pi c-
iI's happening, and what wi || happen | ate
required the students to make predictions as many as possible about the picture while
justifying their arguments. They were expected to create an outcoangrasp. The

figure 32 belowillustrates the task assignethe 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: | guess they are surprised.

S1: They are scared actually. And the woman is shocked. Maybe she is
thinking what is gong 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.
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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:It hink he is surprised just 1ike
stronger. | think he is trying to get away from his children.

T: Why do you think so?

S6: | think he wants his children not to be scared more. He is trying to take
them away from him

T: | 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.

What'’s Going On in This Picture? | Oct. 7,
2019

Look closely at this image, stripped of its caption, and join the
moderated conversation about what you and other students see.

Figure 32 PictureDiscussion

In her reflectionsNerimanindicated that the students used their Creativity to find

ideas and make associations between the events about the task. She said:

In the warmup speaking task, they tried to fifig their choices using their
reasoning skills. (Excerdi02 Neriman, Lesson 5)

They tried to come up with different possibilities for the chain of events in the
follow-up activity. (Excerpi03 Neriman, Lesson 5)
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In Lesson 6, the mean scores of CT were faunblehigh because she incorporated

Adi scussiono and Aquestioningo techniqu
information, summarize it, and draw conclusions based on what they read or heard.
The lesson was ainly designedor discussions. The following figures and dialogues

exemplify the incorporation of the 4C into the lesson.

HANDOUT 10.2: Lead-in Peer Pressure

What is bullying?

Discussion Questions:

1. Whatis the difference between peer-pressure and bullyi ng?

2. How can bullying in schools be prevented?

Figure 33 PictureDiscussion

Someone asks you for your phone
number or address because you've
won a competition. Do you...

B C

Show a parent

or someone Reply and ask for

more information

you trust

Figure 34 DiscussiornTask

Dialogue 13:

T: Canyou tell me what bullying means?

S1: Zorbal ék?

T: Yes thatoés Turkish meaning. Can yol
S2: For example, | have seen a cartoon about bullying at a primary school. It
says children tend to bully each other.

T: | see, okay, what is axample action? What can be counted as bullying
among young children?

S3: | 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:Ith nk they are the same. I candt see any
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 | thinkabout it, | 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, | do agree with you. Can angayive 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: | agree with you to some certain extent. Peer presswider.

S6: | 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 dondét say fAYou should smoke as wel/
thatwat you are saying AS60°7?

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 hihef

appearance?

S5: This is unlikely | guess because in our culture students respect teachers.

T: Can you also give an example of uncon

intend to do it?

In Lesson 7, Neriman obtained high mean scores in integratingCtis&ills 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 HOEsms of CT,

and aimed to develop the studentsd Creativi
skills by asking them to work together and design a leaflet for apgleto prevent

Culture ShockThe lesson plan shows that Nerimamp pl i ed Bl odymés taxono
following the order from LOTS to HOT# her lesson planning for CT while she

also integrated othetC skills into the target lessoifable 21 below shows that she
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mainly aimed at

improvingeFL Listening Speaking and Writing skills while

fostering the 4@f 21%-century skillsin the lesson.

Table 21 Neriman Lesson 7 Goals and Objectives

Lesso
Goal (. - To improve |listening, speak
Obj ec: - Tactitvhaeet st udent s6 sshheaiattatl

speaking.
Tanderasnrdemte mhheer gi st of t he
culture shock in Japan

To encour agelavdaeoBt emt o
Tanalrydevant details from
target questions

Tapplhye knowl &d gseo [ivni nag ptraos k
Tprodaucwer i tten outcome-ph¥y W
prevent Culture Shock

The following figures and dialogues show the questthasthe students engaged in

discussions to compare and contrast the information given in the taskgytheir

reasoningskills and justifying their argumentand byguiding them to develop and

explain their ideas

3.

1. When was the last time you felt frustrated? Why, what happened?
2. What makes you feel inadequate?
When was the last time you felt disappointed and lonely? Why, what happened?

IT'S OK
NOT TO
BE OK.

Figure 35 DiscussionTask

Dialogue 15:

S1: | can say that | feel disappointed because of an argument between my
mom and me, but | dondt want to
S3: There was an argument between my mom and dad as well last week. |
tried to calm them.
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S2 Do they frequently argue?

S3: Not muchl think most families have such problems these days because
of the pandemic. Even | feglore tens.

S2: You are right. Okayfor question two, | can say that | sometimes feel
inadequate in English lessons. | cannot express myself clearly. | cannot find
theright wordsor phrases to explain what | want to say.

S1: | have that problem too. But | try to keep going and say thihgs
sometimes use Turkish when | am stuck. There is nothing to do. What about
you, i S4 0 ?

S4: I |l i ke cookies and cakes a | ot. But
t hem. I dondédt know about pastry.
S2: Me neither. | can cook cakes different food typesb u t I donot know

how good | am.

S4: | want to learn more about pastry.

S3: Why dondét you take a course?

S2: Yes, | might do thahopefully after the pandemic.

S4: If you like, we can register for a course and take it together.

S2: Yes, that would be wderful.

S3: Okay, shall we outline what we have talked about so far? We can create a
Google Doc.

Sl:Yesl et 6s do that.

The dialogue shows that the students activaynmunicated and collaborateal

complete the assigned task. They explained their viewpoints and asked further
guestions to each other to move on with the task. Then, the students also watched a
video about the things that an American was

made dist of what caused culture shock.

SIX MOST SHOCKING

IMPRESSIONS

N

CULTURE SHOCKS TURKEY tr AMERICAN First Impressions of TURKEY 2021

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,
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analyze it, galuate 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 visitdifferent parts of T ¢ r k iTakieg. into consideration the
geographical cultutadifferences, the students asked to make the foreigner familiar
with possible different lifestylesThe details of the task are shown in the figure

below.

Task: Preventing Culture Shock

Imagine you have a pen pal coming to Turkey from abroad to stay a few weeks as part of a
culture-exchange program. He/she is going to stay a couple of days in istanbul and izmir, then
travel to Singp and Rize. After that, he/she is going to visit Diyvarbakir and Mardin. Finally,
he/she is going to visit Mersin and Antalya. This will be his/her first time in Turkey. What
aspects of local cultures in these cities do you think might shock him/her most? How can it be
prevented? Make a list with your group members and provide rationales and examples for

each.

Figure 37 LeafletTask

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 requirédetatifythe causes of
culture shock for Americatourists visiting Istanbul. They needed to identify
the problematic and surprising aspects of their own culture for a foreigner
using their critical thinking skills andome up withsome suggestions to
prevent the culture shock. (Excefdft4, Neriman, Lessn 7)

Lastly, in Lesson 8, Briman focused on the development of the 4C by using a
AKWL chart, 0 fAdi scasdidgsopopigoekdi bas kg
had high scores in CT and COM skills, medilewel integration scores were
obtained for dveloping Collaboration and Creativifijhe table22 below showghat
Neriman followed a pattern from LOTS to HOTi8eaning 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 activitireshe lesson, the
students analyzed the lifestyles of the Amish by watching a video and ansthering
assignedquestionsabout it. In the lessonKWL chart was used to interpret the
Ami s h plieestyles by Wwosking collaboratively, ding researcton the netand
drawing conclusions from the informatiahat they collected about the Amish the
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net In that sense,he following figures38 and 39illustrate how KWL, meaning

i Wh at I know, what |  wasusdd inthe ledsam o w what

Table 22 Neriman Lesson 8 Goals and Objectives

Lesso

Goal ( - To improve | i stceonnmpnrge hamd i ¢
speaking skills and creati\yv

Obj ec - To activate the studentsbd c
chart.

- To understand and analyze t
about the Ami stWSAommunity i
- To encourage the Sts to i mg

- To apply the knowledge in s

ITHE AMISH: .

Figure 39 Videotaskstudent responses
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In the dialogues belowNeriman asked the students to analyze the video and what
they learned about the Amish to make comparisons between our culture and theirs.
The students questied their lifestyles and concludefrom this by making

comparisons

Dialogue 16:

S4: | learnedhat they sleep in the same bed before they get married.

T: Do you think it work® Is it a good idea? It is not common in our culture,

not officially.

S4: I dondt know. It might be a good
used to each other.

T: Yes,that makes sense.

S5: It might be good to see if people are compatdrid if there is this
electricity, you know.

S4: Exactly.

T: Good point. Anything else?

S6: | believe people do not need to sleep together to get to know each other. |
woul dndé.t do that

T: Sure, this should be something fre:¢
S6: | think so. This seems weird to me. In our neighborhood in Konya, you

can never do that.

S5: It is about world perspective | 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
thatdos why they | et people sl eep with
our cdture, it is not allowed.

T: Good point. What do you think about this? Would you like to experience
something similar in our culture?

S9: | would personally, but my family would kill me. Our parents are not

used to something like this.

S7: Yes. I me an, they donoét have sex
sleep.
T: Yes, I mean something in other cul

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
Akeperonod who accompanies dating peopl
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S7: | think it i s so weird. We are al

know each other iperson. Why do | 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 Anirslthat regard, he

reflections indicate that the students engaged in theid@arious ways.

In the initial warmup task, they tried to figure out the lifestyle of the Amish,
their religious beliefs, how they deal with technology, etc. They made some
condusions from the visuals using their existing knowledge about the world
in general. | believe this developed their critical thinking skills to a certain
extent. (Excerpl05 Neriman, Lesson 8)

They figured out what they were curious about. What wergdps in their
current knowledge about this community? They also tried to find the rationale
behind their life choices. (Excerp06, Neriman, Lesson 8)

In the group speaking activitythey communicated quite a lot and
occasionally | asked them to justifiyeir opinions. Thus, they communicated
with one another and the teacher. (Exc&fit Neriman, Lesson 8)

Pelin was also one of the teachers who was involved in the PDP. She used a variety
of instructional techniques$<18) to foster the 4C in heeaching practice. In terms

of CT, she obtained the highest scores in Lessod=1083), Lesson 3M=0.83),

Lesson 4 M=1.00), Lesson 6 M=1.00) and Lesson 8M=1.00). Regarding
Creativity, her highest scores were found in LessoM3L(00), Lesson 5M=0.80),

Lesson 6 =0.80), and Lesson 84=1.00).

Considering her performance scores in Collaboration, she obtained the highest ones
in Lesson 3=1.00), Lesson 6M=0.83), and Lesson 84=0.83). Finally, in terms
of Communication, she obtained high scoiasher performance of fostering

Communication only in Lesson ®1€1.00) and Lesson 8/4=1.00).

The table below shows her weekly performance results on fostering Communication.
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Table23Pel i n6s 4C I nstructional Pr a

Average
Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson
Pelin 1 2 3 4 5 6 7 8

CT 083 050 083 100 067 100 0,67 1,00 0,81
coL o050 050 100 000 o000 083 050 083 0,52
comM 040 020 100 040 0,20 060 0,20 1,00 0,50

CRE 060 040 100 040 080 080 060 1,00 0,70

I n Lesson 1, Pel in i mpl ement ed a | esso
ASpeakingo skills by wusing fidi scussiono
was about AAdvert i 48 and D9show an Exarmaple fi haw o g u e s
questioning in adiscussiemn vi r onment br oadengegardngt he s
different points of views on a specific topidn the dialogues, it is seen that the
studentstry to respond the questions raised by the instructor to open up the

discussio.

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: That s right. However, would it be
advertisement?

S4: | think it is possible. Advertising is ridiculous. When | see a product on

TV, | dondt persuade myself to go and
T: | see, do you have any other ideas, any cotartgnments?

S7: Teacher, I t hi nk buya prodach bubthey t e | |
indirectly lead us to buy them.

T: Thatdés a very good point. We have

we have a quotation: agree or disagree?

Dialogue 19:

T: What do you think about seeing a famous person advertising agi?od
Letb6bs assume | am Bergg¢zal Kor el and
you like to buy it?

S4: 1 am not sure.

S5: No teacher because it would probably be expensive.
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S6: I think rich people donoét need adver
very expensive brands such as Tesla or Porsche, people who can buy them

know about them and they wil/ buy such b
to see such brands for the poor.

S7: I donot agree at this point. Especi
requires some form of advertising. It doe
dondét know that a new product is avail abl
S8: | agree. This is how thetay well known.

T: Thatds a very good point. So, overall

adverts. What is used to make it more memorable and popular?
S2: Music.

S3: Famous people.

S5: A catchy slogan.

As a followrup, Peling asked the students to fognoups in the breakout rooms,
discuss the questions given in the task, and find answers to Thesmecessitated

them to interact with each other and work togetAarfigure 40 showselow, the

task required the students to work collaboratively, disthiesquestions 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 gtoupsmplete the
Speaking taskin 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 skilld,asutviheir
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).

lets

i
-’ L

What are the different types of advertising?

What types of companies choose each type?
3
What is the most popular way of advertising in Turkey?
3 ==
What is the most advertised product in Turkey?
)
b/ @
N -

Figure 40 DiscussionTask
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In Lesson 2, Pelin showed teaching performance of 4C at low and medium levels. In

this | esson, Pelin carried out the Adisc
on the topic of @Educ astatiestadentsSorelmborate dne d s
t heir ideas and to justify their ar gume |
should schooling start?o, AWhich educat
Why?0. The dialogue bel ow thedsoussiors.ow t he

Dialogue 20:

S1: I think it is not directly about the types of schools. It is about the system. |
think the Turkish education system needs innovation. We just try to get a high
score, pass the exams, and graduate.

T: | see your point.

S1: | 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 e
lessons.n t he Physics | esson, we used to

any experiments.

She also conducted a vocabulary exercise about sodlatéd collocations.
Following that, she carried out a listening activity which required making inferences
and drawingconclusions 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 figurél below shows the tksand the student outcomes.

3a m Listen to three people

talking about their education experiences. Is each
person positive, negative or neutral? -

T: What are your justifications? Provide your notes on the whiteboard.

good experience I had a great time.

school was waste for him

I did not study and I failed I
It was hard to get place. had many mistakes.
I have to speaking
seminars every week.

It is making progress
genera iy.
Then I take an exam again

and I failed again

Figure 41 ListeningTask
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Lesson 3 was one of her good examples of integrating 4C in online flipped EFL
instruction.She first conducted a netaking activity in this lessoto develop the
studentsdé ALiI st eni ngmtoswkrk ih greaups toTplegare,an s he as k
examrevision material for their classmates. The figure below illustrates the stages of

the task.

PREPARING YOUR FRIENDS FOR THE CUMULATIVE EXAM

Aim:

To learn and teach related vocabulary and grammar structures.
To practice related vocabulary and grammar structures.

To enhance group work.

Process:

-Every group has a unit to work on from the book.

-You have to prepare exam worksheets for your friends.

-Every group should have to prepare 1 material for their unit. (It can be
KAHOOT/QUIZIZ/QUIZLET for vocab teaching or grammar points, or you can prepare
a Google docs just like I did in the class. If you have other ideas such playing a vocab game
or explicit teaching with a poster in the class, they are also welcomed)

-You are free about how and where you prepare your revision material.

-In your groups, please have a labour division first. Decide who is going do what.

Figure 42 Revision-materialTask

This task required the students to use their 4C skiltsgate 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 othene lnialogue

bel ow, the students decide on preparing a

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,ter e i s Arestrictedd here as well
vocabulary glossary, but shall we make use of it too?

S1: | think we can also select some nice words from different parts of the unit

in addition to some words in the glossary section. Forexamyp@e, d on 6t need

to teach fHAapproacho because it is recent
which we have difficulty with.

S3: Exactly. | agree. We can choose some words from reading texts as well. |

wi || select some words VY hatbDolnddorydtu Kmow
t he meani ng wedanchamged,toomor d ? O

S2: No, it is okay. There might be different words which we have difficulty

with.
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bullying (n) @
~ [ 2] < 1 upsetting and )

frightening someone '
RESTRICTED(ad))

.®

smaller and weaker,

I
5 J
Vs \ coerce.

Figure 43 RevisionMaterial

In her lesson plan, Pelin reflected on 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.do this, they needed to think
critically. (Excerptl(8, Pelin, Lesson 3)

They discussed the task and gave feedback to each other about it. | saw that
they had a division of labor to complete specific parts. (Exd€§tPelin,
Lesson 3)

Lessons 4 and5 were assessed as low teaching performance in terms of
Collaboration and Communication skjliehile CT and Creativity were higher in

these lessonsPelin used audio and visual materials in these lsssoninitiate

Api cture di scus s i Belinsfrequemtly diseditdesestechnges ton s 0
foster t he s reatigeetmnkisgoskillE€ Howaverd thecessons lacked
activities and tasks to meet the criteria of Communication and Collaboration in the
checklist. Although the students were askedréepond to discussion or video
questions that were posed in these lessons, they did not work in groups (COLa,
COLDb, COLf), present some form of knowledge (COMa, COMb, COMc), and create

a joint product (COLc, CREe) with their peers. However, higher pedoce scores

were obtained in Lesson 6.

Pelin obtained high scores for fostering CT, Collaboration, and Creativity in Lesson
6 in which the topic was fATrendso. Pel i
prepare presentations hab oMotr | ”dTor. e nTchse ifn gTu

below illustrates some topics that the students chose to present.
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Trends In Other Countries

Eurovision

A Song Competition since 1956

Turkey won once

Turkey left the competition because of the politic

sssssssssss
Qv reasons in 2013

Figure 44 StudentPresentations

During the presentations, Pelin asked some questions to open up the discussions and
have students compare/contrast their arguments with each other to cdinciade

different perspectives.

Dialogue 22:

T: You said that people are poor anded to earm 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: | think developed countries get the money of people livirdgireloping
countries thanks to the coin business.

S2: | 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 dsibased on

poor economic factors or our wish to make easy money in our nature?

S3: Teacher, we believedimore we earn, the happier we will be

S4: | think it is not just because of that. Living conditions push us harder to
earn moe and more.

T: Verygood, 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, that 6s wiltiytpledrn mod to meetlowr heeds.as e, we
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
guestion concepts dechoamgdi ieasgomoneyqge #fHbr
Ahuman natureo. I n anot her dialogue provi dec

YouTuber o, the Apopularity of American coffe
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Dialogue 23:

T: Why do you think Starbucks is sqptar in Turkey? In Italy, for example,

it is not that popular.

S8: I think there arendt many al ternat
S9: To me , Tur ki sh peopl e |l i ke the
international brand too.

T: What about being a YouTuber? Why do you think people follow them that

much?

S9: | think they reflect our society. Sedat Peker talks about things that people
avoid.

S10: People like wasting their time.

S11: I dondt agr ee witlkihg agoatihe ecbnonsye e a
or politics. It is said that there i s

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 thingexcept 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: | follow a few travelers on it because | want to see different countries in
the futurel dondét know other Youtubers or T
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 wiout 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: | think most of it is a waste of time. It is not good. We have a neighbor
here and theydve 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 lestawed that Pelin used

Adi scussiono, Aque tdi pmieseh,t aandnd8ot adere
to foster 4C in online flipped EFL instruction regarding the fact that the lesson met

most of the suiskills of 4C in the scoring criteria of the adtklist. 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
Coll aboration were found | ower. eRsd i n co
YouTube and Voicethread as technol ogical
Creativity skills. She started the | essa

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 46illustrate the task and student comments on Voicethr&pdrt

from these twodsks, 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, he st udentsd communicati on

skills werelimited in that sense.

e writing graffiti

* making personal phone calls from work

e taking small items from hotel
bedrooms when you are a guest

e saying nothing when you get too
much change in a supermarket

e parking in a space for disabled drivers

e driving at 20km/h more than the speed
limit on a motorway

¢ finding a wallet/purse containing
money and not taking it to the police

e buying an essay on the internet

e making your CV/resume better by
not including information or putting
incorrect information I

e not giving all thesfacts when making

an insurange ¢laim

Figure 45 DiscussionTask

don't think if's 8 crime to draw
orafit. Because it's a kind of art
and it makes our streels beautiful

For me bigamy is a
crime, because
people should not
marry to more than
one woman.

For me genacide is a crime because
paopke of all races, peopie of all
religions have the right to be free. -+

Figure 46 Discussion tasktudent responses

Pelin designed a | esson .algsaon B8 was evaliated i me 0 |
as having high mean scores factivation of the 4C. In this lesson, Pelin used

Adi sc,ute sipmesti onmadge IO wainawifimud ttiechni ques
of 4C. The lesson started with a discussion of ordering the reasons of crime from

most important to the least important.eTigure below illustrates this.
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Top 10 Reasons for Crime

*Unfair judicial system

Can you put the reasons in order of importance?

Figure 47 DiscussionTask

Pelin discussed this ordering by askihg students questierio explain their reasons

and justifications for their arguments. The dialogue below exemplifies this

interaction.
Dialogue 24:
T: You marked dAunfair judicialthabystem

is. What do you think about the judicial system in Turkey?

S2: Teacher, actually, | disagree with that. | think it is one of the most

important issuesWhen 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 ttg change the laws about domestic crimes

or womends cri mes. Do you think it W
issues?
Can it change peopleds behavior?

S6: Teacher, I think it is related to our culture.
T: What do you mean?
S6: | meanTurkish people tentb commit crimes because we fight a lot, like

A

Ar abs, and we dondt obey the rules n
working. We dondét change our behavior.
T: Very interesting. Thank you. Any other ideas?

Then, she umaede It hwtecdnmuertaamalyze the movie trailer of
ACruel |l ao. T h e dghe brebkouat rodoms ared ragked doeandlyze tthe

trailer from different aspects. The task also involved the analysis of the main
character in the trailetn that sensehe studentsvere 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 beftmehis way, Pelin designed the

tasks and activities in this lesson carefullydi®@ vel op t he stThedent s o

figures48 and 4%elow illustratenow the tasks aimed to foster these skills
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* WHAT DO YOU NOTICE ABOUT ?
* ROOM 1:WORDS AND TEXTS(aigns. posters, ecreena)
* -What kind of vocabulary ie there?

* ROOM 2: SOUNDTRACK (Music, song, specch)

ROOM 3:VISUAL INFORMATION(Clothing, acenery.
images, symbola and gesturea)

she was wearing
white dress firstly,
but then her dress

Ihl; =l turned to red.She
planmslyi might have wanted

to show your anger
inside and she may
pest have wanted to look

control

There are many

. violent scenes, she
enemy of the looks pyscho. She
leading girl. might have a

trauma in her
chilhood.

Figure 49 Video task student responses

Character Analysis

Room 1
We think that she might have When we contrast with
wanted to take a revenge or she Harley Quinn;

may have wanted to punished

we can observed that both
someone. She looks very angry,

she must have experienced bad of women looks like
events in the past or she might similar. For instance their
have had trauma in childhood. apperiance, their attitudes.

Therefore, we don't think she is a h of th
pyschopath. She enjoys what she Both of them wanlslto
does. Also, she looks like attract other people's
powerful, different and crazy. May attention.

be she wants 1o attract other

people's attention.

Figure 50 AnalysisTask

CHARACTER ANALYSIS

Room 3 i
We
Cruella looks W i Josad sl
fearless because they
:::"’" ""‘;2“'...':.* like
Cruella's main magic
character is abilitles. mmm“ of them
ambitious and revenge and
brave. rebel against the
Maleficent.
e
hMah Behaving mmw
character badly because ve magic
5 of them
wants L .
are
revenge uninvited and showed

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, shebtained three high scores in Lesson 3, Lesson 7, and
Lesson 8Table 24 below indicates the mean scotbat she obtained based on her
performance in each lessgkccording to table 24, it is seen that Sevin integrated the
4C into her lessons at mediusvels. 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 scorstering the skill of
Communication in all the lessons since shd not ask the students to structure any
information or present their outcom@$ough the students communicated with each
other to some extent to complete the tasks, theskills of Communication in the

survey were not activated much in her lessons.

Table24Sevi nds 4C I nstructional Pr a

Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson Average
Sevin 1 2 3 4 5 6 7 8

CT 067 067 083 050 050 0.67 083 050 0.65

coL 067 050 083 050 050 0.67 067 067 0.63

COM 020 020 040 020 020 020 0.20 040 0.25

CRE 060 060 080 060 040 060 080 0.80 0.65

Sevin showed a high | evel of perfor mance
Lesson 3. Thentegrated lesson focusedn fiSpeakingo and AWrit
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. Tigaré below shows those

missions.
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Mission 1: Suppose that you live in 2050s.Imagine the life in those
years.Give some details. Add some pictures to your group page. (4
minutes)

Mission 2: Choose a product/item which has a profound effect on the
society then and introduce it to us shortly. Add a picture/photo of it. (4
minutes)

Mission 3: Try to write as many sentences as possible about the effects of
this item on people's lives using the effect essay target vocabulary. (10
minutes)

Figure 52 DiscussionTask

In one group, the students discussed possible technological items that they could

wor k on, contrasted their peers6 argument s

following dialogue took place among the students.

Dialogue 25:

S1: | have something in my mind.
S2: What is it?
S1: There is a mattress on the internetolindd i ke ALong Live Tur ke

when you sit on it.
S2: Come on. We are talking about the 2050s. It wbealtbo political.

S3: | agree. What about wearable technologies?

S2: Thatodos good.
S1: Yes, it is way better than a mattress

Following this dialogue, the students shared the worklosskarchedhe internet,
discussed the suitability of what they found, and prepared their presentation on

Jamboard. The following figures below are some examples of their presentations.

Global warming will be disappearing thanks to no fossil fuels use
Heat-regulated clothes can stabilize your body temperature .
regardless of the outside environment.In this way, we can
protect from possible ice age or extreme temperatures

due to smart clothes, we will be able to spot our diseases such as
heart attack and acl damage without any symptoms.

Wearable technological clothes will affect our life positively. These are
virtual glasses, smart watch and sweats which are regulated by body
temperature Advanced technology will result in increased Income Inequality

D

Figure 53 StudentPresentations
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1: Today, everyone wants to own a car, but in
2050, everyone will want to own a spacecraft

e will probably be able to stay In space hotels

3:People who live in 2050 will organize short tours

to space and stay there when they want. This
situation results from their own spacecrafts and
hotels there

The widespread use of space transportation causes the
borders of the country to lose their importance

These will enable someone living in 2050 to reach the other side of the world

People will be able to comfortably travel space because of abolition of borders

Figure 54 StudentPresentations

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 time future along with their justifications in

specific usage. In her reflection, Sevin stated thatsheude nt s O6wascr eat |
activated since t.h&hgindicatedeahatfihe studentsadtivelp at i v
engaged in the 4C through discussioresearch, thinking about possible future
developments, working collaboratively, and presenting their group ideas to the class.

The excerpil10below explains how the students engaged in those skills.

As they are digital natives and interested in techngldlgey 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
interestng and creative photos about their discussions added to the Jamboard
slide. (ExcerptL10, Sevin, Lesson 3)

The other lesson in which Sevin obtained high scores in the integration of 4C was
Lesson 7. The focus of this eviedesgoedawas i
Writing lesson to engage the students in 4C. The lesson startea difitcussion,

ALIi fe Befor e an dfolbied a stefpy-sep Approachaawyiting a
AContrast Essayo. This approach involve
discussing them, and producing a written outcome in an essay format as a final
product The dial ogue belowthlis&@i emgemphdf Bess
Asharing ideaso took place in the -l esson
pair-share (TPS) format. The students first thought about the topic individually and

then paired up to share their opinions and learn frach ether.
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Dialogue 26:

T: What do you think abolife without thelnternet?

S7: | think it is also crucial becausee now haveonline education. We can

find any information on the web with a mere click. Before that, people used

to spend a lot of time ilibraries 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: | think | would like to live because although things are e#&sido or to

be reacheé right now they are devalued. In the past, everything was valued

more, and people used to think and try to produce something with their

ef forts. ,rayx dbamdery oldasrooned.

T: No, thatés a very good mmwmpgoback Somet i me
to the basics. We need to make some efforts and create more.

S6: | partially agreeteacher. Yes, we need to work on things more, but
technologymakesour | i ves easi er. Il woul dndét trav
instance, for hours or evenyda

Following the discussigrSevin 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 student s ab o ubfterthdreaflirg pditeSevinrpetthe he | nt er
students into groups to write a Contrast Es&yydoing so, she aimed to fostie

active use of the 4C by the studeritbe figure55 below shows the details dfie

task.

Write a Contrast Essay.

Write an essay of 250-300 words. Your essay must have an introduction with a clear thesis statement, 2
body paragraphs with relevant supporting ideas and a concluding paragraph. Your ideas should be
organized properly. You may use the ideas listed below or your own.

"Contrast life before and after technology.”

*Career

*Family relations

*Education

*Daily life

*Habits

*Social life

Figure 55 Writing Task

In doing so, the subkills 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 shills of Communication (COMa, COMc, COMe) were

not acivated since they were about the presentation of knowledge in some ways.
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Lastly, with the least variety of techniques employledl O )

AC of the 2i“century skills in online flipped EFL instruction. In her instructional

Ne ke

attempt

practice,she only obtained five high scores in her performance in Lesson 1 (CRE),

Lesson 2 (CT), and Lesson 3 (CT, COL, and CRE&ple26 below summarizes the

scores that she obtained in each lesson weekly.

Table25Ne ke 6 s

4 CalPracticé r uct i

on

Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson Average

Neke 1 2 3 4 5 6 7 8

CT 0.67 083 100 050 033 0.67 067 033 0.63
CoL 050 0.00 083 067 067 050 067 050 054
COM 040 020 040 040 040 060 060 0.20 o0.40
CRE 080 040 100 060 020 060 060 040 0.58

In Lesson 1, Seviscored highndev el opi ng

followed by CT, Collaboration, and Communicatioaspectively. The topic of the
| esson
| esson
Figure 56 showshithis task, the students were put into groapdasked to discuss
two of the statementhey chose. While discussing, they were asked to approach the
statement from opposing viewpoints and take notes of the ceadetes to refute

them.

was AEducat.i

started wi t h

6

ono,

a

Work in groups to discuss the following.

a
fidi

Schools should spend more time teaching the skills

eople need to get a job.
pPeoy g8 J

Education is basically a social experience. The

atmosphere is the most important thing.

There should be no private education. All children

should attend state schools/universities.

The purpose of secondary education is to prepare

vou for life.

Examination results are the most important aspect of

education.

the studentso

nd t he

SCUSSI

Academic achievement depends mainly on your teacher.

Teachers should be paid according to the exam

results of their students

Sport is the most important subject at school.

Figure 56 DiscussionTask
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Following t hi s t ask, Neke completed vocabul ary
I mprove t he student so vocabul ary knowl edge
analyzing the reading text and dr-sexwing ideas
schools or Mixed SchosloAf t er completing the reading t:
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 raalormation from the InternetThe

anal ysis of the |l esson revealed that Neke e
in this lesson more than the other skills by carrying out a Writing Rsgarding

Creativity, the sukskills CREa, CREb, CREd, and CREeere 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 CTEKills. The other two

skills, Collaboration and Communication, were found less in tefrttgeir subskills

such as COLb, COLd, COMb, and COMc.

In Lesson 2, she obtained the only high scor@mtiegratingCT in her teaching. In

t his | esson, she focused on ADesigno and c
vocabul ary and develop the studentsoé reading
and was limited inntegratingCommunication and Creativity. The orpgrt 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 collecteefadenc

the groupso ideas. To do so, they needed toc
justify their arguments. Other activities were about vocabulary and reading

comprehension. The figure shows some of the questions that were discussed in the

groups.
InhLesson 3, Neke obtained three high scores
studentsé CT, Col |l abaer atTihoen,| easnsdo nCri enavtoil wietdy

di scussiono and AThinking Hatso as the main
discussionp ar t , Neke showed some pictures of di f
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 astt to judge the possibility of such crimes in real life. Figatte

below showne of these cases.

¢ Do you like to design things? Can you give an example?

+ What kind of people are good designers?

+* Do you think design is more important than function? Why?

Figure 57 DiscussionTask

7

Two foolish criminals in
Colombia face armed
robbery charges for trying
to rob an Internet café.
When they came into the
café, they seemed to be
normal customers. They
rented two computers and
sat down for a while. When
it came time to pay, they
took out guns, refused

to pay the bill, and stole
money from the cash
register. Unfortunately, one
of the robbers had forgotten
to log out of his Facebook
account. Police used the
data to look up his home
address, where they found
him, and took him to jail.

Figure 58 Example @ime Case

As for the final t ask, Neke wused the AT
activity to develop the studentsd 4C ski
students into groups and asked them to choose a crime from the reading and a hat
from the Ist. Then, he students were asked to analyze the crime case from the
perspective of the hat it representfie students discussed the caseytbhose in

their groups according to the type of thinkitigey representedlhe figure below

shows the colours drtheir type of thinking.

183



White Facts, figures, information
available

Red Emotions, feelings, intuitions
without giving reasons

Black Identify faults, weakness and
what could go wrong.

Yellow The value, benefits, or
advantages of something

Figure 59 DiscussionTask

In the dialogue belowit is seen thaS1 analyedthe case in Red Hat while S2 in
Yellow, S3 in White, and S4 in Blackhe 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 acoguwhich will benefitus. Maybe if we
punish them, they will understand their mistakes.

S4: I canodét wunderstand how they could mal
mistake not to clean the search history.

S3: | think we could find them even if they hadred out or cleaned the
search history because we can still find it by checking the historical data of
the main computer.

S1: However, we dondét know their | ife anct
situation went bad. Maybe they donét have
S4: Yd, 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 wondét do such
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 findtbeir 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 poar in need of money terribly, they should be
anxious or worried, but here they are too relaxed. They use the computer

before the robbery. | dondt think the)
S3: There is more information. These guys speak Spanish. We search people
who spel Spanish.

S2: | 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, afabing too much time there.

S3: One of the robbers takes the ma
S4: Another thing is that they didn
If they had worn a mask, the police had difficulty in finding them bsedhe
Facebook account could belong to someone else.

S1: I think robbery or a crime is not an easy thing. | am sure they have a very
important reason for doing that.

S3: | think they are not that smart because if you want to steal something or
money,yoo s houl dndédt wuse a computer there
or fingerprint.

«
“

l—PO)

n
0

S2: I't seems that they are amateur s.
S1: I agree. It might be their first ¢
important reason for doing it.

After this task, Neke regrouped the stu

students wearing the same color were asked to write andthgr lssed on the

thinking type of the hafThe 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 sermefdllowingfigures illustrate

t he st ud dhatttheywrosetby embracsdjfferenthat colos in the process

of approaching the stories from different perspectives. s een i n the ta
attempted to develop the sCTuGDeE rands<CRE 4 C sk
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.

There was a man who was under the pressure of the huge debt. He had to deal with mafia
to pay his debt. Mafia gave him three months to pay this debt. If he couldn't pay his debt,
Mafia would damage his family members. Unfortunately, he couldn't find this money.
He decided to hack the bank system to take the money. He tried to send a fishing mail
to the bank major. However, Major of bank realized and he was smart. He contacted the
police and the criminal was caught by police.

Figure 60 Red Hat Story
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Four genius people came together and started planning a bank robbery, but they made a
very big mistake. They want to download the plan of the bank which they will rob, but
they downloaded the plan of another bank. As a consequence, their plan didn’t work.
The door which they were trying to escape from was not the right exit. The plan was
ruined because they made the plan based on the wrong bank’s location. That was not the
only mistake they made. Because of the wrong plan, they turned off the electricity of
toilets, not the cameras. They were not wearing masks because they were trusting
cameras being closed.

Figure 61 Black Hat Story

Whenallcases were evalwuated, the results showed

performance omtegrating4C skills in online flipped EFL instruction was foundaat

medium level M=0.61). Neriman obtained the overall highest score (M=0.74) in

developing the 4C of the ZXentury skills in these lessgnsh i | e

Sevin and Nel

attained the lowest scores (M=0.54). Pelin and Fahriye followed Neriman with

mediumilevel scores in integratn, respectively 1=0.63,M=0.60. Table26 below

shows the weekly performance scores of the teachers in that $ab#e26 also

shows t hat when the i nstructor so

weekly tea

terms of their integration and activation d@ 4n their practicesthe research found

that all the instructors showed differences in their scores between Lesson 1 and 8.

While the highest change in teacher perfor ma
were minor changes in Fahriye hangalin Sevi nds
scor e, Neri man got the highest score among |

with the lowest score and decreased her performance from medium to a lower level.

Table26Teacherso 4C I ntegrateson

Per f or mance

Lesson Lesson Lesson Lesson Lesson Lesson Lesson Lesson

4ac 1 2 3 4 5 6 7 8

Average

Neriman 0.73 082 078 073 069 054 091 0.73
Pelin 058 040 096 045 042 081 049 0.96
Fahriye 054 054 087 068 045 049 0.68 0.58
Sevin 053 049 072 045 040 053 0.63 0.59
Nek 059 036 081 054 040 059 0.63 0.36

Average 059 052 083 057 047 059 0.67 0.64

0.74

0.63

0.60

0.54

0.54

0.61
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The next section presents the results of the stad@eekly reflection data on their
engagement witlthe 4C of 21-century skills and the survey data that shows their
confidence in using these skiligter engaging with therm an online flipped EFL

instructionbetter tounderstand the teacher and learner aspects in this research.

4.3.St u d eReflectiohs and Experiences

The current study aims to investigate b
experiences with 4C of 24century skills in an online flippe&FL environment.
Therefore, the following sections introduce the qualitative qurahtitative results of

the data obtained from the student

4.3.1.Student Reflections

This section displays the analysis resu
provided after each lesson in eight weeks. The figure below summarizes the coded
segments based on the 4C. In total, there were segnfredd$) that provided the
studentsé reflections regarding their us
environment. Of these, 34%~=(53) of themreflected ontheir CT skills. CT was

followed by Collaboration f€134) in 30% of the reflection. While Creativity
corresponded to 20%=87) of the statements, the students provided 16 % of their
reflections on their communication skills={1). While 64% of their total reflections

was found to refeto CT and COL, 36% of the reported reflections constituted CRE

and COM. The next suksections present the studerireflections on their
engagement with each of the 4C skills in an online flipped learning environment and

the factors they perceived as ionfant in shaping their engagement with these skills

in EFL.

34% (153)
30% (134)

Critical Thinking
20% (87) Collaboration
16% (71 Creativity

B Communication

Figure 62 Distribution ofst u d ereflécsons on their 4Gkills
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4311Studentsd6 Reflections on Critical Thi nkir

Accordingtothepar t i ci p a 8, the data shewel that C¥(53) was the

most reflected skill of the 24century skills in online flipped EFL instruction, which

composed 34% of all the reflections. When CT was analyzed, it was seen that two

broad themes emergedngiamgmemkat dawt ah EActi cal
(f=152) and ADynamics i n Engé&heThefiggre wi t h Cr i
below illustrates themes related to CT.

Critical Thinking

Active Engagement with Dynamics in Engagement with
Critical Thinking Critical Thinking

Figure 63 Critical thinkingrelated themes

The figure64 belowshows that the participants reported how they engaged in CT
and the factors that affected their engagement in online flipped EFL instruidtien.
further analysis of their reflectionsrevealed two categories dheir A Act i v e
engagement with Critical Thinkig 0 : a-prdehthirkihgeskills f=98) and b)
lower-order thinking skills f£54). The figure64 below represents these categories.
These two categories involve further stdiegories that were shown in figure 65 and

explained in the following section.

Active Engagement with Critical Thinking

Higher Order Thinking Skills Lower Order Thinking Skills
(HOTS) (LOTS)

Figure 64 Critical thinking theme and categories
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of the total number of the participants:
skills (f=152), 64% of them indicated that they engaged in CT at hmyder

thinking levels (HOTS) in online flipped EFL instructionwhile 36% of them

showed that their decisiemaking for CT was at lowesrder thinking levels

(LOTS). The category of HOTS consisted of three codes: a) cré&<hé),( b)

evaluate f£30), and c) analyzé<12). Thesub-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), Q)
organizing (f=1), h) attributing (f=1). The figureslow illustrates the relationship

between the category, codes, and-sobes of the first theme of CT.

Higher Order Thinking Skills (HOTS)

Generating Planning Producing Critiquing Checking Differentiating Organizing Attributing

Figure 65HOTS inCritical Thinking

As seen in the figure, the participants repordetively engagingn CT at analysis,
evaluation, and creation levels. While the analysis level required the participants to
delve into an idea, topic, or task by breakihigto its components and seeing how it

was formed, working on the evaluation level required themake 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 whotteagidpa

final product in line with the assigned task.dmalyzing a mat&l, the participants

reported that they differentiated the components of a material or task fgiven
compl et e an activity. Since t his | evel
Adi scriminatingo of i deas, t he heathet i ci pa
two. The following excerpts provide information about how the participants

differentiated the materials.
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We consideredsome ideas antbund the most relevant one related to the
activity byeliminatingthe irrelevant ones. (Excerptl, Class 2, ek 3)

We talked about crime ardiscussedhe reasons for committing crimes. We
chosethe most important one aftelecidingtheir degree of importance and
worked on that to do the activity. (Excefdi2, Class 5, Week 8)

Besides dAdifferentiatingo, one of the parti
text i n terms of its authoroés perspective ar
the |l evel of fAattributingo. The foll owing ex

We were told taanalyzea text from the author's perspective while writing it.
(Excerptl13, Class 4, Week 1)

The participanstudentsalso reported that when they were asked to analyze the given

materi al , one participant stated that they \
the one relevanideato the task in thie decisionmaking processAccording to

Bl oomdés temgeaommpneht of Aanalyzingo, norgani
to the other processes. In the following excerpt, the particgiadentexplains how

they were involved in it.

While working on the activity, weanalyzedthe given material first to
understand whatve were asked. Then, warganizedour ideas aftegoing
over and discussingthem with the group members. (Excerpt 114, Class 1,
Week 3)

Theparticipantsdé reflecfievnbualideaswhienkeéeicat ed
reaching a logical result while completing an activity. As shown in Ei@,the

Aeval uati ono Accfr iitd eqaus nigmov alhwewes deas found. TI
that they evaluated their ideas brptsijudgingo
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
decidedby consideringthe current time and the past, the differences and
possible possibilities, and the pros and cons. Before preparing our group
presentation, wevent overthe ideas we found arnddgedthem considering
whether they were good enough tepport our arguments. (Excerfi5,

Class 3, Week 7)
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€ Then, | evaluated the opinions of my friends while completing the activity.
(Excerptll16, Class 1, Week 3)

Anot her dimension of fevaluatingo is f#fch
participants, it was reported that they
in a given task. As i n Acritigquingo, t
Atestingo their ideas to make sure that

ideasand completing the assigned activity or task.

| decided on what | was going to say afteviewingmy thoughts. (Excerpt
117, Class 1, Week 7)

During the preparation process of the slides, with our group friends, we
discussedhe slides. In this way,think that it is accelerated to think about it
and decide whether we are in opposition or close to the idea presented.
(Excerpt118, Class 5, Week 6)

Regarding the final di mension of HOTS, t
processes of reaching fmal product. As seen in Figuré0 above these sub
processes consi st o f Afgeneratingo, Apl a
knowl edge. As for fAgeneratingo, Acoming
as generating knowledge. Regarding thi® tharticipants in the excerpts below
indicated that they generated ideas related to the accomplishment of the given

activity.

| decidedon my ideas byxchangingour ideas with my friends. For example,
we were going to write a story and my friends toatsgiving their opinion.
(Excerpt119, Class 3, Week 6)

| looked at the pictures and the questions in Peardeck. Thaéeyeloped
ideas to do the activity. (Excerp20, Class 2, Week 7)

Foll owing the generation of i deas, Apl an
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 thekidub

Apl anningo di mensi on of HOTS. The foll «

engaged in that process.
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| think abouthow | can convey the ideas that occur in my mind in a simple
way in English. | find it difficult to convey all of my ideas, but | try to
simplify what | have in mind angut them intaenglish words. (Excerpt21,
Class 1, Week 4)

We set upa plan to decide. Then, wellowedthat plan to finish the activity.
(Excerptl22, Class 1, Week 7)

Finally, in the process of #Aproducingo ideas
constructed knowledge after going through pr
ideas in the assigned activitidss being the suiskills of producing,generatingand

planningshows that the students went through these processes aBheadixcerpts

below indicate how the participants produced knowledge and engaged in CT in that

aspect.

We reacheda conclusion andompletedhe activity after discussing and
workingtogether. (Excerpt23, Class 4, Week 2)

€ t hveotea piece as in the example with friends with whom we shared
the same thought. | think it has been a very productive work. (Ext2tpt
Class 1, Week 7)

The weekly reflection data of the participatidentsshowed 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 skils.expected from
bottom to top in the taxonomy, the students also engaged in theseTialligure

66 below illustrates the codes and sudwles that were identified concerning the
LOTS of CT skills.

Lower Order Thinking Skills (LOTS)
/|

Figure 66 LOTS in Critical Thinking
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According to the figure, it i's seen that
Aunder standi ngo, and Aapplyingo knowl edc
Arememberi ngd some kind of kfadd and ebd g e i
ArecogrMaZ)i,ngunder standingo involves con:¢
knowledge by a) inferringf£8), b) comparing f€5), c) interpreting f€4), d)

explaining {=2), e) exemplifying f€1), f) summarizing f€1), and g) classifying

(f=1). Asfort he third aspect, Afappl yo, knowl ed
way in a given task by a) implementingZ5) and b) executing£2). Regarding the
process of Arememberingo, t he opretrieted ci pan
some previous knowtige 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.

| decided my ideabased orthe stories we worked out from the boaksd
my daily life. | rememberedome ideas from them. (Excerfit5, Class 1,
Week 8)

In the first speaking exercise, | talked about my own life, things that upset
me, etc. Therefore, | kind sEmemberedhem to proceed in answering the
guestions. (Excerfd26, Class 2, Week 7)

The participants al so oraenufiedsoend knowhedge t hey
in the process of deciding on and developing their ideas. The following excerpts
show that the articipants identified the knowledge given in a task or activity while

remembering what they already knew about that topic.

| give direction to my ideas based on the information | have learned about the
subject.Rememberinghe similar grammar rules inithexercise helped me
form my sentences. (Excerp®7, Class 1, Week 3)

| made connectionwith the things I learned before. | tried t@emembeilthe
prepositions that we learned to match them with the words given in the
lesson. (Excerpt28, Class 5, WeeR)

The second cognitive process | evel of LO
in an activity or task. To do so, the participants reported that they frequently

benefited from Ainferringod meaning in a |
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| tried to answer the questiong imaking inferencefom the examples there.
(Excerpt129, Class 1, Week 8)

| tried to make inferenceffom what | saw in the visuals and heard in the
listening parts. (Excer@30, Class 5, Week 5)

The data also showed thaompanfegpodi kgowivadgé
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 theegzroaf idea

building.

| developed my ideas by listening to other people's opinioncamgpbaring
them with my ideas. (ExcerfiBl, Class 5, Week 7)

There was a photo our teacher opened on Peardeck and she was asking a few
guestions. At that moment, | thought about my daily routinecancparedt

with the questiongnd then answenselated to that. (Excerf32, Class 2,

Week 5)

The data also showeadh at t he participants HAinterpreted:
the given material by converting the information available into another form. In the

following excerpt, the participanstudent reports that thetyied to interpret the

meaning of the words inhé given sentences and converted their abstract

understanding into a written form in words.

| looked at the post and thought about what | could do. I first tried to
understand what the words meant in the exercise and then tried to provide
definitions forthem. (Excerpfi33, Class 1, Week 4)

AExpl ainingodo was also found to be processec
making a causeffect link in the information provided in the activities and

knowledge created by themselves or their peers.

| n t adidty Wwesshared ideas with our friends based on the reading text.
After reading the text about endangered species, we were adisgddotors
that caused these animals to be in danger. (Ext@dpClass 4, Week 2)
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Regarding the pfygcegeée, oft iwasmplound t ha
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 thext that we read and from our real lives.
(Excerptl35, Class 4, Week 5)

As seen inthe figure 61 above the weekly reflection data showed that the
participants engaged in the funderstandi

read, listened to, or hahm the presented material.

| read the passage that we were asked to read and tried to answer the
guestions as much as | understood. When deciding on my ideas, | went back
to the text/section that | needed to read and understand what was given in the
text when necessary. The teachseked me t@ummarizehe general idea of

the text. (Excerp136, Class 4, Week 1)

Finally, It was found that the participa

to fiunderstando it in the given context.

| made my decisions based on the questions askedcaegorizedthe
answers related to the activity. (Excetf7, Class 2, Week 2)

Regarding LOTS in CT, Aapplyingd previou
was also found to be processed by theig@pents in the data. As explained before,
Aappl yingodo involves Ai mplementingd which
topic in an unfamiliar task. The excerpts below show the participants used their
knowledge of some grammar topics to answer the questiosed by their teacher. It

is seen that the participants use their toplated knowledge to answer questions

that are not directly about the structures themselves.

My friend asked a question that woulteljuire knowledge of the continuous
tense, so kaid what I'm going to do tomorrow according to that question.
(Excerptl38, Class 2, Week 1)

| answered by thinking about the activities | did in the past because | was
asked a question about the past, seddpast structures. (Excerp89, Class
2, Week 3)
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We tried to do the activity with my friends gingthe previous knowledge
that | had learned before. (Exceld0, Class 1, Week 8)

I n Iline with the process of Aappl yingo, t he
task by using the informatiolearned 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 interpretataoryway. We did it as it
should be within certain frameworkadhering tothe rules. So, | didn't come
up with much of an idea. (Excerptl, Class 1, Week 8)

| gave my ideas according to the examples given in the activity. | tried to do
similar work as n the example by following the rules there. (Excelfh2,
Class 3, Week 5)

Apart from how the participants engaged with CT skills in online flipped EFL
i nstruction, the data also revealed one f a
dynamico under the theme of ADynadkd cs i n Eng
the only factor,i C| a s s wabh ceportedl to have a negative impact on the
participants t u d engagent@nt in CTAccording to that, the students reported

early hours of English lessons as negative influence on their engagement with CT.

It was often difficult to thinkbecause there were times when | had a hard time
adapting to the lessons because of the class hours. (EXd&pClass 4,
Week 3)

To this end, thestudent weekly reflection data analyslsowed that the participants

actively engaged in HOTS more than L®1hrough the activities and tasks provided

to them in the | essons. ACl ass Hour o was se.
the CT skills of the participants. The next sdztion provides the results of the
participantsod r ef bnewith coommunicaton in bnfine flippedengage m

EFL instruction.
4312Student s6 Reflections on Communicati on

The analysis of thearticipants' weekly reflections (f=444howed that 16 % of

them were related to their engagement with Communicatidti). Thepar t i ci pant s 6
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reflectiors revealed two main themes regarding their engagement with
Communication in online flipped EFL instruction. The figure below illustrates these

two main themes.

Communication
Active Engagement with Dynamics in Engagement with
Communication Communication

Figure 67 Communicatiorrelatedthemes

It was found that the participants refl
Communi c &t3iegnoas( wel | as t he ADynami cs
Commu ni cfa3b)i Regavding the first theme, three categories emerged: a)

active participationfg18), b) respect for contribution$=(0), and c) peer learning

(f=8). The figure68 below illustrates the theme with its relevant categoridse

reflection data indicated that the participants reported their active engagement in the

skill of communicatior hanks to their fAactive partici

]

Active Engagement with Communication

@] ] ]

Active Participation Respect for Contributions Peer Learning

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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| have good communication with myidnds and we communicate through

the exchange of ideas. For example, | am presenting an example and we are
discussing this example. As | said, we proceed through ideas. (Edddypt
Class 1, Week 3)

My communication with my friends was quite good. Werked together to
solve the given problems by constantly exchanging ideas with each other.
(Excerptl45, 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 editssIlway, we

have been able to communicate both by speaking and writing what we think. |
tried to speak and write clearly. (Exceigs, Class 1, Week 8)

Anot her category that emerged from the dat a
for contributos 6 i n the online flipped EFL | essons.
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 communicatin to take place. In excegbelow,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 iddas. 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. (Excerpt7, Class 1, Week 8)

It was as much as it can be in online education. We argued while being
careful not to interruptach other. (Excerdi8, Class 4, Week 2)

We worked by understanding each other appropriately and properly. (Excerpt
149, Class 5, Week 2)

As for the | ast category, Apeer | earningo we
communicating with the peerof 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 constructe feedback to each other and told our shortcomings
without offending each other. (Excef80, 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. (Excetpl, Class 5, Wde6)

Apart from how they engaged in communication, the participants also reflected on
the ADynamics i n Enga g, emoh anmergediag the s€&€anchmu n i
theme related to Communication. Two categories were found related to this theme:

a) restricive dynamics f£24) and b) facilitative dynamicd=11). The restrictive
dynamics further constituted five codes: a) online educatieh?f, b) lack of
willingness {=9), c) task type f£2), and d) allocated timef=1). Besides, the
facilitative dynamicswere formed of two codes: a) willingness to communicate

(f=10) and b) topical interesiH1). The figure69 below illustrates the second theme,

whi ch I S ADynamics i n En g aitseaategortes, wi t h

Arestrictive dynamiacrsandthairsabcodies.aci | it ati ve

As for the category of Arestrictive dyna
main factor that restricted the communication between the particgbaaéentsin

online flipped EFL instructionAs the excerpts shobelow, the participanétudents
commented on the technical difficultiebat they came across andetimegative

impactof these difficultieson dealing with the assigned activiti&s.that regard, the

students had communication breakdowns on ZOOM sucbsaggl contact because

of internet connection. This prevented them to sustain healthy communication among

them.

DyI’Iﬁ[l'IIC‘i in Lm_as_cmcm \-\o]th Communication

I\

Restrictive Dynamic: Facilitative Dynamics

7N S

Online Education Lack of Willingness Task Type Allocated Time Willingness to Communicate Topical Interest

Figure 69 Communication theme, categories, and codes
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Our interaction was limited because it was online. For exann@ehad to

read the text and answer the questions. When | finished, | couldn't ask my
friends directly, and | guess so did my friends, and we waited for each other
in vain. (Excerptl52, Class 5, Week 1)

We did not have much opportunity to communicate |l vibelcause some
friends lost their connections from time to time. (Excdf®, 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 prepamg the slide, but there were communication deficiencies in the
presentation part. (Excerpb4, Class 5, Week 6)

ALack of willingnesso wa s al so reported
communication among the participants in the online lessons. Thesluatzed 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. | called out theiresmcouple

of times, but | could not reach out to them. | 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. (Excelp6, Class 2, Week 3)

No onespoke for a while after we split into groups. | called out their names,
but no one answered. Then, someone else attended the room. We started to do
the activity with him. (Excerpt57, Class 3, Week 5)

Communication is not always easy in Zoom. We damivk each other at all,
and since there is no bond between us, of course, there is no willingness.
(Excerptl58, Class 2, Week 8)

Regarding the role of Atask typeo i n [
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 excerptdelow 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. (EXt&9pt
Class 2, Week 3)

If it is a writing exerese, 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. (Exd&@t Class 3,
Week 2)

Lastl vy, it was riempea tfear tthaag k si ad d caad teidv i
the participants6é communication with ea
below reflected on the role of time in completing the given tasks and communicating

with their peers.

As in the previous activgs 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
adivity. (Excerptl61, Class 1, Week 3)

Concerning t he second category, Afacil
Awillingness to communicateo was addres:
sustaining the communication in online flipped EFL instructidhe participants

reported that their communication improved when they were willing to participate in

the lessons by sharing their ideas and actively engaging with their pedhat

sense, t hwilingsessua panticipated in the lesson and comitate 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. (Excdgi, 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, nigrest also
increases. Thus, the established communication becomes more open to
sharing ideas and increases efficiency. (ExcEft Class 1, Week 4)

My friends, like me, have always been trying to do better and respond better
day by day thanks to thetessons. We have ensured our communication and
participation in the lesson. (Exceri84, Class 5, Week 7)

Mor eover, It was found t hat At opi cal i nte
contributing to establishing communication among the participants. @tieipant

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.

| guess our communication seemed better in this lesson. Since the topic was
interesting, | think everyone agreed to talk and participate. (Exdét
Class 2, Week 8)

To this end, t he ski | Ycentufy skillcvwasnfounchtd ieat i ono o
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
subsecti on presents t hlatedpoatheir cobabopation skdlsd r ef | ect

with their peers in these lessons.

4313Student sd6 Reflections on Coll aboration

Of the total weekly reflectiond£444) provided by the participants, 30% of them
were related to the skill of Collaboratiol=133). The participants not only reflected

on how they engaged with the skill of Collaboration of th&@intury skills but also

the dynamics that they considered important in engaging with Collaboration in

online flipped EFL lessons, which emerged as two btbeanhes.

Regardingt h e t heme AActi ve Engagfedde thtee wi t h Col

categories emerged from thet udent s & onr thdr | eagagemenmtn with
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Collaboration. These are: a) establishing conserfs@8); b) peer feedback=18),
and c) labodivision {=16).

]

Collaboration

/

Active Engagement with Dynamics in Engagement with
Collaboration Collaboration

Figure 70 Collaborationrelated themes

]

Active Engagement with Collaboration

@] @] @]

Establishing Consensus Peer Feedback Labour Division

Figure 71 Collaboration theme and categories

The participants reported that their engagement with Collaboration mainly derived
fomfAiestablishing consensuso with their
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 fulfilla 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 partipants 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. (Exé&pElass 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.
(Excerptl67, Class 2, Week 6)

It's pretty good because we can always get a better one from our grogp mate
We are trying to decide which is the best for us. (ExcE#gt Class 3, Week
2)

The second category that constituted the t
Coll aborationdo was found to be fipeer feedb:
collaboration wasachieved 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.

| tried to make their ideas fit for purpe. For example, a friend of mine said
that students should study for exams. | proposed using a relative pronoun to
use the clause, so | combined it with the sentence of my other friend and
added it to each other saying that: students who want to be sutct®uld

study for the exams. (Excerp89, Class 1, Week 3)

If the ideas they suggest sound right to me, | approve. If it doesn't seem
appropriate to me, | say kindly that that idea is not beneficial for the activity
and | suggest an alternative ofexcerptl70, Class 3, Week 3)

| listened to my friends and evaluated their ideas. We did an activity on
Nearpod and | checked my friends' answers. (ExdgrptClass 5, Week 7)

As seen in the excerpi®9 170, and 171peer feedback is an importanipast 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 indichthat the participanstudents ef | ect ed on @Al aboc
di vi siono as the third category that contr
collaboration. According to the participants, sharing workload and distribution of the
responsibilities are necessary for completing tasks on ttmseeseenin the excerpts

172, 173, and 174 belothat labor division is an important asset in engaging with
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the skill of collaboration in online flipped instruction and the participantsvate
awareof sharing the workload to meet the goals of the task tiva@adjaborative
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. (Excellp2, Class 1, Véek 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.
(Excerptl73, 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. (ExcErgt
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 collaipovath

their peers. This second theme consists of two categories: a) facilitative dynamics
(f=46) and b) restrictive dynamic&(6) as shown in the figure below. The codes
relevant to the fAfacilitative cohyibubomi cs o
(f=20), b) active participationf£16), c) peer learning=£7), and d) task type=<3).
Regarding the restrictive dynamics, codes as a) cooperative bela8ioib] lack of
willingness {=7), and c) online educatiorf=) were found to be &ors that
negatively impacted the collaboration among the participants in online flipped
instruction. The figurer2 below illustrates the relationship between the categories

andcode$s ound rel ated to the fADynamics i n En

Regading the facilitative dynamics that contribute to the engagement of the
participants in coll aborative tasks and
f or ¢ o n tf320) wvas found to de tlje most frequently reported aspect of peer
collabaation. The participants stated that thesons had a harmonious group work
environmentand they showed respect for each

discouraging their peers. The following excerpt®, 176, and 17present some of

theviewsrepoged i n the parti ci Asaeenistbe excerptikthey 1 ef
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participants engaged in collaboration with t
contributions. These contributions were welcomed by the group members and were

not criticized or ngatively evaluated based on the degree of contribution. Being

Akindo and Arespectful o in online flipped I

facilitate collaboration among the participants.

Dynamics in Enbd_umnl with Collaboration

7\

Facilitative Dynamics Restrictive Dynamics

N

Respect for Contributions Active Participation Peer Learning Task Type Cooperative Behaviour Lack of Willingnes: Online Education

(o (o (o (o]

— — .

Figure 72 Collaboration themegategories, and codes

When | 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
consdered important by us. (Excerpt5, Class 1, Week 7)

| 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, | always try to do

the other one accor di rslies 9o dhat wg wokr oup mem
together and my friends do not feel any discomfort. (Excérpt 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.
(Excerptl77, Class 4, Week 1)

The second frequently reported=l6diothe emer ged
reflections of the participants. According to the participants, being active in the

lessons was important to engage in collaborative taslsactivities. 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 | shared our ideas in turn and discussed ouradeédasied to

reach the best result. (Excefy8, 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 differenteigs. Together with this, we completed the
slide. (Excerptl79, Class 5, Week 6)

The weekly reflection datfa7)was also raised byw e d
the participants as a facilitative dynamic in developing their collaboration skills.
Concening 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, éx@jained the parts
that | did not understand. (Exced&0, Class 2, Week 8)

Some of my friends focused on points that | 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. (Excerf82, Class 3, Week 8)

It is seen from the excerpts above that plaeticipants 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, esjadly when the topics are attentigmabbing

and not ordinaryLastly, regarding the facilitative dynamics in engagement with
coll aboration, the participants report
their collaborative behaviors. Accordgijrio 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 sharedamswers.

In a different exercise, we did today, we preferred to do it with my friends in
groups. (Excerpi83, Class 1, Week 4)

The activities we did, especially the speaking parts, played an important role
in listening to each other's ideas and shardenas in group work activities.
(Excerptl84, Class 1, Week 7)
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€ did some exercises individually, but t
activity. We did it together. (Excer85, Class 2, Week 7)

The excerpts above indicate that the type of assignédstasi mpact ed the stud
motivation to work collaborativelyExcerpt183, 184, 185how 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 ppeids. The other

excerpts highlight that speaking activities and competitions work in terms of

collaborative activities.Regarding the role of restrictive dynamics in engaging with

coll aboration in online f | i gg8eethergechast r ucti on,
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 completingthe activity individually, we checked our answers and tried
to find the right answers. (Excerf86, Class 1, Week 4)

We did it individually. Then, we compared what we did. (Excéfn, Class
1, Week 6)

In the joint activities, each student shared hir correct answer, and then
we compared the answers. (Excet@8, 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 togetheAs for the second code derived within the restrictive dynamics,

Al ack of A7)l was foumah te Hes @ nedative factor in the participant
studenté engagement in collaborative tasks and activities. The excerpts below
indicate that collaboration was negatively affected by a lack of enthusiasm and
willingnessto work together and complete thesignedasks.It is seen that though

some students were @& to participate in the activities, some others did not have

that willingness.

Sometimes, | 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 camrhat with. (Excerpi89, Class 2, Week 2)
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| couldn't work with my friends in today's lesson. When we went in groups,
theywanted to work alone. (Excerp®0, 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 studentso6 | ack of w
a restrictive role in devells.prhenegcerptshe pa
show that the | ack of motivation of sonm
i nteraction negatively. Fi nalfilywasalsb was

addressed as a restrictive dynamic in collaboration. The excerpt below gtaiws
studentsodo coll abor at i virethabsersewvera affected bg nd t h
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
connection and other technical issues a®dsrictive factor in collaborating with

others.

| tried to contribute as long as my internet allow8dmetimesl lost the
connection and tried tgoin the lesson again. This made me lose my
concentration and motivatio(Excerpt192, Class 2, Week 3)

To summarize, the data showed that the participants engaged in Collaboration in
three wayf facilitative aspects, which wasore than in restrictive ways. The next
section presents theeekly reported reflections of the participants on their use of

creativity skills in online flipped EFL instruction.

4314Student sd6 Reflections on Creativity

As seen in the figur@3 below, the students provided reflectiorfs§7) about their
engagement with Creativity in the lessons. While 89 % of the statenfren3 (vere

about the factors that affected their engagement with Creativity as the main theme,
11% of these statements=9) reflected their engagement with the skfllso, the
reflections of the students on their engagement with Creativity showed that the
students positively engaged with Creativitytirese lessonsThe students tried to

produce ideas by developing the adethat their friends put forwar@he excerpts
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193, 194, and 195ndicate how this positive engagement occurred among the
students.

Cl

Creativity
Dynamics in Engagement with Active Engagement with
Creativity Creativity

Figure 73 Creativity-related themes

We tried to generate new ideas while doing the given t&¥kstried to add
the newly learned topics and ideas to the activities. (Exd@@tClass 1,
Week 3)

Yes, | tried. | found new ideas about the task with my friends to open up more
topics. (Excerpfi94, Class 2, Week 2)

Everyone came up with an idea aniéd to create new ideas by developing
each other's ideas. (Excef®5, 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 newydeas
activating their creative thinking skills. To exemplify this, the following excerpts

were provided.

| am trying to be productive. | try to come up with some unusual aspects of
the subject(Excerptl96, Class 1, Week 3)

| did try. Thanks to these dsons, | usually like to say things that no one
would think of (Excerpt197, 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 creatkiaghskills
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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 dynarafeitizd

their use of Creativity skills. As seen in the figui#below, these dynamic$</8)

involve a) restrictivefE41) and b) facilitativefE€37) factors that were at play in this

process. The restrictive factors were composed of three ml@ments: a)
instructional designf£31), b) educational backgrount:§), and c) psychological
well-being (=4). The facilitative factors were found related to the instructional

design {=37). The figurebelow shows that the students reflected on thee ab

Creativity skills in online flippedEFL lessonsregardingboth the positive and

negative aspects. Although the number reflections is close to each other
considering the two dynamics, the restrictive factors in the dynamics of their
engagement witiCreativity are slightly higher than the facilitative factprevided.

The figure al so s howswhithhnsolved iurthersstdoodes t i on a
related to it and they were shown in figure layed both restrictive and facilitative

role in fogering the skill of Creativity as a 2Zentury skill in online flipped EFL
lessonsThi s shows that teachersod instructior
creative thinking skills both positively and negatively in online flipped EFL lessons.

O

Dynamics in Engagement with Creativity

VAN

Restrictive Dynamm\ Facilitative Dymmics
Instructional Design Educational Background Psychological Well-being Instructional Design

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 designf€31) of the lessons. The sebdes relevant to instructional
design were found: a) task tyffe17), b) allocated timeg%£6), c) class hourf£3), d)
topical novelty {=3), and e) topical interest=), which were illustrated in figure

below.

@]

Instructional Design

N

Task Type Allocated Time Class Hour Topical Novelty Topical Interest

Figure 75 Creativity category and codes

Regarding t he rfdl)é& emégingiviita Gréativity,ythe estiiden(s
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 indicatdtat there is no possibility in such tasks to benefit
from their creative thinkingThe 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. (Excet®8, Class 1, Week 4)

Generating ideas depends on the subject and the style of the activity. | am
trying to think differently in a work that requires me to think and want to
share my opinion. But, for exampledid not need to think extra while trying

to correct the error given in the sentence through the reading made today
because | 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 notspible 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,
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but there was one unrestricted exercise in which | tried to avoid simplicity as
much as possible and do something different. (Ex@8@tClass 1, Week 6)

Apart from the structure of the task, the quality of andsmal materials that are
used in the preserntan of a task or activity was also reported as another important
factor in using creativityln that sense, the students expected thepghtoking

materials.

| 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.

| used the image or keywords given to us during the idea development
process. If not, | tried to develop ideas based on my thoughts on that subject.
(Excerpt201, Class 2, Week 1)

Types ofquestions 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 sdithat | have produced many new ideas. Also, | 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 ourselvelserathan trying to find different ideas.
(Excerpt202 Class 2, Week 1)

The second subode related to instructional de s
(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. | think we carecom
up with much better ideas if we have more time. (Exc20gt Class 3, Week
3)

| tried, but | had difficulty in generating new and different ideas because there
wasn't enough time. (Excerpd4, 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 ideabuilding process starts with understanding the topic well and goes from

simple to complex.

| tried to come up with new ideas, but | didn't have enough time. Since my

ideas go from simple to complex, | need more time for better ideas. When |

dondt have enough ti me, t h205 Cladse3as are al
Week 5)

| am constantly trying to develop new ideas. | usually think for a while after |
understand the subject well and finally, a new idea comes out. It takes some
time though. (Excerf206, Class 4, Week 2)

I n terms of t he cont end f=8) Was aldo eepottel @Kk s , At opi
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 | i mit the participamtideds. Forapacity t

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.
(Excerp 207, Class 1, Week 3)

It cannot be said that | have tried to come up with many different ideas. We
answered questions from our daily lives or according to our thoughts.
(Excerpt208, Class 2, Week 5)

Regarding the contenttopi ¢al =R)mestalseest © o( al
found to be another restrictive sabde. 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\ypded by the participants.

It wasn't good because | didn't like the subject. (Exc2opt Class 2, Week
4)

Topics are generally not conducive to generating new or different ideas.
That's why | can't move forward even though I try. | do not findtopécs
interesting enough to push myself. (Exceétpd, Class 2, Week 5)
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Lastly, apart from the conten¢lated restrictive aspects of the instructional design in
fostering creative thinking stHH3jwatasoof t h
raised as another sutbde 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 foundsthe fir
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 ibded#ding process of creative

thinking.

Sometimes | get very sleepy or tired, | don't want to try to come upneith

and different ideas at such times. Other times | try to give different answers.
(Excerpt211, 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. (Excetp2, Class2, Week 4)

| can't come up with new ideas because the classes start very early in the
morning. (Excerpgl3, Class 5, Week 2)

As for the second code of the iIinfs@ructic
emerged as another restrictive dynamic amtwegparticipants regarding their use of
Creativity skills. The figure below illustrates the stdxles that are considered as

negatively affecting the activation of creative thinking skills of the participants.

]

Educational Background

] ]

L2 Proficiency Prior Learning Experiences

Figure 76 Creativity category and codes
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The weekly reflection data showed that the participants addressed their L2
proficiency (=4) as a restrictive dynamic in using their creative thinking skills. The
following excerpt214, 215, and 216how how English languag&oficiency may

limit the participants usef their creatie thinking skills

| tried to come up with different ideas. However, | could not bring an
effective ideageneration process because | had difficulty finding related
words and phrases to produemtences. (Excerl4, Class 4, Week 1)

The problem is the command of English to generate new ideas. | tried, but |
don't think it was enough. (Excergit5, Class 5, Week 1)

| think my English level is not enough to generate a new idea. A topic is
givenin the task and | concentrate on that topic, but it is not enough. | hardly
find innovative ideas and utter them in English at this level. (Excrt
Class 5, Week 2)

I n addition to L2 profi cif=@)remeyged ad anotheor | ear ni
subcode 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, | try to produce creative and humorous ideas in every activity although |
didn't use to do before at high school. We were just doing grammar and
vocabulary exercises. (Excei7, Class 2, Week 3)

| often had trouble coming up withew ideas because | was not used to it.
These lessons help me develop it. (Excgdgt 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 skillspegvious 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 les$beslast

category derived from the data regarding the restrictive dynamichvoé par ti ci pant s

engagement with Creativity whasi fgawhd to be
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the students. Regarding this, Co\ifl was reported as acting negatively on having

the participants use their creative thinking skills.

| try to producesentences and ideas but | sometimes feel bored and
overwhelmed because we are at home all the time. (Ex2égptClass 1,
Week 7)

My ldeas changed and developed according to my mood in the lesson.
Sometimes | don't feel motivated enough because of theepaic. (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 flippe&nglish language learning
experiences. As stated before, the theme
was divided into two categories, and t he
t he code fi ns =87 dheifigure ddlow diestsat whatdfact¢rs as
subcoded were found to be related to the
figure, frt3als) k atnydp efidt ofgb) were keporteal 1o doé pergaived(

as a positive dynamic in using the creativity skills of the pagrds in online

flipped EFL instruction.

]

Instructional Design

el Cll

Task Type Topical Novelty

Figure 77 Creativity category and codes

According to the participants, Atask typ
considered in promoting Creativity among students in EFL.sTheu d ent s 6 r e f |

below present the role of tasks and activities in that regard.
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Yes, | tried to generate different ideas while answering some questions. | was
able to use more original ideas, especially when answering-emsd
guestions. (Excer@21, 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. (ExX222pt
Class 2, Week 6)

Yes, | tried. While writing a story about the man who won lttéery, |

shared my new ideas with my friends and we produced a piece of text by
combining our ideas. We devel oped each o
ones. (Excerp223, Class 3, Week 6)

Yes, sometimes there is a competition between groups. We dxaneme
ideas to produce the best. (Exce2pd, 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 procesmsisted of thinking about what was
said before and filtering it myself. (Exceg#5, 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 audisual 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.

4.3.2.21stcentury Skills SurveyFindings

This section reports the findings of the®&&entury skills survey that thstudent

participants took as preand postest in the implementation. As explained, the

survey has 30 i t ems regarding t he four co
confidence in those skills. In the surve$eé Appendi¥), the CT component

involves the fist 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 afreativity. 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 prest and postest (e.g. CT1pré CT1post).As seen in

the table27 below, there is a statistically significant difference between théegte

and postest results of the survey for all of the constructs. The increased mean scores
in the posttest indicate that the students developed their use of 4C skills in an online

flipped learning environment.

Table 27 21stcentury 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 a7 .99583 .14526
CT3post 4.1702 47 .76098 11100
Pair 4 CT4pre 3.8936 47 .98321 .14342
CT4post 4.0638 a7 .73438 10712
Pair 5 CT5pre 3.9787 47 .60754 .08862
CT5post 4.2128 a7 .58741 .08568
Pair6 CT6pre 4.0851 47 .82961 12101
CT6post 4.1702 a7 .66982 .09770
Pair 7 CT7pre 3.6170 47 .87360 12743
CT7post 3.8936 a7 .78668 11475
Pair 8 CT8pre 3.7660 47 .66636 .09720
CT8post 3.9362 a7 .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  CT11lpre 3.6809 a7 .78315 11423
CT11lpost 4.2340 47 .66636 .09720
Pair 12 COL12pre 4.4681 a7 71782 .10470
COL12post 4.6383 47 .48569 .07084
Pair 13 COL13pre 4.3404 a7 .73059 .10657
COL13post 4.5106 a7 .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

Pairl9  COL19pre 3.0213 47 1.17009 17067
COL19post 3.0426 47 1.10252 .16082

Pair20 COL20pre 4.1915 47 71135 .10376
COL20post 4.3404 47 47898 .06987

Pair21  COM21lpre 3.5106 47 1.10084 .16057
COM21post 3.9787 47 .84672 .12351

Pair22  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 wé&®%, which did not

show a significant difference between the-fst and postest of these itemssde
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known to answer an inquiry quersditothendo ( p
i ntended tasko (p = . -Bp9 qQuéstions Gol dain iard e v e |

understanding of the wants and needs of

el ements into a complete producto (p =

leadtoc i t i cal thinkingo (p = .302) were fou
the post est were not significant. Regarding
polite and kind to teammateso (p = .173)

perspectivdas8sé) (pCthend!l déif off bowt eam meetin
coL17 Ai mprove my own work when given f
appropriate body | anguage when presentin
and mentally pr eparwerd meaauedygsd@0op indicatipg = . 9 2
that the statistical difference in the posst was not significant for these items.
Considering Acgommuwasatowmd that the iterl
progress toward goals &éan€OWNM24ad!| fcempl| ¢
without having t o ddenotindicate asgeificant diffgrence. . 0 6 6
Lastl vy, foaos dilclrentel gV aygyt CREBOavers fouhd ppsm CREZ
0.05, which indicates significance in the differendeetween preéest and postest

results meaning that the participant students developed their Creativity skills by
engaging in the tasks that they were assigned during the stoast.from individual

item results, further analysis was conducted to measure the changdee i
participation of the student3able28 below presents the survey findings showing

the change in the participantsod6 confi der
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 postest (M = 4.09, SD = .41) than in the gest (M = 3.75,

SD = .34). Collaboration was also found higher in the-pest(M = 4.19, SD = .43)

compared to the preest results (M = 3.99, SD = .43). Additionally, the results

showed a significant difference in the ptett of communication (M = 4.10, SD =

.46) amag the students compared to their-fgst (M = 3.74, SD = .55). As for

creativity, the findings indicated a significant difference between théeptgM =

3.71, SD = .47) and postst (M = 4.14, SD = .42). Finally, the table reports that the

students lsowed confidence in using their 4C skills in the gest overall (M =
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4.13, SD = .35) more than in their gesst (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.

Table28St udent sdé6 Confidence in usi
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 determinethe real measure of the construct(s). Therefore, as a further

analysiss o understand the effect sizeforn t

ng 4C

he mea

each skill and the overall pand postest resulisAs measured by Cohenods

effect sizewas cal cul ated as,d whiOcl 8s-thrgeve dica ené a |

effect, while it owdasnddcatiOng 7a fmediAuOnT , ef f e
Acommaion 6 d = 0. 52 indiGatng & raedicnu déffect €he skill
with the smallest effect size d = 0. 35 calculation was fadud b e fAcol |l aborati

When the prdest and postest results were calculated to reveal the overall effect
size, d = 0.78 was foundand it is considered a nelarge effect. To this end, the
student survey results indicagestatistically significant difference between the-pre
test and postest of the participants. While the descriptive statistics indicate that the
stucents developed their use of 4C in an online flipped learning environment, the
effect size measures showed that t hey
and ACTO skills wi t h medi um to | ar ge
i Commu ni c astwithosmall tosmlediumleffect sizes. These findings suggest
that the participants developed their use of 4C of thiéc2htury skills with an
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