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The Effect of the 4Cs of 21st Century Skills on Teaching English 

 

Meruyert Seitova1 

Abstract 

With the advances in technology in the 21st century, the skills required to be successful 

in life have considerably changed. English has played a leading role in implementing 

many of the educational changes and new approaches in the classroom since it is a 

global language. Therefore, the current study aims to investigate the effect of the 4Cs of 

21st century skills – communication, collaboration, critical thinking, creativity on 

teaching English. With this purpose in mind, a qualitative approach – thematic analysis 

design – was employed. Thirty two English teachers participated in the study. The data 

was collected through semi-structured interview. The findings of the study indicate that 

the effect of the 4Cs of the 21st century on teaching English is very effective. 

Keywords: 21st Century Skills, Communication, Collaboration, Critical Thinking, 

Creativity 

 

1. Introduction 

21st century is a period in which digital technologies are rapidly developing, changing, 

and spreading. 21st century skills are classified into three categories: learning and 

innovation skills, literacy skills, and life skills. Learning and innovation skills relate to 

the mental processes required to adapt and enhance a modern work environment. 

Literacy skills are also called IMT skills (information literacy, media literacy, and 

technology) refer to how people can discern facts, publishing outlets, and the 

technology behind them. Life skills focus on the intangible elements of every person’s 

everyday life both personal and professional qualities (Pardede, 2020). The acquisition 

of these skills includes not only the students but also other groups such as teachers, 

leaders, administrators. It is noted that the common core state standards of the 21st 

century skills framework 4Cs need to be integrated into the classrooms to produce 

students who are adequately prepared to face the new challenges of the digital era (Van 

Roekel, 2008; Varghese, 2018). Adding on, researcher Wilborn (2013) reported that the 

21st century 4Cs outcomes were clearly supported by assessments, curriculum and 

professional development. Therefore, especially teachers must closely follow 21st century 

skills and use these skills in language teaching. This paper focuses on the effect of the 

learning and innovation skills that are popularly called 4Cs. The first of the 4Cs is 

communication, defined as the ability to share thoughts and ideas. Communication 

competence in a 21st-century world consists of digital, interpersonal, written, and oral 

 
1 Assist. Prof. Dr., Khoja Akhmet Yassawi International Kazakh-Turkish University, Kazakhstan, 
meruyert.seitova@ayu.edu.kz  
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communication (Partnership for 21st Century Learning, 2011). The second “C” is 

collaboration, which describes the ability to work with others to achieve a common goal. 

The ability to collaborate is an increasingly important educational outcome because of 

the expanded emphasis that businesses and organizations place on team-based work 

(Partnership for 21st Century Learning, 2011). The third “C” is critical thinking, defined 

as learning how to reason effectively, use systems thinking, and make good judgments 

and decisions (Partnership for 21st Century Learning, 2011). The fourth “C” is creativity, 

which is the ability to create new and worthwhile ideas using a wide range of techniques. 

In addition, this “C” includes working creatively with others and being open and 

responsive to new and diverse perspectives (Partnership for 21st Century Learning, 2011).  

2. Literature Review 

Today, skills like self-regulation, creativity, productivity, and critical thinking seem like 

such a basic requirement. Language learners need to be able to think critically, solve 

problems, communicate, collaborate, find useful information quickly, and use 

technology effectively. Here are the some studies conducted on the 4Cs of the 21st 

century skills. For example, Harshbarger (2016) employed a pilot study that was 

conducted in the context of a fifth grade setting in a small and rural school district in 

northeastern Florida. Teachers volunteered to provide a two-week unit of instruction to 

their students that focused on the development of communication, collaboration, 

critical thinking, and creativity (4C) skills within the context of state mandated 

curricular content. The results revealed that teachers perceived their students 4C skills 

to improve over the course of the unit of study, especially after the first four days of 

instruction. One significant finding of the pilot was that teachers who subscribe to a 

more student-centered philosophy of teaching were more successful with implementing 

a 4C rich curriculum than teachers who preferred a teacher-centered classroom. 

Student-centered teachers also perceived more growth in their students' 4C abilities 

than teachers who were teacher-centered. 

Similarly,Levin-Goldberg (2012) also discussed how educators should use technology as 

a conduit to infuse the 4Cs into curriculum. He noted that many of today’s top 

companies demand that employees be able to fuse technology skills and 4Cs skills, and 

employers hold schools accountable for deficiencies. Strategies suggested for educator 

use in bridging the disconnect between what companies need and what schools have 

been producing include assigning real-world problems for students to resolve using 

technology and creating collaborative problem-based learning experiences using Web-

based resources (Levin-Goldberg, 2012). 

A study by Morreale and Pearson (2008) addressed the claim that communication 

instruction is critical to students’ future personal and professional success. The authors 

stated that a pressing need exists for communication instruction at all levels of 

education in public school systems. 
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According to Clabaugh (2008) there are more than 16,000 school districts in the United 

States, and nearly all of them boast of teaching critical thinking. Clabaugh reported that 

if one googles the words critical thinking, school district, and mission statement 

combined, one will get 182,000 matches. Yet the importance lies in teaching students 

not what to think, but how to think using higher-order cognitive skills (Tsui, 2002). 

Providing students with opportunities to think more deeply will help ensure that they 

are better prepared for the challenges they will face in their adult careers, as responsible 

citizens, and in their personal lives (Tsui, 2002). 

A study by Erdogan, Kursun, Sisman, Saltan,Gok, & Yildiz (2010) looked at reasons for 

and possible solutions to classroom management and discipline problems in technology 

classes. The study tried to understand underlying reasons for those problems and offer 

possible solutions. Data were obtained from a convenience sample of 14 school 

administrators, 14 teachers, and 17 parents. The results showed that students’ lack of 

motivation along with high numbers of students and low numbers of equipment 

resulted in problems with effective management. 

Considering some of the studies conducted on integrating 21st century skills into 

teaching it can obviously be seen that the importance of the issue has been realised by 

some researchers, educators and bodies actively taking part in education. However, the 

fact that teachers are the practitioners and facilitators of the systems in the classrooms 

gives higher responsibilities in terms of associating their teaching with 21st century 

skills. 

3. Methodology 

The study used a qualitative research design to answer to the following research 

question: 

What is the effect of the 4Cs of 21st Century Skills on Teaching English?  

3.1. Data Collection 

The data of the research were collected by a semi-structured interview. The interview 

consisted of four questions which lasted for 5-10 minutes with each respondent. The 

first question is related to the in-service teachers’ perceptions of the 4Cs.The next two 

questions focused on strengths and weaknesses of using 4Cs in English classrooms and 

the last question aimed to see the effect of the 4Cs in teaching English. 

3.2. Setting and Participants 

The study took place at English Philology department and 32 female English teachers 

were involved into the study. The participants were asked to use 21st century skills 

during the spring term of the 2019-2020 academic year and at the end of the term 

interview was conducted in order to see the effect of 21st century skills on teaching 

English.  
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3.3. Data analysis 

The thematic analysis was conducted to analyze the  data obtained from an interview. 

Braun and Clarke (2006) define thematic analysis as: “A method for identifying, 

analyzing and reporting patterns within data”(p.79). 

4. Findings and Discussion  

Three themes were obtained from the collected data and analyzed below. The findings 

of the study state that in the 21st century, every student must learn the essential skills 

for success. They must be a critical thinker and a problem solver to effectively analyze 

and evaluate various kinds of ideas and different attitudes. They must be an effective 

communicator and collaborator to use digital tools to discuss and come to conclusion 

together. 

Theme 1 Implementation of 4Cs in teaching is the basis for the ability to study 

autonomously and in cooperation. 

These competencies are based on the abilities and skills of students, which manifest 

themselves as imagination, generating ideas, building argumentation, highlighting 

the lack of information and searching, formulating one's own ideas and developing 

others' ideas, evaluating one's own assumptions and judgments, accepting group 

goals and evaluating the overall result. The highlighted skills underlie the research 

activities of students, are the basis for the ability to study autonomously and in 

cooperation with others (Participant 7). 

 

Students get freedom in choosing a plan, volume and forms of work, and the 

teacher gives them the opportunity to show independence by choosing the 

appropriate task (Participant 13). 

 

Students act as teachers for each other, working in pairs or in a group. The teacher 

becomes a consultant for independently working teams and supports their 

productive work (Participant 15). 

 

Learners take part in the assessment of both the lesson results and the work 

process using self-assessment tools. The teacher gets not only the opportunity to 

evaluate the subject results, but also to monitor the formation and development of 

critical thinking, creativity (creative thinking), communication and cooperation of 

students. This monitoring can be done both at the classroom level and at the 

individual level. Evaluation in this case has a formative character (Participant 20). 

As we see from the above mentioned extracts, the language classroom is quite different 

from the one employed in mid and the late 20th century. The language classroom, then, 

focused mainly on grammar, memorization and learning from rote. On the other hand, 
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the 21st century language classroom counts on language as a means to communicate 

interculturally and be more independent. 

Theme 2 Implementation of 4Cs in teaching is not always successful. 

I believe the 4Cs are very important but I've never really seen this implemented 

successfully. I hope technology is the answer. I believe the 4C's are a dramatic 

change in educational think (Participant 1). 

 

Unfortunately, I think technology suffers from this same problem and is often seen 

as one more thing to cover, rather than a means to accomplish the same ends 

(Participant 4). 

 

It is difficult for many to understand that 21st Century Learning does not take away 

the basics but simply uses the basics in a different way - to create, collaborate, 

communicate, and use critical thinking and that technology may be a tool to help 

aide in the 4C's above. Many think that 21st Century Learning is simply using 

technology and don't understand that technology is a tool and it is finding the 

appropriate tool to deliver the above 4C's, if needed (Participant 14). 

Some participants think that using 4Cs of the 21st century is challenging. However, most 

of the participants think that using 4Cs in teaching is very helpful. The extracts are given 

under the next theme. 

Theme 3 Implementation of 4Cs in teaching is essential. 

Honestly, this is an enlightenment to me. I understand that blended learning does 

not replace learning and teaching. But upon using 4Cs in my classes, it makes me 

realize how the incorporation of technology helps blend the 3 R's and 4 C's. We are 

indeed in an era of preparing our learners for their and our future. We experience 

a rapid advancement/upgrade of technology from time to time. Thus, it is a must 

for us to be "cybercapable" (Participant 3). 

Through the use of technology, specifically, “…students creating and constructing,” 

we are helping our students improve their creative thinking and problem solving 

skills. In this case, technology is being used as a tool to drive instruction in order 

to foster a 21st Century Learning environment. This also allows for different forms 

of collaboration and communication (other than what we are used to, for example, 

email) - students will be able to work on one project at the same time (Participant 

10). 

The 4cs will help us to meet the original goal of education. A student who will be 

all round and not just good in academics (Participant 2). 
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Having critical thinking skills is essential in order to be successful not only in 

school, but in life. There are many who are "book smart" but they cannot apply 

what they learned in school in the real world (Participant 8). 

 

The results of the study revealed that 21st-century skills are a must for a successful future 

in teaching. Although technology is undoubtedly part of the 21st century and crucial for 

students to master, other equally critical components that students  need for success 

are the 4Cs, described in the Partnership for 21st Century Framework. This study 

evaluated the effect of practice of the 4Cs. Overall, the study revealed positive 

perceptions from teachers regarding the importance of all 4Cs for use; however, there 

were some significant gaps in students experiencing the teaching of these skills in the 

majority of their classes. 

5. Conclusion 

The world has changed essentially and the major changes have affected educational 

sphere. This circumstance has brought a prerequisite for people. They need to think 

critically, solve problems, communicate, collaborate, find useful information quickly, 

and use technology efficiently. However, the quick advancing innovation presents them 

different instruments. In this way, instructors have a major job in changing training 

condition. They ought to have the option to assess instructional materials and pick the 

most fitting instrument for learners. 

On the other hand, Second Language Acquisition requires authenticity. Digital tools aid 

foreign language teachers to bring real life into classroom. Students should get 

experience with target language while learning a foreign language. 

In accordance with the analysis and attitudes of the teachers, qualitative data results 

show that English teachers at Khoja Akhmet Yassawi International Kazakh-Turkish 

University find the implementation of 4 Cs of the 21st century   useful and effective. As 

this study is limited to a term, a long-term study can be planned. The study can be 

applied for both pre-service and in-service  to get a deeper view.  
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Theory of Technology Acceptance Model (TAM) as Mechanisms in Predicting 

the Internet Usage for Academic Purposes of NCE Students in Federal College 

of Education Zaria 

 

Haruna Abubakar1 

Abstract 

This study recognized the determinants of NCE students' perception of using Internet 

for academic drives. To attain this ends, a conceptual framework of Device Technology 

Acceptance Model (TAM) was propagated. This study sought to investigate the factors 

that influence students’ intention to use the Internet for academic purposes in Federal 

College of Education Zaria. This study applies theory of Device Technology Acceptance 

Model (TAM) as the base model. The model employed the exclusive variables from the 

theory. perceived, attitudes, behavioural and easy used. A survey research design was 

adapted and questionnaire was used to solicit information from the sample of 200 NCE 

students in federal college of education Zaria Kaduna state of Northern Nigeria using 

Research Advisor model. ANOVA was used for the analysis. The results reveals that the 

variables students’ attitude, perception on behavior to use internet and their perceive 

usefulness of internet have positively related to their intention to use Internet for 

academic purpose. The perceive ease of use was found to have insignificant relationship 

with students intention to use Internet for their academic purpose. The study among 

others, recommends that to enhance the quality of lectures delivery and knowledge 

dissemination, lecturers should put more effort in enhancing their students efficacy in 

Internet usage for academic purpose. 

Keywords: Internet, Attitude, ICT, behaviour, Perceived NCE 

 

Introduction  

The 21st century has been described as ICT age and Internet generation (IG) information 

age (Oyebolu & Olusiji, 2013) and the wind of information revolution is blowing in all 

human disciplines including education sector through which education information 

could be disseminated and retrieved using Information Communication Technology 

tools/gadgets. Rasaki (2013) defined information as a message (utterance or expression) 

or collection of messages that consists of an ordered sequence of symbols meaningful 

to the receiver. It can be recorded or transmitted. Communication is the activity of 

conveying meaningful information while technology is the use of computer and 

software to manage information. Information technology is the acquisition, processing, 

 
1 Federal College of Education, Nigeria, harunshika@gmail.com 
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storage and dissemination of vocal, pictorial, textual and numerical information by 

microelectronic-based combination of computing and telecommunications (p.2).   

Information and Communication Technology, according to Abdullahi (2016) is 

generally related to those technologies that are used for assessing, gathering, 

manipulating, and presenting or communicating information. The technologies could 

include hardware; computer, I-phone/pads, mobile phone, videos tape, DVD etc); 

software applications and connectivity; access to the internet, local networking, group 

chat, video conferencing etc. All these constituents of ICT have continued to be used in 

the teaching and learning of various subjects in schools at all levels because access to 

information has continued to grow on daily basis. Abonyi (2014) conceptualized 

Information and communication technology (ICT) as those technological tools such as 

computers, internet, interface boxes, e-mail, varieties of software and materials from 

important aspects of ICT which are utilized for processing, transmitting and 

communicating data and information. Information and communication technology 

relates mainly to studying concepts, skills, processes and application of knowledge 

through electronic devices. Therefore, ICT has turn out to be a noteworthy feature and 

agent of education, especially in the developing countries like Nigeria. 

The advent of ICT in education according to Nallusamy, Balasubramaniam & 

Chellappan (2015) made learning to become active and interactive process on the part 

of the learners. The authors further stated that over the decades, it has become more 

plausible that it is no longer necessary for a learner to be physically present inside a 

classroom. Even within the fixed boundaries of a classroom, learning has become 

participative. Kabiru (2012) submitted that information and communication technology 

improvement has had, and still having tremendous effects on teaching and learning. 

This is because varieties of ICT multi-media like internet, video-conferencing, tele-

conferencing, power point presentation, on-line search engines and other sources of 

information retrieval are made available and accessible at no or low cost to teachers and 

learners. On this note, Agbulu & Ademu (2010) reiterated that introducing technology 

into teaching and learning has been shown to make learning more students’ centered, 

encourage cooperative learning and stimulate teacher-learner interactions. This is also 

supported by Clever (2009) when he concluded that education in Nigeria cannot be 

relevant in recent times without effective preparation of new generation students with 

adequate use of the new ICT gadgets in their professional practices most especially 

Vocational and Technical Education students. 

The teaching and learning of technical subjects demand engagement of students in 

practical work especially with collections of information and communication 

technology tools. The National Policy on Education (2013), defined technical education 

as education which include the study of technology related science and acquisition of 

practical skills, attitudes understanding and knowledge relating to lifelong occupation. 

In the same vein, Amoor (2014) put forward that the national education planners 
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recognize vocational and technical education with agricultural education as an integral 

part, and expressed its importance in the National Policy on Education (2013) as an 

education that provides manpower in applied sciences, technology and commerce, 

particularly at sub-professional levels; it provides the technical knowledge and 

vocational skills necessary for agricultural, industrial, commercial and economic 

development and to give training and impart the necessary skills leading to the 

production of craftsmen, technicians and other skilled personnel who will be 

enterprising and self-reliant at Colleges of Education. 

College of Education has been described by (Dekom, 2015) as one of the most reliable 

teacher training institutions set up by the federal government under the Federal 

Ministry of Education; supervised by National Commission for Colleges of Education 

(NCCE) which is saddled with the responsibility of training and producing Nigeria 

Certificate in Education (NCE). 

Oyebolu & Olusiji (2013)  stated a significant point that interactive multimedia and other 

ICT gadgets help in developing students’ interest in learning activities, at least for the 

time being. Moreover, it is not too surprising that learning through ICTs increases 

students’ confidence in their abilities. In turn, this confidence of the students in 

themselves undoubtedly explains in part the spontaneously receptive attitude that a 

large number of them adopt in which technology plays a role and the perseverance that 

they show in accomplishing this activity. The authors further affirmed that among the 

reasons that contribute to students’ motivation using ICT in learning is the fact that 

these technologies can be as key vehicle for stimulating learning, primarily because they 

create environments and present content in ways that are more engaging and involve 

students more directly than textbooks and traditional teaching tools. Learners possess 

an interactive capacity with the use of ICT in learning and these technologies allow 

agricultural education students to take part in activities that invite them to create and 

share adequate and relevant academic information capable of improving their learning 

outcome with others (p.13). 

Statement of the Problem 

No doubt, Internet Technology has came to  education as it makes learning easier, 

available and accessible. According to Magaji (2011) learning is all about information 

gathering, which can best be achieved if learners can access, store, process, retrieve and 

apply this information in the learning process. It is a fact that majority of the students 

in colleges of education have accessed to internet and sources of acquiring recent and 

useful information through the use of modern Information and Communication 

Technology gadgets like their Smartphone.  

Through this media, students compile their assignment, search for relevant reading 

materials for writing research work, read news and reports relevant to their course of 
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study, follow new trends and practices through formulation and joining of friends and 

colleagues in group chat/discussion and academic group forums.  

Research Hypotheses 

The following are the research hypotheses 

H1: Perceived behaviour of use of internet is positively related to NCE student’s 

intention to use  

Internet for academic purpose by the views of respondents  

H2: Perceive ease of use is positively related to NCE student’s intention to use Internet 

for academic purpose by the views of respondents 

Literature Review 

For past two decades years ago, Internet technologies have played significant role in the 

advancement of personal and even professional lives of many populaces. At the personal 

stage, persons habitually use Internet technology particularly for various reasons such 

as for communicating with others, doing online shopping, paying bills or managing 

bank accounts. At the professional level, the Internet is used for communicating with 

clients, and sharing knowledge across organizations, to name a few. In general, the 

Internet has opened up various opportunities that were not imaginably possible then. 

Zainol, Farid, Hashim, Sharif and Shamsudin (2011) .  Zainol et-all (2011) The Internet 

presents unbounded possibilities in higher learning institutions. Many colleges and 

universities have taken benefit of the ICT made possible by Internet technology by 

integrating it with the existing curriculum to make learning and teaching experiences 

more interactive and attractive. As a result, many universities have provided relevant 

infrastructure toward this end so as to make sure that students and teachers alike will 

not be left behind by the new Internet-driven technology. For example, on many 

campuses, students are able to use wireless hotspots to access course materials. The 

students in particular are now able to benefit from the new technology in preparing 

themselves to deal with the real challenges at the workplace after they graduate. 

Certainly, Internet has changed the way teaching and learning process is conducted. 

The traditional way of chalk blackboard usage has given approach to e-teaching and e-

learning with the support of the Internet. Learners have more access to learning 

materials made availability of the web. However, Internet should, hypothetically, 

theoretically, speaking, enhance students’ learning experience through the huge 

amount of information made obtainable to them on the network, numerous research 

have documented that learners used up much of their time using the Internet for non-

academic purposes. (2000, as cited in Asfaw & Bo, 2003) 
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Conceptual Framework 

The theory of Device Technology Acceptance Model (TAM) was modified for the 

research. The model demonstrates how a technology might be employed to facilitate 

performance of a particular activity. Yang and Lin (2010) argued that TAM is the most 

influential model for testing information systems adoption, Alrafi (2009), opined that 

TAM helps to answer why a potential user of a particular technology accept and use it. 

The model elucidates the connecting relationships between system design features, 

perceived usefulness, perceived ease of use, attitude toward using, and actual usage 

behaviour. The model helps in assessing the mobile applications used by undergraduate 

business students and the perceived usefulness of internet in learning. 

The advent of ICT in teaching and learning has witnessed series of research at all levels 

of educational sector. Hence, the directive of any study is influenced by the theoretical 

perspective. The Technology Acceptance Model (TAM) has been employed in this study 

since it is the most widely used theory to explain an individual’s acceptance of an 

information system. This theory was developed by Davis (1989) from the Theory of 

Reasoned Action (TRA) (Surendran, 2012). The author further added that Theory of 

Reasoned Action was based on the affirmation that individual behavior is motivated by 

behavioral objectives and these are a function of an individual's attitude toward the 

behavior and subjective norms surrounding the performance of the behavior.   

 

 

 

 

 

 

                    TAM by Davis (1989) cited in Tella and Olashina (2014) 

According to TAM, ease of use and perceived usefulness are the most important 

determinants of actual system use. Based on this assertion Tella and Olashina (2011) 

reiterated that there is no doubt about the fact that ICT has revolutionized nearly all 

human activities. With this situation, we can see the relevance of ICT in almost every 

activities of human endeavour. We can now talk about “e”- in everything including e-

transaction, e-shopping, e-meeting, e-conference, e-banking, e-commerce, e-money, e-

library, e-magazine, e-book, e-government, e-democracy, and e-learning among others.  
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           Sources Aisha (2018) 

However, the researcher represents the objectives of using TAM theory in the above 

illustration. In this research though, the researcher is using TAM for academic purpose 

(e-learning) among Agricultural Education students to determine the level of 

perception, acceptance and usage of technology to enhance their academic performance 

Methodology 

The population of the research encompassed 500 NCE students studying in various 

courses and department in Federal College of Education Zaria Kaduna state of Nigeria. 

The selection of this institution is based on the fact that college is the only biggest 

institutions training teachers for service in Kaduna State. The research adopts Saunders 

et al., (2009) sampling procure to determine the sample size for the research and arrived 

at 200 respondents. The table of random numbers as proposed by (Asika, 2006) was 

engaged for the administration of the questionnaires. 

The degree of error or precision in measuring an estimate of test is called reliability. 

Consequently, to establish the reliability of the instrument for the study, using split half 

reliability estimate the researcher got reliability co-efficient of 0.721 using the Pearson 

Product Moment Correlation (PPMC). Since the results of the tests gave a reliability 

coefficient of 0.721. This showed that the instrument is reliable and internally consistent 

and could be used for this study 

Sample and Sampling Techniques 

The sample for this research work comprised 129 NCE I to NCE III students of various 

department. The researcher purposively sampled NCE students of the   FCE, Zaria, 

applied Saunders et al., (2009) The measures for the study were adapted from Bogart 

and Wichadee, (2015). The four factors “Perceived ease of use”, “perceived usefulness”, 

“attitude toward usage”, and “intention to use.” were measured using 24 items. The four 

factors were assesses using a six-point rating scale of instrument scale of 1=Strongly 

Students 

Perceived 

Internet 

Communication 

Perception for Academic 

Purpose   
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Disagree to 6=Strongly Agree. The original measures have instrument coronach alpha 

validity of 0.92. After the completion of data collection, combinations of both 

descriptive and inferential statistics were used. The PLS SEM approach (Chin, 2010) was 

employed for the analysis. 

Population of the Study 

S/No Students’ Level No of Students  Total 

  Male  Female   

1. NCE I  300 5000 8000 

2. NCE II  3200 400 7200 

3. NCE III  2000 5000 7000 

 Total    22,200 

 

Analysis of Respondents’ Bio-Data 

Table 3.: Gender of the Respondents  

Gender Frequency Percentages (%) 

Male 91 73.4 

Female 33 26.6 

Total 124 100 

Table 3.1 shows that the male respondents were 91 representing 73.4% while female were 

33 respondents representing 26.6%. This implies that male students are the majority 

Agricultural Education students in Federal College of Education, Zaria. 

H01:  There is no significant relationship between Perceived behaviour of use is 

positively related to NCE student’s intention to use Internet for academic 

purpose by views of respondents 

Pearson Product Moment Correlation was used to test null hypothesis. The hypothesis 

was to determine the significant relationship between the use of ICT and study 

perceived behaviour of students to use internet  in the Federal College of Education, 

Zaria. Respondents stood at 124 with 122 degree of freedom. Results of the finding are 

presented in table 4.1  
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Table 4.1: Correlational Analysis between the Perceived behaviour of use internet and 

the study habit of   students in use of internet in Federal College of Education, Zaria 

Nigeria 

Variables 

(Responses)  

N Mean SD DF r-value Decision  

Agreed (x)   

124 

74.4 8.62  

122 

 

.225 

 

Not  

    Significant 

Disagrees (y)   48.1 6.94    

Correlation is significant at 0.05 (level) (2-tailed) =754 

Table 4.1 revealed that the mean value of agreed (x) was 74.4 while the disagreed (y) was 

48.1. The r-calculated was .225 and r-critical stood at .754 (P-value at 0.05)  This shows 

that r-critical of .754 is greater than the calculated r-value of 0.255 hence the hypothesis 

one, which stated that there is no significant relationship between the use of ICT and 

the study habits of   students in Federal College of Education, Zaria was retained. 

Table 4.4.3: Correlational Analysis between the Perceive ease of use is positively related 

to NCE student’s intention to use Internet for academic purpose by the views of 

respondents’   in Federal College of Education, Zaria 

Variables 

(Responses)  

N Mean SD DF r-value Decision  

Agreed (x)   

124 

91.2 9.55  

122 

 

.927 

 

    Significant 

Disagrees (y)   34.5 5.87    

Correlation is significant at 0.05 (level) (2-tailed) =811 

Table 4.4.3 revealed that the mean value of agreed (x) stood at 91.2 while disagreed (y) 

was 34.5. P value at 0.05 was .811 (r-critical) while r-calculated (r-value) was 0.927. From 

this analysis, r-calculated 0.927 is higher than the r-critical hence the hypothesis 3 which 

stated that there is no significant relationship between the use of ICT  by the students 

in Federal College of Education, Zaria is rejected. This means that there exist 

relationship between the use of ICT in learning and knowledge retention of students.  
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Summary of Major Findings 

 From the analyses of responses, the major findings of the study indicate that: 

i. There is no significant relationship between Perceived behaviour of use of 

internet is positively related to NCE student’s intention to use Internet for 

academic purpose by the views of respondents  

ii. There is significant relationship between the use of Information and   Perceive 

ease of use is positively related to NCE student’s intention to use Internet for 

academic purpose by the views of respondents 

Discussion of Findings 

The study was conducted to determine the theory of technology acceptance model 

(tam) as mechanisms in predicting the internet usage for academic purposes of students 

in Federal College of Education, Zaria.  But astonishingly, the study establish no 

significant relationship between perceive ease of use and intention to use internet for 

academic purpose. This contradicts the original claim by TAM.   

Based on this, the hypothesis on the significant relationship of ICT usage and study 

habits of  students shows negative relationship and insignificant hence inhibiting their 

academic performance. This finding is in line with the assertion of Opira (2010) when 

he postulated that despite the availability, accessibility and usability of information and 

communication technology among higher institution students, greater numbers of 

these students are yet to take this advantage to improve their learning process and their 

academic performance in Uganda universities.  

The finding however disagreed with the conclusion of Oyedele (2012) who postulated 

that the changes brought into education by information and communication 

technology enhances agricultural education students to cultivate the higher level of 

learning to improve their academic performance. 

Recommendations 

 Since all of the respondents of this research were NCE students from the Federal 

College of Education Zaria of the Northern part of Nigeria, further research needs to be 

conducted for  a wider geographical area with a homogenous group, since the 

composition in the north  is more or less heterogeneous in nature. More so, cross-

cultural comparisons and longitudinal research could be conducted to determine the 

possible changes over time, of the discipline and cultural effects have on the relative 

importance of the determinants of internet for academic reason. 

This is very important because, the determinants of behavioural intention to engage in   

usage of internet for NCE students could be different from that of the more general 

educational sector. Saadé, Kira, and Nebebe (2012) argue that cognitive traits 

considerably mediate the impact of perceived usefulness on attitudes while using online 
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smart 2.0 web tools. Lastly, there may be other constructs that could be included in the 

theoretical framework to extend the study on smartphone adoption for academic 

purposes are also strongly recommended. 

Conclusion 

The study assessed the theory of Device technology Acceptance Model of using internet 

technology for academic purpose of students in Federal College of Education, Zaria. 

From the analysis and findings of the research, the research discovered mix responses 

and results hence, it could be concluded that there is relationship of TAM for student 

to use internet for academic purpose. The theory explore the easy of any technology 

motivate people to use for their business purpose. 
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Making Teaching & Learning Digital: Yes! We Need it through a Pandemic 

 

Burcu Şentürk1 

Abstract 

It is evident that technology has become an indispensable part of our lives in the 21st 

century. Since students are digital natives in this digital age, teachers are expected to be 

digital immigrants and use technological tools in language teaching. Even though they 

use it in their courses, the tools they have in their classes are standard like Smart Boards, 

computers, projectors and smart phones. However, the importance of technology use 

in education becomes abundant in that it brings the obligation to continue the 

education and training activities with the distance education system in line with the 

recommendations of the Council of Higher Education in accordance with the 

recommendations of the World Health Organization because of the Coronavirus 

disease 2019 (COVID-19) pandemic surrounding the whole world. Therefore, using Web 

2.0. tools in education effectively, making distance education more fruitful gained 

importance. In this presentation, after giving a general information about Web 2.0 tools, 

a flow that includes using these tools in education effectively, digital teaching/ learning 

platforms and some suggestions for the 21st century language teachers will be envisaged.  

Keywords: Digital, Foreign language learning, Digital natives, Web 2.0 tools, Digital 

teaching 

 

Introduction 

It is evident that due to recent technological developments, the use of technology in 

classrooms has increased a lot. There is a widespread belief that technology-based 

instruction makes teaching and learning more effective. Both teachers and students 

benefit from this facilitating tool of education.  It is eminent for the 21st century language 

teachers to learn to take the advantage of the technology and integrate it into their 

teaching skills. In language classrooms, using computers, smart boards, projectors, 

smart phones and tables provide powerful opportunities to learn foreign language.  

Since the current technological tools like smart phone, computer etc. is increasingly 

common among students; teachers need to equip themselves with today’s technology.  

To know a language is to use the grammar of that language with listening / 

understanding, speaking, reading and writing skills. When we say listening or listening 

comprehension we mean distinguishing sounds, perceiving words, loading meaning 

into words. In addition to these features, there is also verbal communication in the 

speech. Achieving two important elements: accuracy and fluency is required to 
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communicate in that language. Reading skill is improved when the interaction between 

the reader and the text can be achieved. Finally, the aims of written expression are to 

reinforce the grammatical structures and the vocabulary and to learn to write in a 

foreign language for a purpose. For the acquisition of all these skill, using different 

methods and tools are important. Even though the teachers use the digital classrooms 

for the digital natives, because of the Covid-19 pandemic the world has been going 

through these days, the online classrooms in distance education have to be digitalized 

to pursue teaching and learning. Many teachers around the world are teaching-from-

home these days and trying to teach all skills (listening, speaking, reading, writing) 

online in this difficult time. During this time and so forth, digitalizing the teaching and 

learning gain so much importance. Understanding and using the Web 2.0 tools in 

educational contexts seem crucial for professionals. 

Web 2.0 Tools for 21st Century Teachers 

Web 2.0 tools and technology have become a technology that has been developing in 

recent years, leaving its place to new technologies. If you ask what is Web 2.0 tools and 

technology, we can make a definition like this. Unlike web 1.0 technology, Web 2.0 

technology is an innovation that not only reads content, but also enables them to create 

digital content. Web 2.0 tools are widely used in education, and content is produced in 

many areas from animations, digital boards, stories to concept maps. Table 1 shows Web 

2.0 tools which can be used in education: 

Table 1. Web 2. Tools 

Multimedia (Video, Image, Audio) Sites 

Allowing Visitors To Provide Content (Blog, Wiki) 

More Social Interactions (Comments, Social Networks) 

Platform Temelli Siteler (Youtube, Digg, Blogger) 

Free Content Creator Tools 

(Arledge, 2020) 

How Do Web 2.0 Tools Helped Teachers? 

Socialization: You have the opportunity to communicate with people through a 

content you read. Media such as Facebook, Twitter, Instagram are the perfect platforms 

for socializing. 

Collaborative works: Joint works are no longer carried out side by side. For example, 

you can collaborate on Google Docs. 

Creativity: Our creativity has developed so much that we have prepared different 

designs, logos, presentations, animations. This made learning easier, of course. 

Originality: We started to be different. We were original. We started acting like 

ourselves. We created our own products and established our own audience like 

Youtube. 
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Sharing: It used to be difficult to share but now it's child's play. The moment you like 

something, click the share button at your fingertips. 

There is a list of Web 2.0 tools that can be used in 21st century classes: 

Storyboardthat : Storyboardthat is a tool that allows you to prepare digital stories on 

the internet. 

Tagul: With the Tagul Web 2.0 tool, you can design beautiful word clouds and 

standards and save them on your computer and hang them in your classes. 

Thinglink: You can make interactive visuals with the Thinglink Web 2.0 tool. For 

example, you can add a note, video or a website to a certain point in a picture. 

ToonDoo: You can prepare cartoons with ToonDoo. A very fun application, ToonDoo 

is an online cartoon preparation tool. 

Penzu: Penzu is a simple to use web 2.0 tool where you can create magazines online. 

You can fill the contents of the journal with your students and make it a magazine that 

you can review online. 

Woxopop: Woxopop is a Web 2.0 tool that you can record your conversations on the 

internet and listen to other people. Voxopop helps create audio discussion 

environments between students and teachers. 

WordArt: WordArt is a web 2.0 tool that allows you to create a word cloud with fun. 

With WordArt, which was formerly called Tagul, you can create colorful, interactive 

and word clouds in the pattern you want. 

Forvo: Forvo is a Web 2.0 tool that shows how an English word is pronounced in 

different accents and includes translations in different languages. Although it seems to 

appeal more to English teachers, it is an ideal application for anyone who loves to learn 

English. 

Popplet: Popplet is a very enjoyable, colorful Web 2.0 tool for creating concept maps. 

By linking content that is related to each other, you can keep the concepts better in 

mind. 

Scratch: Scratch is a tool that allows users to make android applications with jigsaw-

based coding. You can easily design android applications with Scratch web tool. 

Socrative: Socrative is a tool that enables socrative teachers to prepare exams online 

and apply them to students in the classroom. With Socrative, students can solve instant 

tests with their mobile devices and learn their answers (Arledge, 2020). 
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How Do We Benefit from Technology Integration? 

Technological tools can support the education and training process in many different 

areas. It enriches students and teachers to acquire 21st century skills. 

• It provides access to current sources. 

• It helps to gather new information and store it in a more convenient and quickly 

accessible place. 

• It supports interacting with all students, teachers and specialists in certain fields 

and collaborative work. 

• It provides the opportunity to learn, understand and express different 

understanding of different multimedia tools such as images, videos, sounds. 

• By including daily life more in the learning environment, it provides students 

with an authentic and up-to-date learning and assessment environment. 

• It provides the opportunity to easily present and publish new information 

learned in any environment. 

As can be seen, there are many gains that technological devices and platforms bring to 

people. However, if we educators do not develop ourselves in the use of technology, 21st 

century skills, web tools, we will still be able to keep up with the changing era in 

education and training environments and still continue in a more primitive way. You 

should be sure that no teacher and student will be satisfied with this situation. 

Removing students from these existing technologies is equivalent to taking them from 

a world where they live and putting them on a deserted island. 

What are the Types of Technology Integration in Education?  

Since technology integration is a very broad concept and it covers many different 

technological tools, applications, tools, etc., it can be difficult to say how technology 

sometimes affects learning and how useful technology integration is. However, these 

types or approaches can be listed in … categories: 

1. E-Learning & Blended Classrooms: 

As the name suggests, e-learning means learning over the internet. In e-learning, the 

learning process takes place entirely on the Internet. However, blended classes or 

blended learning has also been developed as an alternative to e-learning and some of 

the learning takes place face to face in the internet and some in the classroom. 

2. Project Based Learning 

Project platforms such as Erasmus +, eTwinning, which have become a very important 

project platform today, encourage the use of technology. You can also benefit from 

technological tools in small-scale projects that you can do in the classroom. 
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3. Game Based Learning 

Another type you can use is game-based learning technology integration. Transferring 

information through games can help students learn more permanently. 

4. Learning with Mobile Devices 

Learning technology integration with mobile devices is one of the most common types. 

Of course, there are many different tools that you can use with mobile devices. For 

example, with mobile devices, students can produce different materials such as 

animation, concept map, cartoon, presentation, word cloud, and poster. 

5. Learning with Smart Board 

Smart boards, which have become widespread recently in technology integration, have 

an important place. However, unfortunately we educators can only see smart boards as 

writing. You can use smart boards in different ways. For example, a fun assessment and 

evaluation via Kahoot or gathering information from students with the Padlet. 

6. Collaborative Learning 

Students can collaborate with technology integration. In the collaborative learning 

process, students can work remotely with some tools they can use even if they are not 

side by side. For example, Google Hangouts, Skype or Google Docs can be used for 

collaborative work. 

7. Learning with Social Media 

Social media is now among the indispensable platforms of our time. Different social 

media platforms such as Facebook, Twitter, Instagram, YouTube are some of the places 

where learning can also be provided. For example, you can share your work in a group 

you have set up on Facebook, allow the student to share their work, and have them 

comment on each other's work, or you can use useful images and infographic on 

Pinterest. 

Technology Information in Education and Interactive Course Design 

Although we have not been able to correctly add technology integration to our 

education planning for years, distance education has naturally entered our lives during 

the Covid-19 outbreak. Since schools have been on holiday on March 23, 2020, many 

teachers have started to meet with their students on online platforms. One of the 

important features was that many teachers were ready for digital transformation and 

were eager to come together with their students on the internet in some way. In this 

context, many teachers have made significant progress in terms of both using web 2.0 

tools and distance education. So, as a teacher, can we design as high quality and 

interactive lessons as we did in the physical environment during the distance education 

process? 
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Technological-Pedagogical-Field Knowledge 

The main problem of distance education is the lack of knowledge about technology of 

a teacher who has good knowledge of field and pedagogical competence. Or the fact 

that the pedagogical knowledge is not strong despite the knowledge of the field and 

technology causes the teacher to transfer information through ordinary and completely 

presentation in distance education as well as in physical classes. Here, it is important to 

have these three basic skills that these 21st century teachers should have. 

                          

The structure and Components of the TPACK Model (Koehler and Mishra, 2006, 310) 

In the framework prepared by Mishra and Koehler (2006), the fact that a teacher has 

these three skills at a sufficient level provides the opportunity to create the most 

efficient lesson environment. If the teacher does not have any skills, we cannot be in the 

dark green area on the chart, which reduces efficiency and quality in both physical 

classes and distance education. In this context, many teachers tried to improve their 

technology knowledge by taking online trainings and webinars especially in this 

process. And we witnessed that some of our teachers have pedagogical deficiencies. 

What is valuable is that our teachers try to accomplish the skill that they lacked in some 

way. 

Is Technology a Purpose or a Tool? 

In the course of the epidemic, an incredible online education gap came to life when it 

comes to live broadcasts, video conferences, webinars. We are faced with a dangerous 

environment that some of our teachers who are educated think they are trying to master 

all the technologies and the more web 2.0 tools they will create, the higher quality 

education environments. Why do we learn all web 2.0 tools for teachers? We think we 

should use different tools in each lesson. These are extremely wrong situations that 

bring the purpose of the lesson to a different point, making technology not a tool that 

we will use to explain the lesson, but also make it a goal. At this point 6 web tools are 
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enough to design an interactive lesson for teachers. Learning and practicing more will 

tire them and their students away from education. 

Web 2.0 Tools for Designing Interactive Lessons 

After mentioning the importance of technology knowledge in education and the 

exaggeration of technology knowledge, it is to tell what tools are needed for an 

interactive lesson design. At this point, it is more important to know what the name of 

web 2.0 tools is, at which stage of the lesson we should use. Here is the 9-stage teaching 

model of Gagne. 

             

 

                                         (9-stage teaching model of Gagne, 2006,) 

If we evaluate the stages of Gagne under general headings, we can classify it as follows: 

a. Gain attention 

Present a problem, story or situation that will grab the learner’s attention. 

The idea is to grab the learner’s attention so they will want to invest in the learning 

process. 

Activities and Appropriate Web Tools in the Introduction: 

Visual presentation - Postermywall 

Video show - Powtoon 

Using simulation - Phet 

Presenting animation - Voki 

Show info card - Cram 

b. Inform learner of objective 

This allows learners to form ideas, opinions and thoughts on what they will learn. 
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This key point allows students to focus on the goal of the lesson. 

c. Stimulate recall of prior information 

This allows students to retrieve and reconstruct their knowledge. 

Two important learning processes take place during this phase, the retrieval practice 

and the scaffolding process. 

d. Present information 

Present the information in organized sequences and chunks to avoid brain overload. 

This phase allows students to receive feedback and individualize tasks to overcome 

the challenges of learning. 

Suitable Web Tools: 

Preparing a presentation - Prezi 

Interaction in the virtual classroom - Google Classroom 

Video / Animation show - Moovly 

Use of infographics - Picktochart 

Video conferencing - Zoom 

Using mind maps - Mindmeister 

e. Provide guidance 

Educators are presented with opportunities to coach students. 

This phase may take place during one-on-one sessions or in group settings. 

f. Elicit performance 

Learners are allowed to practice and develop skills and/or knowledge. 

Modeling, teacher-to-student or student-to-student may take place during this 

phase.  

g. Provide feedback 

Feedback may come in many forms such as formal or informal assessments. 

The key to this phase is to be as specific as possible. 

General feedback is discouraged when coaching or guiding learners. 
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h. Assess performance 

Evaluation of learner’s progress takes place during the assessment performance 

phase. 

i. Enhance retention and transfer 

Learners are encouraged to review the lesson in its entirety. 

Teachers construct and deconstruct problems, provide additional resources, 

reteach/restate objective, goals and skills (Clark, 2004, p.16).  

 Suitable Web Tools: 

Argument - Tricider 

Interactive practice papers - Liveworksheets 

Question and answer - Mentimeter 

Collaborations - Padlet 

Survey - Surveymonkey 

Create an online test - Socrative 

Gamification - Wordwall 

6 Collaborative Web Tools That Will Work for Teachers in Education 

One of the 21st Century Skills is undoubtedly cooperative learning. Cooperative learning 

has an important place both in the education and training environment in schools, and 

in trainings in companies or other similar institutions. There is no need to be physically 

co-operative for collaborative learning environments, which have become the most 

important skills of today. Using a collaborative web tool, you can easily collaborate with 

someone who is not physically in the same environment as you, a project, homework, 

etc. Here are 6 collaborative web tools that will work for teachers in the educational 

environment for collaborative learning. 

1. Padlet 

Padlet is one of the most popular Web 2.0 tools available today. Padlet has had more 

and more users since its inception and has always been a favorite of users. If we come 

to the question of what is a padlet and how to use it, Padlet is a digital panel. It is 

used to create a digital panel by attaching notes such as text, images, links, and 

videos written on the padlet. The main purpose of the Padlet tool, which is a 

collaborative web tool, is to provide a collaborative environment. To get ideas from 

other people and to have a brain gym. 
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2. Riseup Pad 

Riseup Pad is another tool that offers a collaborative working environment. The 

“Pad” in Riseup.net site allows people from different places to write a common text 

by including the link. The answer to the question of how to use the collaborative 

web tool Riseup Pad is quite simple. First of all, you need to go to pad.riseup.net and 

create a 60-day or 1-year “Pad” from there. After that, you will be presented with a 

text editor. You can write any text in this editor. By sharing the link with other 

people, you can enable them to contribute to your work. 

3. MindMeister 

MindMeister is another tool that you can collaborate among collaborative web tools. 

MindMeister is a concept mapping tool. You can create concept maps or mind maps 

using MindMeister. By sharing this concept or mind maps you have created with 

Mindmeister with other people, you can enable them to contribute to these 

collaborations.  

4. Kahoot 

Just like other collaborative web tools Padlet or other tools, Kahoot is one of the 

most popular applications worldwide. So what is Kahoot and how is it used? If we 

briefly explain the answer to these questions, Kahoot is a web tool for online 

measurement and evaluation. By pairing Kahoot with smart boards or computers 

with mobile applications, you can enable students to solve the exam you previously 

prepared individually or in a collaborative way in the classroom. 

5. Edmodo 

Edmodo is perhaps one of the most equipped tools as a collaborative web tool. What 

is Edmodo and how can you use it? You can think of Edmodo like Facebook. Imagine 

a social media site like Facebook used for educational purposes. You log in to 

Edmodo as a teacher, create an online classroom and register your students there. 

After that, everything will be over Edmodo. You will share posts, assignments, 

pictures, videos. You will conduct surveys and assign tasks. You will do exams on 

Edmodo and you will be able to evaluate the exams you have done on Edmodo. 

Saving both time and space. If your students have access to the Internet at home, it 

is really recommended to create virtual classrooms on Edmodo. In the meantime, it 

is worth mentioning that Edmodo is more suitable for high school and university 

level. 

6. MentiMeter 

With Mentimeter, you can prepare collaborative working environments like 

previous tools. Mentimeter, which is a collaborative web tool. What is Menti for 

short and how can you use it?  Menti is a web 2.0 tool that you can measure and 
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evaluate online. Using the mentee, you can collect ideas from your students, survey 

them or prepare tests. Menti can also allow you to ask open-ended questions, 

allowing you to collect unique ideas from the audience (Arledge, 2017, p. 65). 

Conclusion 

It became obvious that if there is an unpredictable situation like what happens in 2020 

Covid-19 pandemic, then, it becomes prominent to use digital tools for teaching and 

learning while all people are staying home. Furthermore, with the advancements in the 

technology in the 21st century and the students now becoming digital natives, it is 

inevitable to use technology in the classrooms. Additionally, technological tools can 

support the education and training process in many different areas. It   enriches 

students and teachers to give effective tasks and to do teaching more professionally. It 

also: 

• provides access to current sources. 

• helps to gather new information and store it in a more convenient and quickly 
accessible place. 

• supports interacting with all students, teachers and specialists in certain fields 
and collaborative work. 

• provides the opportunity to learn, understand and express different 
understanding of different multimedia tools such as images, videos, sounds. 

• Provides students with an authentic and up-to-date learning and assessment 
environment by including daily life more in the learning environment. 

• provides the opportunity to easily present and publish new information learned 
in any environment. 

As it is clearly seen, there are many achievements that technological tools and platforms 

bring to people. However, if educators do not improve themselves in the use of 

technology, 21st century skills, Web tools, they will not be able to keep up with the 

changing era in education and training environments and still continue in a more 

primitive way. You should be sure that no teacher and student will be satisfied with this 

situation since it is the digital age. Removing students from these existing technologies 

is equivalent to taking them from a world where they live and putting them on a 

deserted island. For this reason, instead of removing them from technology, teachers 

must learn to use existing technologies effectively and efficiently. They must not only 

encourage the students to write in the traditional way but also digital way. 

“If digital writing tools can be used as an extended opportunity to participate on more 

equal terms, regardless of the difficulties of spelling or letter formation, the learning 

environment can be seen to be designed to accommodate the students” says Dahlström 

& Boström’s (2017, p. 58).  



 

 

35 

According to the results of Dahlström’s (2018, p. 59) study “given the conditions of 

digital access and opportunities for practice, the affordances of digital writing can 

increase student agency. In turn, this suggests that a writing education focusing on 

student agency can contribute to equity in writing activities. Allowing student agency 

can mean a shift in power in education”. It is eminent to take this shift into 

consideration when teachers design their tasks (Leijon & Lindstrand, 2012, p. 87). 

Furthermore, it has been proven that form and function is beneficial for students’ 

writing according to the research (Hultin & Westman, 2014; Liberg, 2014; Myrberg, 

2007). “The fact that language accuracy in the students’ texts is improved when they use 

digital resources is seen clearly” in Dahlström and Boström’s (2017, p. 55) study for L2 

students. However, it is not a proof of the mastery of their language accuracy. It is 

because of the fact that they may be using some programs or Web-sites to check their 

language. 

It is evident that in 21st century not only the students as digital natives but also the 

teachers as digital immigrants should follow the recent changes in technology and bring 

it to the classroom. Time is flying and it is really unprecedented to see what awaits for 

us, like the Coronavirus (Covid-19) pandemic all around the world. Therefore, it is very 

important to be prepared beforehand and try to be equipped with all the necessities of 

the digital era for both the students and the teachers! 
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Standard Setting Through the CEFR in Language Education Contexts* 
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Abstract 

The Common European Framework of Reference for Languages (CEFR) has affected 

language education policies of countries across the world by presenting proficiency 

descriptors and educational principles to be followed in education contexts. The CEFR 

provides widely recognized standards to be adopted in language education contexts in 

terms of learning, teaching, and assessment. Though it was originally intended for 

language users in European context, its influence has been at a global scale. In this 

respect, this study initially introduced the CEFR and its two main functions which are 

proficiency descriptors and educational principles. Next, sample implementation 

processes of the CEFR in language education contexts which were conducted in both 

national and international scales were described. Then, common features of these 

studies were discussed. Finally, suggestions regarding the CEFR implementations in 

language education contexts were provided for forthcoming studies.  

Keywords:  standard setting, CEFR, language education, 

 

*This study was generated from the PhD thesis titled “Evaluation of the High School 9th 

Grade English Language Curriculum of Turkey in Relation to the CEFR Principles”. 

 

1. Introduction 

The Common European Framework of Reference for Languages (CEFR) was published 

by the Council of Europe (CoE) as a reference document in 2001 (CoE, 2001). The CEFR, 

originally published in English and French languages, serves as standard reference 

document for learning, teaching, and assessment of languages, and it has affected 

language education contexts profoundly at a global scale (Alderson, 2007; Byram & 

Parmenter, 2012; Çelik, 2013; Girard & Trim, 1998; Hulstijn, 2007; Khalifa & Ffrench, 

2008; Mirici, 2014; North, 2014). The CEFR has two main functions; descriptive and 

educational (Mirici, 2015). 

2. Proficiency Descriptors 

The CEFR describes language proficiency under three broad categories as Basic User, 

Independent User, and Proficient User, and these categories are further divided into six 
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levels as Breakthrough (A1), Waystage (A2), Threshold (B1), Vantage (B2), Effective 

Operational Proficiency (C1), and Mastery (C2) (CoE, 2001). The categorization of 

language levels is clearly depicted in the following figure (Figure 1): 

 

Figure 1. Common reference levels: Global scale (CoE, 2001; p.23) 

3. Pedagogical Principles 

Plurilingualism, pluriculturalism, action-oriented approach, communicative language 

competence, task-based learning, self-assessment, intercultural awareness, and 

autonomous learning can be sequenced among the pedagogical principles proposed by 

the CEFR for language education contexts. Firstly, plurilingualism points out to bring 

up learners who can communicate in several languages without losing the intended 

meaning. Plurilingual language users can express themselves in different languages 

either in written or in spoken forms by relying on their flexible plurilingual repertoires 

(CoE, 2001). Secondly, pluriculturalism can be regarded as a complement to 

plurilingualism, and it highlights to bring up language learners who are competent in 

several cultures. They can easily take part in intercultural encounters which require 

competency in several cultures (CoE, 2001).  Thirdly, action-oriented approach helps 

language learners to overcome problems which may arise in an ordinary day by using 

their existing language resources. In language education contexts adopting an action-

oriented approach, specific language tasks reflecting real life are designed and language 

learners are expected to accomplish these tasks (CoE, 2001). Fourthly, communicative 

language competence requires active communication in the target language from 

language learners. Enhancing spoken production and interaction among language 

learners is the primary focus in a communicative language class in contrast to 

conventional language classes (CoE, 2001). Fifthly, the CEFR focuses on a task-based 

learning. Language learners can come across various tasks at different aspects of their 

lives. Accomplishing these tasks requires using different language skills, and a CEFR-

based language class presents many tasks for language learners (CoE, 2001). Sixthly, the 

CEFR strongly suggests the application of self-assessment in language education 

contexts. European Language Portfolio (ELP) helps language learners to monitor their 

progresses and achievements in language learning. By using ELP, language learners can 

describe their language levels by referring to internationally recognized proficiency 

descriptors (CoE, 2001). Seventhly, a CEFR-based language classroom aims to bring up 

language users who are aware of intercultural differences. Intercultural awareness 

enables language users to understand different cultural norms, stereotypes, and to see 
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themselves with others’ point of views (CoE, 2001). Lastly, autonomous learning is 

strongly suggested in a CEFR-based language classroom. Autonomous learning enables 

language learners to be aware of their needs and ways to accomplish these needs in a 

life-long basis. They can strategically define their language needs and try to realize their 

needs without direct support (Mirici, 2014).  

4. The CEFR-Based Implementations 

The literature indicated that the CEFR was accepted as a reference document across the 

globe for various reasons from alignment of national applications to international 

standards to self-assessment tool for language learners, teaching language skills, and 

different pedagogical approaches to language teaching.  

Firstly, the local authorities or professionals used the CEFR as a guide to align their 

standards to internationally recognized standards. For example, Huy, Hamid and 

Renshaw (2016) explored the implementation of globalized standards in local language 

education contexts. The study aimed at proposing a national framework in Vietnam 

with reference to the CEFR. The data were collected from administrators and policy 

makers through in-depth interviews. The results showed that macro level policy 

planning is necessary to eliminate constraints regarding the implementation of 

internationally recognized documents in local language education contexts. Besides, 

Torrano, Mujika and Casanovas (2014) reports that more than 140000 people hold 

accredited qualifications certifying their Euskara knowledge, and experts were 

commissioned to validate and adapt these qualifications to the CEFR. They addressed 

several suggestions to the official bodies to enhance the accreditation processes. 

Ulanska, Kirova, Petkovska and Koceva (2010) stated that compulsory language classes 

in English were introduced in the obligatory elementary education based on the CEFR 

in Macedonia. The CEFR was used as a reference document in defining the language 

competence levels that the learners were supposed to acquire during the obligatory 

education. Similarly, Casas-Tost and Roviera-Esteva (2014) questioned the application 

of European-based standards to Chinese language and the assumption of universality of 

these standards without adjustments for other languages. They analyzed the CEFR 

adaptations to Chinese in Spain, and presented alternative ways in order to establish 

new models to describe Chinese with its unique features. Also, Navas de Pereira (2011) 

analyzed the effect and consequences of CEFR in a School of Modern Languages in 

Venezuela by highlighting its influence on their daily endeavors. The study reported 

mismatch between needs and demands of local educational systems and European 

policies. Ilc and Stopar (2015) examined the alignment process of the national 

examinations carried out in English to the CEFR proficiency descriptors in Slovenia. The 

study highlighted the importance of decision makers’ understanding of the CEFR 

descriptors in language planning and policy.  

Secondly, the CEFR was used a reference guide in developing EFL learners’ language 

skills. For example, Runnels (2016) investigated whether there is a relationship between 

Japanese EFL learners’ self-assessment scores of listening and reading skills based on 

the can-do statements of CEFR and their Test of English for International 
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Communication (TOEIC) test scores. The results showed moderate correlations 

between can-do statements and TOEIC scores in terms of listening skill. Likewise, 

Shaarawy and Lotfy (2013) reported a quasi-experimental study in an EFL context in 

Egypt. The CEFR-based implementations regarding writing skill were taught at the 

experimental group and traditional implementations were conducted at the control 

group. The results showed that the experimental group outscored the control group in 

terms of students’ writing proficiency levels. Additionally, Hulstijn, Schoonen, De Jong, 

Steinel and Florijn (2011) explored the connections between spoken proficiency and 

linguistic competences of the adult learners of Dutch through the CEFR descriptors. 

The learners were found to be at B1 and B2 levels according to the CEFR Overall Oral 

Production scale.   

Thirdly, the CEFR was used as a reference guide in Canadian immersion contexts for 

various purposes. For example, Taylor (2015) explored the pathways followed by a high 

school teacher in Canadian French immersion context. The teacher introduced 

plurilingual principle of the CEFR into a content-based course in which medium of 

instruction was French by applying technological tools in order to ease the process. The 

results showed that the students were in favor of technology enhanced plurilingual 

pedagogy proposed by the CEFR. Furthermore, Faez, Majhanovich, Taylor, Smith and 

Crowley (2011) reported the perceptions of French as second language (FSL) teachers on 

the CEFR implementation in terms of informed instruction in FSL classrooms. The 

study focused on strengths and weaknesses of the informed practice of the CEFR. The 

results indicated an increase in student motivation, self-confidence, authentic language 

use, and learner autonomy.    

Lastly, the CEFR was used as a reference guide in developing EFL learners’ 

communication strategy use. For example, Nakatani (2012) examined the applicability 

of communication strategy use of the CEFR in improving proficiency of EFL learners in 

communicative tasks. The participants were Japanese college students. The results 

showed that communication strategy use of the CEFR was effective in terms of students’ 

test scores, achievement strategy use, and their strategy use awareness.  

5. Conclusion 

In conclusion, the CEFR has been widely used in foreign/second language education 

contexts as an internationally recognized reference document for various purposes from 

standardization of national language programs to designing assessment tools.  
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A New Technology in Language Learning: Third Eye 
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Abstract 

In recent decades, the teaching of English as a foreign language has become increasingly 

common in classrooms all over the world. A wide range of economic, technological, and 

educational factors have contributed to the proliferation of the teaching of English in 

many different countries. A parallel situation that has occurred during this period has 

been the growth of the teaching of English by means of the use of instructional 

technologies. Studies have proven that using technology in education motivates 

students, creates new learning opportunities, provides more enjoyable learning 

environments, increases the communication between students and makes learning 

process more active, effective and meaningful. Among the most important instructional 

technologies of these kinds are the so-called “third eye” technologies that involve the 

use of projector screens, overhead projectors, data projectors, power points, classroom 

internet access, instructional videos, audio visual materials, and etc. The utilization has 

had the effect of enhancing the quality of the English language instruction.  

Keywords: English language, communication, learning process, third eye technology 

 

 

Introduction 

Studies have proven that using technology in education motivates students, creates new 

learning opportunities, provides more enjoyable learning environments, increases the 

communication between students and makes learning process more active, effective 

and meaningful. In an era when the fact that the effects of technology on the learning 

processes are still being proven.  

Over the past decades, Information and Communication technologies in the arena of 

education have started to be used immensely and applied in various kinds of teaching 

styles, which has helped the efficacy of learning too (Mohorovicic & Strcic, 2011). By the 

help of these technologies, online learning and e-learning have also become a significant 

part of education process (Giannakos & Vlamos, 2013). 

It differs from other technological tools in that augmented reality offers larger realism 

(Barreira et.al., 2012) and offers more natural human-computer interaction as it lets 

human interact with real and virtual objects at the same time (Azuma, 1997). This 

difference can be claimed to be a noticeable one as in an era that post humanist 

approach is getting more and more attention, “what role a supposedly exterior world 
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may play in cognition and language” (Pennycook, 2018) can be a meaningful topic to 

study on by focusing on one of its multiple aspects which is augmented reality and its 

effects on success in this study. Augmented reality has been proven to be one of the 

technological tools that affect the learning processes in a positive way. Many national 

and international studies show that augmented reality technologies increase the success 

and motivation of the students (Sırakaya ve Seferoğlu, 2016). In this respect new 

technologies have presented very effectual language(especially English) learning 

opportunities for the learners. 

Historical Reasons for the Teaching of English as a Foreign Language 

Many surprisingly simple reasons can be readily identified why an educational system 

would choose to teach English as a foreign language and not, for example, French or 

German – or even Chinese. First of all, many of the nations around the world already 

speak English as a primary or secondary language This is due in large part to the 

influence of both the former British Empire and the United States. The British Empire 

once controlled approximately one third of the world, and people in the subject colonies 

of England either spoke English as a native language if they were migrants from the 

English homeland, or learned to speak English as a result of the colonial experience. For 

this reason, English is now the official language of many of the former colonies of the 

United Kingdom such as the United States, Canada, Australia, New Zealand, the 

Bahamas Islands and others. The rise of the United States as a superpower and then as 

the world’s dominant power had the additional effect of motivating many people around 

the world to learn English, and contributed to the immensely successful spread of the 

English language (“The Rise of American English”, 2013). 

It is also extraordinarily practical that English is taught as a foreign language in 

educational systems all over the world - not only because English is spoken in many 

different countries, but also because the native languages of many other nations are far 

less common. For example, many of the European countries are relatively small in 

nature, and yet have separate languages (“Europeans and Their Languages”, 2012). This 

has made it traditionally difficult for people in different nations of Europe to 

communicate with one another in an effective manner. Consequently, many of the 

European nations have developed the practice of teaching English as a foreign language. 

The teaching of English in other parts of the world has also expanded as the world 

economy has become much more interlocking in nature. English is now much more 

commonly taught in such nations as Russia, China, India, and Pakistan, for example, 

sometimes even rivaling the original language in importance. The reason for this is that 

it is necessary for people in these nations, whose native languages are not commonly 

spoken outside of their native homelands, to develop a universal language that will 

allow them to communicate with people that are not from their own home countries. 

This is readily apparent, for example in the use of electronic messaging boards. While 

there are discussion boards for each native language, communication is usually fast-
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paced enough that whoever does not speak English as the ‘common language’ will easily 

be left behind (Birch and Volkov, 2007).  

The Growth of English as an International Language 

English is increasingly being taught as a foreign language in classrooms around the 

world. There are many different reasons why this is the case (Fitzpatrick, 2015). Most 

importantly, changes in the world economy, and technologies have had the effect of 

facilitating deep societal changes, of which a stronger interconnectivity with other 

nations and intercultural exchange is the most significant effect. Because of the 

immense growth of modern communications technology, it is now possible for people 

from different parts of the world, to communicate in an instant due to the availability 

of communications technologies such as email, social media, international telephone 

calls, Skype,  etc. 

Also efficient commerce among people is possible by means of contemporary 

communications technology. The growth of online commerce which allows people from 

all over the world to engage in commercial transactions with one another.  As people 

from multiple nationalities work together across the globe, choosing a unifying 

language may even mean creating a new global tribe of people that are bound by what 

they communicate. Thus, commerce amongst people, facilitated by online tools such as 

the Internet - have exercised a significant impact on the growth of the global economy 

(Bock, et al., 2015).  

Significance of the Study 

It is important to see the reflections of the technological developments in education in 

a world where technology has become a part and parcel of it. There are many studies 

that show the positive effects of augmented reality applications in education. Especially 

in the last decade there has been a boost in the studies about augmented reality. Many 

of these studies cover the benefits and potency of augmented reality technology as well 

as restraints and challenges of it (Bacca et al., 2014). While some of the studies have 

proven that augmented reality helps students learn better, some of them have shown 

that it increases student motivation (Radu, 2012). 

As it has been pointed out in the previous studies, technology plays an important role 

in education. There are many studies that show the positive effects of technology on 

education in terms of success, motivation and retention both in the world and in Turkey 

(Albayrak and Altıntaş, 2017; Barreira et al. 2012; Billinghurst et al.; 2001, Bottino, 2014; 

Çakır, et al.; 2015; Liu and Tsai, 2013; Mahadzir and Phung, 2013; Songül et al., 2018; 

Taşkıran et al., 2015 Zoumenou et al., 2015). Meanwhile, the requirements of the new 

century have also affected education. With the concept of 21st century skills which 

include ways of thinking like creativity, tools for working like information and 

communication technology (ICT) literacy, ways of working like collaboration and ways 
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of living in the world like global and local citizenship, the aims of education can be 

claimed to change. 

The goal is not equipping students with the information about the subjects anymore. 

Today letting students have these skills through relevant teaching methods can be 

interpreted as the ultimate target of education. At this point constructivism can be 

stated as the current method that has been being discussed. According to 

constructivism learning is a process that requires active and creative social interaction 

and information is not a term that can be transferred but constituted. The principles of 

constructivism let the learners to reach the source and avoid them to be individuals 

waiting for the data (Can, 2004, p. 66). 

The concept of the “third eye” in the classroom for English as a foreign /second language 

is increasingly becoming essential to the education process. There are a wide range of 

reasons for the use of the “Third Eye”. Many different kinds of instructional technologies 

are now available for the purpose of providing students with the means by which they 

are able to engage in learning processes of a more sophisticated nature. Modern video 

platforms integrate visual aids into the teaching procedure. And auditory media such as 

podcasts make sure students about correct pronunciation of the related words.  

Students might find themselves in a country the language of which they like to learn, 

all from the comfort of their own home. For example, a student who wants to learn 

Russian could find himself in a “virtual Moscow”, interacting with the ‘inhabitants’ that 

communicate with him in Russian and provide the student with feedback. 

In general, using new technology represents a tremendous advantage for teachers, as 

they  have multiple options for teaching students. The concept of third eye technology 

fulfills a particularly important role in the teaching of a foreign language, and the 

utilization of third eye varieties of technology convey a significant benefit to instructors 

that are attempting to teach English as a foreign language (Akdeniz, 2016). 

Technological Changes that Facilitate the Spread of English as a Foreign /Second 

Language 

An additional factor that has also helped to facilitate the rapid growth of teaching of 

English as a foreign/second language is the growth of modern transportation 

technology. The technology that was not available 15-20 years ago, now makes it easily 

possible for anyone anywhere in the world to fly by airplane to the other side of the 

world in less than twenty four hours, sometimes even less than twelve.  For example, a 

simple flight from the US East Coast to Central Europe takes a mere 9 hours. 

Additionally, air travel expenses are also so much less than they once were due to the 

proliferation of the number of airlines, and a drop in the costs of airline fare.  

This change has also allowed the global economy to expand such that people in different 

parts of the world are now able to interact with each other physically for the purpose of 
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commercial exchange.  (King, 2014; Upbin, 2015). However, the growth of this world 

economy has necessitated the greater use of a common language that will allow people 

in different parts of the world to effectively communicate with each other.  

One of the most important issues is that people from different countries are able to 

engage in communication so that they are able to conduct commerce in a mutually 

beneficial way. Consequently, many educational systems around the world - especially 

in countries where English is not the native language - are now teaching English as a 

foreign language and continue to place a strong emphasis on it, going so far as to have 

an equal stance compared with the original native language in cases where the society 

defines itself strongly via the ability to trade with other nations (Raine, 2012).  

The Utilization of “Third Eye” Technology in the Teaching of English 

Just as technological advancements have had the enormous impact of facilitating the 

growth of English as a universal international language, and as English as a foreign 

language has continued to spread, it is also true that the use of technology to facilitate 

the actual process of teaching English has grown on an exponential basis in recent years. 

The reason for this is technological improvements that have been extraordinary effects 

on education. Among them most important of these has been the development of so-

called “third eye” technologies that allow for the development of language skills through 

the use of effectual instruction methods utilizing advanced technology. One of the most 

significant factors of this kind with regards to technological improvement has increased 

the presence of complex instructional technologies in classrooms (Edutopia Team, 

2008). 

Only a few decades ago the standard method of classroom instruction was for the 

teacher to stand in front of the class, and provide any kinds of illustrations that might 

accompany the lecture by writing on a board (Donnelly, 2014). However, starting with 

the advent of slide projectors and overhead projectors in the 1970s and 1980s, 

technological advancements now allow the teachers in a classroom to teach through the 

use of electronic equipment. Examples of equipment of this kind include projectors, 

video screens, computers, classroom internet access, electronic players, and other such 

artifacts.  Most of these are technological forms that either did not exist only a few 

decades ago, or were expensive to afford. However, now such technologies can be used 

effectively and they are able to be placed in classrooms as a routine educational practice.  

In addition, the possibilities to interact with students more directly have also increased 

together with its convenience of use. For example, podcasts afford the listener with the 

possibility to learn a language while going about his or her daily business. Together with 

the advent of online courses, electronic media and the ‘third eye’ greatly improve 

learning efficiency and even expand the ‘classroom’ into everyday life (Clabaugh, 2015).  
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The availability of electronic methods of communication has enhanced the quality of 

English language teaching in a wide variety of ways (“Using Electronic Resources for 

Teaching”, n. d.). The quality of the instruction that is being provided is strengthened 

through the use of such technologies in a wide variety of ways. One of the most 

important factors involves the use of audiovisual material when teaching the English 

language.  

Traditionally, it has been very difficult for students that are participating in a classroom 

instructional process to be able to learn through Third Eye technologies. The traditional 

method of teaching foreign languages in a classroom environment involved the 

presence of a classroom instructor that was fluent in both the language that is being 

taught and the students’ native language. The foreign language in question would 

subsequently be taught from the perspective of the instructor, and often the instructor 

would also be a secondary speaker of the language that was being taught. In order 

words, the language that the students were learning would be taught by an instructor 

for whom the language in question was only their second language, and as a result the 

student would not be learning the language in question from an instructor that was 

utilizing the proper accentuation. This situation consequently had the impact of 

undermining the students’ process of developing full proficiency of the  target language 

(Hein, 2015).  

Conclusion 

With the advent of classroom technology that is now available in most educational 

institutions. It is possible to provide an extremely comprehensive instructional process 

when it comes to the task of teaching foreign languages to students. The students are 

able to listen to recordings of people that are speaking the foreign language in question, 

and doing so in their native accents. It is also possible to provide students of all 

backgrounds and color with a diverse array of instructional videos of the kind that will 

allow the students to develop proper diction and phonics skills. This has the effect of 

improving the teaching of English as a foreign language in classrooms all over the world 

to a great extent(McKnight, 2012).  

The teaching of English as a foreign language has become increasingly commonplace in 

many different countries. The availability of so-called third eye technology had the 

impact of improving the quality of the instruction. However, it is also true that the range 

of instructional technologies of these kinds that are available at present provide the 

student with a greater number of options concerning how to improve their English 

language skills. The presence of such technology in the classroom has greatly enhanced 

the teaching that is provided to students who study English.  

In this study only the effects of the augmented reality technologies on the success of the 

students in learning English as a foreign language in primary level were tested. While 

conducting the research the cognitive abilities and personal traits of the students were 
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not observed. In this respect these features can be search in another study and the 

results can also be analyzed using this data. Moreover, the attitudes toward the 

augmented reality integrated lessons can also be searched to support the further studies. 
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Abstract 

Within this pandemic associated with Covid-19, psychological health occupies a 

prominent place as a result of a situation of forced isolation. Impacts can lead to an 

increase in mental health disorders as well as a set of adaptive reactions inherent to the 

recovery.  Cooperation is conceived as the ability to jointly operationalize knowledge, 

attitudes and skills with a view to achieving a common purpose; and assertiveness is 

conceived as a bilateral behavior that emphasizes the importance of considering the 

desires, thoughts and feelings of both the sender and the recipient of the assertive 

message, predictive of academic success. In this line, the main objective of this 

communication is to present the results of the application of the Global Cooperation 

Assessment Scale (EAGC) and the findings levels of the Global Assertiveness 

Assessment Scale (EAGA). The study used a non-probabilistic sample for convenience 

of 101 Portuguese higher education students. EAGC and EAGA are a self-registration 

closed-ended Likert type 5 points, closed-response scales that allows assessing the 

degree of competence in respondents' cooperation and assertiveness. Both Scales were 

administered online in spring semester 2019/2020, with the link to the questionnaire 

being made available to students the computer platform ensuring the response of a 

single survey per respondent whose participation in the study was voluntary. The 

treatment of the information, as well as its statistical analysis, was supported by the R 

software (R Core Team, 2019), having been assured the confidentiality and anonymity 

of the respondents. Sociodemographic variables were also used, which seemed 

promising in contextualizing, interpreting, and discussing the results. The value of the 

sample mean obtained at EAGC=35 (± 6.5), thus revealing a high capacity for 

cooperation and in the EAGA=31 (± 5.53), thus revealing a high assertive competence 

who attend higher education.  

Keywords: Assessment, EGAC, EGAA, Education, Psychology 

 

1. Introduction 

The ongoing severe acute respiratory pandemic has caused nearly 500.000 detected 

cases of coronavirus disease (Covid-19) illness and claimed  more than 20.000 lives in 
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the world as of 26 March (Kissler, Tedijanto, Goldstein, Grad, & Lipsitch, 2020). Within 

this pandemic associated with Covid-19, psychological health occupies a prominent 

place as a result of a situation of forced isolation. Impacts can lead to an increase in 

mental health disorders as well as a set of adaptive reactions inherent to the recovery. 

Public health and the well-being of higher education students deserved our attention. 

Currently, there is a widespread and pronounced need for cooperation competence; 

therefore, several studies have been carried out on this theme, both in the field of 

learning. Conceptually, cooperation refers to the way in which individuals combine 

their strengths and their knowledge to achieve the same goal, in a proactive and 

participatory attitude by all. Empirical research data is needed to support the 

development of evidence-based strategies in order to reduce adverse psychological 

impacts and psychiatric symptoms. The competence of cooperation is thus the ability 

to operationalize knowledge, attitudes and skills in order to act together, with a view to 

achieving a common purpose. There are multiple advantages of collaborative work for 

the lives of schools (Formosinho & Machado, 2008; Formosinho, 2009; Kaendler, 

Wiedmann, Rummel & Spada, 2015). According to Morin (2002, quoted by Cochito, 

2004, p.3), “the human being must be both an individual, part of a society and part of a 

species”.  

The collaborative joint work provides the professional growth of the teachers involved 

in terms of improving reflective skills and enriching didactic knowledge, consequently 

leading to a change in teaching practices both in the classroom and outside. One of the 

teachers' strengths is the increase in joint reflection on the work carried out, which 

allows the construction of more articulated and contextualized teaching resources. For 

communities of practice, sharing information and researching new tools, it can 

cooperatively initiate a continuous teaching-learning and research process in the 

teaching context, inside and outside the classroom. The cooperative classroom 

emphasizes the regulatory assessment that tracks student progress and provides 

opportunities and tools for self-assessment. The teacher's concern is to provide 

permanent feedback and, in good time, give indications of what each student can do to 

improve, help him to recognize his strengths and weaknesses. Feedback based on an 

objective description of what was observed and which seeks to balance positive aspects 

and difficulties (Cochito, 2004).  

According to Pereira, Motta, Vaz, Pinto, Bernardino, Melo, Ferreira, Rodrigues, 

Medeiros and Lopes (2006) the entrance to the University constitutes a moment of 

transition, which is a remarkable stage in the development of young people, requiring 

adaptations to new realities. Several studies have shown how much this adaptation and 

integration process can be in an academic context. Regarding the construction of 

communities of practice, Cochito (2004) defends two vectors: “learning throughout life” 
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and “learning from life”. The concept of literacy means not only the existence of 

knowledge, but also the competence to learn and whoever does not reveal this appetite 

for learning and for a permanent update will hardly be kept up to date. This relationship 

with knowledge implies not only the awareness of 'uncertainty' and 'temporality' of what 

is known, but also the awareness of what is not known and the ability to establish and 

regulate learning paths (Carneiro, 2001, cited by Cochito, 2004). These paths are not 

delineated without the relational dimension of learning and without active participation 

in peer learning groups. Whatever the context, the competence for cooperation is 

fundamental to the growth of people and educational system. 

Assertiveness is conceived as a bilateral behavior that emphasizes the importance of 

considering the desires, thoughts and feelings of both the sender and the recipient of 

the assertive message, predictive of academic success. The present investigation is also 

in line with that recommended by Jardim and Pereira (2006), in which improving the 

assertiveness competence presupposes a systematic learning process in which the needs 

of the person, the objective and the surrounding circumstances must be considered. 

There are several benefits of assertive competence as a person, student and professional 

future in the optimization of psychological resources. 

Based on this definition, attesting to three aspects related to assertiveness: it is not an 

innate competence, determined by the genetic code or someone's disability, but it has 

to do with behaviours - as such, it is characterized by being observable, measurable and 

amenable to modification; it is not a competence of the intrapersonal scope, since it 

interacts with the other, the situations and contexts in which these behaviours occur; it 

is a behaviour that refers to the effectiveness and satisfaction in social interactions, 

which results in the well-being of all interlocutors. 

Assertiveness has become synonymous with social skills, as we can see in the definition 

of Caballo (1993), referring to them as a set of behaviours, taken by an individual in an 

interpersonal context, which expresses his feelings, attitudes, wishes, opinions or rights 

in a way that is appropriate to the situation, while also respecting these behaviours in 

others, and that usually resolves the immediate problems of the situation and minimizes 

the likelihood of future problems. 

2. Methods 

2.1 Objective 

The main objective of this study is to present the results of the application of the Global 

Cooperation Assessment Scale (EAGC) and the findings levels of the Global 

Assertiveness Assessment Scale (EAGA), applied in the pandemic period in higher 

education. 
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2.2 Sample 

The study used a non-probabilistic sample for convenience of 101 Portuguese higher 

education students. As it is a non-probabilistic sampling for convenience, the authors 

did not use inferential statistics as a methodology due to the inherent limitations, but 

descriptive statistics. The sample of surveys received online consists mostly female 

(88%). The average age is 21.25 years (± 3.86 years), with the youngest and oldest student 

respectively 19 and 27 years old. Almost all respondents are single (98%), with the rest 

being married / de facto union.  

It can be seen that the majority of students (50%) live with their families, 26% with their 

friends, 13.5% other choose and 10.6%, the lowest percentage of students lives in a 

residence / rented room (10.6%) (Fig.1).  

 

Figure 1: Who the student lives with during the class period. 

When traveling to the educational establishment, the means of transport most used by 

students are: on foot (50%), public transport (35%), own car (23%) and bicycle / scooter 

/ skateboard (2%). The median travel time from the student's address to the university 

is 20 minutes (inter-quartile range: 40 minutes. Additionally, it appears that in students 

who travel daily distances in each route greater than 30 km, 72% do so in public 

transport, the rest being by their own vehicle.  54% <5 km travelling from address to 

university -distance travelling one way, 26% >30 km, 15% 10-29, 5% 5-9 km. (Fig.2). 

 

Figure 2: Travelling from address to university -distance travelling one way. 

Approximate distance, in Km, of the route (one way) that the student takes daily from 

his address to the educational institution during the class period.  
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2.3 Instruments 

EAGC and EAGA are a self-registration closed-ended Likert type 5 points scales (1- 

never, 2- rarely, 3- sometimes, 4- often, 5- always) that allows assessing the degrees of 

competence in respondents' cooperation and assertiveness (Jardim & Pereira, 2006).  

The EAGC, about cooperation variable, is composed of nine items, which are 

respectively: 1. When I work in a team I like to collaborate with colleagues; 2. I think 

that cooperation helps to develop new ideas; 3. When I work in a group, I feel that 

everyone's contribution is important; 4. I enjoy working in a group more than 

individually; 5. I appreciate teamwork, especially for the moments it provides; 6.  The 

more I work in group with colleagues, the more I appreciate them; 7.  Group work makes 

me enjoy attending my school; 8.  I prefer group assessment versus individual 

assessment; 9.  When I work in a group I have a higher income.  

The EAGA is composed of eight items, which are respectively 1. I usually express my 

ideas; 2. In a conflict situation, I usually know when to be firm and not to give in; 3. I 

usually defend my rights; 4. When they ask me for something it doesn't suit me, I know 

how to refuse; 5. When I disagree with someone, I express it convincingly; 6. I usually 

speak as long as necessary to state my views; 7. I usually speak in a clear and audible 

tone of voice; 8. When I feel offended, I manifest it directly to the person who offended 

me. 

2.4 Procedures 

EAGC and the EAGA were administered online in the spring semester of the academic 

year 2019/2020, with the questionnaire link being made available to students ensuring 

the computer platform answered a single confidence survey with the anonymity of the 

respondents ensured by a respondent whose participation and participation in the study 

was voluntary. The treatment of the information, as well as its statistical analysis, was 

supported by the R software (R Core Team, 2019).  

3. Results 

The interpretation of the EAGC is directly related to the result of the sum of the values 

obtained in each of the items of the questionnaire for each individual. According to 

Jardim and Pereira (2006) values between 9 and 21 are a sign of low cooperation; values 

between 22 and 33 show an average capacity for cooperation; values between 34 and 45 

show a high capacity for cooperation. In the present study, the value of the sample mean 

obtained for the 101 students of higher education at EAGC was 35 (± 6.5), thus revealing 

a high capacity for cooperation in these students.  

Given the statement “When I work in a team I like to collaborate with my colleagues”, 

almost all respondents (90%) express frequent or immediate availability. When asked 

“When I work in a group, I feel that everyone's contribution is important” and “I think 

that cooperation helps to develop new ideas”, respondents express a similar high 
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agreement in their availability (87%), slightly more pronounced in the first affirmation. 

Once asked “I appreciate teamwork, especially for the fun times it provides”, 71% express 

that teamwork often brings or always associated with playful moments. It appears that 

in the following statements there is an increase in the standard of neutrality of 

respondents, varying from 28% to 40%, since the answers are situated in the median of 

the scale (3- sometimes). In the statements “The more I work together with my 

colleagues, the more I value them” and “Working in a group makes me enjoy attending 

my school” the pattern in the responses is similar, with less consensus on the last 

statement (14% versus 9%). It appears that in the last three statements that refer to 

“better performance”, “I like to work in a team” and “individual evaluation” the standard 

of neutrality is equal to or greater than 40%, although there is a higher percentage in 

the pattern of responses with the levels often (4) and always (5) higher than the levels 

never (1) and rarely (2). The last statement, which refers to the type of assessment 

(individual versus group) seems to be the one with the least consensus since the 

difference between the most extreme levels of the scale is only 11%. We found that the 

students surveyed indicate a greater preference for activities / initiatives that involve 

cooperation and carried out as a team. In a detailed reading of the percentage of 

responses in each item of the EAGC in its five levels, it should be noted that the said 

statements present high average values (≥ 4.48 values) with reduced associated standard 

deviations (≤0.8) causing the coefficients of variation to be reduced (≤17.7%) indicating 

that these averages are representative. Despite the fact that, in global terms and in 

particular for each of the items of the EAGC, the average values are always higher than 

the standard of neutrality (3-times) revealing the capacity for cooperation, in the 

statements whose percentage of responses is higher in the median of the scale (between 

40.4% and 44.4%) a higher percentage of disagreements converges (between 14.1% and 

24.3%). 

In what concerns EAGA, in view of the statement “I usually defend my rights”, 84% of 

students are often demonstrative (37%) or always assertive (47%), 12% are neutral, while 

only 4% are never assertive (1 %) or rarely (3%). It is noteworthy that this was the EAGA 

item where students were always more assertive (47%). When asked “I tend to speak in 

a clear and audible tone”, 73% of students are often assertive (48%) or always assertive 

(25%), 22% are neutral in assertiveness, while 5% are rarely be assertive. This was the 

EAGA item where students were often more assertive (48%). Students demonstrate 

identical neutrality (26%) when confronted with the items “I usually express my ideas” 

and “When I disagree with someone, I express it convincingly”. In none of the referred 

items was there no absence of assertiveness. The frequencies of demonstration of rare 

assertiveness are similar (4% and 7%) as well as in the demonstration of frequent and 

full assertiveness (70% vs 67%). With regard to the items “In a conflict situation, I 

usually know when I must be firm and I must not give in” and “I normally speak the 

time necessary to express my opinions”, both total 66% of the responses concentrated 
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at the frequent levels (44 %) or always assertive (22%). In this same set of items, there 

is an 8% higher neutrality of assertiveness in the first item, respectively, accompanied 

by an equal decrease in the absence of assertiveness. In the last statement “When I am 

asked for something that does not suit me, I know how to refuse” is the one where the 

greatest demonstration of neutrality (35%) in assertiveness has been registered. This 

statement together with “When I feel offended, I manifest it directly to the person who 

has offended me” presents substantially the same response pattern with respect to a 

frequent or always present demonstration of assertiveness; however, it is distinguished 

by presenting a value that more than doubles with respect to a rare or absent 

demonstration of assertiveness (13% vs 6%). In a detailed reading of the percentage of 

responses in each item of EAGA in its five levels. Its reading is aided by a caption. The 

greater the percentage of responses given at each level of the scale, the greater the 

approximation to the lilac color. In the first column, in gray, the average of responses to 

each EAGA item is shown with the respective standard deviation in parentheses. The 

percentage of students who did not demonstrate assertiveness (1-Never) is residual. In 

global terms and in particular for each of the items of the EAGA, the values of the sample 

means are always higher than the standard of neutrality (3-times) revealing an approach 

to the demonstration of frequent assertiveness, a fact corroborated by a higher rate of 

level responses (4-often). The item “I usually defend my rights” stands out from the 

others for presenting a higher sample average (4.25) associated with a low dispersion 

(0.86), substantiating itself in the item with the demonstration of higher assertiveness. 

4. Conclusions and Discussion 

The value of the sample mean obtained at EAGC=35 (± 6.5), thus revealing a high 

capacity for cooperation and in the EAGA=31 (± 5.53), thus revealing a high assertive 

competence who attend higher education (R Core Team, 2019). 

Sociodemographic aspects present in the sample, such as: young age group, school level 

above the mandatory level, living together with the family during the period of classes, 

may be protective factors with regard to maintaining higher levels of cooperation and 

assertiveness. In the exceptional period of public health (Covid-19 confinement) to 

which the study refers, respondents in distance learning regimes showed levels of 

assertiveness above average. The future possibility of being able to use probabilistic 

methods, will allow to determine the influence of these variables. 

Social skills that occur with high frequency and little variability can be considered as 

patterns, suggesting characteristics of culture or subculture that are important in 

selecting assessment tools and planning interventions (Del Prette, Del Prette, Barreto, 

Bandeira, Rios-Saldaña, Ulian, Gerk-Carneiro, Falcone, & Villa (2004).   

Thus, it is necessary to continue to study tutoring in distance education in the time of 

Covid-19 in the current scenario. The virtual learning environment allows the teacher 

to develop a teaching situation, mediated by technological devices and the personal and 
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social skills of students and teachers cannot be forgotten. This new way of teaching with 

computer didactic resources requires preparation and activity planning that provides 

opportunities for active learning that have meaning for both the student and the teacher 

(Camacho, Joaquim, Menezes & Sant’Ana, 2020). 

To develop the competences of cooperation and assertiveness, systematic training in 

which the individual learns and exercises competence has been shown to be effective by 

authenticity through regular practice. Act as a group to achieve the end that brought 

them together, cooperating, expressing feelings and emotions effectively is necessary in 

a behavioral dimension (the type of skill), a personal dimension (cognitive variables) 

and a situational dimension (the environmental context). 

For the development of cooperation and assertiveness, several programs have been 

planned and implemented in the form of skills training in the field of promoting 

personal and social skills, also with the objective of primary prevention. There are thus 

valid reasons for stimulating competences even in a situation of social isolation for 

quality of life, mental health and academic success in order to enhance rewarding and 

successful social relationships. 
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Abstract 

This research investigates the influence of Facebook social media on the written 

production of students of Computer Science Studies Department in Federal Polytechnic 

Kaura Namoda. The researchers made use of the survey research design with 45 students 

respondents as a 10% of the population of both National Diploma (NDI) and NDII levels 

of students of the Computer Science department as a sample size and questionnaire was 

used as a research instrument. In the data analysis, percentage scores were used in 

Demographics, while mean and cumulative mean was used to answering the research 

questions. The study is significant because it helped in unveiling the negative effect of 

social media on students spelling abilities. The intents of the study are to examine the 

influence of Facebook social media on the student’s written production, to find out the 

nature of effect Facebook social media have on students’ written production, and to 

determine how social media usage has affected students spelling ability. The social 

learning theory was adopted as the theoretical framework. Survey was the research 

method used, using questionnaire as the instrument which was conveniently and 

accidentally distributed among respondents in the levels. The study established that 

virtual platforms (Facebook social media) have negative effects on the spelling ability of 

students. The research generalized that the usage of Facebook social media by EFL 

students in the department of Computer Science affects their spelling ability negatively 

more especially when writing examination and, which in turn affects conventional way 

of writing. The study however recommends that further studies should be conducted to 

high levels High National Diploma (HNDI) and HNDII of students from other 

departments in the Polytechnic. Students may have different perspectives about the 

influence of Facebook Social media on EFL Students, written production. Furthermore, 

in terms of reliability a small observation followed by a questionnaire could be carried 

out to ensure that the responses are similar.  

Keywords: English; Orthography; Social media; Facebook; Spelling ability 

 

Introduction 

In this generation, technology has almost become a means for everyone to all the 

information they need especially for teaching and learning process. Such as (Fawkes & 

McCabe, 2012) “technology is like an essential component of everyday life and social 
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networking is second nature to our students.”There has been a developing open interest 

with the marvel of connectedness over the previous decade (Easley and Kleinberg, 2010). 

One of the manners by individuals presently link with social media devices. "social 

media networking tools is rethinking how individual make or constitute friendship or 

kinship with different individual from different destination and in addition to, how 

individual set up friendship connectivity with the particular organization and 

environment" (Rios, Gonzalez, -Amen, and Davis, 2012, p. 9). Today social media play a 

better role in lifestyle activities of an individual since they give a space to the individual 

to speak with companions and associates or offer connections through sites (Rios-

Aguilar et al., 2012). Through networking tools that energize and encourage interest, 

online networking enables a man to work together and construct the association (Rios-

Aguilar et al., 2012). Social media is reshaping the manner in which students discuss and 

communicate generally with one another and create course mate discussion in the 

college environment (Rios-Aguilar et al., 2012). Social media networking tools have 

pulled in light of a legitimate concern for tertiary education employees searching for 

approaches to draw or engage and inspire students to be more dynamic and to be active 

learners.  However, are given a related application on the issue of studies (Hughes, 

2009). All things considered, there are specialists endeavoring to comprehend or to 

understand the new elements produced by web-based social networking in college's 

environment. The Research educational Institute announced that 94% of the first-year 

student who undergoing their program in tertiary institution more especially teenagers 

utilize some social media networking sites and 85% of understudies have an account 

with Facebook on the grounds that today young people are advanced technology or are 

digital native (Junco, Heibergert, and Loken, 2010). In addition, social media networking 

tools is a significant part of students' lives and it is essential to inquire as to whether 

social media networking can help within the academic activities. 

Social media connection or interaction assumes to perform a role in the advancing of 

human awareness according to different theories of social development. (Vygotsky's 

1934) Zone of proximal development theory proposes that students can learn more in 

the presence of a more knowledgeable person through social media tools (Powers et al. 

2012). Also detailed that, understudies communicating or interacting through social 

media networking, they can show different students. One clarification of this change is 

the idea of pedagogy. "Pedagogy, or the new andragogy, is a generally new idea of self-

coordinated learning dependent on Knowledge' (1980) hypothesis of distributed gaining 

where students gain more from their companions through the online social website"). 

This happens each day in web social media. "More learned individuals are frequently 

never again required as legitimate data is broadly accessible on the internet. Students 

must discover the data or information, recognize it, place it in setting and offer with 

their companions or friends through their social media systems". Web-based social 

networking is likewise reshaping the manner in which students impart by and large and 

inside their school network. Students are utilizing social media tools to the interface, to 

make and expand content, to utilize and produce applications, and in this manner to 

encounter school in both genuine and virtual or online networks (Powers et al. 2012). 
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To be sure, the student is forming their own characters and spaces through their 

fluctuated commitment and social media networking (Martinez Aleman, 2014). The 

College Community Survey of Student Engagement of 2009 discovered that the more 

understudies utilize person to person communication apparatuses to speak with 

different understudies, educators, and school staff in regards to coursework and other 

academic purposes, the higher their levels of commitment (Rios-Aguilar et al., 2012). 

Gradually, however, the high educational institutions have recently begun to grasp or 

embrace social media networking. Studies give observational information on how 

students utilize social media as well as the viability in advancing learning through the 

utilization of social media in junior colleges. Studies have appeared from establishments 

who serve various or non-conventional understudy populace, they are to a great degree 

dynamic via web-based networking media destinations. Research demonstrates that 

students are in need of social connection and support. "While a few foundations are as 

of now utilizing instruments, for example, Facebook or Twitter to push out informing 

students, the genuine idea of person to person communication is to empower students 

to interface with one another". Web-based life gives an outlet to understudies to share 

questions and to get assistance from individual students and overseers who can offer 

help on the web. As per the Community College Survey for Student Engagement, 

ongoing secondary school graduates going to a multi-year school frequently experience 

issues in exploring the school framework. With issues run from selecting and enlisting 

for proper classes, to finding out about accessible understudy help (University, 

2013).Two recent investigations have explored why college students utilize social media 

networking elements that influence users joining these sites. They have concentrated 

particularly via web-based networking media and contribution and have discovered 

connections between time spent via web-based networking platform and learner’s 

involvement portrayed by (Austin 1984) and estimated review things. The two 

investigations are based on a development alliance between social media platforms 

utilizing and students’ involvement. For example, a higher level of high clients of 

person-to-person communication destinations partook in and invested more energy in 

grounds associations than low clients (Junco et al., 2010). Furthermore, a greater 

amount of the high users announced that they interfaced day by day in reality with dear 

companions and felt a solid connection with them (Junco et al., 2010). the teachers 

educators are presently unequivocally promising and encouraging their students to 

utilize Facebook, Twitter and other important social media tools as an instructive device 

to open them to contemporary issues that are not canvassed in center substance of up 

close and personal guidance and to open understudies to viewpoints of specialists 

outside to their school (Cain and Policastri, 2011) The relationship between the student’s 

and social media utilize the study examine that the free factor and understudies' 

inclusion as the reliant variable. 

 In view of the above studies, this research intends to find out if there is any effect of 

using Facebook social media on EFL students’ written production. 
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Problem of the Study 

The growing trend and usage of social media as means of fostering Mutual 

understanding has come to stay in Nigeria just like in almost all parts of the world. It is 

however an imperative to note that majority of users that comprise the internet or 

virtual community thriving today are high school and University students. Baron 

(2010:272) noted that whatever effect social media has on the users fundamentally 

depends on how the user chooses to use it as it can be used in advantageous ways and 

otherwise. The phenomenon social media has been explored widely by diverse scholars 

in respect of its benefit and effects; however, it appears that the question is still a 

debatable one and this research focuses on the effects of the Facebook social media on 

the written production of the EFL students. Consequently, the main research problem 

of the study can be stated as follows: 

1. “Does the use of Facebook social media have an influence on the students’ 

written production in the department of computer science studies at Federal 

Polytechnic, in Kaura Namoda, Nigeria”? 

Based on the main research question, the sub-research questions of the study are as 

follows: 

2. Does the frequent use of the Facebook affect the EFL students’ written spelling? 

3. If it appears, does the wrong spelling influence the EFL students’ grades in the “Essay 

Section” of the test part on the “Use of English and Communication Skills”? 

4. Are the possible wrong spellings of students’ ‘mistakes’ or ‘errors’? 

5. Are there statistically significant difference among the responses to the questionnaire 

in terms of the demographic features of the respondents such as their gender, level or 

the grade?  

Methodology 

Research design and procedures 

The research design for this work is a quantitative technique. The survey method of data 

collection was implemented by using a structured questionnaire. Neumann (2006) 

explains the quantitative techniques as a way a researcher can access the data from 

participants without the exploit or control the condition to accommodate the particular 

guidance of the analysis or study. Since the specific objective of the research study to 

determine how (Facebook) social media affects the EFL student’s formal written 

production in the department of computer science studies, in the polytechnic. EFL 

student’s exams scripts for ND I and NDII were observed to obtain the data. 

Participants and Sampling 

The study of research conducted at Federal Polytechnic Kaura Namoda, in Zamfara 

State, the Northern part of Nigeria and which consist of the two arms categories level of 
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students ND I and ND II both male and female, those who are familiar with the 

environment. The population size of four hundred and fifty six (456) students from the 

department of computer science studies, ND I with a total number of two hundred and 

thirty eight (238) students and NDII with also the total number of two hundred and 

eighteen (218) students male and female from the department. The respondents for the 

study consisted of a sample of the age rank of 16 to 30 years. 

The population size of the students from both NDI and NDII classes in Computer 

Science department, as indicated in the following table: 

Table 1.The population size of the students in ND1 and NDII classes 

S/No Dept Level Num of Students 

1. CS NDI CS 238 

2. Computer Studies NDII CS 218 

 Grand Total NDI & NDII 456 

Source of the above figure from the Information and Communication Technology of the 

Polytechnic and confirmed by the Polytechnic registry. According to the report, there 

are four hundred and fifty six (456) students in NDI and NDII population from the 

department both male and female. This is contained in the detailed information manual 

which specifies the number of schools, departments and students in the Polytechnic. 

Sampling refers to as a situation on initiated or attempt to select the research participant 

from the study population. The survey participants were selected through designed 

sampling, nonrandom sampling in which the analyst adopted a broad compass of 

techniques to discover the achievable event of a high specific population (Neumann 

2006 p: 222). The target populaces were the students who are social media platforms 

active operators or users. The sampling consist of forty five (45) participants from the 

department of computer science which is 10% of the total number of whole NDI two 

hundred and thirty eight (238) participants and NDII number of  two hundred and 

eighteen(218) participants recommended sampling size, to be participants in a research 

by sample size calculator by Raosoft 

Table 2.Sampling Techniques for NDI 

S/NO     Department Level Population 

size 

Sampling size Percentage 

1.     Computer Sc NDI         238          24                       10% 

2.     Grand Total          238          24                       10% 

Table 3.Sampling Techniques for NDII 

S/NO     Department Level Population size Sampling size Percentage 

1.                 Computer Sc NDII      218        22      10% 

2.                 Grand Total       218        22       10% 
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Pilot Study 

After constructing the survey questionnaire, it was subjected to several stages of 

scrutiny to ensure that the instrument measures are validated. For instance, the items 

were scrutinized by experts and guided by an active and experienced supervisor. The 

items were taken to the supervisor for content validation. They were also taken to a 

statistician for vetting before a final draft was made. The decision by the researcher to 

employ experts was based on the remark of (Ker linger, 1973) in (Bodunde, 2004) that 

validation by specialists or experts is an effective method for content validation of 

research instruments. Similarly, to achieve reliability, the instrument was subjected to 

a pilot test. To determine the reliability correlation coefficient (r), students were 

selected. The students selected from the two classes NDI and NDII respectively. Hence, 

fifty (Neumann, 2006) students from the two classes were selected for the purpose. The 

students selected were excluded from the real study. 

Reliability is the level of consistency of variables used in research work, in other words, 

their level of logical consistency. In order to achieve this state of reliability and 

determine the reliability correlation coefficient (r), the Guttmann split-half method 

coefficient was adopted. Hence, fifty (50) students were selected for this purpose. The 

result of the pilot test showed Gronbach’s Alpha part 1 and part 2 to be 0.5 and 0.005 

respectively while Guttmann split-half coefficient was 0.684. An instrument is 

considered reliable if the coefficient falls between 0.5 and positive +1. Therefore, the 

instruments are adjudged reliable. 

Data Collection 

As described, as survey research can be used to access carriage, opinion and reported 

conduct behavior intention (Rubin 2010 p. 129). The participant will answer and 

complete twenty (20) questions examined and created by the researcher. The surveyor 

examines to avert posing trickily agree and disagree statements in order to prevent what 

Neumann referred to as a response set bias (p.291). In which respondents do not 

necessarily agree or disagree with in the statement. But are compulsory to answer one 

way or to other, the conceivable or possible reactions were organized on a Likert scale 

and asked respondents to "Unequivocally a Strongly Disagree, disagree, undecided, 

agree and strongly agree." A self-regulated study was given to potential members, and 

they were welcome to complete the paper overview toward the start of class. The study 

surveys were conveyed to just two arms NDI and NDII students. The sample of student’s 

exams scripts was also observed during the study. 

Written Texts 

The study observed the participants’ exams scripts in order to learn more about whether 

there was an effect of Facebook Social Media on EFL Students’ Written Production. 
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Questionnaire 

The study also employed a researcher-made questionnaire with close ended questions, 

aimed to provide generalized data about the participants’ perceptions (Jam shed, 2014; 

Singh, 2010). The questionnaire was distributed to all of the participants. 

Data Analysis 

The data gathered was analyzed through the use of research instrument and subjected 

to statistical analysis using for interpretation and discussion. The key used to analyzed 

the data is descriptive statistics (SPSS) in order to determine the frequency counts, 

percentage and cumulative percentage of the participants’ perceptions, through 

responses from the questionnaire which include, Simple percentages used for tabulating 

the demographic variables, and answering questions of study rejected or retained at 0.05 

of significance level the decision rule was 0.005 cut off point. 

Ethical Considerations 

There are three moral deliberations within the study theme. The first issue is privacy, it 

was vital or significant to the survey participant to be pleasant to sharing confidence 

and feeling about the study theme, with this motive or argument the examined 

responses were unacknowledged and the student participant be informed that their 

character will not be discovered. The nest ethical consequence or outcome has two sides 

voluntary participant and authorization for the participant, it is great to ensure that 

acceptance from the participant is highly needed before setting out on the research. 

This study theme had been presented to the understudies; they were additionally 

mindful that the member was willful. They were additionally mindful that their choice 

would have no impact on their academic standard at their department. 

The survey was introduced in a statement design and asked the students to rate their 

level of agreement on a Liker scale ranging from the strong agreement and strong 

disagreement. The ethical approval form was filled in and sent via email for ethical 

clearance to the Graduate School of Educational Sciences, before starting to collect the 

data for the study (see Appendix…..). Most importantly, this research was employed in 

accordance with the publication guide of the American Psychological Association’s 

(APA) 2010 6th edition, on account of the prevention of plagiarism. Therefore, all the 

information regarding the data and materials, that were used and / or indicated in this 

research, were reported considering the APA (2010) 6th edition guide. 

Findings and Discussion 

In relation to the main research question, “What is the effect of Facebook social 

media on the written production of the EFL students at the Department of 

Computer Science Studies in Federal Polytechnic Kaura Namoda, Nigeria?”, 

Findings based on the sub- research question 2;  

“Does the frequent use of the Facebook affect the EFL students’ written 

spelling”? 
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The answer to this research question is presented in Table 4 based on the perceptions 

of respondents on whether frequent use of Facebook affects the students’ written 

spelling. 

Table 4 Perceptions of respondents on whether frequent use of Facebook affects the 

students’ written spelling 

1. Using Facebook regularly affect students’ spellings in formal writing. 

 F P CP 

Strongly disagree 4 8.9% 8.9% 

Disagree 14                  31.1% 40.0% 

Undecided 15 33.3% 73.3% 

Agree 7 15.6% 88.9% 

Strongly Agree 5 11,1% 100.0 

Total 45 100.0  

2. Spelling mistakes are the consequence of using Facebook. 

Strongly disagree 12 26.7% 26.7% 

Disagree 6           13.3% 40.0% 

Undecided 11 24.4% 64.4% 

Agree 13 28.9% 93.3% 

Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

3. Always spelling mistakes are done because of the excessive use of 

Facebook. 

Strongly disagree 2 4.4% 4.4% 

Disagree 16               35.6% 40.0% 

Undecided 16 35.5% 75.6% 

Agree 8 17.8% 93.3% 

Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

4. Many students are bound to wrong spellings because they are used to 

Facebook kind of writing. 

Strongly disagree 3 6.7% 6.7% 

Disagree 18            40.0% 46.7% 

Undecided 10 22.2% 68.9% 

Agree 12 26.7% 95.6% 

Strongly Agree 2 4.4% 100.0 

Total 45 100.0  

5. Mistakes in spellings are commonly the result of using Facebook. 

Strongly disagree 2 4.4% 4.4% 

Disagree 15          33.3% 37.8% 

Undecided 15 33.3% 71.1% 

Agree 12 26.7% 97.8% 

Strongly Agree 1 2.2% 100.0 

Total 45 100.0  

Key: F: Frequency P: Percent CP: Cumulative Percent 
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In the above table, statement number one showed that 33.3% with 73.3% cumulative 

were undecided on the statement that says using Facebook regularly affect students’ 

spellings in formal wring and 11.1% strongly agreed. The next question in the same table 

showed that 28.9% and 93.3% as the cumulative percent for those that agreed that 

spelling mistakes are the consequence of using Facebook whereas 13.3% with 40.0% as 

cumulative percentage disagreed. 

Similarly, the subsequent question three (3) in the table suggested that 35.6% and 40.0% 

cumulative for those that disagreed with the stamen that always spelling mistakes are 

done because of the excessive use of Facebook and35.5% with 75.6% as cumulative that 

are undecided, but 17.8% with 93.3% cumulative for those that disagreed with the 

statement. 

40.0% of the participants in the statement number four (4) with the cumulative 

percentage of 46.7% disagree with the statement that says many students are bound to 

wrong spellings because they are used to Facebook kind of writing, while 26.7% with 

95.6% agreed. Response from the statement number five (5) retained that, 33.3% 

respondents that carried 37.8% cumulative percentage disagreed that mistakes in 

spellings are commonly the result of using Facebook and also 33.3% with 71.1% as 

cumulative for those that were undecided on same statement while 26.7% with 

cumulative percentage of 97.8% that agreed with the statement.    

 Findings based on sub- research question 3; 

“If appears, does the wrong spelling influence the EFL students’ grades in the 

“Essay Section” of the test on the “Use of English and Communication Skills”? 

The findings on this research question are illustrated in Table 6.  

Table 5.Perceptions of respondents on whether wrong spelling have influence on the 

EFL students’ grades in the “Essay Section” of the test on the “Use of English and 

Communication. 

1.  The wrong spelling is enough to affect students’ grades during 

exams.  

 F P CP 

Strongly disagree 2 4.4% 4.4% 

Disagree 15             33.3% 37.8% 

Undecided 15 33.3% 71.1% 

Agree 12 26.7% 97.8% 

Strongly Agree 1 2.2% 100.0 

Total 45 100.0  

2. Because of wrong spelling students’ grades in the Essay section of the 

Use of English and Communication Skills are affected.  

Strongly disagree 7 15.6% 15.6% 

Disagree 13            28.9% 44.4% 

Undecided 10 22.2% 66.7% 

Agree 12 26.7% 93.3% 
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Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

3. Most poor grades in Use of English and Communication Skills are 

caused by wrong spelling. 

Strongly disagree 7 15.6% 15.6% 

Disagree 13                28.9% 44.4% 

Undecided 10 22.2% 66.7% 

Agree 12 26.7% 93.3% 

Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

4. Wrong spellings and poor grades in the Essay section of English and 

Communication Skills are sides by side.     

Strongly disagree 3 6.7% 6.7% 

Disagree 9               20.0% 26.7% 

Undecided 9 20.0% 46.7% 

Agree 15 33.3% 80.0% 

Strongly Agree 9 20.0% 100.0 

Total 45 100.0  

5.  To avoid poor grades in the Essay section of the Use of English and 

Communication Skills, the wrong spelling must be averted.             

Strongly disagree 2 4.4% 4.4% 

Disagree 8                17.8% 22.2% 

Undecided 19 42.2% 64.4% 

Agree 9 20.0% 84.4% 

Strongly Agree 7 15.6% 100.0 

Total 45 100.0  

Key: F: Frequency P: Percent CP: Cumulative Percent 

It is evident that, the first (1) statement in the above table showed 33.3% and 37.8% as 

the cumulative percentage for those that disagreed with the statement that wrong 

spelling is enough to affect students’ grades during exams and 33.3% with 71.1% 

cumulative for undecided. However, 26.7% with 97.8% as a cumulative percentage for 

those that agreed with the statement as stated above. Statement number two (2) showed 

that28.9 with 44.4% as cumulative percentage of the respondents that disagreed with 

the statement that because of wrong spellings students’ grades in the Essay section of 

the Use of English and communication Skills are affected while 6.7% participants 

strongly disagreed. 

28.9% of the participants with 44.4% as cumulative percentage for those that disagreed 

with the statement that most poor grades in Use of English and Communication Skills 

are caused by wrong spelling while 6.7% strongly agreed with the statement.  It is 

equally noticed in the fourth (4) statement that 33.3% which translated to 80.0% as 

cumulative percentage for those respondents that agreed with the stamen that wrong 

spellings and poor grades in the Essay section of English and Communication Skills are 

sides by side while 6.7% participants with 6.7% cumulative strongly disagreed with that 
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statement. From the last statement on item five (5) 42.2% respondents with a 

cumulative percentage of 64.4% for those that are undecided concerning the statement 

that says to avoid poor grades in the Essay section of the Use of English and 

Communication Skills, the wrong spelling must be averted whereas 4.4% with a 

cumulative of 4.4% percent strongly disagreed.                          

  Findings based on sub- research question 4;  

 “Are the possible wrong spellings of students’ mistakes or errors”? 

 The findings of this research question are illustrated in Table 7.  

Table 6.Perceptions of Respondents on whether possible wrong spellings of students 

‘are mistakes or errors. 

1. Wrong spelling is a conscious activity by students, especially during Exams. 

 F P CP 

Strongly disagree 1 2.2% 2.2% 

Disagree 11                  24.4% 26.7% 

Undecided 14 31.1% 57.8% 

Agree 11 24.4% 82.2% 

Strongly Agree 8 17.8% 100.0 

Total 45 100.0  

2. Unconscious writers commit wrong spelling.  

Strongly disagree 4 8.9% 8.9% 

Disagree 10              22.2% 31.1% 

Undecided 13 28.9% 60.0% 

Agree 10 22.2% 82.2% 

Strongly Agree 8 17.8% 100.0 

Total 45 100.0  

3. Wrong spellings have become a habit of many students. 

Strongly disagree 3 6.7% 6.7% 

Disagree 10                  22.2% 28.9% 

Undecided 16 35.6% 64.4% 

Agree 9 20.0% 84.4% 

Strongly Agree 7 15.6% 100.0 

Total 45 100.0  

4. Students’ wrong spellings in Use of English and Communication 

Skills are done because they don’t care about the consequences 

involved.                        

Strongly disagree 2 4.4% 4.4% 

Disagree 10                  22.2% 26.7% 

Undecided 17 37.8% 64.4% 

Agree 11 24.4% 88.4% 

Strongly Agree 5 11.1% 100.0 

Total 45 100.0  

5.  Even though wrong spellings affect students’ result, but still do it. 
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Strongly disagree 4 8.9% 8.9% 

Disagree 9                  20.0% 28.9% 

Undecided 11 24.4% 53.3% 

Agree 13 28.9 82.2% 

Strongly Agree 8 17.8% 100.0 

Total 45 100.0  

Key: F: Frequency P: Percent CP: Cumulative Percent 

 

From the above table 31.1% with 57.8% as cumulative for those that were undecided 

about the statement that says wrong spelling is a conscious activity by students, 

especially during Exams whereas 2.2% and 2.2% cumulative percentage for those that 

strongly disagreed. Respondents from statement number two (2) with 28.9% and 60.0% 

cumulative who strongly disagreed with the statement that unconscious writers commit 

wrong spelling. 35.6% participants with 64.4% in item three (3) were undecided about 

the statement that wrong spellings have become a habit of many students whereby 6.7% 

and 6.7% as cumulative percentage for those that strongly disagreed. Similarly, the 

fourth statement on the table showed that 37.8% respondents with 64.4% cumulative 

percentage were undecided about the statement that students’ wrong spellings in Use 

of English and Communication Skills are done because they don’t care about the 

consequences involved whereas participants with 4.4% and 4.4% cumulative strongly 

disagreed with such statement. 

Findings based on the sub-research question 5 

“Are there statistically significant difference among the responses to the 

questionnaire in terms of the demographic features of the respondents such as 

their gender, level or the grade?” 

The findings based on the research question above are discussed under different 

parameters in the following pages.   

Respondents were asked about their age, gender and level of their study in other to find 

out if those variables have any effect in the research. All the tables given under this 

research question show the analysis of the result via frequency and percentage 

distribution; all the tables were generated through descriptive analysis using Statistical 

Package for Social Sciences (SPSS).  

Table 7.Frequency Distribution of Age of Students 

Level of Age  FREQUENCY PERCENTAGE 

17 – 20 years  16 20.22% 

21 – 25 years  17 28.91% 

26 --30 years  12 24.42% 

GRANT TOTAL  45 100% 
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From the table above, the highest population level of age is 17-30 years. However, 

according to the table the total number of Seventeen (17) respondents between the age 

of Twenty One to Twenty Five years (21-25 years) with the percentage of 28.91%, and 

followed by the age level of Seventeen to Twenty years( 17-20 years) with the total 

number of Sixteen (16) years old respondents, with the percentage of 20.22% while  the 

last group of age between Twenty Six to Thirty years (26-30 years) with the total number 

of Twelve (12) respondents with a percentage of 24.42%. 

This indicates that there was more students’ group age of 21-25 years with Seventeen 

figure (17) as their total number and 28.91% as the highest percentage out of the total 

number of sampling respondents. 

Based on the result, it is therefore evident that student’s respondents within the age of 

21-25 were the largest number of participants in this survey. This means that if another 

research is conducted with different level of age it is possible different result could 

emerge. 

Table 8.Frequency Distribution of Sex of Sample Student Respondents 

Gender  FREQUENCY PERCENTAGE 

Male  24 53.3% 

Female  21 46.7% 

GRANT TOTAL             45 100% 

From the Table nine above, it shows that the highest numbers of sample respondents 

are male students with the total number of twenty-four (24) with 53.3% percent and 

followed by their counterpart female students with the total number of twenty-one (21) 

respondents with the total percentage of 46.7% percent. This table indicates that male 

students in the Department of Computer Science   have the highest number of the 

students better than the female and this may be one of the reasons why the researcher 

concludes that the male students uses Facebook social media more than the female 

students in the department of computer science.   

Table9.Frequency Distribution of Enrollment Status Levels of Respondents 

Level   FREQUENCY PERCENTAGE 

NDI  23 51.1% 

NDII             22 48.9% 

GRANT TOTAL  45 100% 

 

From table above, it shows that the enrollment status of respondent's base on their level. 

By the content of the table, it indicates that National Diploma level one (ND I) has the 

highest numbers of respondent with the total number of twenty-three (23) students 

with the total percentage of 51.1%  and also National Diploma two( ND II) has the total 

number of Twenty-two students (22)  respondents, with the total percentage of 48.9%. 
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It is extremely evident that there is a little gap between the level of NDI and the NDII, 

which don't in any capacity or significant have any noteworthy effect that will influence 

the proposed result of this study or discoveries. 

The responses collected through the sample population showed that the student sample 

of the NDI has the highest number of respondents with the total number twenty-three 

(23) respondent's representing 51.1% of the total number and the NDII students with 

twenty-two (22) respondents representing 48.9%, these are total number of sampling 

students those who responded on this research questionnaire under the guidance of 

academic staff from the department of computer science studies. 

Independent Sample t-Test 

Difference between ages among gender of those that their written spelling is 

affected by using face book social media  

Ages of male students that agree Facebook affected their written production is 

equal to ages of female students that agree Facebook affected their written production. 

Ages of male students that agree Facebook affected their written spelling is not 

equal to ages of female students that agree Facebook affected their written spelling. 

Table 10.Summary result of Descriptive Statistics 

Variables N  
 

Median  Minimum Maximum IQ 

Male  24 22.21 3.718 22.00 17 29 6 

Female  21 23.33 3.851 24.00 18 30 8 

 

The table above reveals the Statistics for the number of male and female respondents. 

According to the findings the table shows Twenty four figures (24) as the number (N) 

of Male respondents with 22.21% and 3.718 as standard deviation (S.D) and 22.00 as 

median while seventeen (17) as the minimum and Twenty nine (29) as the maximum. 

The table also shows the number of Female respondents as Twenty one (21) with 23.33% 

and 3.851 as standard deviation (S.D) and with 24.00 as median and Eighteen (18) as the 

minimum with Thirty (30) as maximum respondents. Therefore, the Independent 

Sample t-Test descriptive statistics as shown from the table is going to be frequency (N), 

median, minimum, maximum and Inter quartile (IQ). The normality test result showed 

that ages of students gender are normally distributed and the condition warrant to use 

Independent sample t Test and the result for the male and female were as follows; Male 

mean (22.21) and standard deviation (3.718), for female mean (23.33) and standard 

deviation (3.851). 
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Table 11.Independent Sample Statistics 

LEVENE’S TEST FOR EQUALITY OF VARIANCES 

 F Sig T Df Sig (2-tailed) 

Equal variances assumed 0.148 0.702 -0.996 43 0.325 

Equal variances not 

assumed 

  -0.993 41.767 0.326 

Interpretation and Conclusion: -The first Sig value from the Levine’s test table will 

determine whether first or second Sig can be used for final conclusion. Since the 

significant value for the first line gave 0.702, which is greater than alpha 0.005 (t= - 

0.996,  d f= 43 and P=0.325),  we failed to reject the null hypothesis and concludes that 

there is no statistical significance difference between age of male and age of female. The 

mean and standard deviation for male that said social media Facebook has an effect on 

EFL students written spelling is better than the mean and standard deviation for female. 

In other words, with regards to the effect of social media on EFL students written 

spelling, both the mean for male (22.21) and female (23.33) are not equal and also the 

standard deviation for male (3.718) and female (3.851) are not similar.  

Difference between ages among students level 

Ages of male students affected by Facebook social media EFL written production 

because of social media is not equal ages of female students affected by EFL written 

production.  

Table12.Independent Sample t Test  

Variables N 
 

Median  Minimum Maximum IQ 

ND I 23 21.09 3.218 20.00 17 28 3 

ND II 22 24.45 3.609 24.50 18 30 6 

Therefore, the normality result for ages of ND I and ND II reveals that the data are not 

normally distributed as a result the condition for using Independent Sample Test of 

parametric statistics will not be possible, therefore the next available alternative 

application will be non-parametric statistics test by Mann-Whitney Test value. 

Table 13.Mann-Whitney Test value 

Mann-Whitney Test value P-value  Alpha-value  

130.000 0.005 0.05 

Interpretation; the table result for Mann-Whitney P-value, gave (0.005) which is less 

than Alpha-value (0.05). The alternative hypothesis is accepted. 

 It is therefore concludes that there is statistical significant difference between the levels 

of National Diploma level one (NDI) and National Diploma level Two (NDII) because 

of the fact that the median for ND II revealed 24.45% which is higher in proportion if 

compared to the median for ND I which is 21.9% this is evident as indicated in table 13 

above. 
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Findings based on the main research question; “Does the use of Facebook social 

media have an influence on the EFL students’ written production in the 

Department of Computer Science Studies in Federal Polytechnic, Kaura Namoda 

?” are given within each sub-research question as in the following: 

Table 14.Perceptions of Respondents on whether Facebook social media have 

influence on the EFL students’ written production. 

1. Using Facebook affects students’ written production. 

 F P CP 

Strongly disagree 2 4.4% 4.4% 

Disagree 2                  4.4% 8.9% 

Undecided 4 8.9% 17.8% 

Agree 23 51.1% 68.9% 

Strongly Agree 14 31,1% 100.0 

Total 45 100.0  

2. English spelling is generally affected by Facebook.  

Strongly disagree 4 8.9% 8.9% 

Disagree 10              22.2% 31.1% 

Undecided 21 46.7% 77.8% 

Agree 7 15.6% 93.3% 

Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

3. Facebook chatting is not enough to affect students’ spellings  

Strongly disagree 2 4.4% 4.4% 

Disagree 2                  4.4% 8.9% 

Undecided 4 8.9% 17.8% 

Agree 23 51.1% 68.9% 

Strongly Agree 14 31,1% 100.0 

Total 45 100.0  

4. Using Facebook is affecting spellings generally.  

Strongly disagree 4 8.9% 8.9% 

Disagree 10                  22.2% 31.1% 

Undecided 21 46..7% 77.8% 

Agree 7 15.6% 93.3% 

Strongly Agree 3 6.7% 100.0 

Total 45 100.0  

5.  A poor spelling by students is as a result of using Facebook. 

Strongly disagree 4 8.9% 8.9% 

Disagree 5                  11.1% 20.0% 

Undecided 14 31.1% 51.1% 

Agree 17 37.8% 88.9% 

Strongly Agree 5 11.1% 100.0 

Total 45 100.0  

Key: F: Frequency P: Percent CP: Cumulative Percent 
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From the above table, it is established that twenty-three (23) respondents in question 

one (1) with 51.1% and 68.9% as cumulative percentage which is the highest response for 

those that agreed using Facebook can affect student’s written production, while 4.4% 

respondents strongly disagreed. In question two (2) twenty one (21) participants who 

are 46.7% and 77.8% cumulative were undecided on the statement that English spelling 

is generally affected by Facebook whereas 6.7% strongly agreed. Similarly, question 

three showed that twenty three (23) respondents with 51.1% and68.9% have agreed that 

Facebook chatting is not enough to affect students’ spellings; however, 4.4% strongly 

disagreed. According to the item number four from the above table twenty one (21) 

participants with 46.7% and 77.8% as the cumulative percentage for those that were 

undecided concerning the statement that using Facebook is affecting spellings generally 

while 6.7% strongly agreed. Lastly, in the statement that poor spelling by students is as 

a result of using Facebook, seventeen (17) respondents which are translated as 37.8% 

with 88.9% as the cumulative percentage for those that agreed while 8.9% strongly 

disagreed.  

Lastly, 28.9% of the respondents with also 82.2% as cumulative percentage for those 

that agreed with the statement that says even though wrong spellings affect students’ 

result, but still do it while participants with 8.9% and equally 8.9% as cumulative 

percentage for those that strongly disagreed with the statement. However, base on the 

results of the findings as indicated according to tables 5, 6, 7 and 8 above, the result 

would further be discussed and compared to previous literature  as thus;  

As it is indicated in table five (5) above, that twenty three (23) respondents with 51.1% 

in question one (1) as the highest response for those that agreed using Facebook can 

affect student’s written production. This result is similar to the findings of Selwyn 

(2009) who indicated that Facebook failed to improve students’ writing because 

students use informal writing structures rather than formal academic writing styles. 

However, 4.4% of the total respondents strongly disagreed. The result shows that the 

percentage of those that agreed is higher than that of those who disagreed. In question 

two (2) twenty one (21) participants with 46.7% were undecided on the statement that 

English spelling is generally affected by Facebook. This result indicated that the 

respondents were not sure of their positions, this positions means that Facebook effect 

could be positive or negative. This result is in line with Baron (2010) who noted that 

technology could have both negative and positive bearing on its users depending on 

how it is used. Similarly, question three on the same table showed that twenty three (23) 

respondents with 51.1% have agreed that Facebook chatting is not enough to affect 

students’ spellings. This result is however tallied with Hiew (2012), Omar et al.(2012) 

and Promnitz-Hayashi (2011), whom found only positive effects of the use of Facebook 

on English Language learners’ writing ... According to the item number four from the 

above table twenty one (21) participants with 46.7% and 77.8% as the cumulative 

percentage for those that were undecided concerning the statement using Facebook is 

affecting spellings generally while 6.7% strongly agreed. Lastly, in the statement that 

poor spelling by students is as a result of using Facebook, seventeen (17) respondents 

which are translated as 37.8% with 88.9% as the cumulative percentage for those that 
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agreed. This finding is similar to that of Gomzalez (2003) who postulates that a problem 

with using online communication; that it negatively affects the student’s use of 

language, grammar, and spelling. However, 8.9% strongly disagreed with that 

statement.  

Table six (6) indicated that 73.3% were undecided on the statement that using Facebook 

regularly affects students’ spellings in formal writing and 11.1% strongly disagreed. 

In the same table, as indicated according to the participants’ response in the statement 

item number two (2) where 93.3% of the respondents agreed that spelling mistakes are 

the consequence of using Facebook while only 40.0% of the total respondents disagreed. 

This result corresponds with the findings of Olubiyi (2012) which states that these days’ 

students are engrossed in the social media that they are almost 24hours online. Even in 

the classrooms and lecture theatres, it has been observed that some students are always 

busy pinging, 2going or Facebooking, while lectures are on. Times that ought to be 

channeled towards learning academic research and innovating have been crushed by 

the passion for meeting new friends’ online and most times busy discussing trivial 

issues. Hence most students’ academics suffer setback as a result of distraction from 

social media. However, statements 3, 4 and 5in the same table are all in line with the 

direction of the findings mention above. Thus, 40.0% disagreed while 75.6% were 

undecided and 93.3% disagreed. Similarly, in statement four (4) 40.0% disagreed 75.6% 

were undecided while 95.3% have agreed. More so, same result was found in statement 

five (5) where 37.8% disagreed that mistakes in spellings are commonly the result of 

using Facebook, although 71.1% were undecided, but 97.8% have agreed. 

Table 7 also indicated that 97.8% respondents have agreed that wrong spelling is enough 

to affect students’ grades during exams. While 44.4% disagreed, but 80.0% respondents 

have agreed that wrong spellings and poor grades in the Essay section of English and 

Communication Skills are sides by side however 6.7% strongly disagreed. 

Conclusion and Recommendations 

The findings related to the main research question which aimed to find out whether the 

use of Facebook social media have an influence on the EFL students’ written production 

in the department of computer science studies at Federal Polytechnic, in Kaura 

Namoda. The findings shows that Twenty three (23) respondents with 51.1% as the 

highest number of the respondents for those that agreed using Facebook can affect 

student’s written production. This result is similar to the findings of Selwyn (2009) who 

indicated that Facebook failed to improve students’ writing because students use 

informal writing structures rather than formal academic writing styles. However, the 

finding further reveals that Twenty one (21) participants with 46.7% were undecided on 

the statement that English spelling is generally affected by Facebook. This result shows 

that the respondents were not sure of their positions; this means that Facebook effect 

could be positive or negative. This finding is in line with that of Baron (2010) who noted 

that technology could have both negative and positive bearing on its users depending 

on how it is used. Similarly, the finding also reveals that twenty-three (23) respondents 
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with 51.1% have agreed that Facebook chatting is not enough to affect students’ 

spellings. This result is however similar to that of Hew (2012), Omar et al. (2012) and 

Promnitz-Hayashi (2011), whom found only positive effects of the use of Facebook on 

English Language learners’ writing ...   

Furthermore, the finding shows that seventeen (17) respondents with 37.8% for those 

that agreed that poor spelling by students are as a result of using Facebook. This finding 

is similar to that of Gonzales (2003) who postulates that a problem with using online 

communication; that it negatively affects the student’s use of language, grammar, and 

spelling.  

According to the finding, 97.8% of the respondents have agreed that wrong spelling is 

enough to affect students’ grades during exams. While 44.4% disagreed, but 80.0% 

respondents have agreed that wrong spellings and poor grades in the Essay section of 

English and Communication Skills are sides by side however, 6.7% strongly disagreed. 

This result is equally in line with that of (Oche and Aminu 2010) who posits that majority 

of students that own Facebook accounts which is gradually resulting to a massive 

decline in the academic performance of students in all institutions of learning in 

Nigeria. Federal Polytechnic KauraNamoda, Zamfara State is equally affected. 

The finding also reveals that there is statistical difference in the level of students on 

their response to the questionnaire. 

Finally, according to the result of this research it shows that students spellings in the 

department of computer science studies are partially affected as a result of using 

Facebook social media and this effect have a positive and negative consequence on their 

academic performance. However, there is a little or no trace of wrong spelling according 

to the investigation through observation of the Essay section of student’s examination 

scripts of Use of English and Communication Skills in the department of Computer 

Science Studies, Federal Polytechnic KauraNamoda. 

Furthermore, the finding of this research work also shows that there need for similar 

research in other departments and in different levels of students in the Polytechnic in 

other to find out if the result of this finding could only be limited to students in the 

department of Computer Science Studies Federal Polytechnic. 

Recommendations for Further Research 

Based on the findings obtained in this study, several educational implications can be 

drawn.  First, more information about the challenges that are faced by EFL learners in 

using Facebook social media, such as the main reasons behind these difficulties and 

other suggestions about utilizing Facebook to improve the academic activities could be 

investigated because the current study conducted only observed the perception of 

students based on the influence of using Facebook as it may affect their written 

production. On the other hand, because the present study was limited to the NDI and 

NDII students in the Department of Computer Science, Federal Polytechnic 

KauraNamoda, Zamfara State and only employed a questionnaire (single method) to 

collect data, further studies should be conducted to high levels (HNDI and HNDII) of 
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students from other departments in the Polytechnic. Students   may have different 

perspectives about the influence of Facebook Social media on EFL Students, written 

production. 

Furthermore, in terms of reliability a small observation followed by a questionnaire 

could be carried out to ensure that the responses are similar. Other approaches to 

collect data such as observation and/or interview, could be employed to investigate 

further the effect of Facebook Social media on the EFL Students, and written production 

in the Polytechnic. 

 

References 

Abbate, J. (2017). What and where is the Internet? Re: defining Internet histories. Internet 
Histories, 1(1-2), 8-14. 

Adaja, T. A., & Ayodele, F. A (2013) Nigerian youths and social media:     harnessing the potentials 
for academic excellence. Singaporean. Journal of Business, Economics and Management 
Studies, 51(1108), 1-11. 

Amedie, J. (2015). The Impact of Social Media on Society Advanced Writing: Pop Culture 
Intersections 

Austin, A. W. (1984). Student involvement: A developmental theory for higher Education. 
Journal of College Student Personnel, 25(2), 297-308. 

Barczyk, C. C, & Duncan, D. G. (2011). Social Networking Media as a tool for teaching business 
administration courses. International Journal of Humanities and Social Science, 1(17), 
267-276. 

Barnes, A.  Laird, C (2012). The Effects of Social Media on children. Retrieved, June, 30 2015 

Bicen, H., &Uzunboylu, H. (2013). The use of social networking sites in education: A case study 
of Facebook. J. UCS, 19(5), 658-671. 

Bonds-Raacke, J. M., &Raacke, J. D. (2008). Using Tablet PCs in the Classroom:  An Investigation 
of Students' Expectations and Reactions: Journal of Instructional Psychology, 35(3), 235-
240. 

Boyd, D. M.  & Ellison, N. B. (2007). Social network sites: Definition, history, and 
Scholarship.  Journal of computer mediated Communication, 13, 210-230 

Brayer, T., &Zavattaro, S. (2011). Social media and public administration: Theoretical dimensions 
and introduction to symposium. Administrative Theory & Praxis, 

Buhari, S. R., Ahmad, G. I., & HadiAshara, B. (2014, April). Use of Social Media among Students 
of Nigerian Polytechnic: In International Conference on Communication, Media, 
Technology and Design (pp. 24-26). 

Cain, J., & Policastri, A. (2011). Using Facebook as an informal learning environment: American 
journal of pharmaceutical education, 75(10), 207. 

Carroll, J. A., & Kirkpatrick, R. L. (2011). Impact of Social Media on Adolescent Behavioral 
Health Oakland, CA: California Adolescent Health Collaborative.  



 

 

82 

Chen, B., & Brayer, T. (2012).  Investigating Instructional Strategies for using Social Media in 
Formal and informal learning. The International Review of Research in Open and 
Distance Learning, 13(1), 87-100. 

Coyle, C. L. &Vaughn, H. (2008). Social networking: Communication revolution or evolution? 
Bell Labs Technical Journal, 13(2), 13-17 

Davis III C. H.  Dell- A. R Rios Aguilar, C., & González Canché, M. S. (2015). Social media, higher 
education, and community colleges: A research synthesis and implications for the study 
of two-year institutions. Community College Journal of Research and Practice, 39(5), 409-
422. 

Easley, D, & Kleinberg, J.  (2010). Networks, crowds, and markets: Reasoning about a highly 
connected world. Cambridge, United Kingdom: Cambridge University Press. 

Ellison, N B., Stein field, C, & Lampe, C. (2007). The benefits of Facebook “friends:” Social capital 
and college students’ use of online social network sites. Journal of Computer‐Mediated 
Communication, 12(4), 1143-1168. 

Englander, F, Terregrossa, R. A., & Wang, Z. (2010). Internet use among college students: tool 
or toy?. Educational Review, 62(1), 85-96 

Essoungou, A. M. (2010). Good governance: Central to all progress. Africa Renewal, 24(2), 20-22 

Ezeah, G. H., Asogwa, C. E. &Obiorah, E. I. (2013). Social media use among students of 
Universities in South-East Nigeria. IOSR Journal of Humanities and Social Science (IOSR-
JHSS), 16(3), 23-32. 

Fawole, A. O., Shah, A., Fabanwo, A. O., Adegbola, O., Adewunmi, A. A., Eniayewun, A. B., ... & 
Adebayo, A. A. (2012). Predictors of maternal mortality in institutional deliveries in 
Nigeria: African health sciences, 12(1), 32-40. 

Flad, K. (2010). The influence of social networking participation on student academic 
performance across gender lines 

Frye, E. M., Trathen, W., & Koppenhaver, D. A. (2010). Internet workshop and blog publishing: 
Meeting student (and teacher) learning needs to achieve best practice in the twenty-
first-century social studies classroom. The Social Studies, 101(2), 46-53 

Gastelum, Z. N., & Whattam, K. M. (2013). State-of-the-Art of Social Media Analytics 
Research: Pacific Northwest National Laboratory, 1-9. 

Giles, G., &Price,I. R. (2008). Adolescent computer use: Approach, avoidance, and parental 
control. Australian journal of psychology, 60(2), 63-71 

Jackson, C. (2011). Your students love social media... and so can you. Teaching Tolerance, 39, 38-
41 

Junco, R. & Cole-Avent, G. A. (2008). An introduction to technologies commonly used by college 
students. New Directions for Student Services, 124, 3-17. 

Junco, R. (2012). Too much face and not enough books: The relationship between multiple 
indices of Facebook use and academic performance. Computers in human 
behavior, 28(1), 187-198. 

Junco, R., Heiberger, G. &Loken, E. (2011). The effect of Twitter on college student engagement 
and grades: Journal of computer assisted learning, 27(2), 119-132. 



 

 

83 

Junco, R., Heibergert, G., &Loken, E. (2010). The effect of Twitter on college student Engagement 
and grades: Journal of Computer Assisted Learning, 27(2), 1-14. 

Karpinski, A. C., & Duberstein, A. (2009, April). A description of Facebook use and academic 
performance among undergraduate and graduate students: In Annual Meeting of the 
American Educational Research Association, San Diego, CA (pp. 5-10). 

Kietzmann, J. H., Silvestre, B. S., McCarthy, I. P., & Pitt, L. F. (2012). Unpacking the social media 
phenomenon: towards a research agenda. Journal of public affairs, 12(2), 109-119. 

Kim, Y., Sohn, D., & Choi, S. M. (2011). Cultural difference in motivations for using social 
network sites: A comparative study of American and Korean college 
students. Computers in human behavior, 27(1), 365-372. 

Kist, W. (2013). Class, get ready to tweet: Social media in the classroom. Our Children: The 
National PTA Magazine, 38(3), 10-11. 

Lau, W. W. (2017). Effects of Social Media Usage and Social Media multitasking on the academic 
performance of university students: Computers in human behavior, 68, 286-291. 

Lau, W. W., Hung, J. C., & Jong, M. S. (2016, June). Demographic Predictors of Social Media 
Usage among Pre-service Teachers in Ed Media: World Conference on Educational Media 
and Technology (pp. 122-127). Association for the Advancement of Computing in 
Education (AACE) 

Lewis, K., Kaufman, J., & Christakis, N. (2008).The taste for privacy: An analysis of college 
student privacy settings in an online social network. Journal of Computer-Mediated 
Communication, 14(1), 79-100. 

Li, J., & Khan, S. U. (2009, November). MobiSN: Semantics-based mobile ad hoc social network 
framework. In GLOBECOM 2009-2009 IEEE Global Telecommunications Conference (pp. 
1-6) IEEE. 

Lindsey, E. W., Colwell, M. J, Frabutt, J. M., Chambers, J. C., & MacKinnon-Lewis, C. (2008). 
Mother-child dyadic synchrony in European American and African American families 
during early adolescence: Relations with self-esteem and pro social behavior. Merrill-
Palmer Quarterly (1982-), 289-315. 

Martinez Aleman, A. M. (2014). Social media go to college. Change: The Magazine of Higher 
Learning, 46(1), 13-20.Mayfield, A. (2008). What is social media? 

 Mehra G, (2017), 105 leading social networks worldwide, Retrieved March 10, 2019, from 
https://www.practicalecommerce.com/105-leading-social-networks-worldwide. 

Mesch, G. S. (2009). Parental mediation, Onlie activities, and cyber bullying Cyber Psychology 
& Behavior, 12(4), 387-393 

Moran, M., Seaman, J., &Tinti-Kane, H. (2012). Blogs, wikis, podcasts and Facebook: How today’s 
higher education faculty use social media. Boston, MA: Pearson Learning Solutions. 
Retrieved December, 22, 2012 

Muñoz, C., & Towner, T. (2009, March). Opening Facebook: How to use Facebook in the college 
classroom: In Society for information technology & teacher education international 
conference (pp. 2623-2627). Association for the Advancement of Computing in 
Education (AACE) 

Nalwa, K., & Anand, A. P. (2003). Internet addiction in students: A cause of concern. Cyber 
psychology & behavior, 6(6), 653-656. 

https://www.practicalecommerce.com/105-leading-social-networks-worldwide


 

 

84 

Newman. W. L. (2006). Social research method: Qualitative and Quantitative approaches. 
Boston: Pearson Education, Inc. 

Nigerian Communication Commission (NCC) 

Olubiyi, S. (2012). Social Media and Nigeria Youth burden Retrieved December, 12, 2013 

Omekwu, C. O., Eke H. N., &Odoh, N. J. (2014). The use of social networking sites among the 
undergraduate students of University of Nigeria, Nuka.  Library Philosophy and Practice, 
1. 

Osman, W. (2014). On media, social movements, and uprisings: Lessons from Afghanistan, its 
neighbors, and beyond. Signs: Journal of Women in Culture and Society, 39(4), 874-887. 

Pasek, J., & Hargittai, E. (2009). Facebook and academic performance: Reconciling a media 
sensation with data. First Monday, 14(5) 

Phoon, A. (2017). Social Media and Its Stark Influence on Society: WRIT GSW Journal of First-
Year Writing, 1(1), 8. 

Pocewicz, A., Nielsen‐Pincus, M., Brown, G., & Schnitzer, R. (2012): An Evaluation of Internet 
versus Paper‐based Methods for Public Participation Geographic Information Systems 
(PPGIS). Transactions in GIS, 16(1), 39-53. 

Powers, L, Alhussain, R., Averbeck, C., & Warner, A. (2012): Perspectives on distance Education 
and Social Media. The Quarterly Review of Distance Education, 13(4), 241-245. 

Rios-Aguilar, C, Gonzalez Canche, M., Deil-Amen, R., & Davis, C. (2012): The role of Social Media 
in Community Colleges. The University of Arizona and Claremont Graduate University, 
1-26. 

Rubin, H. &Piele D. (2010). Communication research: Strategies and source. Boston: Wadsworth 

Salas, G., & Alexander, J. S. (2008). Technology for institutional enrollment, communication, 
and student success: New directions for student services, 2008(124), 103-116 

Selwyn N. (2012) Social media in higher education: The Europe World of Learning. Rutledge. 

Selwyn, N. (2012). Making Sense of Young people Education and digital technology: The role of 
sociological theory. Oxford Review of Education, 38(1), 81-96 

Shan, K. N., & Khalifa, M. (2010, November). A research framework on social networking sites 
usage: Critical review and theoretical extension in Conference on e-Business, e-Services 
and e-Society (pp. 173-181). Springer, Berlin, Heidelberg 

Sheerer. & Shea, T. (2011). Using Online Video to support Student Learning and 
Engagement, College Teaching, 59(2), 56-59 

Smiles, J. Gannon-Leary, P. (2011). Peer mentoring–is a virtual form of support a viable 
alternative? Research in Learning Technology, 19(2). 

Smith, B. G., & Galliano, T. D. (2015). Terms of engagement: Analyzing public engagement with 
organizations through social media. Computers in Human Behavior, 53, 82-90. 

Sorensen, C., & Landau, J. S. (2015). Academic agility in digital innovation research: The case of 
mobile ICT publications within information systems 2000–2014. The Journal of Strategic 
Information Systems, 24(3), 158-170. 

Stevens, V. (2009). Modeling Social Media in Groups, Communities, and Networks Tesl-Ej, 13(3) 



 

 

85 

Subramanian, K., & Greenfield, P. (2008). Online Communication and Adolescent 
Relationship: The future of children, 119-146. 

Subramanian, K., & Lin, G. (2007). Adolescents on the net: Internet use and well-
being. Adolescence, 42(168), 659-678. 

University (2013). Retrieved from: http://www.uversity.com/blog/is-social-media-rightfor- 
Community-colleges 

Valkenburg, P. M., & Peter, J. (2009). Social consequences of the Internet for adolescents: A 
decade of research. Current directions in psychological science, 18(1), 1-5 

Vygotsky’s, L. (1934). 1986. Thought and language. Trans. A. Kozulin. Cambridge, MA: Harvard 
University Press. 

Wang, Z. G., Xu, Z. R., & Yu, S. D. (2007). Effects of Acolyte Collection Techniques and 
Maturation Media on in Vitro Maturation and subsequent Embryo Development in Boer 
goat: Czech Journal of Animal Science, 52(1), 21 

Wheeler, S. Yeoman’s, P. & Wheeler, D. (2008). The good, the bad and the wiki: Evaluating 
student‐generated content for collaborative learning. British journal of educational 
technology, 39(6), 987-995. 

Williams, A. L., & Marten, M. J. (2009). Adolescents' online social networking following the 
death of a peer:  Journal of Adolescent Research, 24(1), 67-90. 

Wolf, M. M., Wolf, M., Farley, T., Torres, A., & Wolf, S. (2012). Using Social Media to enhance 
Learning through Collaboration in higher Education: a case study in Applied and 
Agricultural Economics Association’s 2012 AAEA Annual Conference: Seattle, WA (p. 1) 
 

  

http://www.uversity.com/blog/is-social-media-rightfor


 

 

86 

On the Models of Communicative Competence 
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Abstract 

The development of communicative competence is the raison d’être of Communicative 

Language Teaching (CLT). Defining it as the ability to establish meaningful 

communication within the dynamic boundaries of socially effective practices of 

interaction, Dell Hymes tacitly sets forth a fourfold framework for communicative 

competence to operate within. Building upon Hymes’s four pillars (formal possibility, 

feasibility, performability, and appropriacy), Canale & Swain aggregate these sub-

competencies under linguistic system and functional aspects, which later respectively 

transform into organisational competence and pragmatic competence in Bachman’s 

model of communicative competence. Further, taking Savignon’s inverted pyramid into 

account brings about a perfect storm, which is to be dealt with in this paper. Through a 

discussion about both theoretical concerns and practical implementations, this paper 

pays a necessary re-visit to the earlier conceptualisations of communicative 

competence. In conclusion, Taxonomy for Identification of Coursebook Speaking 

Activities (TICSA) is posited to be a means of realising how foreign language learners 

can effectively develop their communicative competence in CLT classes. 

Keywords: communicative competence; spoken language; social interaction; 

coursebook activities; language education 

 

1. Introduction 

One of the basic functions of language is to establish an interconnected link of 

communication amongst individuals, who simultaneously co-exist in a given society. 

Satisfying the linguistic demands of natural communication without violating 

sociocultural rules was something to which the traditional language teaching methods 

inadequately addressed. It has therefore created a fundamental need for a new type of 

instructional model in language education. In a rapidly changing world, people had 

already realised the discrepancy between their communicative needs and the limited 

instruction offered to them. This is how Communicative Language Teaching (CLT) 

emerged as a revolutionary idea in the early 1980s, suggesting new techniques as to how 
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foreign languages can be taught to learners, with a view to making them be able to 

interact successfully with the members of the community speaking the target language.  

Nowadays, the general ability of carrying out various linguistic functions in 

communication is broadly referred to as communicative competence. Even if it has 

become a catchphrase for many, the answer one gets will undoubtedly differ each time 

a definition of communicative competence is asked. If the term competence is the ability 

to do something well (Oxford English Dictionary), then, it is feasible to state that 

communicative competence is the ability to communicate well. However, the notion of 

communication is much more profound than such a simplistic view. There are many 

complex interplays amongst interactional elements that one may hardly notice at the 

first glance in a daily conversation. By this reason, the importance attached to different 

parts of communicative competence calls for a more careful consideration when 

mentioning communicative competence and its regarding components. 

2. Models of communicative competence 

The views on which components that communicative competence should encompass 

has been discussed upon a wide array of options throughout the past decades. Because 

the discussion about the notions of linguistic competence and performance dates back 

to the times before CLT was prevalent amongst language instructors, communicative 

competence, in fact, precedes CLT. It is hence worth noting that although the aim 

inherent in CLT is, indeed, the development of communicative competence, the term 

itself did not originally stem from the method with which it is associated. In order to 

see how the debate heated in the field of linguistic and then carried into language 

teaching, a short historical review of eight distinct standpoints will be reviewed in this 

section. 

2.1. Chomsky’s linguistic competence 

In Saussure’s (1916) linguistics, la langue was the permanent structure underlying the 

language, and la parole accounted for the realm of variation in use. Likewise, Chomsky 

(1965), associating his views with Saussure’s conceptualisations, introduced the terms 

competence and performance in linguistics. Between the two, there was a clear 

superiority accredited to linguistic competence, which is the tacit knowledge of the 

entire language structure. On the other hand, linguistic performance is posited to be 

constrained by a number of encoding and decoding processes. As it is claimed that 

performance can never truly represent the abstract knowledge of language due to many 

psychophysiological reasons, it is the unobservable competence that makes an ideally 

homogenous speech community function (Chomsky, 1965). 

This definition that Chomsky put forth has thus far attracted many objections, as well 

as an overwhelming amount of support. At a closer look, it is revealed that the 

Chomskyian sense of competence is monologic, a priori, and elementarist (Habermas, 
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1970) because it attaches the linguistic development to the individual mind constrained 

by innate cognitive mechanisms, which in turn assume a finite set of structural rules 

leading to what we call creative language use. In opposition to how Chomsky had 

justified language development based upon these three criteria, it was proposed that 

the process of language development does not occur in a manner isolated in the 

described innate language faculty (i.e. language acquisition device). Habermas (1970) 

argued against this view of competence by proposing that it is actually intersubjective 

(i.e. dialogic and relative to persons), a posteriori (i.e. shaped also by experience), and 

performative (i.e. not firmly limited to a set of fixed rules).  

2.2. Hymes’s communicative competence 

Chomsky’s purist view of language was far from reality according to Hymes (1972), as he 

objected from a social perspective of language acquisition. One example in this regard 

is that a child does not filter out appropriateness and somehow attain grammaticality 

in their speech; rather, children simultaneously acquire grammaticality and 

acceptability, which are related to particular speech acts. Because the acceptability is 

directly connected with performance and this is how language acts under natural 

circumstances, the former dichotomy of competence–performance was claimed to be 

counterproductive. Therefore, in addition to linguistic competence, how one 

communicates with another depends heavily upon communicative competence in this 

view. This new position has marked a milestone in the field by virtue of acknowledging 

the dependence of competence upon ‘both (tacit) knowledge and (ability for) use’ 

(Hymes, 1972, p. 282). 

Communicative competence, in this line, comprise four overlapping circles that also 

develop as a system of matrix when a child (or a language learner) gradually becomes 

acquainted with the concerning language systems. These overlapping circles are four 

criteria related to whether something is formally possible in virtue of grammaticality, 

feasible in terms of implementation, appropriate in context, and performable by being 

capable of accomplishing what it entails. The matrix constituted by these four criteria 

keeps on changing in concert with sentence structures and their particular uses entering 

the language system. Hence, communicative competence, in this sense, resembles a 

theory of performance considering the dominance of rules of use pertinent in speech 

acts and how they are implicitly realised by the speakers. For instance, a structurally 

ungrammatical utterance may be a social accomplishment in daily speech, which is 

quite a common phenomenon in any human language. 

2.3. Candlin’s functional patterning 

As the performative side of language use became a favoured topic of study, language 

functions gathered many scholars around them (Halliday, 1978). The idea that the term 

language suggests more than a formal system comprising a number of various sounds 

was supported by many, including Candlin (1978). He made a clear distinction between 
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the two layers of linguistic patterning: saying and doing. When these two layers of 

language are combined in harmony, it enables us to exploit the unique properties of 

human language. Consequently, the opposition between form and function results in 

different types of meaning. Whilst it is stated that propositional meaning is generated 

by form, communicative meaning becomes a product of function to a great extent. 

Moreover, it is propounded that the relationship between form and function may not 

always be as simple as one syntactic form standing for a particular function. On the 

contrary, a sentence in a given syntactic form can have multiple functional meanings, 

just as a function can be expressed via a number of different forms. This peculiarity 

accentuates how sentences, cohesion, and text (with respect to form) are realised in 

terms of utterances, coherence, and discourse (with respect to function) by the speakers 

taking part in the communication (Candlin, 1978). Hence, what is implied here is that 

linguistic competence is merely not enough for one to communicate appropriately with 

other members of the society, which necessitates paying attention to developing a sort 

of communicative ability in language teaching. 

2.4. Canale and Swain’s model of communicative competence 

Inspired by the cumulative findings of the prior works (e.g. Candlin, 1978; Halliday, 1978; 

Hymes, 1967, 1972; Morrow, 1977; Munby, 1978), Canale and Swain (1980) presented 

arguably the first comprehensive model of communicative competence. Initially, their 

model was composed three sub-competences, including grammatical competence, 

sociolinguistic competence, and strategic competence, which later became four with the 

addition of discourse competence (Canale, 1983) as a distinct component instead of 

being an extension of sociolinguistic competence. One of the reasons why this model 

has become a common guide for many is that Canale and Swain’s model offered 

practical implications for syllabus design, instructional methodology, teacher 

education, and teaching materials. In the simplest account, this model expected 

learners to reach higher levels of communicative competence through a functionally 

organised syllabus and attempts at making communication as meaningful as possible. 

Amongst all the four components in the model, grammatical competence (i.e. 

knowledge of sounds, letters, syntax, morphology, and so on) and discourse competence 

(i.e. creating larger bodies of texts with respect to cohesion and coherence) belong to 

linguistic system. On the other hand, strategic competence (i.e. communication 

strategies for dealing with interactional breakdowns and learning strategies) and 

sociolinguistic competence (i.e. sociocultural rules that determine acceptability) make 

up functional aspects. It is also underlined that within each competence there is likely 

to be a tacit competence related to rules of occurrence or use, as was also implied by 

Hymes (1972). 

 



 

 

90 

 

 

 

 

 

Figure 1. Canale and Swain’s model of communicative competence. 

2.5. Savignon’s inverted pyramid 

In addition to Hymes, one of the earliest mentions of communicative competence is 

credited to Savignon (1972). In an experimental study, her findings indicated that the 

communicative competence group of language learners do not necessarily fall behind 

of the grammatical competence group in form-related tests but obtain better results in 

communication-oriented items. Taking Canale and Swain’s model as her starting point, 

Savignon (1983) portrayed a model in the form an inverted pyramid so as to display how 

the sub-competences in communicative competence act in unison. It is therefore this 

interconnectedness which makes speakers orientate themselves towards an instance of 

contextualised speech act. 

In Savignon’s model (2002), strategic competence is considered to be complementary to 

three main components of grammatical, discourse, and sociocultural competences. 

Furthermore, the term sociolinguistic competence, as used in previous models, is 

replaced with sociocultural competence to emphasise that social acceptability is not 

limited to linguistic devices but involve some extralinguistic factors as well. Aligned 

with her depiction, she recommends a communicative curriculum with five themes to 

touch upon different sub-competences each time so that the other related areas of 

communicative competence could likewise benefit from a possible improvement.  

2.6. Bachman’s model of language competence 

Bachman (1990), consistent with the previous works that have been mentioned so far, 

put forth an immensely influential model of communicative language ability. His model 

amalgamates competence and performance under three main segments: language 

competence (i.e. knowledge-related items), strategic competence (i.e. capacity for 

implementing these items in communication), and psychophysiological factors (i.e. 

mental processes affecting the actual implementation). The broader perspective 

Bachman takes does not decidedly differentiate abstract pieces of knowledge from 

performance. Rather, it combines them under the heading of communicative language 

ability, which refers to both knowing and doing and is made possible by the interaction 

amongst all the components present in this ability.   
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Under the umbrella term of language competence, there are two competences each of 

which in turn comprise two more distinct sub-competences. Whilst grammatical 

competence and textual competence belong to organisational competence (mostly 

related to form), illocutionary competence and sociolinguistic competence are the parts 

of pragmatic competence (mostly related to function). It is, however, noted that 

language competence is not single-handedly enough for one to take part in 

communication since strategic competence encompasses certain linguistic systems 

used to assess, plan, and execute the intended function by taking many contextual and 

psychophysiological factors into account. Hence, a speaker’s communicative ability is 

the result of an interaction between knowing what and how. 

 

 

 

 

 

 

 

 

 

Figure 2. Bachman’s model of communicative language ability. 

2.7. Littlewood’s interpretation of communicative competence 

Following the ongoing debate, Littlewood (2004) recognises five aspects of 

communicative competence as the ultimate goal of second language acquisition. 

Although he does not necessarily claim it to be different from other models, his 

interpretation displays some distinctive features. Littlewood’s perspective on 

communicative competence accordingly focuses on linguistic competence, discourse 

competence, pragmatic competence, sociolinguistic competence, and sociocultural 

competence. With the careful combination of these five aspects, communicative 

competence is realised in language education. The synthesis that can be observed in this 

model changes grammatical and strategic (or illocutionary) components to linguistic 

competence and pragmatic competence, respectively. Littlewood maintained that these 

new terms represented their scope of definitions better than the labels used previously 

in other models. Also, sociocultural competence is seen as a separate piece from 

sociolinguistic competence, rather than being a compound unit.  
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These five aspects of communicative competence can be positioned in two pedagogical 

dimensions offered by CLT (Littlewood, 2011). Just as form-focused instruction, 

conscious processes of learning, and automated use of correct language are analysed 

within analytic dimension; meaning-focused communication, unconscious processes of 

learning, and automated use of spontaneous language make up experiential dimension. 

This differentiation is similar to that of form and function, linguistic system and 

functional aspects, and lastly organisational and pragmatic capabilities. In this sense, 

linguistic competence and discourse competence can be attributed to analytic 

dimension whilst pragmatic competence, sociolinguistic competence, and sociocultural 

competence accordingly relate to experiential dimension of language learning. 

2.8. Celce-Murcia, Dornyei, and Thurrell’s alternative representation 

Another representation of communicative competence belongs to Celce-Murcia, 

Dornyei, and Thurrell (1995). This alternative model takes discourse competence as the 

centre circle and then places sociocultural competence, linguistic competence, and 

actional competence as the three points of the surrounding triangle, all of which are 

regulated and assisted by strategic competence in the outer circle. In a revision by Celce-

Murcia (2007), the mentioned three points were expanded to four with the addition of 

formulaic competence and transformation of  actional competence into interactional 

competence. Displaying a dynamic hierarchy, implications of this model include cultural 

instruction, contextually shaped discourse, a balance between language as system and 

language as formula (i.e. formal grammar and speech acts), emphasis on communicative 

interaction, and focus on various strategies from time to time. 

3. Taxonomy for identification of coursebook speaking activities (TICSA) 

TICSA (Khan & Tas, 2019) is a guiding instrument for language teachers to approach 

speaking activities in a more principled manner. Considering the dominant role 

coursebook activities play in most language classrooms, the types of these activities are 

directly associated with the effectiveness of instruction. In this regard, TICSA, which is 

based upon Littlewood (1981), classifies speaking activities into two dimensions and four 

types. The pre-communicative dimension includes structural and quasi-communicative 

activities. These types mainly aim at improving learners’ analytic and linguistic abilities 

in language. As for the communicative dimension, functional communication and social 

interaction activities shift the focus upon experiential and pragmatic aspects of the 

language.  

The cumulative progression denoted in TICSA moves learners from pre-communicative 

activities to communicative ones. This progression gradually increases the authenticity, 

as well as the challenge, with which learners are expected face, assuming the weak 

version of CLT as its basis. Hence, TICSA is compatible with form-focused curricula that 

adopts CLT as their official teaching method, such as the one employed in Turkey ever 

since 1997. Consequently, paying attention to its principal tenets, ‘where pre-
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communicative activities are not denied but always supplemented by communicative 

ones’ (Khan & Tas, 2020, p. 10), could highlight an alternative path for teachers who seek 

to improve various aspects of their students’ communicative competence. Because the 

communicative language ability consists of several mechanisms working concurrently 

with each other, TICSA demonstrates how they can co-ordinate in harmony within a 

developing language system. 

3.1. Focusing on communicative competence via TICSA 

TICSA does not haphazardly classify speaking activities into one of the designated types. 

In a systematic way, it examines source of the language (i.e. isolated, 

isolated/designated, and learner repertoire), nucleus (i.e. form, function, situational and 

social context), measurement of success (i.e. accuracy, fluency, communicative acts, 

functional effectiveness, and social appropriacy), meaning conveyed (i.e. locutionary, 

illocutionary, and perlocutionary), and activity context (i.e. form-and-accuracy, 

bridging, meaning-and-fluency, or a combination with task-oriented). According to the 

given liability towards these five determinants, an activity is categorised as being 

structural, quasi-communicative, functional communication, or social interaction. This 

classification signifies which part of the learner’s communicative competence is being 

targeted at. 

The fourfold classification inherent in TICSA could, in fact, be traced back to the 

discussion ignited by Hymes (1972). What he suggests as being formally possible turns 

into grammatical and linguistic competences in the following models of communicative 

competence; and it is recognised as structural activities in TICSA, where grammatical 

accuracy is the primary criterion of success. Similarly, feasibility of implementation 

finds its place under the label of discourse or textual competence in the following 

models, and it becomes quasi-communicative in TICSA, where spoken discourse often 

extends sentence-level and becomes more interactive. Because the main focus of these 

two types are on form and linguistic systems, they are considered to be pre-

communicative. Afterwards comes the communicative dimension, the purpose of which 

concerns function and pragmatic aspects. Performability is interpreted within the orbit 

of strategic, illocutionary, and pragmatic competences; and activities related to this area 

are regarded as functional communication in TICSA, in which the goal is often 

accomplishing a task with whatever resources a learner has at hand. As might be 

expected, producing socially appropriate utterances make up what is called 

sociolinguistic or sociocultural competence in the following models, with which TICSA 

deals through social interaction activities. 
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Figure 3. Theoretical basis of TICSA with regard to communicative competence models. 

4. Discussion 

Communicative competence lies at the very heart of CLT despite the fact that people 

may interpret it differently. What is important, for proponents of CLT, is to keep the 

communicative spirit alive, regardless of the variety of techniques being employed in 

diverse teaching contexts. It is hence necessary for language teachers to keep an eye on 

which skills and abilities they choose to focus on within the limited classroom time. As 

valuable as effort and time are, TICSA could possibly guide many teachers to carry out 

the right speaking activities whenever they are most needed. Especially, after looking 

into the areas in which learners seem to have most difficulty, the evaluative aspects 

denoted in TICSA could point at which types of activities can be beneficial for the 

development learners’ communicative competence.  

Although communicative competence is a far more complex construct than the one 

compressed into four types of speaking activities here, the productive value offered in 

this paper cannot be ignored. Because the theoretical background of TICSA follows a 

trail paved by some of the widely accepted models of communicative competence, how 

TICSA approaches to communicative language ability validates the potential value 

offered in a teaching environment. Research shows that classroom-based instruction 

relies heavily upon coursebooks, and pre-communicative activities contained in those 

coursebooks often supersede communicative ones quantitatively (Khan & Tas, 2020). 

The likelihood of this predicament is a problem for second or foreign language 

education, as certain aspects of communicative competence are likely to be ignored or 

avoided by teachers. In this respect, TICSA excels at tapping upon the practical sides of 

communicative competence by virtue of creating both analytic and experiential chances 

for learners to practise the target language. 
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The past reviews of students’ experience in language classrooms has indicated that 

‘much of classroom life is a monologue followed by a test’ (Erickson & Shultz, 1996, p. 

481). It is difficult to claim that the situation is different at the moment. Even though 

some maintain that they readily follow the tenets of CLT, what usually happens in 

classrooms is repeating a fixed set of grammatical points over and over through pre-

communicative activities. This dependency on not leaving the comfort zone has 

mistakenly led to the belief that CLT does neither teach proper grammar nor equip 

learners with enough communicative skills to make them get into interaction with the 

speakers of the target language. Obviously, this view does not hold to be true for every 

case, as pre-communicative practice is not the only realm but a constructive step 

towards communicative dimension. 

5. Conclusion 

In the current paper, some of the well-known models of communicative competence 

have briefly been reviewed in keeping with the similarities they demonstrate regarding 

the types of sub-competences they put forth. Furthermore, the theoretical background 

of TICSA, with regard to these models, has been introduced. As it is designed around a 

multitude of validated components, TICSA demonstrates an inherent liability towards 

some of the widely accepted theories of competence and performance. Language 

teachers, using TICSA, can subsequently observe how communicative abilities continue 

to develop in an instructed environment and can treat them accordingly. The 

implication suggested here includes striking a fair balance between pre-communicative 

and communicative dimensions and touching upon all the four types of speaking 

activities, which stand for several aspects of communicative competence. To conclude, 

talking about theoretical models of communicative competence is not enough without 

making tangible references to classroom realities, for which TICSA could be a helpful 

instrument at researchers and teachers’ disposal. Thus, if a change is to be made in the 

communicative direction, it should start from the heart of language teaching: the 

allegedly communicative classrooms and what actually takes place in them. 

 

References 
 

Bachman, L. F. (1990). Fundamental considerations in language testing. Oxford University Press. 

Canale, M. (1983). From communicative competence to communicative pedagogy. In J. C. 
Richards, & R. W. Schmidt (Eds.), Language and communication (pp. 2–27). Longman. 

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to second 
language teaching and testing. Applied Linguistics, 1(1), 1–47. 

Candlin, C. N. (1978). Form, function and strategy in communicative curriculum design. In C. 
N. Candlin (Ed.), The communicative teaching of English (C. N. Candlin, Trans., pp. 24–
44). Langenscheidt-Longman. 



 

 

96 

Celce-Murcia, M. (2007). Rethinking the role of communicative competence in language 
teaching. In E. A. Soler, & M. S. Jorda (Eds.), Intercultural language use and language 
learning (pp. 41–57). Springer. 

Celce-Murcia, M., Dornyei, Z., & Thurrell, S. (1995). Communicative competence: A 
pedagogically motivated model with content specifications. Issues in Applied Linguistics, 
6(2), 5–35. 

Chomsky, N. (1965). Aspects of the theory of syntax. MIT Press. 

Erickson, F., & Shultz, J. J. (1996). Students' experience of the curriculum. In P. W. Jackson (Ed.), 
Handbook of research on curriculum (pp. 465–485). Macmillan. 

Habermas, J. (1970). Towards a theory of communicative competence. Inquiry, 13(1-4), 360–375. 

Halliday, M. A. (1978). Language as social semiotic. Edward Arnold. 

Hymes, D. H. (1967). Models of the interaction of language and social setting. Journal of Social 
Issues, 23(2), 8–28. 

Hymes, D. H. (1972). On communicative competence. In J. B. Pride, & J. Holmes (Eds.), 
Sociolinguistics (pp. 269–293). Penguin Books. 

Khan, O., & Tas, T. (2019). A coursebook analysis: Classifying speaking activities for beginner 
levels. Paper presented at GlobELT 2019 Conference, Kyrenia, N. Cyprus. 

Khan, O., & Tas, T. (2020). Can local coursebooks in Turkey be an alternative to their global 
counterparts for the teaching of speaking? Novitas-ROYAL (Research on Youth and 
Language), 14(1), 1–12. 

Littlewood, W. (1981). Communicative language teaching. Cambridge University Press. 

Littlewood, W. (2004). Second language learning. In A. Davies, & C. Elder (Eds.), The handbook 
of applied linguistics (pp. 501–524). Blackwell. 

Littlewood, W. (2011). Communicative language teaching: An expanding concept for a changing 
world. In E. Hinkel (Ed.), Handbook of research in second language teaching and learning 
(Vol. II, pp. 541–557). Routledge. 

Morrow, K. (1977). Techniques of evaluation for a notional syllabus. Centre for Applied Language 
Studies, University of Reading. 

Munby, J. (1978). Communicative syllabus design. Cambridge University Press. 

Saussure, F. d. (1916). Course in general linguistics. Open Court. 

Savignon, S. J. (1972). Communicative competence: An experiment in foreign language teaching. 
Center for Curriculum Development. 

Savignon, S. J. (1983). Communicative competence: Theory and classroom practice. Addison-
Wesley. 

Savignon, S. J. (2002). Communicative language teaching: Linguistic theory and classroom 
practice. In S. J. Savignon (Ed.), Interpreting communicative language teaching: Contexts 
and concerns in teacher education (pp. 1–27). Yale University Press. 

 

  



 

 

97 

Complexities of Reading Skill at the Secondary Level in Bangladesh Education 

System: An Empirical Study 

 

Amir Hossain1 

Abstract 

The purpose of this study is to investigate difficulties in the classrooms and beyond that 

are really the barriers of teaching-learning ‘reading’ skill at the secondary level in 

Bangladesh education system. At the secondary level, reading comprehension-

consisting of 40-marks, including multiple choice, short question, fill in the gap, true or 

false, summary and paragraph writing, -is regarded as reading skill. Students studying 

at schools are facing serious complexities in reading and understanding the 

comprehension properly. Vocabulary difficulty is one of the major issues not to realize 

the whole passage.  The reasons of reading skill complexities have been exposed in this 

study with a view to highlighting the current picture of Bangladesh education system. 

To find out the strategies of reading comprehension, this study was conducted at Lahiri 

High School at Baliadangi thana under Thakurgaon district. Relevant research questions 

were developed to identify the problems. Data were collected from teachers, students 

and parents through questionnaire survey and face-to-face interview process. Both 

teachers and students were motivated to take an active part in this survey. After 

collecting data, it was analyzed to show the pragmatically effective guidelines for 

students and teachers. Though reading skill is assessed at the secondary level, most 

teachers or school authorities do not take any initiative to introduce aural practices to 

assess students’ capabilities. Students, too, are, less interested to practice reading skill. 

Based on data collection, conclusions and recommendations have been discussed here. 

Thus, the motto of the current researcher is to show a novel dimension of reading skill 

proficiency in the light of Bangladesh education system.  

Keywords: Reading Skill, Learners, Secondary Level, Teachers, and Reading 

Comprehension Strategies. 

 

Introduction  

Each reader should have a reading concentration for any language. To know any 

language, reading performance is indispensable for any readers. To learn any language, 

readers ought to increase reading skill proficiency. However, in terms of the English 

language, reading is deemed as one of the four skills. Reading interacts between readers, 

texts and the context of the reading situation.  Reading should be a regular activity for 

students and teachers at educational intuitions and beyond. Its function is to create a 

relationship between the text and the reader. From the linguistic point of view, there 
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are four basic skills of the English language. They include- reading, writing, speaking 

and listening. Through these skills, the general knowledge of English language is 

evaluated in many ways, like Duo-lingo, ETS, IELTS, TOEFL, etc., while any students, 

teachers or researchers decide to go to abroad for higher education. The existence of 

the English language cannot be imagined without the reading skill. To develop the skill, 

the role of teachers, students, and guardians is a must. Reading skill is deeply rooted to 

the speaking skill.   

At the SSC level of Bangladesh education system, many students are very weak in 

reading skill. As a matter of fact, they get a very poor grade in the examination. Owning 

to unsatisfactory grade of English subjects, the entire results of the public examination 

bring about a negative impact on their academic and professional career indeed.  The 

secondary level learners with a very poor reading skill proficiency not only face 

challenges, but also face behavioral and socio-economic barriers in their real life 

situations.  

Reading comprehension has become a major concern for the secondary level learners in 

Bangladesh. Most of them fail to understand the reading comprehension and to answer 

all the questions properly. It is a matter of regret that they cannot come out successful 

in obtaining a satisfactory score or grade in the English test nationally and 

internationally.  To create this difficulty, teachers are greatly responsible in this sense 

that they fail to motivate their students in the classroom activities. Each student needs 

to ponder over word for word and sentence for sentence while reading the text. Many 

learners suffer from lack of concentration. It means that they inattentively read the text.     

For this purpose, this current study would like to investigate the reasons of poor 

vocabulary and grammar, inexperienced teachers, syllabus design difficulty, fluency and 

pronunciation problem, topic sentence selection problem, lack of concentration, title 

and subtitle selection hesitation, structural, coherent and cohesive sentence difficulty, 

decoding difficulty, working memory difficulty, unwillingness of the use of dictionary, 

educational gap, and first language interference. All these complexities have been 

discussed in this study with a view to finding out the reading comprehension strategies 

in order that the SSC level students can obtain a better grade in the English tests 

through improving English language proficiency.  

Moreover, this study aims to look at the reading comprehension strategies, including 

skimming and scanning, prediction, clarification, summarization, and question 

generalization for increasing the general knowledge of the students. The reasons stated 

above, data have been collected from students, teachers and parents through 

questionnaire survey as well as face-to-face interview process at a rural school of 

Thakurgaon district in Bangladesh for fostering the real image of reading 

comprehension difficulties. Based on questionnaire survey and face-to-face interview, 

the current researcher has tried to recommend learners and teachers for the 

development of reading skill strategies. In this way, this study attempts to create a new 

dimension for the English language learners in Bangladesh education system.  
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Literature Review 

According to Kuhn (1977), while reading a comprehension, a reader has to look for the 

absurdities in the comprehension and ask himself how he has written it by the author. 

When a reader finds an answer from the reading text, he will see that passages, ones he 

previously realized, he thought, changed their meaning. (p. xii)  

At the time of reading, a reader must read the very carefully; and, at the same time, he 

will try to understand the inner of the reading text. His aim is to find out the critical 

aspects from the comprehension. He tries to cope with the text in such a way that he 

can investigate it in a very innovative manner. With wit and intelligence, the reader will 

play an important role while reading the text.  

Face-to-face interview and questionnaire survey are informal evaluation measures 

prepared to express learners’ ideas of the reading text and their knowledge of the 

reading comprehension strategies. (Garner, 1992)  

If a student is asked to participate in the interview for knowing about his reading 

strategy, he will elicit his personal experience of his reading habits. Again, he is assessed 

through questionnaire survey, he will try to tick the right option from the alternatives 

from his prior knowledge what he has already learnt from the text at home or in the 

classroom.  

Williams (2000) comments that reading comprehension policies help teachers monitor 

the students in the classroom activities during the working hours and provide 

information that is needed to design the reading passage intervention program.   

Teachers’ role is to motivate their learners for coping with the reading text in such a 

way that regular reading habit should be formed in the minds of the learners. Teachers 

will guide them how to apply critical thinking for understand the text. Students ought 

to be motivated to write critically and creatively.   

Comprehension can be evaluated over and over as a way to find out learners’ potentiality 

and provide effective information that instruct instructional and diagnostic decision 

making. (Klingner et al, 2004)  

Many weaker learners fail to realize the reading text critically due to the poor knowledge 

of vocabulary and grammar. The reason is that they don’t have any regular practice how 

to judge a comprehension. They should be advised to follow the reading comprehension 

policies in a regular basis. For this task, instructors’ role is a must to develop the hidden 

potentiality of the learners.   

Iftanti (2012) points out that the EFL learners do not have any better reading habit 

though they academically learn English at institutions. It can be occurred by less 

motivation provided by teachers or parents. Comprehension reading habit can be a 

frequent form of reading practice and policy which implies the academic functions 

needs to be performed. Reading comprehension requires familiarity with the topic to 

motivate the learners for the text. They may be interested in a regular reading habit 

while they think that the reading habit will be benefitted for them for their real life 

situation. (Quoted in Nurjanah, 2018, p. 255)  
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Reading habit is very much essential for a learner if he would like to ponder over the 

text. Critical reading habit helps him write something a new one. This habit will be 

helpful for a learner when he participates in the IELTS test. The reason is that 250-

worded reading comprehension seems to be very difficult for the students if he does not 

have a prior reading experience formally or informally.       

According to Nurjanah (2018), reading comprehension is deemed as a prominent 

English skill for any learners and teachers. Students are required to catch some implied 

and stated information from the text by interpreting or analyzing sentences and phrases 

to answer the questions from the passage. They have to face a great variety of 

complexities while they will be asked to answer the questions from the comprehension. 

Students having proper understanding of vocabulary certainly will find that reading 

comprehension seems to be easier in the examination hall. They will obtain a 

satisfactory grade in the reading test if they practice every day. From the primary stage 

of student life, they need to practice reading comprehension within a specific timeline 

so that they can answer all questions in the examination hall accurately.    

Theoretical Framework  

Reading skill may be challenging while any word or phrase is unfamiliar, technical, and 

complex. For unpracticed readers, comprehension seems to be hard. They try to realize 

word or phrase of the text in a meaningful way. Such types of readers can decode word, 

but do not develop their skills to realize the deeper meaning of sentences, paragraphs, 

composition, essays, letters, applications, reports, etc. Reading comprehension refers to 

readers’ ability to go beyond words, to understand the relationship between their ideas 

and the texts. (McNamara, 2007, p. xi) The application of an effective reading 

comprehension strategy is an important way to help students and teachers develop their 

skills.   

For this purpose, the study would like to highlight the theoretical framework for 

investigating reading comprehension in the light of construction-integration model, 

constructionist model, and indexical model. Through these models, its aim to motivate 

the secondary level students for developing their reading skill strategies.    

Discourse psychologists have been trying to develop the theoretical models of the 

reading comprehension for decades. The models make different commitments on the 

role of reading comprehension strategies in driving the text. 

Construction-Integration Model 

Kintsch’s (1998) construction-integration model is deemed as a comprehensive model 

of reading comprehension. Its computational architecture accounts for psychological 

data by including reading time, activation of concept at different phases of 

comprehension, sentence-structure, text recall, and text summary. Since a sentence or 

clause in a single reading text is thought out, there will have a construction phase 

followed by an integration phase. The CI model shows that the multiple levels of 
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representation get constructed while reading the text. CI model includes 4-levels: (i) 

Surface Code, (ii) Propositional Text-base, (iii) Situation Model, and (iv) Text Genre.  

Surface Code presents an exact wording and syntax of sentences. Text-base consists of 

explicit proposition in a reading text in a stripped-down, logical form that presents the 

meaning, but not the surface code. Situation Model is a referential content that a text 

represents. This model focuses on people, things, spatial setting, actions, events, plans, 

ideas, fancy and imagination of human beings and other referential content in a news 

story or in a discourse. Text Genre is a kind of discourse, like a news story, a folk tale, or 

an encyclopedia article. While a reading comprehension comes out successful, the 

representations are harmoniously integrated, yet there is no intentional strategy for any 

readers to make this happen. (McNamara, 2007, p.11) 

Constructionist Model 

Constructionist model plays a significant role in the theoretical framework of any 

research project argued by Graesser et al. (2003). The strategies of constructionist model 

are presented in the three principal phases: (i) Readers’ Goals, (ii) Coherence, and (iii) 

Explanation. The reader goal phase shows that readers attend to content in the reading 

text that identify the goals of reading the text. The coherence phase presents that readers 

attempt to construct meaning representations that are coherent at the local and 

international levels. Therefore, a coherence gap in the reading comprehension 

motivates the readers to think, generate inferences, and investigate the text in an effort 

to fill in, repair, or take note of a coherence gap. The explanation phase cites that readers 

intend to generate explanations of why events and actions in a reading text occur, why 

states exist, and why authors express their thoughts and plans. Why questions 

encourage an investigation of causal mechanisms and justifications of claims. There are 

other phases of the constructionist theory which are presented by other models, which 

identify memory stores, levels of representation, world knowledge, activation of nodes, 

and automaticity, but its signature phases highlight reader goals, coherence, and 

explanation. (Graesser, McNamara, Louwerse, 2003, p.82)  

Constructionist theory states predictions about reading times, inference generation, 

recall of text information, and summary; as in the case of the CI model, predictions are 

tested and supported, although support for the constructionist model is not as extensive 

as for the CI model. (McNamara, 2007, pp.13-14) 

Indexical Model 

Comprehension of a story is predicted to improve after children are able to realize about 

characters and images in a reading text. When adults read a manual on assembling a 

piece of equipment, their comprehension is expected to improve to the extent that they 

can enact the procedures or form the visual images of objects and actions. Readers who 

have metacognitive strategy of grounding the entities and events being presented in the 

reading comprehension are supposed to highlight comprehension advantages over the 

authors who do not want to bother taking cognitive steps.  
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Predictions on the effectiveness of strategies for the reading text are based on 

constructionist model and indexical model. The indexical model manipulates 

comprehension strategies that involve the construction of mental images of people, 

things, spatial layouts, actions, and events being presented in the comprehension. The 

constructionist model does not inspire these strategies if they don’t serve the master 

strategies of making explanations, coherent representations, and representations that 

determine reader goals. Certainly, these three theoretical models are hardly redundant 

articulations of the same phenomena with different jargon. (McNamara, 2007, pp.14-15) 

If these models are applied to understand any texts for the secondary level learners of 

Bangladesh education system, I think that students, teachers and researchers will be 

able to interpret the texts in an in-depth level if there must have a linking ground 

between the text and the reader. If the readers need to create their attention to interpret 

words or sentences, the text will be realized properly.      

The Aim of the Study  

This research project attempts to develop key reading skills for the secondary level 

learners through skimming, scanning, identifying the main ideas of the whole passage, 

and guessing vocabulary from the comprehension. It aims to inspire learners to develop 

other skills, like grammatical items, vocabulary, pronunciation, and writing.  

Since grammatical items, vocabulary, pronunciation, and writing skill are the main 

aspects of reading comprehension, learners ought to emphasize on these skills very 

carefully. The paper aims to look at the current crisis of the reading skill in Bangladesh. 

Many students are very weak in reading skill; and, as a result, they get a very poor grade 

in the public examination.  According to the specialists and linguists, there are some 

cognitive factors that impact reading comprehension for the students. These cognitive 

factors include as follows:   

Background Knowledge: There must have a relationship between reading tests and 

learners. This cognitive factor helps them extend the real world experience so that 

literary knowledge can begin to develop gradually. According to Oberhalzer (2005), 

“Reading is an important activity being used in many of everyday takes a person with a 

good reading skill may function more effectively than an illiterate person” (p.196). 

Vocabulary: Vocabulary helps learners understand a familiar or unfamiliar word and 

its connection with other words within the same passage. It is related to reading habit 

for the learners indeed through reading comprehension. In this regard, Cain (2011) 

points out: “Leisure time provides for reading can help in growing vocabulary stock 

which helps in better comprehension skill” (p.441). What Cain wants to mean here is 

that learners can develop vocabulary skill through leisure time.  

Reading Fluency: This cognitive factor allows learners to increase information with 

accuracy, expression and speed. Reading fluency increase students’ ability to respond to 

a reading passage.  “Reading is a process of constructing meaning. There is a dynamic 

interaction between the reader, the test and the context of the reading situation” 
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(Wixon, Peters, Weber and Roeber, 1987, p.750). These critics try to make us understand 

the point that there must have an interaction between the passage and the students. 

Then, its fluency can be developed.    

Active Reading Skill: Active reading skill monitors reading comprehension and guides 

reading by targeting comprehension difficulties, and asks questions or evaluates the 

reading passage.  

Critical Thinking: Critical thinking capacity helps students realize main idea and 

supporting ideas in a single reading comprehension so that they can identify literary 

devices and their impact on the passage. This policy deepens a student’s realization of 

the text through fostering the positive reading experience. 

Research Questions 

To carry out this study, I have selected the two relevant research questions for the 

reading skill at the SSC level in Bangladesh:   

1. What are the complexities of reading skill for the secondary level learners in 

Bangladesh?  

2. What sorts of strategies are essential to develop learners’ reading skill?  

Hypothesis 

The hypothesis of my research paper is that pronunciation skill of the secondary level 

learners and teachers in Bangladesh is absolutely different from the native speaker of 

the English language. Even many of them don’t know how to speak English in the 

classroom activities and beyond. They have to face vocabulary and grammar 

complexities for their reading skill. While reading the comprehension, their accent and 

pronunciation skill is very poor. While they speak, the tone of local language encounters 

with English language. Reading fluency of non-native students of English much varies 

from native ones.  

Syllabus Design of Reading Comprehension 

At the secondary level, students have to answer some specific questions of reading test 

at the public examination. For this purpose, the syllabus design of reading 

comprehension has been included in English First Paper in accordance with the decision 

of The National Curriculum and Textbook Board, The Board of Intermediate and 

Secondary Education, and Ministry of Education of Bangladesh. The question pattern 

of the reading test consists of 40-marks with a view to evaluating the merit of the 

secondary level learners. Each question carries with 5-marks. However, from the reading 

passage (Part-A), students have to answer the following questions:   

1. Multiple Choice: In this question pattern, leaners have to choose the right answer 

from 4-alternative options.  

2. True or False: If the statement seems to be true, learners need not change the 

sentence. In this case, they write ‘true’ statement. On the contrary, when any statement 

seems to be false, learners have to give the correct answer, which is found to cope with 

the reading test. Due to the poor grammatical knowledge, many leaners fail to write the 

correct answer.  



 

 

104 

3. Fill in the Gap: In this case there are 12-words given in the box. Learners have to 

choose the right word from the box which adjusts with the sentence accurately and 

meaningfully. But, students at the secondary level fail to find out the right word owning 

to the poor knowledge of vocabulary and word-meaning. They don’t get the satisfactory 

grade in this question pattern.  

4. 70-worded Paragraph: Learners are asked to write a short paragraph consisting of 

70-words by using the clues in the given box. But, many of them are found to directly 

copy the sentences from the reading comprehension without any transformation due to 

the poor grammatical knowledge. They don’t practice how to make sentence for any 

piece of writing. Their writing capacity is so poor that that they fail to require the answer 

expected by the board examiners. As a result, they fail to get the satisfactory grade.       

5. Short Questions: In this question pattern, most of the secondary level learners don’t 

answer the questions as required due to the poor knowledge of tense, voice, narration, 

and transformation of sentences. They don’t know how to answer the questions based 

on the question-words, like who, which, how, when, why, whose, etc. They copy 

sentences from the reading comprehension where they find similarities between the 

question and the reading test. Each question carries with 1-mark, but leaners are found 

to write more than one or two sentences directly being taken from the passage.     

6. Fill in the Gap: This question pattern is the most difficult for the learners to fill in 

each gap. The weaker students in English fail to find out the suitable words from the 

passage. For this task, they read the whole passage several times, but don’t determine 

the right word to fill in the gap.  

7. 80-worded Paragraph: Many learners have no creative knowledge even the teachers 

as well how to write a single paragraph or any piece of writing of their own words and 

language. They don’t know how to write due to the lack of free hand practice.   

8. Paragraph within 5 Sentences: Both students and teachers at the rural schools have 

no knowledge of main ideas and supporting ideas to write a paragraph. In this case we 

generally know that main ideas help us apply the supporting ideas. But, at the secondary 

level in Bangladesh education system, many learners and English teachers have no 

capacity to write paragraph or composition through the main ideas and supporting 

ideas.   

In the syllabus design of the reading test, I have tried my level best to investigate the 

complexities of reading skill why the secondary level learners get poor marks or grade 

due to the poor knowledge of vocabulary and grammar. The real scenario in Bangladesh 

is that learners don’t try to practice grammar or to develop writing skill. They have a 

tendency to learn by heart with a view to getting a satisfactory grade in the public 

examination. This cramming system is found among all learners across the country. 

There is a proverb known to all that practice makes a make perfect. But learners don’t 

bother about writing skill improvement at the secondary level in Bangladesh.  According 

to Haque (2006):  
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Attention has been shifted from grammatical approach for teaching and learning to 

communicative approach and so that the practice covers all four areas of skills 

listening, writing, speaking and reading. Reading, among four skills, has an 

important place in Bangladesh because of its requirement in higher education.  

From this criticism, we may learn that Haque wants to emphasize on reading skill for 

all sorts of students and teachers so that they can come out successful in their real life 

situation. Teachers must motivate their learners to develop the pedagogical approaches 

of reading skill.  

Reading Skill Difficulties 

Learners are now facing different types of difficulties while they read the comprehension 

alone or with teachers at school or home. A great variety of reasons are responsible for 

this crisis among the learners in Bangladesh. These difficulties are given as follows:  

Poor Vocabulary  

Vocabulary is deemed as one of the major difficulties not to understand the reading 

comprehension. Learners are very weak in vocabulary. While they answer the questions 

from the comprehension at the public examinations, they find unfamiliar words and 

phrases- for example idioms and phrases- for which they fail to understand the inner 

meaning of the text; and, as a result, their grading point is very poor. Students hardly 

try to increase their knowledge of vocabulary. There is a problem for the teachers that 

they don’t pressure the learners in the classroom activities to practice vocabulary. If any 

students don’t read synonym and antonym regularly, it will become for difficult them 

to speak and write fairly. In the competitive job market, synonym and antonym are 

given priority for judging the students’ merit. Owning to the poor knowledge of 

vocabulary, they do not come out successful in their real life situation. To overcome 

vocabulary difficulty, teachers, specialists, and experts must prescribe syllabus in a new 

model with a view to motivating the learners. In Bangladesh experience, when any 

students participate in the IELTS and TOEFL tests, they feel a great difficulty in the 

reading passage. Within a very time, most learners cannot answer the entire questions. 

As a result, they obtain a very poor score.  

Poor Grammar 

Though grammar has been included at the SSC level to increase the knowledge of the 

learners, but in reality, it is seen that they never practice grammatical items, like tense, 

voice, narration, articles, and transformation of sentence at school or home. There is a 

tendency of the teachers that they get themselves involved in private tutoring at their 

residence though Bangladesh government has banned this practice. Most students learn 

the grammatical items by heart just to pass in the examination. Nobodoot SSC 

English Test Papers-published by Gyangriha Prokashoni Publication, Bangla Bazar, 

Dhaka -are very much known to both teachers and students. They mere practice specific 

sets of questions to get a satisfactory grade in the public examinations. Thus, they are 

lagging behind in practicing grammar. Another problem is that when they complete the 

SSC and HSC levels, they have to participate at the university admission test, most of 
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the students obtain 8-12 marks out of 25. Due to the very poor knowledge of grammar, 

to understand the apparent means of the reading comprehension seems to be difficult 

for them. Without grammatical knowledge, any students cannot think of the existence 

of English language. It is a matter of sorrow that students have lost their eagerness to 

practice grammar. For all these reasons stated above, reading comprehension has 

become a prime concern for them.       

Inexperienced Teachers 

For ages Bangladesh has been facing a great crisis due to the unskilled and 

inexperienced English teachers at the educational institutions. This crisis has become 

extreme at the secondary level owning to the standard training process and pedagogical 

approaches scientifically. Teachers are greatly responsible for creating reading 

comprehension difficulties. The problem is that teachers don’t try to bother about new 

methods, emerging from CELT or TESOL; they want to follow traditional teaching 

method. Due to their poor knowledge of the reading passage, now in Bangladesh, many 

students are cutting a sorry figure in the English tests. They don’t know how to motivate 

the learners while discussing the text in the class. Motivational environment must be 

created among the students at every educational institutions if they would like to 

overcome the reading text difficulty. If teachers are not expert in teaching the reading 

comprehension in an easy process, how it is feasible for learners to understand the 

passage very clearly. In this circumstance, teachers must come out of the traditional 

teaching policy. New policy and strategy for reading comprehension must be 

implemented. They must find out new means how to inspire students for understanding 

the entire passage within a specific time in the exam hall.  

Syllabus Design Difficulty 

Syllabus design consisting of 40-marks has been prescribed reading comprehension. 

Multiple choice, true or false, fill in the gap, short paragraph and summary writing have 

been included in English First Paper at the secondary level. But, students do not obtain 

better makrs in the examination on account of syllabus design complexities. Without 

cramming, students ought to be instructed to write in a free hand practice. Teachers, in 

this concern, must play an important role to make the entire process very easy for the 

young learners. Syllabus design of reading comprehension will have to be prepared in 

such a way that students don’t get any chance to copy in the examination hall. Copying 

in the exam hall for reading comprehension has become a great concern for us all in 

Bangladesh education system, especially in the rural schools. Local political leaders and 

dishonest academicians manipulate the students for copying the answer scripts. As a 

result, many students are deviated from their real target. 

Fluency and Pronunciation Difficulty 

Fluency and pronunciation difficulty has become a great concern for teachers and 

students across the country, even in the capital city of Dhaka. Teachers in the rural 

schools cannot speak English while they are teaching the students in the class; instead, 

local language Bangla is being used to teach the learners. In terms of pronouncing 
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reading comprehension, many teachers fail to speak English in the front of the students. 

It can be mentioned here that English speaking fluency and poor pronunciation are the 

cardinal factors not to understand the entire passage. Many a time students fail to utter 

simple word and phrase in English. In such cases, stammering problem is noticed 

among many teachers and students. When any learner is instructed to read a passage in 

English, he feels hesitation whether he will read or not. Lethargies and terrific sense for 

poor fluency prevail in their minds while reading any unknown comprehension.  

According to Bangladeshi specialists and linguists, fluency and pronunciation problem 

has blocked on the way of their reading comprehension. If this crisis is over, leaners can 

be able to cope with the non-native speakers of English. If we look at our neighboring 

country India, we will notice the fact that students and teachers can fluently speak 

English in the class and beyond without any hesitation though their pronunciation skill 

does not match with the native speakers of English. The reason is that English is not a 

mother tongue, yet students and teachers must try their level best to upgrade the 

situation.   

Lack of Concentration 

Many students are suffering from inattention and want of concentration while they sit 

down to read the comprehension. The main reason is that they don’t understand the 

inner meaning of the passage very clearly. A large variety of difficulties for not 

understanding the comprehension are working in the mind of the young leaners, 

including vocabulary, word and sentence-meaning, grammatical, and coherent and 

cohesive sentence difficulties. Facebook chatting and watching television are one of the 

cardinal problems not to concentrate their minds on the reading passage. Many 

learners, being deviated from concentration due to Facebook and watching movie, 

waste their time in vain. These issues have negatively impacted on their results of the 

public examinations. In this terrifyingly difficult situation, many have lost their 

attention and concentration on their studies. The impacts of COVID-19 have brought 

about dreadful changes upon their psychology indeed. All educational institutions have 

remained closed on account of the coronavirus crisis. Consequently, concentration has 

kept themselves aloof from studies. To create concentration on the minds of the 

learners, interesting passages need to be provided. Illustrated reading comprehension 

helps them concentrate their minds on their studies. In this regard, the role of parents 

and teachers is very much essential to create attention for the learners towards studies.       

Topic Sentence Selection Problem 

In any expository piece of writing, a topic sentence is such a sentence, which aims to 

summarize the main ideas of a single paragraph. Topic sentence is regarded as the first 

sentence in a paragraph. What these sentence mean here that the entire paragraph is 

written on the basis of a topic sentence. While students want to write a paragraph, they 

first plan to write a topic sentence since his supporting ideas are deeply dealt with the 

main idea. In this regard, a plan connected topic sentence helps a learner write a 

paragraph in a very clear-cut way.  

https://en.wikipedia.org/wiki/Expository_writing
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But, in Bangladesh situation, what the scenario is happening is that both teachers and 

students at the secondary level don’t know how to write a topic sentence. They learn 

paragraph, application, composition, and report by heart. They are eager to have 

crammed for any piece of writing.  When a student is instructed to write a topic sentence 

after reading the comprehension, he will fail to do so due to the lack of prior experience.  

How to motivate students to write a topic sentence from the reading text relies on the 

duty of the teachers. Both teachers and students will have to follow the guidelines of 

writing skill development. The strategies for writing a topic sentence from a passage are 

available in many books. They will have to study more and more how to or what to write 

a topic sentence from relevant books, which are at their disposal.      

Title and Subtitle Selection Hesitation  

To write a title or subtitle from a reading text is a major concern for learners and 

teachers. When learners are instructed to write a title or para-title after reading the text, 

they feel hesitation due to the lack of prior experience. It is a matter of regret that they 

are never taught how to write a title or subtitle in the class. I think that teachers are 

greatly responsible for their failure. How to write a title seems to be difficult for the 

secondary level learners in this sense that the strategies of writing a title from a reading 

passage has never been practiced in the class at all. In Bangladesh context, my opinion 

is that a learner will have to be instructed how to write a title from an easy and simple 

comprehension at the primary level; but, when this practice will be implemented at the 

educational institutions is still now a burning question. Since title or subtitle selection 

is given priority in the IELTS and TOEFL tests, students should be instructed to write a 

title or subtitle from a paragraph of a large comprehension, which consists of 250 words. 

In this case, many students fail to select an appropriate title within a very short time. As 

a result, they get an unsatisfactory score in the tests. If title selection is practiced how it 

can be written from a reading passage at school or home, they can write a title or subtitle 

appropriately.          

Structural, Coherent and Cohesive Sentence Difficulty  

How to write a sentence-structure should be practiced in the classroom. To connect the 

main idea between sentences is deemed as cohesion. But, these skills are essential to 

read a comprehension. To realize how the main idea links up at the cohesive level helps 

a learner get a meaningful sentence from the paragraph as well as the entire reading 

comprehension. This kind of process is known as coherence, which aims to connect the 

main ideas with supporting ideas in any piece of writing.  

But, the difficulties that the secondary learners are facing at schools are of coherent and 

cohesive sentences which they fail to locate at the time of reading a passage in the 

classroom. How coherent and cohesive sentences help students understand a text is still 

now a cardinal concern for them.  These sentences are the main elements of the reading 

passage, which may be called the existence of the text. In this case, teachers should 

instruct how to write a cohesive and coherent sentence; how this sentence is dealt with 

the passage; how students can be instructed to identify cohesion or coherence. Now, 
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the point becomes clear to us that if any learners do not locate a cohesive and coherent 

sentence, it will become difficult for them to understand the comprehension.  

Decoding Difficulty 

Learners feel decoding difficulty while reading a passage. They feel hesitation between 

letters and sounds while reading the passage. In the passage, which letter sounds for 

representation seems to be hard for the weaker learners, even the talented ones feel this 

sort of decoding difficulty. Again, there are a large number of students at the 

educational institutions who are very slow in reading the passage. They read it with a 

great difficulty. While the weaker students read the passage, they cannot determine the 

function of the parts of speech, especially the appropriate usage of preposition, 

conjunction, interjection, verb, adjective and adverb. They must be instructed how to 

use the parts of speech; and, how it has been shown in the reading comprehension. 

While reading, they must carefully notice their functions. Learners must realize the fact 

that a reading passage help them write any short or elaborative topic critically or 

creatively. Another problem is found among the secondary level learners is that they 

lose their expressive tendency while concentrating their minds on the comprehension. 

The use of punctuation mark and capitalization is still now a difficult concern for the 

learners. They don’t try to bother about punctuation mark and capitalization. They 

ignore them in the passage. Though punctuation mark and capitalization has been 

included in syllabus design, but the learners don’t know how to use them perfectly.          

Working Memory Difficulty  

Working memory is important for reasoning and the guidance of decision-making and 

behavior.  Memory enables to remember information temporarily. From this 

psychological point of view, it can be expressed here that while reading the 

comprehension, some learners have short-term memory. Forgetting becomes a regular 

habit for such dull students. They read the passage and forget later. If their working 

becomes dull, they are habituated to slow reading habit day by day.      

However, there are many weaker students in the class whose working memory is dull. 

While they read the comprehension, they forget it later. When they are instructed to 

write a new summary from the reading passage, they fail to do so. In this case, parents 

may consult with psychiatrists.  

Unwillingness of the Use of Dictionary 

To understand the meaning of any unfamiliar words or phrase found in the 

comprehension, in this case, the use of a dictionary is a must. If any learners fail to 

understand the meaning of some unknown words, the entire passage will become very 

difficult for them. If the case happens, they don’t have the ability to answer the 

questions properly. But, at the secondary level, the young learners are not seen to use 

the dictionary; and they are addicted to Facebook instead of using dictionary. Reading 

comprehension becomes very difficult for learners. They must be instructed how to look 

up a word in the dictionary.  
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Educational Gap 

There are some specific reasons for creating educational gaps. These reasons may be of 

social, economic and political concerns. There are many poverty stricken-learners 

across the country, whose parents cannot afford to continue educational expenses due 

to financial constraints. At one time, they are dropped out from student life. Their 

dream remains a dream; especially this crisis is happened among many female students 

at the secondary level. They are married off with an unemployed and addicted man. In 

the laws’ house, they are maltreated and mentally tortured not to continue education. 

In many cases, teenagers are divorced due to an early marriage. Again, there are many 

boys who go to abroad for earning money, but several years later, they are compelled to 

return to their native country for visa difficulty. Then they feel interest to study at 

Bangladesh Open University. Moreover, political concern stands as a block on the way 

to student life. Many teenagers are now getting involved into the locally politics due to 

naughty friends. As a result, educational gap is created. In this case, after a long period 

of time, when any learners are instructed to read the passage, they cannot read it clearly. 

This educational gap is a part of psychological conflicts for which many learners are 

deviated from education.  

First Language Interference 

English is a foreign language in Bangladesh. For example, in Bangladesh many teachers 

and learners use Bangla language in the English class. When reading the passage, the 

tonic expression of first language hiders to speak English for many of us. In this way first 

language interference creates a hindrance to read the English comprehension in the 

classroom or beyond.     

Reading Skill Strategies  

According to McNamara (2007) a reading comprehension strategy is a cognitive 

approach under the contextual conditions with a view to improving learners’ reading 

skill. Teachers should advice their students to look up a word in a dictionary when they 

do not understand the meaning of any unfamiliar word or phrase. However, strategic 

cognitive helps learners read a word identification in a dictionary or reread the sentence 

in the reading text with a word, and then, to comprehend the sentence as a whole. (p.7) 

Learners should use dictionary for looking up an unknown word or phrase. In this sense 

dictionary is regarded as a useful strategy for reading skill improvement.   

According to Aarnoutse and Schelings, reading strategies are “specific heuristics, 

methods, or procedures which readers more or less apply intentionally to adequately 

process and understand the information presented in a text” (2003, p.391). Readers must 

use specific techniques while they read the comprehension. It is difficult for any readers 

to understand the inner significance of the reading passage. So, linguistic critics suggest 

to us for utilizing method and procedure.  

Skimming and Scanning 

Skimming and scanning are the two strategies for improving reading skill. Skimming is 

a method of “rapidly moving the eyes over the text with the purpose of getting only the 
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main ideas and the general overview of the content” (Sultana, 2016, p.12). Scanning is 

“covering a great deal of material in order to locate a specific fact or a piece of 

information” (ibid). 

Skimming is a difficult strategy for those who are weak in English. Within a very short 

time, they may not understand the main ideas of the reading passage. On the contrary, 

this strategy may be useful only for the good students who can skim their eyes through 

the passage very quickly. This strategy helps students understand the main ideas and 

the summary of the text.  

According to Palincsar, Brown and Martin (1987), reciprocal teaching is designed to 

improve comprehension for the learners who decode but have difficulty in reading a 

text. Students are found to follow the four strategies of reciprocal teaching which 

include prediction, summarization, question generation, and clarification. Teachers 

should apply these strategies to teach students in the class. (Klingner et al, 2007, p.131) 

Prediction 

Description: Prediction aims to locate any clues in the structure and content of the 

reading text. 

Rationale: Prediction helps learners’ prior knowledge read the passage so that they can 

determine their predictions. 

Method: In this method, students are instructed how to use title for making initial 

predictions concerning the text before reading a new section.  

Clarification 

Description: Clarification aims to discern whether there is a technical failure in the 

reading text. To clarify the meanings of the text, learners ought to practice grammar 

and vocabulary. 

Rationale: Clarification makes the students realize about the text.  

Method: For this approach, students ought to be careful or conscious of the passage if 

they fail to understand the meaning of the passage. For instance, if any student does not 

understand the meaning of a word, in this case word need to be analyzed so that they 

can understand the meaning of an unfamiliar word. After rereading the passage, if any 

information seems to be hard, they may take assistance from teachers. 

Summarization 

Description: A summary consists of several sentences that presents the main ideas from 

the passage. Summary contains not only the main ideas but also the supporting ideas 

from the passage. It should be written based on the learners’ own ideas and thoughts.  

Rationale: Summary improves understanding and memory of the learners of what has 

already been read. 

Method: Students are asked to find out a topic sentence or subtitle of a single paragraph 

from the passage. If there is no topic sentence or subtitle, in this case they are asked to 

write an appropriate topic sentence with the help of other sentences. But before that, 

they need to underline keywords contained in the passage. Then, students should be 
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instructed to find out the main ideas in order that topic sentence can be written. Thus, 

main ideas and supporting ideas from the reading passage can be summarized. 

Question Generalization 

Description: Questions are set on the reading passage for the young learners. In this 

case, questions need to be generalized so that students can easily understand. If any 

students cannot understand the questions, it will become very difficult for them to 

answer.  

Rationale: Question generation helps students understand the passage so that they 

identify what is important to them 

Method: To learn this approach, students have to choose the right information from the 

passage and use question words, like who, how, when, where, whose, which, and why 

to make out questions with the help of WH-question. Students are also instructed to 

make questions from the comprehension. (Klingner et al, 2007, p.134) 

Methodology  

This study is conducted by quantitative research, questionnaire survey and face-to-face 

interview for the secondary level learners. Materials have been borrowed from books, 

journals, articles, theses and internet. Reading skill approaches gave been applied to 

decrease the reading comprehension difficulties for the secondary level learners of a 

rural school Lahiri High School under the district of Thakurgaon. To write this research 

project, I have strictly followed APA style (6th edition).  

Research Design: In this research design, I have tried to include participants, timeline, 

setting and approach of data analysis. 

Participants: To carry out the project, I selected 20-participants, including 5-teachers, 

10- students and 5-parents. I requested students and teachers for the interview. They 

agreed to face the interview.     

Setting: Questionnaire survey was handed over to teachers, students and parents 

regarding the complexities of reading skill. They were asked to choose the right option 

from the alternatives beyond the class because of the terrifyingly coronavirus situation. 

Face-to-face interview was taken from 3-participants, including student, teacher and 

mother.  

Another point may be mentioned here that I went to parents’ house for questionnaire 

survey and face-to-face interview process. While I was taking the interview, I recorded 

their statements through my smart mobile phone. Classroom observation was not 

possible owning to the coronavirus pandemic outbreak.  

Timeline: To collect data from Lahiri High School, it took 7-days for me.  

Data Collection 

Data were collected so that reading skill difficulties and strategies are exposed. Students, 

teachers and parents were motivated to participate in the questionnaire survey and face-

to-interview.  From collected information from the questionnaire survey, it was possible 

for the current researcher to show the real picture of the reading skill complexities at 
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the secondary level. Based on questionnaire survey and face-to-face interview, I enabled 

to recommend learners and teachers for the development of reading skill strategies.  

Obstacles Encounter 

During the COVID-19 pandemic outbreak, all sorts of educational institutions remained 

closed all over the country. So it was difficult for me to collect data. Another problem I 

had to face is that students and parents were weak in English. It was difficult for them 

to speak English.  As a result, I had to use my local language, Bangla with them; even 

while face-to-face interview was being taken. When I questioned them, they spoke 

Bengali in the local language. And, I had to translate from Bengali to English from my 

personal point of view.      

Data Analysis 

 

In this chart, we see that the total number of participants was 20, including 10-students, 

5-teachers and 5-parents. They were asked to participate in the questionnaire survey 

with a view to investigating the reading skill difficulties at the SSC level.  
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This graph shows that students, teachers and parents participated in the questionnaire 

survey. Participants did different comments regarding reading skill complexities. From 

the questionnaire survey, it was found that as the reading skill difficulties, vocabulary, 

syllabus design, pronunciation, copying in the examination hall, inexperienced 

teachers, first language interference, topic sentence or title selection, etc. were the main 

reasons to get poor marks in the examination. Students also blamed the inexperienced 

English teachers for their unsatisfactory results.  

On the other hand, as reading skill strategies, dictionary, skimming, scanning, 

prediction, clarification, summarization, and question generalization were identified. 

While the researcher was taking the questionnaire survey, participants did not 

understand the clear cut meaning of questions because the question patterns were 

based on the English version. Majority of them expressed that they had vocabulary & 

pronunciation difficulty while reading the comprehension. The survey also showed that 

both teachers and students were not good at vocabulary & speaking. Their 

pronunciation skill and accent were very unsatisfactory. Teachers practiced traditional 

method instead of Communicative English Language Teaching while they were teaching 

English at school.   

For example, questionnaire survey may be shown in the light of Statistical Mathematics.  

Participants Number 

 

Selected Questionnaire 

 

Students 

 

10 

 

Vocabulary 

 

15 

 

Teachers 

 

5 Pronunciation 12 

Parents 

 

5 First language 

interference 

17 

This study would like to find out the Population Mean of the above Central Tendency. 

Number of Participants 

(xᵢ) 

 

Number of Questionnaire 

Survey (fᵢ) 

 

 

xᵢ fᵢ 

 

10 

5 

5 

15 

12 

17 

150 

60 

85 

∑xᵢ=20 ∑fᵢ =44 ∑ xᵢ fᵢ =295 

Population Mean=∑ xᵢ fᵢ ÷ ∑f 

=295÷44 

=6.70  
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The average rate of vocabulary, pronunciation and first language interference regarding 

the reading skill difficulties was 6.70% in the questionnaire survey.  

Conclusion 

From this research project, it may be concluded that reading skill difficulties are the 

major challenges for the current secondary level learners of Bangladesh education 

system, which are being faced severely across the country. The researcher has tried to 

expose reading skill complexities so that students can follow strictly the strategies.  

Klingner et al, (2007) has pointed out that reading comprehension strategies are dealt 

with the highest effect sizes for the learners with learning disabilities. Teachers ought 

to teach strategies for their students so that they prompt learners for monitoring or 

reflecting before, after or during reading. 

 The syllabus design regarding the reading comprehension is not age-oriented for which 

the learners at the secondary level are facing difficulties while they participate in the 

public examination; and, as a result, they are getting unsatisfactory grade in English 

First Paper. To foster the real picture of the reading skill difficulties, this study tried to 

collect quantitative and qualitative data from a rural school of Thakurgaon district, 

North Bengal of Bangladesh, where students are weak in English subjects and also have 

to face financial constraints at every step of their lives. This research shows that there 

are 80% of students at the secondary level at Thakurgaon who obtain B or C grade in 

English. Also, it highlights that 90% of students have no capability how to write 

skillfully. Even English teachers are not good at English; and have no proper 

understanding of scientific teaching strategies. 

However, based on data collection, it can be mentioned here that students should 

develop regular habit of reading any piece of writing since early childhood. The major 

challenges that the secondary level learners are facing now are as follows: poor 

knowledge of vocabulary, grammatical items, like tense, parts of speech, articles, voice, 

narration, conditionals, rights forms of verbs, simple-complex-compound, etc., 

structural, coherent and cohesive sentence difficulties, decoding difficulties, retention 

difficulties, lack of use of dictionary, fluency and pronunciation problem, and lack of 

concentration, all of which are related to the reading comprehension at the secondary 

level.  

Attention should be emphasized on the learners so that difficulties can be decreased. 

They need to be taught strategies can be utilized with a view to mastering the English 

language. In this regard, teachers as the leaders of reading skill strategies ought to be 

aware of these complexities in term of involving students in interactive teaching 

pedagogical approaches. 

In this study, I have also tried my level best to recommend the learners for developing 

their reading skill strategies.  
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Recommendations 

➢ Apply new teaching techniques in reading skill;  

➢ Arrange group discussion; 

➢ Practice vocabulary and grammar more and more; 

➢ Involve parents in promoting silent reading at home; 

➢ Listen carefully how to pronounce in the class or at home; 

➢ Re-modify syllabus based on reading skill  for the public examination; 

➢ Take note the structure and organization of the text; 

➢ Motivate learners how to write a topic sentence or subtitle; 

➢ Use mental images to inspire learners in remembering events, settings, and 

characters.  
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Questionnaire 

1. Which aspect of reading skill do you face difficulty? 

a) Grammar 

b) Vocabulary 

c) Pronunciation 

d) Parts of Speech 

2. What is the reason not to understand the reading passage?  

a) Syllabus design complexity 

b) Lack of English teacher 

c) Lack of concentration  

d) English is a foreign language 

3. How do you want to develop your knowledge of reading skill? 

a. To increase vocabulary 

b. To develop pronunciation  

c. To read more and more 

d. To practice grammar 

4. Do you support the included questions of reading passage at the secondary 

level? 

a. No. I don’t. 

b. Yes. I do. 

c. Several questions need to be changed. 

d. Don’t need to be changed at all. 

5. “Copying in the examination is a great concern for us all” How far do you agree? 

a.  Yes. I fully agree. 

b. Yes. I somewhat agree. 

c. Copying in the examination is a curse for student life.  

d. Copying helps students cut a good figure in the examination. 

6. Do you think teachers in Bangladesh are very good at English? 

a. Yes. I think so. 

b. No. I don’t think so. 

c. Some teachers are expert, but others aren’t. 

d. Teachers may be good at English if they receive training course.  

7. Do you think first language interferes reading skill? 

a. I don’t think.  

b. I think first language interferes reading skill.  

c. First language hiders to read English for students. 

d. Both b & c.  

8. What are the reasons of educational gaps? 

a. Social reason 

b. Political reason 

c. Economic reason 
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d. All of them mentioned above 

9. If any learners fail to understand the meaning of unknown words of the 

passage,  

a. they should use dictionary.  

b. they should practice cramming system.  

c. they need not use dictionary at all.  

d. they need to take teachers’ help for understanding the meaning of unfamiliar words.  

10. To select a topic sentence from the text needs to be given priority? 

a. No. I don’t support this idea.  

b. Yes. I support this idea 

c. Teachers may instruct students to select a topic sentence.  

d. Students should practice themselves to select a topic sentence.  

11. Do you try to practice scanning and skimming for reading skill development? 

a. I try to practice only scanning.  

b. I try to practice only skimming.  

c. I try to practice both scanning and skimming.  

d. None of above.  

12. What do you mean by clarification? 

a. Clarification aims to make learners clear idea about the text. 

b. Clarification aims to restore the meanings of the text. 

c. Clarification helps learners comprehend the meaning of the passage. 

d. Above all.  

 

13. Summary  

a. improves understanding and memory of the learners of what has already been read.  

b. consists of several sentences that presents the main ideas of the passage. 

c. contains not only the main ideas but also the supporting ideas of the passage. 

d. Above all.  

14. Since students are weak in reading skill,  

a. they cut a sorry figure in the examination.  

b. they cut a good figure in the examination.  

c. they try to copy for better results in the examination.  

d. Both a & b.  

15. Skimming, scanning, prediction, clarification, summarization, and question 

generalization are  

a. the strategies of reading skill.  

b. are not necessary to develop reading skill.  

c. are the unimportant aspects of reading skill.  

d. are the main issues of reading skill.   
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Face-to-Face Interview  

Interviewer: What sorts of difficulties do you face while reading the comprehension at 

school or home?  

Interviewee (Student):  While reading the comprehension at my school or home, 

there are some noticeable difficulties-I personally face-which include unfamiliar word, 

vocabulary, word-meaning, sentence-structure, and grammatical items, like tense, 

voice, narration, articles, the change of the parts of speech and transformation of 

sentence.  I have to face pronunciation difficulty when I read the comprehension alone. 

My pronunciation fluency is very poor. For not understanding the meaning of some 

unknown words and idioms and phrases of the reading passage, sometimes I cannot 

answer the all questions in the examination.        

Interviewer: What kinds of strategies are needed to develop the reading skill for the 

secondary level learners?  

Interviewee (Teacher):  I believe, to develop the reading skill, the secondary level 

learners need to practice vocabulary and grammar skill and to use dictionary every day. 

Regular reading habits should be formed at home. For this task, self-practice is very 

much essential for the students. When they read the comprehension, they should 

underline the unfamiliar words or phrases. If they do so, I think, they will develop the 

reading skill gradually. Group discussion for developing reading skill may be a better fit 

for the learners. From my personal point of view, I can say that if they practice these 

strategies, they will certainly develop the reading skill and will be able to read the 

comprehension very easily.    

Interviewer: As a guardian how do you advise your children for reading skill 

development at home?    

Interviewee (Guardian):  In my opinion, if any children want to develop their reading 

skill staying at home, they must listen English news and watch English movie. But, some 

may think that watching television means a waste of time. In this concern, I think 

parents should be conscious of their children how they spend their time at home. 

Moreover, to develop reading skill, children may use digital dictionary through smart 

mobile phone. However, they need to be inspired to read the passage as a regular basis; 

then, they will be able to develop their reading skill.    
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Foreign Language Teaching at Nesibe AYDIN Educational Institutions 

 

Daniels Okun1 

Abstract 

There are intellectual assertions that affirms the need for teachers’ and students’ beliefs, 

learning aspirations and attitudes to be shared through a common understanding 

during the process of foreign language learning and teaching (Brown, 2009). This 

seminar will lay emphasis on the intellectual concepts, principles, methodologies, and 

adopted approaches of Foreign Language Teaching. Williams and Burden (1997) 

asserted that “most learners’ conceptual understanding, visionary outlook and mindsets 

influences the level of success in their foreign language acquisition and achievement” 

(p. 98). Foreign language teaching is a broad combination of the collective processes of 

ideas, support systems, experiences and educational leadership supervision. Using 

Nesibe Aydin Educational Institutions as a case study; foreign language teaching is 

advancing intellectually, through an enviable systematic educational structure, 

designed methodologies, teaching principles, and most effectively through an 

educational leadership foundation that has motivated and inspired team spirit amongst 

instructors and students. The foreign language department is constantly evolving, 

developing and aspiring to collaborate jointly with parents, students, and school leaders 

in the process of foreign language teaching. The advancement of foreign language 

teaching through the 4 fundamental skills of language acquisition strategically develops 

students’ intellectual aspirations and visionary inclinations. As a Cambridge 

International School the foreign language department advances enthusiastically and 

passionately with leading international programmes like; The International 

Baccalaureate Primary Years Program (PYP), The International Baccalaureate Diploma 

Program (IBDP), Cambridge Assessment International Education Programs, The Duke 

of Edinburgh International Award Program. Collectively with the envisioned- 

aspirations, high-expectations, international educational goals and endless exposures 

from these programmes; Nesibe Aydin Educational Institutions excels yearly. In this 

seminar lecture it would be my honor, and happiest pleasure to discuss how foreign 

language teaching principles and methodologies can academically advance learner’s 

language acquisitions. 

 

 

Greetings:  

Hello, Bonjour, Kon’nichiwa, Privet, Hallo, Olá, Szia, Halo, Haturan, Hola, Como estas?   

‘’ A proof that I really do not need an airport nor a ticket to represent 10 beautiful 

languages, countries and cultures in less than a sentence’’. Welcome each and every one 

 
1 Teacher, Nesibe Aydın Educational Institutions, Turkey, danielsokun@yahoo.com 
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of you from all over the world viewing in, and participating in today’s webinar discussion 

on: Foreign Language Teaching. It’s an honor and a privilege to have you all here, 

welcome.   

I can see people joining in from different countries, and schools.  Greetings, Good 

Morning, Afternoon, Evening to you from wherever you are in different time zones. 

Welcome everyone thank you for joining in, it’s a pleasure having you all ………………. 

 

School Introduction:  

I am Daniels Aide Okun from Nesibe Aydin Educational Institutions.  Nesibe Aydin 

Educational Institution is a Cambridge International School now located in 7 cities and in 

11 campuses in Turkey.  Ankara: (GÖLBAŞI, ÇANKAYA, ÜMİTKÖY, YILDIZLAR 

AKADEMİ) ANTALYA - KOCAELİ - KONYA - MERSİN - GAZİANTEP – DİYARBAKIR.  

With numerous international programs, projects and partnerships, still continuing…….  

 

Webinar Discussion Objectives:  

This webinar will look into some core; effective methodologies, efficient practices and (3 core 

productive strategies) that have been implemented and integrated into the systematic approach 

of Foreign Language Teaching at Nesibe Aydin Educational Institution.  

Within the time frame of this webinar l would urge you pay a keen attention to the 

relevance of these 3 strategies that enhances the easiness of Foreign Language 

Teaching.  

 

Conceptual Definition of Foreign Language  

To begin let’s review the conceptual definition of a Foreign Language: 

A foreign language is any language that has its original root from another country than 

that of the second speaker. It is important to notice that; there is a distinctive difference 

between a Foreign Language and a Second Language. 

 

A Foreign Language is a language that is not spoken in the native country of a learner.  

A person's second language, or L2, is not the first language of the speaker, but is 

learned later and used in the speaker's home country. For example, there are two 

official languages in Canada (English and French) and some people use both. Another 

Example Is: Nigeria a country with multiple languages arguably over 500 hundred 

languages. Yes I know that sounds like a lot and an interesting area of research I 

must say. Now with the British rule and precolonial authority in Nigeria came along the 

adoption of English as an official language, hence for Nigerians English is not considered 

a foreign language it is acknowledged as a second language. I hope this clarifies the 

distinction between a foreign and a second language. In today’s webinar I would be 

focusing on Foreign Language Teaching which is now, in most conversations and 

researches referred to as the ‘’Target Language’’.     
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Foreign Language Teaching is not assertively restricted to English language teaching 

although the former takes a dominant position in most countries around the world.  

 

Foreign Language Teaching is the act of studying, learning, appreciating and acquiring 

another language that is not the native language of the Aboriginals in any society.  

 

The adoptive culture and essential need to study or teach a foreign Language has always 

been a huge motivator for social cultural interactions, economic relations, 

educational exchange of intellectual ideas and a discourse for political 

diplomacy. Over the years since time in memory countries have shared ideas and 

suggestions for a single foreign language to be adopted and integrated, into the main 

stream of international relations. 

 

Foreign Language Teaching at Nesibe Aydin Educational Institution. 

 

The understanding of Foreign Language Teaching as the exchange of cultural values, 

Philosophy, Psychology and Ethical norms through linguistics has in many ways than 

one influenced the structural foundation of Foreign Language Teaching in Nesibe 

Aydin Educational Institutions.  

 

The advancement of foreign language teaching and the celebration of its 

accomplishment through international programs, exposures, and most strategically 

students’ intellectual aspirations has always been the foundational principles and goals 

that defines the visionary inclinations of  Nesibe Aydin Educational Institutions. As 

a Cambridge International School the foreign language department is advancing 

enthusiastically  and passionately with  leading  international programs  like;  The 

International Baccalaureate Primary Years Program (PYP), The International 

Baccalaureate Diploma Program (IBDP), Cambridge Assessment International 

Education Programs, The Duke of Edinburgh International Award Program. 

Collectively with the envisioned- aspirations, high-expectations, international 

educational goals and endless exposures from these programs; Nesibe Aydin 

Educational Institutions excels yearly.  

 

We all, in some ways would agree that: In today's world the enviable idea of Foreign 

Language Teaching has become an intellectual tool and a means for educational 

advancement and aspirations in nearly all schools around the world, this justifies our 

key and shared interests in today's webinar as we connect to learn deeper on the ever-

evolving subject of foreign language teaching.  

 

This might not be fresh news but just a few to mention; The Foreign Language Teaching 

department at Nesibe Aydin Educational Institutions has graduated highly successful 
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IBDP students that earn full scholarship admissions to Ivy League universities in the 

United States and in prestigious universities in Canada, The Netherlands, Italy and 

Germany yearly. These are universities with the highest global rankings and Low 

Acceptance Rates. In this webinar lecture it would be my honor, and happiest pleasure 

to reveal the big ''HOW'' behind the educational leadership structure that empowers 

the foundations of Foreign Language Teaching at Nesibe Aydin Educational Institutions 

through systems, methodologies and language teaching strategies. 

 

Foreign Language Teaching Strategies. 

The methodologies, principles and approaches of foreign languages teaching are 

changing. Changing to evolve, and transforming to adapt to new expectations and 

aspirations of a fast-growing world. This change demands new strategies that were 

not necessarily considered strategic many years ago. There are numerous teaching 

strategies and methodologies, we would be focusing on a strategic few:  

 

The 3 A’s Strategies of Foreign Language Teaching  

 
1st Strategy   

Acculturation: The application of acculturation as a key strategy to Foreign Language 

Teaching is, unarguably considered to be a profound pathway to teaching or learning a 

foreign language with a natural flow of easiness. Acculturation as a strategic means to 

the foreign language teaching process lays emphasis on the adopting, acquiring and 

adjusting to the target language, either in the foreign or home country of the learner. 

The representation of global cultures creates a stronger learning pattern for foreign 

language students, at Nesibe Aydin Schools we apply this through a planned annual 

curriculum in various ways of enlightenment, projects, skill display and talent 

exhibition through the celebration and recognition of international world days, and 

• Adopting 

• Adjusting

• Acquiring  

Acculturation

• Untaught

• Unconscious 

• Unteachable 

Acquisition

• Determined 

• Driven

• Decided

Aspiration



 

 

125 

international projects, and ultimately events that resonates with the relevance of 

global peace and harmony. These advances cognitive, critical thinking, and emotional 

empathy through linguistic learning.  

2nd Strategy  

 

Acquisition: The application of acquisition as a fundamental strategy to Foreign 

Language Teaching is, pragmatically acclaimed to be one of the most efficient and 

effective strategy. Considered to be the untaught, unconscious and unteachable process 

and strategy to Foreign Language Teaching, it is the natural process of presenting the 

target language authentically.  Although there are other learning approaches the 

acquisition of language through a natural process involves a broader outlook and a more 

engaging experience. Teaching a Foreign Language through acquisition creates a 

natural thought stream for the learners it allows them to experience the language as a 

native, it allows the process of acculturation to emerge as a natural experience. If 

learners are provided with this unconscious process, ability and self-willingness to learn 

a foreign language it sharpens their global outlook and perspective of the world. At 

Nesibe Aydin this has allowed the multiple intelligence theory to be easily 

implemented by identifying the different uniqueness in each learners’ pace capacity and 

creative ability.   

Children have always been described to ‘’acquire’’ their native language through an 

unconscious process, in the absence of previous information or language knowledge in 

their mind. This explains why the acquisition of a foreign language is indeed a strategy 

that cannot be ignored. This strategy develops creative skills, team-leadership skills, 

critical thinking skills, language confidence skills, and language productive skills.  

3rd Strategy    

 

Aspiration, The application of aspiration, as a key strategy to Foreign Language 

Teaching empowers the visionary aspirations of every student. It reveals to them how a 

foreign language could contribute to the beauty and growth of an individual. Foreign 

Language Teaching in Nesibe Aydin Educational Institution strategically aspires to 

ensure that every student is a happy-life-long-learner this helps them to develop an 

authentic love for languages, and an owned responsibility to learn further. 

Through this strategy they gain self-confidence and critical thinking skills, effective 

communicative skills, and successfully leadership skills at an elementary level both 

orally and in writing, they are able to recognize and understand cultural diversity and 

lifestyles, and this becomes a sustained learning pattern that is built upon year in and 

out.  The European Standards framework, and international standardized exams as all 

part of the strategic aspiration to empower our students to see that foreign language is 

the ‘’window’’ to their world.   
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Conclusion and Recommendation 

 

Foreign Language Teaching at Nesibe Aydin Educational Institutions is advancing 

intellectually, through an enviable systematic educational structure, designed 

methodologies, teaching principles, and most effectively through an educational 

leadership foundation that has strengthened and inspired team spirit amongst 

instructors and students.   

 

The act of foreign language teaching is constantly evolving, developing and aspiring to 

collaborate with the demands of an ever-changing world where students’ 

educational aspirations are boundless. From age 4 (preschool) to age 18 (high-

school), the Nesibe Aydin Foreign Language department has adopted innovative 

practices, educational virtual platforms, and international exchange programs that 

embraces and supports the values of foreign language teaching for the 21st century 

global learners.  

 

The Superintendent of the foreign language teaching department applies these 3 S’s in 

the restructuring and advancing of the department constantly year in and out.   

 

Thanks and Gratitude 

My profound thanks and appreciation to Mrs. Saadet Roach, My School founders, 

leaders and to Prof. Hakkı Mirici for the opportunity and privilege to share. I am 

grateful. A lot of thanks to my colleagues to you all for listening and being a huge part 

of this webinar. Thank you.  

  

Self-

Sacrifice

ServiceSolutions
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Bilingual Education in a Monolingual Setting: A Case Study in Turkey 

 

İsmail Hakkı Mirici1 

Abstract 

Bilingual education is an economic, cultural or socio-political necessity in many 

countries where two or more official languages are spoken, or where immigrant 

population is considerably high. However, in some countries with only one official 

language other than English, L1 and English language medium of a bilingual instruction 

is offered although those countries may have immigrants speaking some other 

languages. Turkey is one of the samples for such countries. In many private or 

foundation schools, Turkish-English languages mediated bilingual education practices 

are adopted via the model of “two teachers-two languages instruction in a class” despite 

the fact that the official language is Turkish, and the majority of immigrants speak 

Arabic, Urdu or Kurdish. This case study, which was based on the descriptive model, 

aimed to discuss the reasons behind offering an English language oriented bilingual 

education model in Turkey from socio-cultural, political, educational, and economic 

perspectives. The participants of the study comprised 25 parents, 10 teachers and 5 

school administrators. The data were collected via semi-structured interviews, 

observations and a related review of literature in 2018-2019 school year. The results 

revealed that the main reasons for adopting a bilingual education in most private 

schools in Turkey stemmed from educational expectations and economic concerns of 

institutions.  

Keywords: Language education, bilingual education, monolingual settings, official 

language, medium of instruction 

 

Introduction 

Language can be defined in different ways referring to the same related key words such 

as arbitrary vocal symbols, cognition, communication, and surely, human beings. Every 

human language comprises vocal symbols, and requires certain degree of a cognitive 

capacity and innate ability to make use of it for communication purposes (Crystal, 1997; 

Lemetyinen, 2012; Amberg and Vause, 2011).  

The ability of speaking the languages other than one’s own language is one of the most 

common personal objectives, and likewise, providing an effective foreign/second 

language education is the most common educational objective of the governments all 

round the world.  

 
1 Prof. Dr., Hacettepe University, Turkey, hakkimirici@gmail.com 
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Academics, professionals, experts as well as policy makers are in constant search for a 

better system, practice, tool, material, or approach to offer a more fruitful and more 

effective foreign/second language education in either formal or informal settings. 

Therefore, they investigate the parameters of both acquisition and learning as a starting 

point because exposure to a language starts from the birth, flourishes via social contacts, 

and develops within the stages of educational process as well as during the period of 

social, cultural and personal maturity. As a consequence, the first language contacts in 

the family and in the immediate surrounding are searched as the acquisition process of 

a child. Then the school period, and the language studies with teachers or tutors as well 

as self-studies are investigated within the frame of both acquisition and learning and 

teaching a foreign/second language.  

Language acquisition usually refers to infants’ acquisition of their mother tongue. It is 

subconscious but takes place in meaningful and natural conversations (Krashen, 1988; 

Schütz, 209). Krashen’s hypotheses about the acquisition of second language can be 

considered one of the major essence of generating the idea of bilingual education in a 

monolingual setting. Especially, his hypothesis on “Acquisition and Learning” might 

have been insightful for many experts to reconsider their course book oriented in-class 

activities. In addition, the “The Comprehensible Input Hypothesis” may have been truly 

effective in the decision about teachers’ use of English all the time to provide as much 

input as possible for the students. Similarly, “The Natural Order Hypothesis” could be 

the reason why the students have an English Language Class, in which students utilize 

course books in accordance with a certain pre-determined pedagogical order; from easy 

to difficult, from simple to complex. These students also have a bilingual class in which 

they have two teachers; one speaks Turkish, the other English all the time, and the 

English speaking teacher does not use a course book, does not have a pre-determined 

English language syllabus, does not assess students’ English language success, does not 

score in their end of the term/year reports, does not have the role as a teacher but as a 

language partner both inside and outside of the classroom settings. This case study, 

based on the descriptive model (Yin, 1994), focuses on the research question; “What 

are the socio-cultural, political, educational, and economic reasons for adopting 

a Turkish-English bilingual education model in Turkey?” 

Method and Participants 

This was a case study adopting the descriptive research design based on qualitative data 

collected via a review of related literature, an observation form, and semi-structured 

interviews with 25 parents of private school students who received bilingual education, 

and 10 teachers and 5 administrators of several private schools where bilingual 

education was offered in 2018-2019 school year. 
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Findings and Discussion 

In Turkey, just like in almost all the other countries, three foreign language teaching 

program models are implemented in different education contexts. These models are 

called; Foreign Language Exploratory/Experience (FLEX), Foreign Language in the 

Elementary School (FLES), and IMMERSION and are defined as follows (Lipton, 1991; 

Shin & Crandall, 2014). 

• FLEX program aims at increasing awareness about an additional language other 

than the children’s mother tongue; introducing them to a new language and 

culture; and motivating them to learn and speak other languages. Such classes 

are composed of some language activities such as learning the names of animals, 

fruits and vegetables; learning the days of a week, months of a year and seasons; 

counting numbers; memorising some frequently used daily phrases such as 

greetings or introducing oneself; and so on. This model is mostly utilized in some 

Kindergartens and early primary education in state schools and in some private 

schools. The level of proficiency attained by students is generally A1. 

• FLES program model offers a foreign language teaching program made up of 

such classroom activities as songs, rhymes, games, play-acting with puppets, and 

other physical activities to teach English as a foreign language These classes 

usually meet two or three times a week for 40-45 minutes at a time. This model 

is mostly used in state schools from primary school to High Scholl. The level of 

proficiency attained by students is usually A1 or A2 in majority cases. 

• IMMERSION programs are divided in to three models; Partial-immersion (also 

known as Two-way Immersion or Dual Language Immersion), Transitive 

Immersion, and Transnational and Maintenance Immersion. Partial 

Immersion models implement a syllabus in which both L1 and the target 

language are used (50 % + 50 %) in and outside of the classroom settings by L1 

users.  In Transitive Immersion models L1 users are provided with an education 

environment in which only the target language is used (100 %) both as a medium 

of instruction and as the vehicle for communication at all times in every corner 

of the school premises. In Transnational and Maintenance model there are L1 

and L2 users in the same classroom and they have two teachers in their classes; 

one is the speaker of L1, the other L2. 

Most of the private schools in Turkey offer a Partial Immersion Program and they call it 

Bilingual Education.  

The reflections of some selected parents whose children are among the students of a 

bilingual school are as follows: 

A father: “My daughter has been pursuing her education in the same private school since 

she started Kindergarten. She speaks English fluently and I believe this is the success of 

their education system.”  



 

 

130 

A mother: “Bilingual education is the only solution to our problem of foreign language 

education in Turkey. At first I hesitated because I thought bilingual education might 

cause my daughter to be unsuccessful in her Turkish classes but it did not.” 

A mother: “My son is at High School now. He is sparing most of the time for the 

university exam, which is in Turkish language. The bilingual education he received did 

not affect his success in other courses that are delivered in Turkish but definitely it 

helped him become a successful user of English.” 

Almost all parents were of favor for the bilingual education (Partial Immersion) at the 

schools. In fact, they point out that the bilingual education was the main reason about 

sending their children to that school. 

The teachers of bilingual schools believe that they are fully satisfied with the 

achievements of the course objectives, and the bilingual classes never interfered with 

the implementation of their course syllabus. 

The administrators of bilingual schools (founders or principles) believe that they are 

doing their best in the implementation of the bilingual education. Based on the 

observations it can be said that the organization structure of the schools is carefully 

planned, teachers are wisely assigned in groups, there is an institutionalized 

management, inspection and guidance, and the school provides every kind of resources 

for the success of the program. The administrators say there is a harsh competition 

among private schools and they have to catch up with the latest developments in 

educational practices to be able to survive as a reputable education institution. Many of 

these schools have braches all around the country. They implement the same program 

using the same materials based on the same system.  

Bilingual Education in Turkey context means the utilization of two languages as means 

of instruction as part of the entire school curriculum.  

In the world there are many countries adopting Bilingual Education in their system. For 

such a practice there are many reasons. The reasons can be grouped as; human rights, 

necessity to access education equally, socio-political reasons, economical reasons, and 

pedagogical reasons. The following table illustrates the countries with two official 

languages in many of which may offer a bilingual education (Table 1): 

Table 1. Countries with two official languages 

 

Countries (A- K) & Official Languages 

 

Countries (L – U) & Official Languages 

Afghanistan : Pashto and Persian 

Algeria : Arabic and Berber 

Belarus : Belarusian and Russian 

Burundi : French and Kirundi 

Lesotho : English and Sotho 

 Madagascar : French and Malagasy 

 Malawi : Chewa and English 

 Malta : English and Maltese 
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 Cameroon : English and French 

 Canada : English and French 

 Central African Republic : French  

&Sango 

 Chad : Arabic and French 

 Cyprus : Greek and Turkish 

 Djibouti : Arabic and French 

 East Timor : Portuguese and Tetum 

 Finland : Finnish and Swedish 

 Haiti : French and Haitian Creole 

 India : English and Hindi 

 Ireland : English and Irish 

 Israel : Arabic and Hebrew 

 Kazakhstan : Kazakh and Russian 

 Kenya : English and Swahili 

 Kiribati : English and Gilbertese 

 Kosovo : Albanian and Serbian 

Kyrgyzstan : Kyrgyz and Russian 

 Marshall Islands : English & Marshallese 

 Morocco : Arabic and Berber 

 Nauru : English and Nauruan 

 Pakistan : English and Urdu 

 Palau : English and Palauan 

 Paraguay : Guarani and Spanish 

 Philippines : English and Filipino 

 Samoa : English and Samoan 

 Somalia : Arabic and Somali 

 Sri Lanka : Sinhala and Tamil 

 Sudan : Arabic and English 

 Swaziland : English and Swazi 

 Tanzania : English and Swahili 

 Tonga : English and Tongan 

 Tuvalu : English and Tuvaluan 

 Uganda : English and Swahili 

Ref. www.quara.com  

However, Turkey is a country that has only one official language; Turkish and in 

especially private schools, bilingual education (Turkish – English) has long been 

preferred both by parents and the other parties such as teachers and school 

administrators for different reasons. Parents prefer it for educational reasons, teachers 

like it because they believe teaching in the same class with a partner is both helpful and 

fun, and school administrators favor it since it leads to successful and profitable 

business. The most common type of bilingual education is found as follows: 

◼ In the Kindergartens: Bilingual education with two teachers in the class for the 

whole day. English language use everywhere in the school premises 

In Primary Schools: Bilingual education with two teachers in one class 

◼ 40 hours a week with the classroom teachers plus the teacher speaking English  

◼ 8 hours a week in an EFL classroom 

◼ 2 hours a week with a native speaker teacher in a skills class  

◼ Use of the European Language Portfolio 

◼ CEFR oriented EFL practices 

◼ English language use everywhere in the school premises 

 

http://www.quara.com/
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2,3,4th grades: 

◼ 40 hours a week with the classroom teachers plus the teacher speaking English  

◼ 18 hours a week in an EFL classroom  (supported by a native speaker) 

◼ Use of the European Language Portfolio 

◼ CEFR oriented EFL practices 

◼ English language use everywhere in the school premises 

5th grades: 

◼ 18 hours a week in an EFL classroom  (supported by a native speaker) 

◼ Use of the European Language Portfolio 

◼ CEFR oriented EFL practices 

◼ English language use everywhere in the school premises 

6,7,8th grades: 

◼ 12 hours a week in an EFL classroom  (supported by a native speaker) 

◼ CEFR oriented EFL practices 

◼ Use of the European Language Portfolio 

◼ Preparation for English language exams 

◼ English language use everywhere in the school premises 

9,10,11th grades: 

◼ Skills (reading, listening, speaking and writing) and ESP  

◼ Use of the European Language Portfolio 

◼ CEFR oriented EFL practices 

◼ Preparation for IELTS, TOEFL, and the like 

◼ English language use everywhere in the school premises 

Conclusion and Suggestions 

The study presents several reasons for offering a bilingual education in a country. The 

reasons for bilingual education practices in Turkey is limited to some private or 

foundation schools, which are obliged to offer a high quality education in a high quality 

school environment in order to attract more students and as a consequence, for a better 

profit. Bilingual education seems to be their strategic decision to offer an effective 

foreign language (English) education. Parents’ reflections are positive and teachers are 
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satisfied about the educational output. Although there may be various models of 

bilingual education in different settings, the following model can be recommended 

based on the data obtained. 

A Suggested Bilingual Education Model in Turkey 

Pre-school: In the classroom there are two teachers and two languages are spoken. 

Turkish language by the pre-school teachers and English by the bilingual teacher. There 

should be as many activities as possible to provide natural exposure to the target 

language with the ELP based self-assessment. 

Primary School: Two teachers & two languages in some of the classes such as Math, 

Science, Social Studies, Art and Physical Education besides a regular EFL classes. There 

should be target language exposure out of class supported by project studies, and there 

should be the  ELP oriented self-assessment. 

High School: An ESP oriented language education policy should be employed covering 

Research + Reporting + Presentations. Students should be exposed to English in every 

corner of the school premises.  

In every level of the education English language teachers in the school should behave 

as the natural language partners of the students to promote the use of English for 

communication purposes in a natural environment. 
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Investigating the Effectiveness of An In-service Training on “Understanding by 

Design” (UbD) Framework for English Teachers: A Case Study 
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Abstract 

The effectiveness of in-service training (INSET) sessions can be perceived at various 

heights. Although the ultimate purpose of such programs is improving student learning 

through teacher development, one of the prerequisites of achieving this aim is making 

sure that participant teachers obtain what an INSET session offers at theoretical and 

practical levels. A well-designed INSET not only helps participants become reflective on 

their current knowledge and practices but also on those that they receive during 

training. However, the success of a training also depends on trainers’ reflections in and 

on action as well. Therefore, it is important that trainers assess the efficacy of their 

trainings using different means. Moving from this idea, the current study investigates 

the effectiveness of a full-day INSET session provided to 45 high-school English teachers 

on “Understanding by Design (UbD)” framework, via a training module prepared and 

delivered by the researchers. A pre-test post-test design was adopted and the first group 

of data was collected with an online survey before and after the training. The instrument 

consisted of open-ended and Likert-scale items inquiring about teachers’ perceived 

knowledge and skills on UbD. The second group of data was collected at the end of the 

INSET session, via a short focus group interview aimed to learn about participants’ ideas 

about what made the training (in)effective. The results showed that the teachers had 

little knowledge about UbD framework and limited skills on how it can be implemented 

in foreign language teaching before the training. The analyses of the post-training data 

demonstrated that participants not only improved their knowledge and skills regarding 

UbD at the end of the training, but they also found training effective. Results of the 

focus group interview revealed that participants mostly enjoyed kinesthetic activities, 

the use of metaphors to explain and delve more into the concept, and practical activities 

that are designed to ease the transition of the theory. The findings of this study present 

implications for INSET designers and trainers regarding the content and the format of 

effective INSET programs.  

Keywords: in-service training, understanding by design framework, UbD, INSET, 

teacher training 
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1. Introduction 

When conducted effectively, in-service training (INSET) for teachers as a form of 

continuing professional development (CPD) can create a powerful and substantial 

impact on teacher skills and knowledge. With recognized improved educational 

systems, countries whose students rank high in international tests such as Programme 

for International Student Assessment (PISA) are inclined to invest in teacher training 

as a major engine for academic success (OECD, 2016). In other words, educationally 

successful countries see teacher professional development as a significant component 

of, and even a pre-requisite for, sustainable student achievement. As Barber and 

Mourshed (2007) maintain in their international study, the high-performing school 

systems around the world recruit the right people to become teachers, they develop 

them into effective instructors through professional development, and they make sure 

that the system is able to deliver the best possible instruction for every student. 

Therefore, on a global scale, countries that aim at improving their educational systems 

should focus on developing teachers’ expertise not only at the pre-service phase, but 

also throughout their careers via effective INSET activities. 

The effectiveness of INSET activities can be perceived at various heights. Although the 

ultimate purpose of INSET programs is improving student learning through teacher 

development, one of the prerequisites of achieving this aim is making sure that 

participant teachers obtain what an INSET session offers at theoretical and practical 

levels. As an example, Joyce and Showers (2002) underline the potential outcomes of 

INSET activities for participants at four levels: a) knowledge or awareness of targeted 

theories and practices, new curricula, or academic content; b) positive changes in 

attitudes toward self, learners and academic content; c) development of the targeted 

skills, as in the ability to perform discrete behaviors or clusters of skills in specific 

patterns; and d) transfer of training as it generates consistent and appropriate use of 

new skills and strategies for classroom instruction with positive effects on student 

learning. In other words, a well-designed INSET not only helps participants become 

reflective on their current knowledge and practices but also on those that they receive 

during training with an ultimate purpose of transferring them to their actual classroom 

practices for better student learning (Emery, 2012; Hustler, McNamara, Jarvis, Londra & 

Campbell, 2003; Saiti & Saitis, 2006; Sokel, 2019).  

Another factor that determines the effectiveness of INSET programs has been suggested 

as the collaboration among teachers during and subsequent to the trainings (Guskey, 

2003; Guskey & Yoon, 2009). In fact, empirical evidence suggests that educationally 

high-performing countries and systems place a strong emphasis on providing teachers 

with opportunities and time to work with and learn from each other (OECD, 2014; 2016). 

Thus, this finding has reflections and implications at INSET level with a premise that 

teachers substantially benefit form trainings where collaboration and learning from 
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colleagues is encouraged. To put it in the simpler terms, as collaboration is at the heart 

of education, so should it be at the center of effective INSET programs (Li, 2019). 

Collaboration among teachers is vital not only because learning from the experiences of 

other teachers is clever, but it also establishes productive atmosphere in INSET sessions 

(Richards & Farrell, 2005). Effective INSET activities can create such an atmosphere 

through collaboration where participants can take advantage of each other’s knowledge 

and skills moving towards a set of common, coherent practices, as the whole proves to 

be far greater than the sum of the parts.  

Research on INSET activities in the Turkish context and teachers’ perceptions on the 

matter have repeatedly shown that there are points yet to be improved if planners aim 

to achieve sustainable effectiveness in teacher training in Turkey (Önalan & Gürsoy, 

2020a; 2020b). Additionally, various studies have concluded that in-service training in 

Turkey usually fails to include collaborative aspect, sufficient practical elements, which 

in turn tend to overwhelm participant teachers because trainers merely transfer 

theoretical information without necessary emphasis on practical aspect of teaching 

(Altun, 2011; Bayrakçı, 2009). Correspondingly, Arslan, Mirici and Öz (2019) have 

pointed out that language teachers in Turkey prefer INSET programs that focus on 

instructional challenges using practical ideas in an environment where participants 

reflectively share experiences through need-oriented, authentic instructional activities. 

Taking these factors that influence the effectiveness of INSET activities into 

consideration, it is important that INSET trainers and designers assess the efficacy of 

their trainings using different criteria and means. Therefore, more empirical research 

that investigates whether INSET activities have achieved their targeted outcomes 

should be conducted. What is more, more data-driven research is necessary to examine 

participant teachers’ views on what makes in-service training effective/ineffective in 

different contexts. Moving from this idea, the current study investigates the 

effectiveness of a full-day INSET session provided to 45 English high-school English 

teachers on “Understanding by Design (UbD)” framework, via a training module 

prepared and delivered by the researchers.  

1.1. Understanding by Design (UbD) Framework 

Understanding by Design (UbD) framework, developed by Wiggins and McTighe 

(2005), offers a planning process and structure to guide curriculum, assessment, and 

instruction, which presents a global perspective to instruction. Educators across the 

world use this framework to get a handle on standards, align programs to assessments, 

and guide teachers in implementing a standards-based curriculum that leads to student 

understanding and achievement. Its two key ideas are contained in the title: a) focus on 

teaching and assessing for understanding and learning transfer, and b) design 

curriculum “backward” from those ends. The framework is guided by the confluence of 

evidence from two streams—theoretical research in cognitive psychology, and results 
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of student achievement studies. The UbD framework offers a three-stage backward 

design process for curriculum planning, and includes a template and set of design tools 

that embody the process (Wiggins & McTighe, 2005, 2007, 2011). The researchers 

selected UbD as the content of the INSET due to a couple of reasons. The first and the 

most important motive behind this choice was the institution’s initial demand from the 

researchers to prepare and deliver a full-day INSET for their English teachers on this 

topic, and the researchers used this ground to turn it into an opportunity for research 

with the consent of the school’s administration. Secondly, not being one of the mostly 

presented topics in language teacher INSETs, UbD was considered to be comparatively-

less-heard-of by the majority of language teachers, which could produce more precise 

results by comparison of pre-and post-training status of the participants. Thirdly, the 

topic lent itself for a variety of activities that required not only basic knowledge-level 

theoretical activities, but also those that required higher-order thinking skills as well at 

the implementation of theory into practice. The training provided insights and practical 

suggestions on how to use the UbD framework in and out of the language classroom for 

enhanced student achievement. It also aimed at helping teachers reflect on current 

practices while providing them the guidelines to align curriculum, assessment and 

instructional elements. 

2. Method 

2.1. Research Design 

This is a case study designed as a sequential mixed-method research (quan-qual). Both 

quantitative and qualitative data have been collected to answer the following research 

questions; 

1. What are the teachers’ perceived knowledge and skills on UbD before the 

training?  

2. Is there a change in teachers’ perceived knowledge and skills on UbD after the 

training? 

3. What are participants’ ideas regarding the effectiveness/ineffectiveness of the 

content delivery in the training? 

4. What are participants’ ideas on the effectiveness/ineffectiveness of the training 

design? 

The first group of data (qual+quan) was collected using an online survey before and 

after the training in order to answer the first three research questions (the effectiveness 

of content delivery). The second group of data (qual) was collected at the end of the 

INSET session in order to inquire about the fourth research question (the effectiveness 

of training design), via a short focus group interview aimed to learn about participants’ 

ideas about what made the training effective/ineffective. 
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2.2. Participants 

45 English teachers who worked at a privately-owned school participated in the study. 

All the participants (100%) taught high school level (9-12 grades) students. As this is a 

case study that involved all the teachers the school administration proposed, an equal 

distribution of genders was not possible. The majority of the participants (n= 40) were 

females and only five were males. The participants were also categorized according to 

their teaching experience. Correspondingly, 6 participants (13,4%) were considered as 

novice teachers (0-5 years of experience); 14 teachers (31%) had 6-11 years of teaching 

experience, and 25 of them (55,6 %) had 12 years or more experience. The participants 

were also asked to specify their prior experience with UbD before coming to the 

training. 38 teachers (84,4%) said they had only heard about UbD, 4 teachers (8,9%) 

stated that they had some experience with UbD, and finally 3 teachers (6,6%) pointed 

out that they had planned lessons using UbD. The demographics of the participants 

show that although the group was composed of fairly experienced teachers, they have 

limited familiarity with the content of the training, i.e. the UbD framework. 

2.3. Data Collection Instruments  

An online questionnaire developed by the researchers was used to collect qualitative 

and quantitative data on the effectiveness of the content delivery of the INSET. The 

questionnaire had five open-ended items (qual) and five Likert scale items (quan). The 

open-ended items asked for the fundamental definitions and included basic 

concepts/elements that UbD has been built upon. These items were structured in 

sentence-completion form, asking the participants to complete the statements with 

their own words/definitions, and they were as follows: 

1) UbD is ___________________ (please define). 

2) According to UbD, "understanding" is revealed when students _______________. 

3) According to UbD, the indicators of "understanding" are _______________. 

4) The stages of UbD’s backward design are _______________. 

5) UbD is different from other curriculum design frameworks in that 

_______________. 

The Likert items of the questionnaire that focused on the perceived knowledge and 

skills of the participants on UbD were answered on a 5-point scale ranging between 

“completely disagree” (1) , “disagree” (2), “unsure” (3), “agree” (4), and “completely 

agree” (5). The five Likert scale items were formulated according to Bloom’s taxonomy 

(Anderson & Krathwohl, 2001; Bloom, 1956), moving from lower cognitive levels, such 

as knowledge, to higher-order skills such as application and evaluation:  

1) I know how UbD works. 

2) I am aware of the elements UbD framework. 
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3) I can review existing units through the lens of the UbD Template. 

4) I can adapt existing units using the UbD Template. 

5) I can design draft units using the UbD Template format. 

In order to account for the effectiveness of the training design, namely the activities and 

the particular way they were organized, the qualitative (qual) data was collected at the 

end of the INSET session, via a short focus group interview aimed at exploring 

participants’ ideas about what made the training effective or ineffective. During the 

focus group interview, both researchers took notes. The researchers later compared 

notes and elaborated on the answers for in-depth analysis. The following questions were 

used in the focus group interview: 

1) What do you think about the training in general?  

2) Was the training design effective or ineffective? Why? 

3) What are your ideas about choice of activities, the order they were used, the 

balance of activity types, and the duration of the training? 

2.4. Procedure and The INSET Session on UbD 

The full-day INSET session on UbD prepared by the researchers was delivered in two 

sessions on the same day. The morning session was conducted between 10:00 and 12:00 

with two fifty-minute sittings and a 20-minute break in-between. Following an hour of 

lunch break, the afternoon session was delivered between 13:00 and 15:00 similarly in 

two fifty-minute sittings and a 20-minute break in-between. The design of this 

particular INSET was created by the researchers, avoiding the traditional lecture-based 

“transfer of information” type of instruction where participants are mostly inactive 

recipients of the content. Instead, they planned an INSET in which active involvement, 

participation, collaboration, experiential learning and reflection were at the center. The 

researchers incorporated various types of activities to deliver the INSET content, with a 

specific aim at combining theory to practice through collaboration. The design also 

entailed both cognitive and physical involvement for full participation. The activities 

lent themselves to reflection, interaction, discussion and application. The participants 

were given a 35-page handout prepared by the researchers, with a variety of documents, 

worksheets, templates and UbD references, which carried teachers from knowledge 

level to application and evaluation level in Bloom’s taxonomy (Anderson & Krathwohl, 

2001; Bloom, 1956).  

What is more, the researchers specifically incorporated “metaphors” in the training 

content in order to elaborate the dynamics of UbD since research shows that metaphors 

provide holistic clues about perception (Izadinia, 2016; Wormeli, 2009). Also, the ability 

to use and understand metaphors is among the higher order cognitive skills that 

indicate understanding (Lakoff & Johnson, 1980). Therefore, since metaphors can be 

used as tools for exploring abstract conceptual ideas and learning (Low, 2008; Yob, 
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2003), and they may provide substantial evidence about teachers’ understanding and 

conceptualizations of the content beyond knowledge and awareness (Zhao, Coombs, & 

Zhou, 2010), the researchers used ‘metaphors’ as one of the tools in their instruction.  

As to the data collection procedure, the same exact online questionnaire was given to 

the participant group immediately before and after the training. In other words, a pre-

test post-test design was adopted for first group of data in order to account for the 

effectiveness of content delivery. Once the training was over and just after the 

participants filled out the post-training questionnaire, three focus group interview 

sessions, with 15 participants in each session, were conducted to provide a deeper 

understanding of participants’ views on the effectiveness of training design. Both the 

training and the data collection was completed on the same day in September 2019. 

Figure 1 below illustrates the data collection and INSET procedure. 

 

 

 

Figure 1. The Data Collection and INSET Procedure 

 

2.5. Data Analyses 

Statistical analyses were conducted using SPSS 21 software program. Descriptive 

statistics were used in the analysis of the Likert items of the questionnaire. Frequency 

counts, mean scores and standard deviations of the participants’ responses to the Likert 

items were calculated. As for the open-ended items of the questionnaire, content 

analysis was used. The responses given to the open-ended items were later grouped and 
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converted into numerical data via frequency counts in order to facilitate interpretation. 

Finally, content analysis was conducted for the data gathered during the focus group 

interviews. Categories and groups were first formed separately by both researchers and 

then compared. They were used upon agreement of both researchers. 

3. Results 

The results are reported in the order of the data collection procedure, which can also be 

interpreted as the order of the research questions posed. Initially, pre- and post-training 

questionnaire results are given comparatively together; first the results of the open-

ended items and next those of the Likert items. These results account for the 

effectiveness of the content delivery (the first three research questions). Finally, results 

of the focus group interview, which focus on the effectiveness of the training design (the 

fourth research question), are presented.  

3.1. Open-ended Items of the Questionnaire 

The first part of the questionnaire involved five open-ended sentence completion items 

that asked the participants to write some fundamental definitions and basic 

concepts/elements that UbD is constructed on. Pre-training questionnaire results show 

that the majority of participant teachers lacked the basic knowledge and awareness on 

the UbD. On the other hand, post-training questionnaire results demonstrate an 

important improvement on the participants’ responses, which can be interpreted as the 

effectiveness of the INSET in terms of content delivery. 

In the first open-ended item that required the participants to give a definition for the 

abbreviation UbD, the results showed that 9 participants (20%) just wrote the term 

“Understanding by Design” without any definition or explanation, while only 11 

participants (24,5%) came up with a form of general definition that could be perceived 

as correct or partly correct. However, 25 participants (55,5%) either wrote an 

irrelevant/incorrect answer or had “no answer” at all. Post-training results revealed that 

only 7 (15,5%) wrote just the term “Understanding by Design” without any definition or 

explanation, while 38 participants (84,5%) came up with a form of correct definition of 

UbD as presented in the training. None of the participants had an irrelevant/wrong 

definition or “no answer”. The results show that there was a remarkable increase of 60% 

percent in the correct or partly correct answers and 55% decrease in the 

irrelevant/wrong answers. Table 1 below demonstrates the pre- and post-training results 

of the first open-ended item in detail.  
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Table 1. Pre- and Post-test Results of Open-ended Item 1 

Item UbD is ___________________ (please define). 

Response Groups 

 “Understanding by 

Design” 

n (%) 

Correct or partly 

correct definition 

n (%) 

Irrelevant/Wrong 

definition or No 

answer 

n (%) 

Pre-training 9 (20) 11 (24,5) 25 (55,5) 

Post-training 7 (15,5) 38 (84,5) - 

The second open-ended item asked the participants to complete the sentence: 

“According to UbD, "understanding" is revealed when students ___.” According to UbD, 

"understanding" is revealed when students autonomously make sense of their learning 

and transfer their learning through authentic performance (Wiggins & McTighe, 2005, 

2007, 2011). The responses to this item were categorized under three groups. Here, 

although the researchers asked for a specific content answer according to the UbD 

framework, correct and partly correct answers according to the general pedagogy were 

grouped separately rather than being accepted as irrelevant/wrong since they reflected 

teachers’ knowledge on the issue from a general instructional perspective. Results 

showed that only 3 teachers (6.7%) could provide correct or partly correct answer 

according to UbD before the training, but this number went up to 35 participants 

(77,8%) after the training with a dramatical 71% increase. Also, those who gave 

irrelevant or wrong answer to this item were 18 (40%) before the training, and the 

number went down to only 2 participants (4,4%) with 35,6% decrease. These findings 

might confirm that the participants teachers got a hold of the specific content elements 

as well the outlook of UbD framework as a result of the training they received, which 

may also indicate the effectiveness of the INSET’s content delivery. Table 2 below 

illustrates the pre- and post-training results of the second open-ended item in detail.  

Table 2. Pre- and Post-test Results of Open-ended Item 2 

Item 
According to UbD, "understanding" is revealed when students 

______________. 

Response Groups 

Correct or partly 

correct answer 

according to general 

pedagogy  

n (%) 

Correct or partly 

correct answer  

according to UbD  

n (%) 

Irrelevant/Wrong 

answer or No answer 

n (%) 

Pre-training 24 (53,3) 3 (6,7) 18 (40) 

Post-training 8 (17,8) 35 (77,8) 2 (4,4) 
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The third open-ended item in the questionnaire required the participants to complete 

the sentence: “According to UbD, the indicators of "understanding" are ___.” Here, 

similar to the second item, the concept of “understanding” as a part of UbD framework 

was under inquiry from the perspective of what UbD accepts as evidence of student 

understanding. More specifically, UbD incorporates indicators of understanding as the 

assessment component in its framework; therefore, the researchers included this item 

to test participants knowledge before and after the training. According to UbD, six 

indicators (facets) of understanding are “explain, interpret, apply, shift perspective, 

empathize, and self-assess” (Wiggins & McTighe, 2005; p.84). The results reveal that the 

majority of participants (84,5%) gave irrelevant or wrong answer to this item before the 

training. There were only 5 participants (11,1%) that could provide all six indicators in 

the pre-training questionnaire. On the other hand, 31 teachers (68,8%) could write all 

six indicators after the training. It is also noteworthy that the number of irrelevant or 

wrong answers decreased by 77,8% from 38 (84,5%) to 3 (6.7%) participants. These 

findings show that the participants teachers’ specific knowledge largely improved on 

the indicators of understanding as a part of UbD framework, which can also be 

interpreted as the increased effectiveness of the INSET’s content delivery. Table 3 below 

demonstrates the pre- and post-training results of the third open-ended questionnaire 

item. 

Table 3. Pre- and Post-test Results of Open-ended Item 3 

Item 
According to UbD, the indicators of "understanding" are 

_______________. 

Response Groups 

All six 

(explain, interpret, 

apply, empathize, 

self-assess, shift 

perspective) 

n (%) 

1-4 of the six 

(explain, interpret, 

apply, empathize, 

self-assess, shift 

perspective) 

n (%) 

Irrelevant/Wrong 

answer or No answer 

n (%) 

Pre-training 5 (11,1) 2 (4,4) 38 (84,5) 

Post-training 31 (68,8) 11 (24,5) 3 (6,7) 

 

The forth open-ended item in the questionnaire wanted the participants to complete 

the sentence: “The three stages of UbD’s backward design are ___.” UbD incorporates a 

three-stage backward-design process in order to plan curriculum units which include 

desired understandings and performance tasks that require transfer (Wiggins & 

McTighe, 2005). Specific lessons are then developed in the context of a more 

comprehensive unit design. The researchers aimed at eliciting these three specific stages 
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from the participants before and after the training. The three-stage backward design 

includes the following steps: 1) identifying desired results (planning 

objectives/outcomes); 2) determining acceptable evidence (planning assessment); 3) 

designing learning experiences and instruction (planning lessons/activities). The pre-

training results show that none of the participants could write all three stages and only 

3 participants (6,7%) could come up with one or two of the three. A substantial majority 

of the participants (93,3%) gave irrelevant/wrong or no answer. However, there was 

considerable increase in these numbers in post-training results: 19 teachers (42,2%) 

wrote all three stages in the correct backward order and 24 teachers (53,3%) could give 

one or two of the three. After the training, those who gave irrelevant/wrong or no 

answer decreased by 88,9%, which is a strong indication that the content delivery of the 

training achieved effectiveness in this specific domain as well. Table 4 presents the pre- 

and post-training results of the forth open-ended questionnaire item. 

Table 4. Pre- and Post-test Results of Open-ended Item 4 

Item The three stages of UbD’s backward design are ______________ . 

Response Groups 
All three 

n (%) 

1-2 of the three 

n (%) 

Irrelevant/Wrong 

answer or No answer 

n (%) 

Pre-training - 3 (6,7) 42 (93,3) 

Post-training 19 (42,3) 24 (53,3) 2 (4,4) 

As a final item in this part, the fifth open-ended item wanted the participants to 

complete the sentence: “UbD is different from other curriculum design frameworks in 

that ___.” The researchers used this item in order to examine how well participants can 

compare other curriculum design frameworks to UbD. This required that the 

participants not only comprehend and analyze what UbD offers, but also evaluate those 

tenets by comparing them to other frameworks they use or know. This item, therefore, 

called for higher-order cognitive skills. The backward design and the six indicators of 

understanding being the most obvious differences, UbD differs from other frameworks 

in that teachers are coaches of understanding, not mere purveyors of content or activity. 

They focus on ensuring learning, not just teaching (and assuming that what was taught 

was learned); they always aim—and check—for successful meaning- making and 

transfer by the learner. Also, regular reviews of units and curriculum against design 

standards enhance curricular quality and effectiveness. Moreover, UbD reflects a 

continuous-improvement approach to achievement. The results of designs inform 

needed adjustments in curriculum as well as instruction. These and other answers 

covered in the training were accepted as correct answers. The results here also reveal 

similar findings to the previous four open-ended items. While only 5 participants (11,1%) 
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could provide a correct or partly correct point of comparison in total before the training, 

all of the participants (100%) could come up with a correct or partly correct answer after 

the training. This sharp increase in correct answers for this open-ended item, which 

required comprehensive knowledge and awareness on UbD as well as higher-order 

cognitive skills such as comparison and evaluation, clearly indicates that there was 

important improvement in participants’ content knowledge on UbD. This can be 

interpreted as a clear indication of the effectiveness of content delivery. Table 5 below 

illustrates the pre- and post-training results of the fith open-ended questionnaire item. 

Table 5. Pre- and Post-test Results of Open-ended Item 5 

Item 
UbD is different from other curriculum design frameworks in that 

____________. 

Response Groups 
Correct answer  

n (%) 

Partly correct answer  

n (%) 

Irrelevant/Wrong 

answer or No answer 

n (%) 

Pre-training 2 (4,4) 3 (6,7) 40 (88,9) 

Post-training 41 (91,2) 4 (8,8) - 

3.2. Likert Items of the Questionnaire 

The second part of the questionnaire involved five Likert items that focused on the 

participant teachers’ perceived knowledge and skills on UbD. Pre-training 

questionnaire results reveal that the majority of participant teachers lacked the basic 

knowledge and skills when it comes to using UbD framework in their instructional 

design with very low mean scores for each individual item. However, post-training 

questionnaire results demonstrate a dramatic increase in the mean scores of the 

participants responses, which can be perceived as the evidence for a positive change or 

improvement in participants’ perceived knowledge and skills regarding UbD. Thus, the 

results of the Likert items present ample evidence regarding the effectiveness of content 

delivery. For the purposes of interpretation, the frequencies of “completely disagree” 

and “disagree” as well as “agree” and “completely agree” were combined. Table 6 below 

shows the pre-training results whereas Table 7 illustrates post-training results of the 

five Likert items in detail.  
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Table 6. Pre-test Results of Five Likert Items  

Items 

Completely 

Disagree 

& Disagree 

n (%) 

Unsure 

n (%) 

Completely 

Agree 

& Agree 

n (%) 

Mean SD 

I know how UbD works. 33 (73,4) 8 (17,8) 4 (8,8) 1,82 1,02 

I am aware of the elements UbD 

framework. 
33 (73,4) 8 (17,8) 4 (8,8) 1,73 1,05 

I can review existing units through the 

lens of the UbD Template. 
33 (73,4) 8 (17,8) 4 (8,8) 1,73 1,05 

I can adapt existing units using the 

UbD Template. 
34 (75,7) 7 (15,5) 4 (8,8) 1,73 1,03 

I can design draft units using the UbD 

Template format. 
34 (75,7) 7 (15,5) 4 (8,8) 1,73 1,03 

Table 7. Post-test Results of Five Likert Items  

Items 

Completely 

Disagree 

& Disagree 

n (%) 

Unsure 

n (%) 

Completely 

Agree 

& Agree 

n (%) 

Mean SD 

I know how UbD works. 3 (6,7) 11 (24,5) 31 (68,8) 3,75 ,77 

I am aware of the elements UbD 

framework. 
4 (8,8) 8 (17,8) 33 (73,4) 4,13 ,89 

I can review existing units through the 

lens of the UbD Template. 
5 (11,1) 7 (15,5) 33 (73,4) 3,75 ,82 

I can adapt existing units using the 

UbD Template. 
4 (8,8) 

10 

(22,4) 
31 (68,8) 4,00 1,00 

I can design draft units using the UbD 

Template format. 
3 (6,7) 

13 

(28,8) 
29 (64,5) 3,97 ,98 

3.3. Focus Group Interviews  

For the verbal data gathered during the focus group interviews, categories and groups 

were formed as a result of the content analysis. To provide inter-rater reliability, each 

researcher first did the categorization individually, and then they compared it with each 

other. The categories were formed upon agreement of both researchers. The interview 
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questions concentrated on the possible effectiveness or ineffectiveness brought by the 

training design, focusing on some specific factors such as choice of activities, the order 

they were used, the balance of activity types, and the duration and flow of the training. 

According to the results, out of 45 participants, 40 stated that they found the INSET 

effective in general. Table 8 below demonstrates stated groups and factors that 

increased the effectiveness of the INSET, whereas Table 9 shows groups and factors that 

caused any possible effectiveness. 

Table 8. Effectiveness of INSET 

 Category Group 

Effectiveness  
of the INSET 

Content 

to the point 

Informative 

Transferable 

relevant with the needs 

examples on how to put theory into practice 

  

Design 

Interactive 

Fun 

Collaborative 

lots of activities and materials 
metaphors 
balanced between kinesthetic and cognitive activities 

  

Trainers 

Experienced 
positive 

Helpful 

Table 9. Ineffectiveness of INSET 

 Category Group 

Ineffectiveness  
of the INSET 

Content 

Loaded 

Utopic 

irrelevant  

  

Design 

Long 

Demanding 

Fast 

4. Discussion and Conclusions 

The findings of the study based on pre and post-training questionnaire responses 

indicated a positive improvement on participants’ perceived knowledge and skills about 

UbD. This may a be a strong evidence on the effectiveness of INSET’s content delivery. 

Similarly, focus group interview results also revealed that participant teachers found the 

training design highly effective. This may be attainable to the particular design of 

training devised by researchers. 
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In this study, the researchers especially aimed at avoiding the traditional lecture-based 

“transfer of information” type of instruction where participants are mostly inactive 

recipients of the content, and they designed an INSET in which active involvement, 

participation, collaboration, experiential learning and reflection were at the center. 

Although, theory by most teacher cognition research in literature supports the view that 

the latter design model is mostly preferred by the teachers (Arslan, Mirici, & Öz, 2019, 

Bayar, 2014; Ponanski, 2002; Şahin & Yıldırım 2016), the current study provided 

significant evidence that these factors can be strong determinants of the INSET 

effectiveness.  

Furthermore, the current study proved significant in that it highlighted the designers’ 

requirement to assess the effectiveness of their training through reflection on action. 

Otherwise, one-shot INSET activities may continue to keep their mystery in terms of 

the actual short and long-term effects. Such studies also point out the strength and 

weakness of training with specific areas of improvement for future sessions. Specifically, 

the results showed that although both cognitive involvement and physical participation 

may facilitate an increased engagement, loaded content might be overwhelming and 

thus the training might need to be divided into couple of different sessions.  

The results might also be an indication of the importance of needs-based INSETs, in 

which the demand comes from teachers’ specific needs. The majority of INSETs 

designed in Turkey mostly planned and implemented by MoNE and carried a more 

centralized approach to transfer information to a group of selected participants (Altun, 

2011; Bayrakçı, 2009). However, previous literature suggests that effectiveness of INSETs 

rely on teachers’ needs and realities as much as the demands of the context (Arslan, 

Mirici and Öz, 2019). Thus a bottom-up approach to INSET planning needs to be 

implemented. A custom-made training considering the participants’ professional 

development needs as well as the method and techniques used during the delivery of 

the content will, no-doubt, have a positive impact on the benefits.  

Unlike the mostly adopted approach to design INSETs, the needs-based design should 

also be supported by higher cognitive involvement of the participants. A design that 

considers learning from the lower to higher cognitive levels allowing analysis, synthesis 

and evaluation of the information would facilitate the internalization and the 

implementation of the theory. The results of the present study display the possible 

benefits of such design. In addition, active participation of the teachers via collaborative 

group work activities is also an important agent (Guskey, 2003; Guskey & Yoon, 2009; 

Li, 2019) in establishing reflection-in-action, creating a supportive learning 

environment, generating knowledge and information, finding solutions to common 

problems and relate content to specific context. Hence, the INSET designs, as suggested 

by the previous studies as well, needs to emphasize and encourage active participation 
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rather than transfer of information. Findings of the present research support this 

participatory approach to teacher development. 

Learning is a complex process requiring several steps from knowledge to evaluation as 

shown in Bloom’s taxonomy (1956) or as in the revised version, from remembering to 

creating (Anderson & Krathwohl, 2001). Hence, educational activities are to be 

considered within three domains: cognitive (knowledge), affective (attitudes, feelings) 

and psychomotor (physical skills) (Bloom, 1956). As displayed by the present study, 

when the organization of INSETs are concerned with these three domains, reaching at 

the expected outcomes are facilitated. As well as the content and the methodology used 

in INSETs, time allocated for the internalization of the information constitutes an 

important part of planning. The findings from the study also put forward the necessity 

to allocate adequate time for application and implementation of theory into practice. 

For instance, post-training questionnaire results for the last two items showed that 

there were a few teachers who were still unsure about how the theory can be applied 

into real world classroom practice, indicating a need for more practice.       

There are several limitations to the present research. First of all, since this is a case study, 

the findings are limited to the participant group involved and are not generalizable. 

Secondly, the questionnaire data relies on teachers perceived knowledge and skills on 

UbD as interview data does on teachers self-reported statements. More in-depth data 

collection methods can be used for more profound results.    

The study has implications for teacher trainers and policy makers organizing and 

carrying out INSETs. The structure, content and time allowed for the trainings are 

important considerations to be implemented. Although limited in scope, the findings 

of this research sheds some light for further INSET program design. 
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Leader in Me: Enabling Students to Develop Leadership Skills 

 

Ilze Ivanova1 

Abstract 

This topic is of importance in contemporary settings due to the implications of its 

role in affecting students’ capabilities to lead their lives in ways that correlate to 

productivity and sense of self fulfillment. The article stresses the idea that  only a person 

who is a strong leader him/herself can become a leader of others. It focuses on the 

opportunities of the development of leadership skills and qualities during educational 

processes at schools, on the teachers’ role in creating supporting environment, offering 

situations for students’ activities in developing leadership skills. It is obvious, that 

students can develop these skills by being in the position of leaders, by acting as leaders. 

The article offers a brief insight into a short scale research  on the understanding of the 

concept of leadership and leader by prospective teachers and pupils, leadership as self-

education activity, learning  and recognizing of yourself on the way to become a leader. 

The research was carried out during teaching practice by prospective teachers and 

Master programme students during their study process. The questionnaires, interviews 

, discussions and analysis of Master Thesis were used in this small research.  

Keywords: leadership skills, empowerment, personal development, opportunities 

 

1. Introduction 

As infants grow and mature into adults, their upbringing, education, and nature of 

socialinteraction play a large part in forming who they become. Moving from 

scatterbrained imitators who predominantly consider the details of their own lives 

under a large deal of egotistical dependence, these resources must be encouraged to 

become independent, purposeful individuals practicing altruistic, purposeful, and 

responsible behaviors. This transition from youth into capable adulthood has never 

been more crucial than in modern times. Now the world needs individuals who choose 

the directions of their own lives with confidence; focused on generating a fruitful future, 

both for themselves and those around them. While some infants are born with inherent 

leadership potential,others must be taught. In order to focus on the current period of 

rapid change, children must develop their leadership abilities. 

The new challenges in life and the labour market with the focus on future ask for 

relevant qualifications, for greater independence and many sided skills of every 

individual. In fact, every individual is responsible for his/her own future life project. 

One of the ways to become successful in one’s life is to develop leadership skills and 
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personal qualities, thus ensuring empowerment of his/her own life and work. 

Leadership skills include such qualities as creativity, entrepreneurship, co-

responsibility, critical thinking, problem-solving, decision making, initiative. These are 

also the qualities that are necessary for 21st century. The question arises – when and 

where and how these qualities can be acquired? One of the answers is – in the processes 

of education, in the family, kindergartens, schools, universities and also at work places. 

One is never too old to develop new skills and qualities. In literature there are many 

sources describing leadership as a phenomenon in education management, skills and 

competences are numbered, one has to own in order to lead the others. There are many 

examples how leaders manage to introduce changes on institutional level, or even state 

level. At the same time, not so much importance has been given to the fact, that to 

become a leader of others one must be a leader for one’s own personal life. This was the 

reason of the choice of the topic. 

2. Theoretical aspects 

2.1. Leadership and emotional intelligence 

The concept of leadership is broadly understood, the exact definition is quite elusive. 

Though many variations of the term exist, there is a general understanding for the 

necessity of the term, both throughout history and in modern life. Leadership was 

understood in the past as an individual, traditionally a man, who embodied certain 

desirable or useful characteristics, e.g. Confucius’ wisdom. This term evolved and 

transitioned through the ages but was almost universally recognized as an individual’s 

demonstration of control over their life direction, rather than being moved,influences, 

and controlled by others.As modern methodology and perceptions became more 

predominant, the concept of leadership manifested as our current perception: that of 

influence over a diverse group of individuals, each with their own motivations and 

aspirations which may coincide, differ or conflict with those of other members of the 

group. The leader usually  is the person who is able to resolve conflicts, amalgamate the 

diverse natures of designated followers into a productive apparatus, and achieve a 

specified goal or objective.However, regardless of an individual’s inherent traits, leaders 

must have and display emotional intelligence in order to cultivate and direct their 

followers. 

According to D.Goleman leadership is very closely based on one’s emotional 

intelligence. They both include the idea about how to handle oneself, how to get along 

with people, how to work in teams, how to be a leader (Goleman, 1999:5). Accordingly, 

in different life situations it is necessary for the individual to own a lot of characteristics 

of emotional intelligence that at the same time are also characteristics of a leader 

(Goleman, 1995).True emotional intelligence means the ability to manage relationships 

– to handle interpersonal interactions, conflict resolutions and negotiations. This is 

possible only on the basis of empathy, i.e., recognizing feelings in others and tuning into 

their verbal and non-verbal cues. A most important ability is that of building one’s own 
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motivation, gathering one’s feelings and directing oneself towards the goal despite self-

doubt, risk, inertia and impulsiveness. Only a leader who owns emotional intelligence, 

knows his/her own emotions, recognizes feelings as they occur , who is able to handle 

the feelings so that they are relevant to the current situation and react appropriately can 

be a real leader. In order to build a success in life it is not enough to be intellectually 

highly developed. Very much in the individual’s performances and achievements 

depend on his/her emotional richness and understanding of challenges and actions.   

In order to be a leader of other people, first of all, one has to be able to manage and lead 

one’s own life. In life an individual has to fulfil rather different roles: one can be simply 

a part of a team, a part of a management team, work individually for oneself or be a 

manager of the whole group. Only an individual him/herself can make their own carrier 

and that greatly depends on the ownership of one’s own leader’s and emotional 

intelligence characteristics. The most important common characteristics of both 

alongside with many others are control of emotions, self-awareness, social skills and 

realization of goals. The control of emotions means understanding ones emotions, 

coping with feelings of disappointment, failure, ability to avoid anxiety and stress, 

ability to manage one’s emotions in any life situation. It is not possible without 

awareness of one’s emotions such as envy, anger, shame, longing, sadness, hope and 

pride. It is important to learn to identify the reasons for the emotions, especially of 

conflicting emotions. It is equally important to possess empathy towards and 

understanding of others, to learn awareness and noticing others being emotionally 

harmed and the reasons for it. It must be learned how to avoid saying or doing things 

that can hurt others, arouse negative emotions in others, how to avoid jealousy or 

feeling of inferiority. It includes also understanding of differences of cultural 

background, religion, status. Social skills are an important instrument of 

communicating emotional intelligence and leadership – ability to listen to and 

understand others, to demonstrate one’s viewpoints assertively, but not harmfully or 

derisively, to compromise and mediate. It is not possible to develop one’s identity 

without determining realistic goals, without having sustainable inner motivation, 

without having one’s own life strategy, ability of objective self-evaluation as well as one’s 

own progress and performance of the planned program. Emotional intelligence helps to 

decide upon and implement various life strategies that are important also in leading 

one’s life. Thus, flexible mood is one of the aspects of using emotions. It means that 

people in a good mood give positive, desired results than people in bad mood. As a 

result, they would make more future plans and be better prepared for the future. 

Another important quality is to be creative. People with positive emotions would be 

more creative in their responses towards a certain situation and more courageous to see 

and use opportunities. The ability of strategic thinking and making good decisions 

depend on one’s strength of motivation. At the same time motivation and motivational 

emotions (Salovey & Mayer, 1990) can create the needed motivation for prolonged, 

challenging tasks.  
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Life is full of challenges and decisions to be made that cannot be solved only with 

intellectual skills. The solutions more and more depend  on one’s  emotional abilities 

which in their turn help develop communication based on high level social skills 

creating physical and psychological welfare of the entire  and diverse communities we 

find ourselves – be it family, school, friends, workplace, society at large. It is becoming 

more and more difficult to make one’s career. Ownership of emotional intelligence is 

important not only for high rank leaders and heads of companies or organizations. 

Emotional intelligence and leadership qualities alongside with it are necessary for every 

individual to lead and manage his/her own life. Goleman(1999) stresses that “people do 

not work for money alone. What also fuels their passion for work is a larger sense of 

purpose or passion. Given the opportunity, people gravitate to what gives them 

meaning, to what engages to the fullest of their commitment, talent, energy, and skill” 

(Goleman, 1999:68).It is obvious that the life career and success depends on one’s own 

abilities, skills and decisions where emotional intelligence is a part of it. People have to 

set their goals and not only. They have to learn to re-evaluate them and it might be that 

this will have to happen not only once in life. It is important to know the role of self-

awareness that is the basis of emotional intelligence and also of leadership in oneself. 

At the same time it helps to keep one’s “career decisions in harmony with one’s deepest 

values” (Goleman, 1999:69).The qualities of emotional intelligence and leadership 

develop at school if the learning environment is relevantly created by teachers. 

At the same time, no teacher can create a corresponding environment or involve pupils 

in the activities promoting development of leadership skills  if the teacher him/herself 

has no understanding of  leadership skills, there is  no leader in the teacher him/herself 

neither emotional intelligence. The new paradigm seeks to find the intelligent balance 

between reason and emotion. According to Salovey and Mayer (1994), emotions are 

organized responses that include many psychological elements as well as cognitive and 

motivational elements. The relations between cognition and emotion offer general 

contribution that emotions make to the personality.The emotional response is adaptive 

and may contribute to the enrichment of the reciprocal relationships with others and 

the person itself thus being the basis for leadership.  

2.2. Learning and recognizing of oneself - a way to leadership 

In order to lead one’s own life it is necessary to learn awareness of the two lifelong 

learning pillars - of being and doing, i.e., becoming. (Delor, J., UNESCO, 1996) The 

applied relevance of emotional intelligence theory for leader’s development in each 

person is largely based on one’s understanding of own learning, i.e., becoming process. 

The key ingredients for this understanding are – confidence, curiosity, intentionality, 

self-control, relatedness, capacity to communicate, ability to cooperate which in their 

turn depend on the level of emotional intelligence. It includes constant following the 

route of asking oneself: what are my strengths, how do I perform, how do I learn, what 
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my values are, what my responsibility is for relationships, where do I belong to (Drucker, 

2008). 

This requires working out of action plan for the development of oneself that means to 

learn answers to a number of questions: What is my aim? How am I going to reach my 

aim? What support will I need? What are the threats for my plans and activities? What 

other obstacles can I meet with? What will the gains be if I do something? What will be 

the losses, if I do not fulfil my promises? What will I say to myself when I have reached 

my aim? How will I celebrate it?  

Unfortunately many of today’s leaders including teachers lack this self-knowledge. 

Thus, the teachers have double level simultaneous responsibilities– work with 

themselves and help pupils develop. It demands deep changes in the manner of 

teachers’ work, which will encourage meaningful cooperation among themselves, pupils 

and parents. The whole organization of the teaching/learning process needs to be 

changed. Pupils must not only learn to satisfy the basic needs but also develop 

personality infrastructure of emotional literacy and experience to use it positively. It 

includes learning and understanding norms of acceptance, respect to those who are 

different, promotion of non-violence, feeling for relationship, belonging and security 

alongside with sense of autonomy and identity. 

2.3. Only a person who is a strong leader in him/herself can become a leader of 

others  

It means that in leadership  among others such features as self-awareness and trust in 

oneself, taking responsibility for oneself and for others, ability to make decisions, 

initiative and creativity, entrepreneurship and ability to take opportunities come to the 

forefront. These features are necessary to cope with the challenges and problems of the 

contemporary world and the unknown future. Strategic thinking and ability to make 

good decisions are based on the strength of self-motivation, positive attitude to life in 

general and people in particular. At the same time leadership in oneself includes also 

values, ethics, building of attitudes and relations. According to Drucker (2005) in 

nearest future people more and more will have to manage themselves. Even more, to 

stay mentally alive they will have to learn lifelong not only in words but also in reality 

the main focus being on learning how and when to change. 

2.4. School as an ideal place for learning and practice of social skills 

The question arises where and when these features develop in people. Since the school 

is the place that allows creating social situations to be implemented, it can be an ideal 

place for learning and practice of social skills as an outer expression of emotional 

intelligence and leadership in order to help the pupils to prepare themselves for life. 

During the school period the child begins to become aware of his/her emotions. 

Concurrently, he evinces greater understanding of the feelings of others. Friendship 

exists at all ages, but its cognitive, emotional and social character change with age. The 
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more children develop, the more they are able to gradually achieve a high level of social 

intelligence – a foundation stone for emotional intelligence. And even more, there are 

two factors that help the person to interpret and ascribe meaning to his/her social 

world. This is the ability to solve problems, when the emphasis in this process is on the 

provision of many adaptive solutions as well as the reaction to the problematic situation 

which is important for leading one’s own life. The social perspective obtained from the 

role assumption and the perception of another is the second factor that contributes to 

more effective interpersonal relationships. There is no doubt that a most favourable 

environment for it is school and the opportunities school can offer. There are different 

opportunities in study process (purposeful use of the content, different methods, 

technologies), in out-of- class activities, in cooperation with families and society and 

participation in different youth organizations. At the same time it is obvious that very 

important role belongs to the teacher who can find a great variety of opportunities to 

extend their influence beyond their own classrooms to the whole school even to 

districts. It is vividly stressed by Danielson (2007) characterizing the wide range of 

leadership opportunities that are available for teachers. There are also many 

programmes developed by individual authors and schools offering different approaches 

and opportunities for the growth of the youth starting from families as institutions and 

kinder gardens.  

2.5. Programme “The Leader in Me” 

Many schools around the world is now being implementing the programme “Leader in 

Me” which started with one school in North Carolina more than 20 years ago and has 

since grown to thousands of schools in over eighty countries throughout the world. 

“Leader in Me“ is based on the theory of change known as the See-Do-Get Cycle. When 

you change the way you See things, it influences what you Do and the results you Get. 

and involvement. These are the ideas  of the author of “The Seven Habits of Highly 

Effective people” Stephen R.Covey (2013). The programme ” Leader in Me” (LiM) can be 

called as  evidence-based, comprehensive-school improvement model  empowering 

students with the leadership and life skills they need to thrive in the 21st century. 

Schools of this programme constantly report about increases in students’ self-

confidence, teamwork, initiative, creativity, leadership, problem solving, 

communication, diversity awareness, and self-directed learning. They state about 

decreases in disciplinary issues, increased teacher pride and engagement, greater parent 

satisfaction and involvement).It is nesessary to state that „Leader in Me” embodies a 

holistic approach to education, redefining how schools measure success. This approach 

empowers educators with effective practices and tools to: teach leadership to every 

student, create a culture of student empowerment,and align systems to drive results in 

academics (https://www.leaderinme.org/what-is-leader-in-me/). This programme is 

implemented also in Latvia.At the same time it is necessary to state that there is no 

serious scientific research about the effectiveness of this programme. 

https://www.leaderinme.org/what-is-leader-in-me/
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3. Research sample and methods  

The objectives of the research were the following: 

How are students aware of themselves becoming leaders? 

What are the opportunities of the school and teacher to develop leadership at schools 

and university? 

310 prospective teachers from University and 120 pupils were included in the research. 

4 Master Thesis were analyzed concerning the development of leadership in students 

and mentors. 

The research was carried out during teaching practice by prospective teachers and 

Master programme students during their study process. The questionnaires, interviews 

and discussions were used in this small research. The research results cannot be 

generalized referring to the whole country, but it shows the tendencies in the field of 

developing leadership skills at schools and University. 

4. Findings and discussion  

A preliminary research was carried out among students - prospective teachers (310 

persons ) to learn what problems do they see in the contemporary life As the most 

important problems of the contemporary world the students  mentioned the following 

ones : the growing conflicts between globalization and extreme nationalism, the 

domination of technologies ever personality, alienation among people, growth of 

violence, social inequality, lack of stability, uncertainty, crisis of human values, the rich 

variety of addiction. This proves that the young people need inner management and 

strong leadership to face these challenges. 

Next question was about features do students need to cope with the problems of 

contemporary life. The answers allowed to state 10 most important qualities they need 

to cope with the problems of today. They were as follows: creativity and critical thinking, 

ability to make decisions, entrepreneurship, communication skills, humanism, 

understanding of diversity, understanding of values and cultures, citizenship, attitude 

to the environment. From these answers it can be judged that at least the first 5 qualities 

refer to the ability to lead one’s own life.  

Further on our aim was to look into pupils’ opportunities to develop these qualities at 

school. It is well known that a person’s qualities develop in relevant activities and 

experience. Accordingly, the prospective teachers were asked to remember if they had 

opportunities to take responsibilities while learning at school. 90 students or 29% 

answered affirmatively, 77 students or 25% gave a negative answer, but 140 students or 

45%  admitted, that it depended on the students’ own willingness but usually it was not 

exercised. 3 students had not given the answer. 
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A similar situation was with the answers to the question about students’ opportunities 

for decision making: 78 students or 25% gave positive answers, 120 or 39% gave negative 

answers, but the majority – 112 students or 36% pointed to occasional situations that 

depended on their wish. 

Opportunities of welcoming of initiative at school have experienced 114 or 37% of 

prospective teachers, lack of experiences was mentioned by 66 or 21% of students and 

120 or 39% students were not invited, but if they wished, they could come forward with 

it, 10 or 3% of students did not answer the question.  

The experiences for exercising entrepreneurship competences were marked by 77 or 

25% of students, 80 or 26% of students had no opportunities, 21 or 7 % students had 

some entrepreneurial situations while 132 or 42% of students had no answer as they were 

not aware what it meant. 

Similar answers were given by pupils that learn in school now. It demonstrates the fact 

that schools are changing very slowly. These results show that there is a serious concern 

that not enough attention at school is paid to the development of leadership qualities 

in pupils. In the better case, the pupils who are interested themselves in the process of 

their becoming leaders of their life might have opportunities for development but the 

greater majority of them remain passive. Thus, there is much to be desired in the 

organization of education at school. 

Next question was about the teachers’ skills at school that would promote creating 

situations for the pupils to become leaders of their own lives. The respondents marked 

the following most necessary skills for teacher to develop leadership: 

• trusting to pupils to be creative and resourceful, 160 students, 52 %,  

• offering of opportunities for responsibility and decision making, 70 students, 23 %, 

• supporting of pupils, 112 students, 36 %, 

• listening to pupils’ ideas, 65students, 21 %, 

• tolerance, 90 students, 29 %, 

• flexibility, 58 students, 19 %. 

In this case, the teachers’ role must change from the transfer of material to promoter 

not only of cognitive but also emotional abilities of the pupils to satisfy pupils’ 

emotional needs. The teacher must help and challenge – he/she should help the pupils 

to discover and choose goals and realize them, while evincing emotions and holding 

regular communication with pupils as to their feelings, thoughts and needs. The teacher 

must help pupils to internalize the need for change, to help them realize that the change 

is not a threat and is an opportunity for the increase of satisfaction of their needs in the 

relationship, security, predicative ability and empowerment for the pupils own life.  
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The respondents came forward with the ideas what could be done to increase the 

opportunities for the pupils to develop leadership. The main ideas invented should be 

as follows: 

• trusting all and everybody of the pupils with relevant tasks,  

• letting pupils do tasks themselves,  

• allowing the pupils make mistakes, but be responsible, 

• creating less strict borders between the teachers and the pupils, 

• promoting and supporting pupils’ activities, 

• demonstrating positive attitude, 

• respecting pupils’ activities and courage, 

• becoming more tolerant, 

• creating situations where pupils could exercise purposefulness, 

• supporting pupils to develop awareness of their aims and ways of reaching them. 

The same suggestions referred also to the students study process in their teacher 

education, justifying it by a simple truth – in their education practice at school  the 

teachers will not be able to do things  for which they have had no experience and skills 

themselves.  

Prospective teachers were asked to give their understanding on leader. The most 

dominating answer was the following - the leader is a personality who is able to motivate 

people to follow him/her, to lead, influence and guide people. 

Pupils at school and prospective teachers had to evaluate how do they know themselves 

–very well, well, satisfactory 

Practically nobody neither prospective teachers neither pupils answered about knowing 

himself/herself very well. They had not thought about himself/herself as leaders. 

Due to that the prospective teachers were given the task to study materials concerning 

Global Executive Leadership Mirror (The Global Mirror), introduced by INSEAD Global 

Leadership Centre that could provide more realistic understanding of personal 

leadership behaviour (http://knowledge.insead.edu/leadership-management/take-a-

look-at-yourself-in-the-leadership-mirror). After material studies there were 

discussions, where students stressed the importance of knowing themselves, the 

significance of being aware of themselves becoming leaders. 

In discussions with pupils (secondary school level) now studying in school turned out 

that they do not think so much about leadership and leaders, they think more about 

personal academic achievements, wellbeing at school, achieving of personal goals (to be 

the best dancer, the best football player, the best pupil in the class as to academic 
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achievements), they do not think much about skills they will need for the future. Pupils 

are very “deep in technologies”. They like that teachers offer different activities, use 

different methods during the lessons, trust them to fulfil different responsibilities, 

discuss with them important problems in society. Asked to name 5-7 qualities of 

leadership –every third pupil named the following: honesty, creativity, openness, 

integrity, dedication, a sense of humour. 

Conclusions 

In the rapid 21st century it is very important for leaders to have a high level of self-

awareness, clear understanding of themselves why they act as they do, and how their 

behaviour affects and is perceived by others. They have to know themselves to learn and 

understand others to persuade them to be followers. They have to manage their own, 

and others’ emotional responses if they hope to build culturally, intellectually and 

functionally diverse organisations. Only a person who is a strong leader in him/herself 

can become a leader of others. It concerns teachers. They can develop leader skills in 

the pupils if they are leaders themselves creating different opportunities for students to 

exercise leadership in different activities in school, out-off-school activities. Prospective 

teachers have to be prepared to act in different learning settings as leaders, to raise 

personal awareness of being leaders in their classes, schools and districts. They have to 

be able to use different strategies in providing opportunities for all pupils based on the 

theory of change known as the See-Do-Get Cycle. 
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Abstract 

Three-dimensional (3D) implementations have become popular among education 

technologies. In this study, 3D digital designs have been created about some topics in 

science courses. In this context, the aim of the study is to introduce that is one of the 

3D design programs to the pre-service science teachers and to enable them to design by 

using the Tinkercad Program and to determine their views on the software. For this 

purpose, a 5-week training program was designed. The participants of the science 

courses were 18 pre-service science teachers who study in the last year of a public 

university. The research design of the study was determined as qualitative research. 

Individual and group interview methods were used to collect data. The collected data 

were analyzed qualitatively with descriptive analysis. As a result of the study, it was 

stated that teacher candidates had fun while integrating the Tinkercad Program to the 

subjects and pre-service teachers stated that the three-dimensional applications 

increase the creativity of the students with, especially the students' imagination and 

their attitudes towards the lesson. Preservice teachers stated that the program can be 

used as an educational tool in science (biology, physics, chemistry) subjects and 

concepts. 

Keywords: 3D digital design, Tinkercad program, pre-service science teacher. 

 

1. Introduction 

Rapid changes and developments in technology in recent years affect all areas of life, as 

well as inevitably affect education and training. Since education and technology affect 

each other, the use of computers and technology in education has become compulsory 

since an understanding of education that is not reflected in the educational 

environment and that is far from technology affects the success (Erdemir et al., 2009). 

The main purpose of technology in education is to contribute to the development of 

people by creating effective and permanent learning (İşman, 2005). 

Nowadays, it is seen that a variety of instructional technologies and methods are used 

in classroom environments. Three-dimensional (3D) applications have become popular 

among educational technologies (Smiar & Mendez, 2016; McCollum et al., 2014). In this 

environment, users conduct interactive research simultaneously with each other and 
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the real world. Therefore, these environments provide users with learning environments 

by living by doing (Burgess et al., 2010; Dinçer, 2008). 

When studies on technology integration into science teaching are examined, the 

benefits of 3D implementations and their positive effects on students are emphasized 

in many studies (Schwarz et al., 2009). 3D technology applications create a new 

environment for science teaching. The advantages of this new technology in chemistry, 

biology, and physics are intensely important (Copolo & Hounshell, 1995; Kaberman & 

Dori, 2009; Lazarowitz & Naim, 2013; Stieff, Hegarty & Deslongchamps, 2011; Yarema et 

al., 2010; Zheng et al., 2009).  

There is a faster and easier solution to the growing needs of mankind, along with 

developing technology. Technological developments, like other fields, make continuous 

updating and integration of technology a necessity in education by influencing 

education and training (Çetin, 2020; Parlak, 2017). For this reason, technology should 

be integrated into the curriculum in such a manner that it should be well-planned and 

proper for educational reforms (Erdoğan, 2007). At the same time, this process should 

be open to change and updates. This change has been influential in the importance of 

visually and design. That’s why, in this study, it was aimed to create 3D designs related 

to science (biology, physics, chemistry) concepts and subjects within the science 

curriculum of science pre-service teachers through the use of the Tinkercad program. 

The Tinkercad program is a design tool that enables the creation of three-dimensional 

design products online. It is a useful program since there is no need for installation on 

the computer (Griffey, 2014). The Tinkercad program allows the creation of simple, 

more complex, and more complex objects. It is also a useful program in educational 

environments since it contains many disciplines (mathematics, design, technology, art, 

technology, etc.) while creating shapes in the program (Bender, 2017; Goyanes et al., 

2016). 

Pre-service teachers created their designs through the three-dimensional design 

software Tinkercad (www.tinkercad.com), which Autodesk allows for online and free-

to-use. The reason for choosing this tool is that it is online and easily accessible software. 

It is also suitable software for candidates to start from simple objects and create more 

complex structured objects on the design tool. 

The aim of this study is determined to introduce the Tinkercad program which provides 

the 3D application to the pre-service science teachers and to enable the pre-service 

teachers to make applications by using the program and to determine their views on the 

usability of the program in science courses. 

 

 

http://www.tinkercad.com/


 

 

165 

2. Methodology  

In this study, a qualitative research method was applied. Cousin (2005) says that 

qualitative research also is a good way to define cases for an easier understanding. The 

qualitative research explores a real-life, through detailed, in-depth data collection 

involving multiple sources of information and reports a case description (Creswell, 

2013).  

2.1. Participants  

The study was conducted with the participation of the last 18 fourth grade pre-service 

teachers enrolled in the department of science teacher education at a state university. 

For the first time, prospective teachers participated in an application related to three-

dimensional design. In order to keep the information of the participants, the 

participants were coded as P₁, P₂, P₃…. 

2.2. Application Process 

During the 5-week training program for pre-service teachers, the participant design 

program was given by researchers. At the beginning of the training process, researchers 

introduced three-dimensional design processes to pre-service teachers. The tools 

commonly used in the design process are introduced in the context of features and 

examples such as grouping parts and solving them, aligning the separated parts of the 

design, creating spaces, and rotating them on the axes.  

In the training process, an anchor keychain design which uses different geometric 

shapes and rotates these shapes in x,y,z axes to make different objects by entering 

details in 3D designs and box design with an opening-closing lid whose rotating 

mechanisms and measures are thought precisely were applied. In design applications, 

candidates worked individually and made their own designs. At the end of the training, 

candidates were asked to prepare a 3D designs in the subjects related to the science 

curriculum such as fertility in the human body, growth and development, living 

creatures and energy, the system in our body, let's solve the riddle of our bodies, a 

journey to living creatures’ world, living creatures and life. At the end of the process 

have interviewed pre-service teachers' views. The content of the science pre-service 

teachers' Tinkercad educational program is given in Table 1. 
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Table 1. Tinkercad Education Program Content 

Week Activity 

1 (2 Hours) Introducing the 3D design environment. 

In this first week activity, Tinkercad 3D design environment was introduced to pre-

service teachers. 

2 (2 Hours) Individual simple designs were prepared. 

3 (2 Hours) Preparation for science application 

At this stage, three-person groups were formed from participants.  

Teamwork was practiced. 

4 (2 Hours) Science applications were made.  

5 (2 Hours) The groups presented their practices in the classroom and pre-service teachers 

were encouraged to comment on the work of other groups. Incoming suggestions 

were evaluated. 

Some design examples of designs that teacher candidates created during the application 

process are given in Figure 1. 

  

  

  

Figure 1. Design Examples 
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2.3. Data Collection Instruments  

The data of the research were collected through semi-structured group and individual 

interviews with pre-service teachers at the end of the application process. To examine 

the evaluations regarding the application process and designs with pre-service teachers, 

a group interview was held with 10 students. Semi-structured individual interviews were 

held with other pre-service teachers. The interviews took an average of 40 minutes. 

With the permission of the teacher candidates, the interviews were recorded in the 

voice. The records were transferred to the electronic media in writing. 

2.4. Data Analysis  

The collected data were analyzed qualitatively with descriptive analysis. The data 

collected in the descriptive analysis are summarized and interpreted according to the 

determined themes. These summaries are supported by direct quotations and the views 

of individuals are reflected in a striking way (Yıldırım & Şimşek, 2005). 

3. Findings and Results 

The pre-service teachers' opinions about the Tinkercad program are given below. They 

stated that they liked the Tinkercad program on which they applied for the first time in 

line with the interviews made with pre-service teachers. They stated that the program 

was different and remarkable. They explained their thoughts as follows: 

P₇: “I enjoyed learning the program. It was a different program, it was remarkable. 

During the application process, I created different designs. I think this contributes to 

the development of my creativity.” 

The fact that the program is remarkable emphasized that it can be used for younger 

students. They stated that permanent learning would take place by making students 

more active in the learning process. They expressed this in the following words: 

P₆: “I think it was a very different experience, and I loved the designs. I can say that this 

is going to be a remarkable program not only for us but also for younger students.” 

P3: “I think it will provide a permanent basis for learning. I believe that this will activate 

students and increase the permanence of knowledge in terms of science lessons.” 

P₁₃: “It was the first time that I had a hard time learning and trying a design program. 

But it was very enjoyable for me.” 

They stated that the Tinkercad program, which is used as an educational design tool in 

the implementation process, may have an impact on different learning areas. Besides, 

they stated that their creativity improved by affecting their motivation positively. They 

expressed their thoughts as follows:  
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P₈: “I think the application has an impact on different learning areas. I think that the 

application process has a positive effect on our motivation.”  

P₁₅: “During the application process, I had a good time and liked the designs. My designs 

have been very creative. I can say that my creativity has improved and that my 

motivation has increased. I think that if applications are made to students, their 

creativity will develop.” 

Pre-service teachers stated that the program is suitable for science subjects. They stated 

that it can be used in teaching subjects that contain microstructures that are difficult to 

understand especially for students in biology and chemistry. 

P2: “This program can be used in many subjects in the science course. For example 

biology and chemistry abstract concepts.” 

P1: “This program can be used in many subjects in the science course. It should be used 

especially in the teaching of the atom and its structure. Also, the students can have a 

positive attitude towards the course.” 

P₁₃: “Usually, I liked Tinkercad applications. I think the program is beneficial to 

students. I think it will be used effectively in biology issues where microstructures are 

being studied and chemical molecules.” 

They stated that the program could be used in all science subject topics, in creating 

models of science topics and concepts. They expressed it as follows: 

P₉: “We have seen that the program can be applied to biology subjects. For example, 

plants can be easily applied to the structure of the flower, and we can make the three-

dimensional structure of DNA.” 

P11: “Physical applications can be made in a science class. This program, for example, I 

think this will contribute to the understanding of simple machines.” 

4. Conclusion and Discussion 

In this study, the opinions of pre-service science teachers about the three-dimensional 

design tool Tinkercad program were examined. The results reached in the research are 

as follows: 

When the results of the study are evaluated, it can be said that pre-service teachers 

generally report positive opinions about the use and applications of Tinkercad. For 

example, the majority of participants stated that students' creativity will improve 

through Tinkercad. They especially stated that the applications made with this program 

will improve students' imagination, contribute to visual reading skills, and support the 

development of three-dimensional thinking skills. Supporting the results of our study, 

Peels (2020) stated that three-dimensional virtual technologies improve students' 

imagination and creativity because they make their designs. 
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Pre-service teachers also determined that the Tinkercad program will be effective in 

permanent learning. Besides, they stated that Tinkercad may have positive effects on 

students' interests, attitudes, and motivation. Kostakis, Niaros & Giotitsas (2015)'s is 

positive arguing that 3D printing and design can electrify various literacies and creative 

capacities of children by the spirit of the interconnected, information-based world. 

Pre-service teachers stated that the program can be used as an educational tool in 

science (biology, physics, chemistry) subjects and concepts. Besides, applications stated 

that they embody abstract concepts and address different learning areas. Many studies 

in the literature showing that three-dimensional technological tools are used in 

different fields support the results of our study (Copolo & Hounshell, 1995; Gardner & 

Olson, 2016; Kostakis et al., 2015; Lazarowitz & Naim, 2013; Meng et al., 2012; Scheucher 

et al.,  2009; Wu et al., 2005; Yarema et al., 2010). 

Using technology in teaching will enable students to learn easier, faster, more 

effectively, and permanently (Ozan, 2009). In particular, the selection of materials 

suitable for the purpose of the teaching process and the subject affects students' level of 

understanding of the lesson and the permanence of the information (Collier et al. 1971; 

Alkan et al., 1995; Fisher, 2000). According to Yalın (2004), people remember 10% of 

what they read, 20% of what they hear, 30% of what they see, 50% of what they see and 

hear, 70% of what they say and 90% of what they do. It can be said that three-

dimensional design tools have a positive effect on learning as students plan and create 

their own designs during the three-dimensional design process. 
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ELT Teachers’ Readiness in terms of Self-Efficacy: Comparison of Novice and 

Experienced Teachers 

 

Suheyla Demirkol Orak1 

Abstract 

The title of teachers’ readiness regarding handling the encountered problems in the 

immediate education environment brings the self-efficacy issue to the stage to be 

discussed: since, this issue has different outputs from novice and experienced teachers’ 

perspectives. In the present descriptive case study, teachers’ readiness for the 21st 

century classrooms in terms of self-efficacy was analysed, and the differences between 

novice and experienced teachers were examined.  A self-report instrument – Likert scale 

type with 6 factor model- called as ‘Teachers’ Self-efficacy Questionnaire’ developed by 

Emmer and Hickman in 1999 was benefitted to collect the data from 30 English 

Language Teaching teachers in the prep department of a mid-size School of Foreign 

Languages at a State University located in the east part of Turkey. Independent samples 

t-test was used to analyse the data in order to see the whole picture regarding the 

comparison of novice and experienced teachers’ self-efficacy rate. It was seen that self-

efficacy levels of teachers in both groups were too close to each other in the context of 

the study. So, it is possible to comment on the issue of balanced self-efficacy level of 

both novice and experienced teachers.  

Keywords: self-efficacy, teachers’ readiness, novice teacher, experienced tecahers 

 

1. Introduction  

In line with the scholars and researchers in literature (Eisner, 2018; Kumaravadivelu, 

2003; Langworthy, 2013, Orak; 2019), teachers are the starting point of any reforms in 

the field of education. Teachers are the first circle of the education chain. That’s why 

teachers’ being ready to manage their classrooms in terms of being self-efficient is a 

vitally concerning issue in the field of education. The title of teachers’ readiness 

regarding handling the encountered problems in the immediate education environment 

brings the self-efficacy issue to the stage to be discussed as this issue has different 

outputs from novice and experienced teachers’ perspectives. Concerning teachers’ 

readiness to manage the 21st century classrooms, it is meaningful to approach the issue 

from self-efficacy perspective as also suggested in the literature (Sternberg & Horvath, 

1995).   

Teachers’ readiness requires a high level of unity between skill and knowledge. In other 

terms, it represents applying theoretical knowledge smoothly into the practice. 
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However, practicing all the methods and technics in a classroom with high level of 

success is not a realistic picture for the novice teachers. Novice teachers do not have 

working experience, and so they are not aware of the students’ expectations. Teachers’ 

readiness is correlated with self-efficacy level, not just directly related to mastering the 

theoretical knowledge gained from the higher education institutions. While in the one 

hand classroom management pictures the students’ learning outcomes, it creates a 

reasonable challenge for novice teachers (Wolf, Bogert, Jarotka, and Boshuizen, 2015).  

In the other hand, experienced teachers are not having difficulty in managing their 

classrooms compared to novice teachers (Livingston and Borko, 1989). Cause of the 

concerned difference between novice and experienced teachers, it is valuable to analyze 

the teachers’ perceptions and conceptualizations for strengthening beginning teachers’ 

expertise development and increasing their awareness in terms of their readiness. When 

the literature is reviewed deeply, it is noticed that there is a gap in the field of searching 

novice and experienced teachers from the point of self-efficacy. While there is an 

abundance of information regarding novice teachers’ classroom management problems 

in the first years, comparison of experienced teachers with novice teachers in terms of 

classroom management from the perspective of self-efficacy is really rare. It is aimed 

that this quantitative case study helps to have a light on this gap.   

2. Literature Review  

Classroom management is considered as a prerequisite in the field of education, and it 

includes all kinds of methodologies and technics covered in the lessons by teachers to 

provide an order to activate students. According to Emmer (2001), classroom 

management encompass various perspectives from lesson materials and course plans to 

time management and students’ burnout. Another highly concerned issue is to protect 

discipline and overcome students’ misbehavior (Cangelosi, 2013). With the purpose of 

dealing with students’ misbehavior’s, teachers are required to be armed with various 

classroom management strategies (Burden, 1995). Classroom management is perceived 

as a crucial practical skill for teaching. According to some scholars (Doyle, 1990; 

Zuckerman, 2007), classroom management is one of the most controversial issues 

requiring big efforts to internalize it especially by novice teachers. Wolf and his friends 

(2015) perceive classroom management as a delicate skill enclosing the forms and 

immediate classroom environment, teachers’ teaching technics, attitudes towards 

students, and even transactions occurring out of the classroom. It is possible to sum up 

that classroom management goes hand in hand with all kinds of emergent learning 

activities. 

It is possible to mention about tried both verbal and non-verbal strategies to handle the 

students’ misbehaviors. These strategies help to build and keep the discipline in the 

classroom for a healthily managed classroom. When the rules are set and agreed by both 

parties reciprocally, students do not exhibit objections or misbehaviors (Yılmaz, 2004). 

It is advised to share all of the classroom rules and teachers’ expectations with students 
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in order to minimize the number of the possible problems. Among the suggested 

various classroom management strategies, there are having eye contact with students, 

observing students regularly during class hour, informing the students about the rules 

from the very beginning and act respectively when students break the rules (Lewis, 2001; 

Ur, 1999; Yılmaz, 2004). 

Another discussion mentioned in the literature is that though teachers have a tendency 

to give priority to lesson contends, materials, academic worries more than their 

relationships with their target group, students generally attach importance to their 

teachers’ attitudes towards them, e.g. whether the teacher supportive, or minding their 

wellness (Woolfolk-Hoy & Weinstein, 2006).  At that point, one another 21st century 

discussion comes to the stage which is “getting along” or “getting on “ with students 

(Allwright & Hanks, 2009). This questions whether teachers should be like friends apart 

from being a formal teacher or teachers should just set the rules, teach the lesson and 

not care about the students wellness. 

Although the term of classroom management is also substituted the term of discipline 

in some educational institutions, their meanings are totally different. At these 

institution these two terms are uttered interchangeably to mention about the overall 

classroom environment implying both learning and atmosphere of the concerned 

classroom. However, while discipline mentions about the students effort to obey the 

pre-determined classroom rules, classroom management implies about teachers efforts 

to make the learning process continue in a smooth way. It is implied in the literature 

that classroom management can be named as an umbrella encompassing all sorts of 

classroom activities from both teachers and students sides, and discipline also 

undergoes to that umbrella (Wolff, Bogert, Jarodzka, & Boshuizen, 2015). Wolf, Bogert, 

Jarodzka, and Boshuizen accept the close relationship between discipline and classroom 

management, and claim that disciplinary precautions are not taken directly to label 

“bad” or “good”” behavior in the classroom. Instead these precautions are taken for the 

sake of inhibiting any kinds of interruption in the learning process or effecting 

classroom atmosphere negatively. That is why the rules developed in the classroom by 

both students and teachers reciprocally are employed as a mean of reinforcing enjoyable 

learning environment.  

2.1. Novice Teachers and Experienced Teachers in terms of Self-Efficacy Level 

When the literature is reviewed, it is underlined that teachers with 5 and less years of 

teaching experience are considered as novice, and teachers with more than 5 years of 

teaching experience are considered as experienced teachers (Freeman, 2001; Gatbonton, 

1999; Richards, Li, & Tang, 1998; Tsui, 2003, 2005). If teacher development is perceived 

as a lasting process, novice teachers can be placed in the beginning phase of this process; 

experienced teachers are situated in the next phases. As a result of the teachers place on 

the concerned lasting process, experienced teachers’ situation does not exemplifies any 
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fluctuation as they have already situated and fixed their management technics in 

accordance with their self-efficacy beliefs and with the help of years of teaching 

experience. So, experienced teachers are in the conscious of the unexpected problems 

that can arise in the classroom and have already produced some inhibition mechanisms 

and eliminated the useless mechanisms from their literature. 

Experienced teachers transform recent knowledge or practices in a different way in 

comparison to novice teachers by relying on their earlier experiences. And they are able 

to set the association between the earlier and the new conceptions which makes the 

assimilation of the recent knowledge easier and more persistent (Gatbonton,1999). 

Experienced teachers’ alertness in terms of assimilation new knowledge and being on 

always on the watch roots back to their teaching experience gained through years. They 

conceptualized their own way of making classroom observations, collecting and 

straining new information and forecasting for the next steps. However, novice teachers 

rarely forecast thoroughly the next steps as a result of in short of former experiences to 

notice the sensory figures to guess the ultimate consequences of the events. 

Literature suggests that the main gap between experienced and novice teachers in terms 

of efficiency regarding classroom management issue is also related to teachers’ self-

efficacy level apart from years of teaching experience (Tschannen-Moran & Hoy, 2001). 

It should be also underlined that self-efficacy level is enhanced within the years of 

teaching. Tschannen-Moran and Hoy (2001, p.  783) clarifies self-efficacy belief as “a 

judgment of his/her capabilities to bring about desired outcomes of student 

engagement and learning, even among those students who may be difficult or 

unmotivated”. According to Bandura (1977), teachers with high level of self-efficacy 

struggle less in order to handle the faced problems, and this struggle does not last long 

thanks to direct proportion between self-efficacy and years of teaching. It is pinpointed 

in the literature that significant differences exist between low and high self-efficacy 

beliefs in matters like, adopting fresh technics, technology, and even giving feedback 

especially to the ones with learning handicaps. It is asserted in the research studies that 

teachers’ high level of self-efficacy beliefs have a vital role on the students’ perceptions 

about the concerned lesson, their success level and willing (Pajaras, 2002). Self-efficacy 

belief is closely related to individuals’ success level. 

In line with the aforementioned studies, the interaction between knowledge and its 

classroom application was studied also by Livingston and Borko (1989) in a case study. 

They detected that the self-efficacy gained through years of teaching enhanced 

experienced teachers the ability of deciding what information deserves more attention 

and what information can be ignored. Thanks to gained experienced, teachers become 

practical in terms of managing the classroom. What is practical knowledge? According 

to Fenstermacher (1994), practical knowledge is to gain experience in years and 

reflecting on them, and ultimately applying them without hesitation. That dimension 

makes teachers behave in comfort in even unexpected situations. Wolff et al. (2015) 
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asserted that experienced teachers act basically depending on classroom interactions 

which increases students’ motivation, but the situation is different in novice teachers’ 

classes: since classes are performed highly structured by the rules. Hattie (2003) sums 

up the pictures with self-efficacy level. According to him, experienced teachers’ students 

demonstrate high level of motivation and self-efficacy, higher level of achievement, 

better subject conceptualization. 

While most of the studies support the idea that experienced teachers are not bound to 

rules, and their self-efficacy level is higher than the novice teachers in terms of being 

practical in the lessons, Swanson, O'Connor, and Cooney (1990) claimed vice-versa. 

According to them as the time is changing rapidly, experienced teachers are having 

difficulty in keeping up with the most brand new approaches and technics. Also, though 

teachers are digital immigrants, students are digital natives which also makes handling 

with the upcoming problems for experienced teachers challenging. According to 

Swanson, O'Connor, and Cooney (1990), novice teachers are more open to new technics 

and developments in the field of teaching, they appear to be interactive and patient. 

However, experienced teachers seem more resilient, and close to exchanging ideas.  

3. Methodology  

The aim of the present quantitative case study was to understand the teachers’ readiness 

in the 21st century education specifically in the field of English Language and Teaching 

in terms of self-efficacy level related to classroom management within the context of 

School of Foreign Languages at a state university in Turkey. Classroom management 

issue is one the most crucial topics requiring close look from the perspective of self-

efficacy as it also reflects teachers’ readiness in terms of language education. In order to 

comprehend teachers’ readiness, it is advised to analyze the issue from the point of self-

efficacy level of both novice and experienced teachers. In this respect, through the help 

of the present research teachers’ classroom management was questioned in terms of 

self-efficacy within the concerned context.  

Following research questions guided the study; 

1. What is the self-efficacy belief level of novice English Language teachers at the School 

of Foreign Languages? 

2. What is the self-efficacy belief level of experienced English Language teachers at the 

School of Foreign Languages? 

3. What are the differences between novice and experienced English Language teachers 

in terms of self-efficacy in the case of School of foreign Languages?  

3.1. Purpose of the Study  

The purpose of the present quantitative case study is to inquire about the differences 

related to self-efficacy level in terms of teachers’ readiness between novice and 



 

 

177 

experienced teachers in the context of School of Foreign Languages. Identifying both 

novice and experienced teachers’ various stages of cognitive development, their ways of 

performance during teaching, representation of the knowledge and acquiring new 

managing skills are all the concerns of the present study.  

Apart from aforesaid purposes, thanks to clarifying the missing pedagogical 

components in the novice teachers, but exists in the experienced colleagues, it is 

probable to constitute a hypotheses to fill this pedagogical gap between novice teachers 

and their experienced counterparts. 

3.2. Participants and Setting  

The present quantitative case study was conducted in the mid-size Preparation 

department of School of Foreign Languages situated in the east part of Turkey. The 

School has two different departments: the first one is distance learning English 

Language Teaching department, and the second one is English Preparation department. 

The study was conducted at the preparation department, and this department is 

presenting English language classes to the students from the departments of machinery 

engineering, civil aviation engineering, mechatronic engineering, software engineering, 

English Language and Literature, and English Language and Teaching. School’s total 

student population is 349, and 48 of them are from foreign nations, particularly Syrian, 

Egyptian, and Iraqi. The objective of the School is to equip students with both daily and 

academic English to back them up in their English-medium departments in the adjacent 

years. There are totally 30 English Language teaching lecturers in the School of Foreign 

Languages, 23 of them are employed at the preparation department, and the rest of are 

employed at the distance learning department. The school has 20 prep classrooms, 12 of 

them are engineering classes, 4 of them are English Language and Teaching classes, 4 

of them are English Language and Literature classes. Classroom size is around 17, and 

students are getting 20 hours of main course classes apart from two hours of Computer 

Assisted Language Learning (C.A.L.L.) in a week. 20 hours of main course classes are 

shared by two co-teachers, and they are named as “main course 1” teacher and “main 

course 2” teacher. The only difference between them is, main course 1 teacher is the 

course advisor, responsible for also managing and grading writing portfolio process.  

C.A.L.L. class is managed by a third teacher. Teachers are all adopting the same course 

book, and teachers are beginning each lesson by continuing from which part the 

previous teacher stopped. 

Before starting to the lessons, students all sit a proficiency exam in the very beginning 

of the academic year, and the ones who get the adequate score pass directly to their 

departments without attending the courses in the School of Foreign Languages. And the 

ones who cannot get the sufficient scores begin to take the lessons in the School of 

Foreign Languages. According to the standards settled by The Common European 

Framework of Reference for Languages (CEFR), students start getting English courses 
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from A1 level and ends the preparatory education with B1+, if they become successful 

from all of the exams. 

When it comes to the assessment, the school is employing one visa, one final exam, and 

two oral exams together with four writing tasks.  Apart from those exams and tasks, 

students’ classroom performance grade (CPG) is included for the final mark of the 

students. It is beneficial to underline that all these assessment instruments’ percentages 

effect the calculation of the final mark differently to decide whether the student 

deserves to complete the preparatory school education or repeat the same year. 

For the participants, the present quantitative case study was conducted with, 12 male 

and 18 female, totally 30 English language teaching teachers in the preparation 

department of the School of Foreign Languages. Participants Bachelor degree 

graduation medium were English Language and Teaching, English Language and 

Literature, and department of English Translation and Interpreting. Teachers’ 

educational background are all different. (see Table 1 for the demographic information).   

Table 1. Demographic information 

Academic Career  Gender  

        Female   Male 

Graduate of bachelor 

degree 

3               6 

Studying MA  5                    2 

Graduate of MA  4                     

Studying PHD  4                  4 

Graduate of PHD  2                     

Total 18         12 

3.3. Data Collection Instruments  

Questionnaires are also named as self-report instruments, and they enable researchers 

to collect the data in a short time with the most realistic picture (Best & Khan, 1998), 

and so, in the present study a questionnaire was employed to gather data from 

participants. The questionnaire was conducted with the teachers, and as they are 

English Language teachers, English is their second language, so the need of translating 

questionnaire into the mother tongue of the participants was eliminated.  The 

questionnaire ‘Teachers’ Self-efficacy Scale’ developed by Emmer and Hickman in 1999 

to understand teachers’ classroom management skills was employed. Information was 

collected through an adoption of Likert scale. The questionnaire has thirty six items 

with six factor model ranging from ‘Strongly Agree’ to ‘Strongly Disagree’. The 
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questionnaire has 3 parts, first part is related to personal teaching, second part is related 

to external influences, and the third part is related to classroom management/discipline 

(see Table 2).  

Table 2. Data Collection Instrument 

Factors Items 

Personal teaching 

 

1, 8, 13, 16, 22, 24, 29 

External influences 

 

3, 6, 10, 12, 15, 20, 21, 25, 27, 30, 31, 32, 33, 34 

Classroom management/Discipline 2, 4, 5, 7, 9, 11, 17, 18, 19, 23, 26, 28, 35, 36 

3.3.1. Piloting  

Before starting to collect data, the data collection tool which was the questionnaire 

‘Teachers’ Self-efficacy Questionnaire’ developed by Emmer and Hickman in 1999 was 

piloted to ensure the reliability of the questionnaire. According to Best and Khan (1998), 

pilot study should be conducted at the same institution with the actual study. So, 

piloting of the questionnaire was employed at the School of Foreign Languages. Pilot 

study was conducted to be sure of the clearance of the questions for the participants. 

Participants’ feedbacks were all positive, they did not report any ambiguity, so no 

adaptation or revision was made. At the first step negative questions were reversed and 

then the datum collected from the pilot study were analyzed for Cronbach alpha value 

on SPSS, and the result pointed out the applicability of the questionnaire. (see Table 3) 

Table 3 Reliability of the questionnaire 

Cronbach’s alpha value .809 

Number of items 36 

Number of participants 5 

According to literature the Cronbach alpha value should be equal or higher than .7 and 

in the present study, the Cronbach alpha value was .8 ( p > .07) which made the 

questionnaire applicable. 

3.4. Data Analysis  

First of all negative items (item 17, item 19, item 23, and item 33) were all reversed. After 

the piloting stage, the collected datum from both pilot and actual study were entered 

to the SPSS program, secondly the datum were statistically analyzed through utilizing 

SPSS program. Descriptive independent t-test was employed to grasp the difference 
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level between novice and experienced teachers in the context. Dependent variable of 

the questionnaire was the number of years of experience and teachers’ self-efficacy. 

Mean scores, standard deviations, minimum and maximum scores were all calculated 

and they were all presented in details in tables. Mean scores were accepted as the marker 

of teachers’ self-efficacy level to be interpreted later.  

Mean values and standard deviation values of both novice and experienced teachers 

were used to respond the first and second research questions.  Final t-test value was 

used as an answer to comprehend whether there is a significance difference between 

novice and experienced teachers.  

4. Findings and Results  

With the aim of comprehending the difference level, if there is, between novice and 

experienced teachers in the context of the study, descriptive quantitative case study was 

employed as the most suitable method for the case of the present context. The datum 

were collected through the adoption of SPSS to answer the research questions. For the 

analysis, independent sample t-test was employed. The results of the analysis were 

benefitted to answer the research questions. 

4.1. The Self-efficacy Level of Novice Teachers 

The objective of employing the questionnaire was to see the whole picture related to 

teachers’ self-efficacy levels in terms of their readiness to 21st century classrooms. At 

this point teachers were categorized into two groups as novice and experienced ones. 

Participants were inquired about their general self-efficacy level without deep details 

with the questionnaire of ‘Teachers’ Self-efficacy Scale’ developed by Emmer and 

Hickman in 1999. The questionnaire utilized 6-point Likert scale questions by 

employing the following values respectively: (1) strongly disagree; (2) moderately 

disagree; (3) slightly disagree; (4) slightly agree; (5) moderately agree; (6) strongly agree. 

In Table 4, descriptive analysis of novice teachers’ self-efficacy level is presented. These 

results were used to interpret novice teachers’ readiness level in the 21st century to 

manage their classrooms smoothly. As suggested by McKenna (2015), mean score of 4 

and higher than 4 (mean value ≥ 4) was accepted as a powerful indicator of self-efficacy, 

and mean score of 3 was accepted as a neutral indicator, and mean score lower than 3 

(mean value < 3) was accepted as a weak indicator of the relevant items in terms of self-

efficacy level for 21st century classrooms. 

What is the self-efficacy belief level of novice English Language teachers at the School 

of Foreign languages at Fırat University?” 

According to Table 4, novice teachers’ self-efficacy level was lukewarm to positive (see 

Table 4). 
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Table 4. Overall Mean Value of Novice Teachers’ Self-efficacy Level 

 N Mean Std. Deviation Std. Error Mean 

Novice Teachers 16 4.06 0.33         0.08 

According to Table 4, novice teachers’ self-efficacy level is higher than the average as 

the mean value was 4 (M = 4.06), and according to literature it is a positive indicator of 

the related item. 

Table 5. Detailed Descriptive Statistics of Novice Teachers’ Self-efficacy 

Items M STD 

1. When a student does better than usual, many times it is because I 

exerted a little extra effort 

4.07 1.22 

2. If a student in my class becomes disruptive and noisy, I feel assured that 

I know some techniques to redirect him quickly. 

4.80 1.32 

3. The hours in my class have little influence on students compared to the 

influence of Their home environment. 

2.46 1.06 

4. I find it easy to make my expectations clear to students. 5.13 0.83 

5. I know what routines are needed to keep activities running efficiently. 5.20 0.67 

6. There are some students who won't behave (well), no matter what I do. 3.53 1.80 

7. I can communicate to students that I am serious about getting 

appropriate behavior. 

4.60 0.98 

8.  If one of my students couldn't do an assignment, I would be able to 

accurately assess whether it was at the correct level of difficulty. 

4.93 0.88 

9. I know what kinds of rewards to use to keep students involved. 4.86 0.74 

10. If students aren't disciplined at home, then they aren't likely to accept 

it at school. 

4.60 1.40 

11. There are very few students that I don’t know how to handle. 4.60 1.50 

12. If a student doesn't feel like behaving (Well) there's not a lot teachers 

can do about it. 

2.93 1.66 

13. When a student is having trouble with an assignment, I am usually able 

to adjust it to his/her level. 

4.93 1.03 

14. Student misbehavior that persists over a long time is party a result of 

what the teacher does or doesn't do. 

3.86 1.92 



 

 

182 

15. Student behavior in classrooms is more influenced by peers than by the 

teacher. 

4.06 1.48 

16. When a student gets a better grade than usual, it is probably because I 

found better ways of teaching that student 

3.40 1.18 

17. I don't always know how to keep track of several activities at once. 3.13 1.30 

18. When I really try, I can get through to most difficult students. 4.60 0.98 

19. I am unsure how to respond to defiant (refusing to obey) students 3.13 1.24 

20. A teacher is very limited in what can be achieved because a student's 

home environment is a large influence on achievement. 

3.06 1.38 

21 .I find some students to be impossible to discipline effectively. 3.26 1.27 

22. When the grades of my students improve, it is usually because I found 

more effective teaching approaches. 

3.73 1.48 

23. Sometimes I am not sure what rules are appropriate for my students. 2.46 0.99 

24. If a student masters a new concept quickly this might be because I 

knew the necessary steps in teaching the concept. 

4.46 0.74 

25. The amount that a student can learn is primarily related to family 

background. 

3.26 1.27 

26. I can keep a few problem students from ruining an entire class. 4.53 1.55 

27. If parents would do more with their children at home, I could do more 

with them in the classroom. 

4.40 1.50 

28. ıf students stop working in class, I can usually find a way to get them 

back on track. 

4.80 1.20 

29 .lf a student did not remember information I gave in a previous lesson, 

I would know how to increase his/her retention in the next lesson. 

5.33 0.61 

30. Home and peer influences are mainly responsible for student behavior 

in school. 

4.20 1.42 

31. Teachers have little effect on stopping misbehavior when parents don't 

cooperate. 

3.60 1.35 

32. The influences of a student's home experiences can be overcome by 

good teaching. 

4.40 1.18 

33. Even a teacher with good teaching abilities may not reach many 

students. 

3.53 1.92 

34. Compared to other influences on student behavior, teachers' effects 

are very small. 

2.13 1.06 
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35. l am confident of my ability to begin the year so that students will learn 

to behave well. 36.1 have very effective classroom management skills. 

5.20 0.77 

36.I have very effective classroom management skills. 5.00 0.84 

 

When the Table 5 is analyzed in detail, item number 4 “I find it easy to make my 

expectations clear to students.”, item number 5 “I know what routines are needed to 

keep activities running efficiently.”, item number 35 “I have very effective classroom 

management skills.” and item number 36 "I have very effective classroom management 

skills.” yielded the highest mean values (respectively; 5.13, 5.20, 5.20, and 5.00). 

However, item number 34 “Compared to other influences on student behavior, teachers' 

effects are very small.” yielded the lowest mean value (2.13) yielded the lowest mean 

value. In general the mean values of the total 36 items fluctuated between 2.13 (item 

number 34) and 5.20 (items 5 and 35). The overall mean value of the novice teachers’ 

self-efficacy level were positive (M = 4.06). 

4.2. The Self-efficacy Level of Experienced Teachers 

While the one end of the school consisted of novice teachers, at the other end there 

were experienced teachers in terms of their classroom readiness.  Mean value of the 

items were calculated in the same way with novice teachers - mean value 3 was accepted 

as the cutting-point for separating low self-efficacy levels.  According to detailed 

analysis of the items in Table 6, only two items; item number 2, and item number 19 

yielded the lowest mean values (respectively: 2.90 and 2.63). Most of the items 

generated 4 and higher mean values which were considered as the positive indicator for 

experienced teachers’ self-efficacy level (see Table 6). 

Table 6. Detailed Descriptive Statistics of Experienced Teachers’ Self-efficacy 

Items M STD 

1. When a student does better than usual, many times it is because I 

exerted a little extra effort 

4.09 1.22 

2. If a student in my class becomes disruptive and noisy, I feel assured 

that I know some techniques to redirect him quickly. 

4.54 1.03 

3. The hours in my class have little influence on students compared to 

the influence of their home environment. 

2.90 1.04 

4. I find it easy to make my expectations clear to students. 5.27 0.78 

5. I know what routines are needed to keep activities running efficiently. 4.72 0.46 

6. There are some students who won't behave (well), no matter what I 

do. 

3.81 1.53 
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7. I can communicate to students that I am serious about getting 

appropriate behavior. 

4.72 1.10 

8.  If one of my students couldn't do an assignment, I would be able to 

accurately assess whether it was at the correct level of difficulty. 

4.81 0.98 

9. I know what kinds of rewards to use to keep students involved. 4.81 0.60 

10. If students aren't disciplined at home, then they aren't likely to accept 

it at school. 

4.81 0.75 

11. There are very few students that I don’t know how to handle. 4.45 1.12 

12. If a student doesn't feel like behaving (Well) there's not a lot teachers 

can do about it. 

3.36 1.74 

13. When a student is having trouble with an assignment, I am usually 

able to adjust it to his/her level. 

4.63 0.80 

14. Student misbehavior that persists over a long time is party a result of 

what the teacher does or doesn't do. 

4.27 1.42 

15. Student behavior in classrooms is more influenced by peers than by 

the teacher. 

4.27 1.34 

16. When a student gets a better grade than usual, it is probably because 

I found better ways of teaching that student 

4.18 0.75 

17. I don't always know how to keep track of several activities at once. 3.27 1.67 

18. When I really try, I can get through to most difficult students. 4.90 0.83 

19. I am unsure how to respond to defiant (refusing to obey) students 2.63 1.28 

20. A teacher is very limited in what can be achieved because a student's 

home environment is a large influence on achievement. 

3.27 1.55 

21 .I find some students to be impossible to discipline effectively. 3.63 1.20 

22. When the grades of my students improve, it is usually because I found 

more effective teaching approaches. 

4.18 1.07 

23. Sometimes I am not sure what rules are appropriate for my students. 3.27 1.34 

24. If a student masters a new concept quickly this might be because I 

knew the necessary steps in teaching the concept. 

4.10 0.99 

25. The amount that a student can learn is primarily related to family 

background. 

4.00 1.41 

26. I can keep a few problem students from ruining an entire class. 4.45 1.03 

27. If parents would do more with their children at home, I could do more 

with them in the classroom. 

5.00 0.89 
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28. ıf students stop working in class, I can usually find a way to get them 

back on track. 

4.45 0.93 

29 .lf a student did not remember information I gave in a previous lesson, 

I would know how to increase his/her retention in the next lesson. 

4.72 1.10 

30. Home and peer influences are mainly responsible for student 

behavior in school. 

4.90 1.04 

31. Teachers have little effect on stopping misbehavior when parents 

don't cooperate. 

4.27 1.19 

32. The influences of a student's home experiences can be overcome by 

good teaching. 

4.63 1.02 

33. Even a teacher with good teaching abilities may not reach many 

students. 

4.00 1.61 

34. Compared to other influences on student behavior, teachers' effects 

are very small. 

3.09 1.13 

35. l am confident of my ability to begin the year so that students will 

learn to behave well. 36.1 have very effective classroom management 

skills. 

5.18 0.75 

36. I have very effective classroom management skills. 4.72 0.90 

When it comes to cumulative value of the total 36 items in the questionnaire, even it is 

visible from the detailed analysis of the items in Table 6, it can be concluded that 

experienced teachers’ self-efficacy level is higher (see Table 7). 

Table 7. Overall Mean Value of Experienced Teachers’ Self-efficacy Level 

 N M Std. Deviation Std. Error Mean 

Experienced teachers 14 4.23 0.28 0.08 

4.3. The Difference between Novice and Experienced Teachers Regarding Self-

efficacy Level 

The comparison of self-efficacy levels of novice and experienced teachers were made in 

order to interpret the difference between them, if there are any, within the scope of 

independent sample t-test. The ultimate aim was to respond the third research 

question. Participants’ responds to the questionnaire were analyzed through 

independent sample t-test.   
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Table 8. Independent Sample T-Test Self-efficacy for Novice and Experienced 

Teachers 

 M F t df p SD. error 

difference 

Novice  

and Experienced teachers 

 -.17282 .095 -1.381 24 .760 .12510 

p > .05 

It is shown in Table 8 that the significance level of difference is low, which meant that 

there was not an important difference between novice and experienced teachers in 

terms of their self-efficacy. Since in the literature, it is underlined that the t-test 

significance value should be lower than .05 (p > .05) in order to interpret the meaningful 

significance between two groups (Pallant, 2010). However, in the case of the present 

study the significance value was .760 (p > .05), so there was not a meaningful difference 

between novice and experienced teachers’ self-efficacy level. 

And also there was not any significant differences between novice and experienced 

teachers’ self-efficacy levels when the items were categorized into three groups as 

personal teaching, external influence and classroom management/ discipline. Items 

related to personal teaching were it1, it8, it13, it16, it22, it24, and it29 (p > .05). Items 

related to external influences were it3, it6, it10, it12, it15, it20, it21, it25, it27, it30, it31, 

it32, it33, and it34 (p > .05). Items related to classroom management /discipline are it2, 

it4, it5, it7, it9, it11, it17, it18, it19, it23, it26, it28, it35, and it36 (p > .05). 

Table 9. Independent Sample T-Test Question Groups 

Question Groups M F t df p Std. error 

Difference 

Personal Teaching .004 .523 .019 24 .476   .255 

External ınfluences -.466 3.218 -1.784 24 .085   .261 

Classroom 

management/Discipline 

.013 .017 .103 24 .896   .133 

Summary  

With the aim of finding answers to the research question, questionnaire was conducted 

to the participants to gather data. An independent sample t-test was employed to 

analyze the data to compare the self-efficacy levels for novice and experienced teachers. 

There was no significant difference in scores for novice (M = 4.06, SD = 0.33) and 

experienced teachers (M = 4.23, SD = 0.28; t (30) = -1.38, p = .76). 
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5. Discussion  

There are abundant studies in the literature regarding the relation between classroom 

management and self-efficacy: however, it is possible to talk about a shortage of 

research studies in terms of investigating the concerned issue from the point of teachers’ 

readiness and self-efficacy for both novice and experienced teachers and their 

comparison. And this study was conducted to address this gap in the literature. 

Although in the beginning of the study, it was supposed to discover any kind of 

differences between novice and experienced teachers’ self-efficacy level to comment on 

their readiness for managing their 21st century classrooms, no differences were observed 

in the present study. It is possible to mention about a consensus in literature in a big 

proportion on the concrete differences between novice and experienced teachers 

(Gatbonton, 1999; Hattie, 2003; Livingston & Borko, 1989; Wolf, Bogert, Jarotka, and 

Boshuizen, 2015; Tschannen-Moran & Hoy, 2001). 

According to Bandura (1977), experienced teachers have adequate effective expertness, 

and that is why it is easy for them to overcome the encountered problems. Even Al-

kresheh (2020) suggests benefitting from pictures to teachers for overcoming speaking 

anxiety problems of learners and this way they may strengthens their seldf-efficacy. 

Since, they may handle one of the most severe problems in ELT contecxt for novice 

teachers. Dweck (2000) underlined that it is painless process for experienced teachers 

to solve that kind of problems such as speaking anxiety, writing problems, managing 

the classrom atmosphere in the immediate classroom environment, while it can be 

stressful and burdensome for novice teachers. Opposite to Bandura (1977) and Dweck 

(2000), Henson (2001) claims that novice teachers may also demonstrate enactive 

mastery in the classes though they lack of experience in terms of years. Novice teachers 

may reach the success in readiness for 21st century classrooms if they have the required 

positive beliefs. 

While some scholars claim that there is a striking difference between novice and 

experienced teachers’ self-efficacy level (Bandura, 1977; Daloğlu, 2002; Dweck 2000), 

some other scholars claim that there is not  such a difference as novice teachers can 

handle the possible upcoming problems with their positiveness, beliefs, knowledge, and 

proper classroom practices (Al-kresheh, 2020; Henson, 2001; Yılmaz, 2013) 

 In line with the study of Yılmaz (2004), any differences between novice and experienced 

teachers’ self-efficacy level were not discovered in the present study. Even the results 

were categorized under three headings: Personal Teaching, External Factors and 

Classroom Management and Discipline, and the significant difference (p) was 

respectively p = .47, p = .08, and p = .89, which means that there are not any differences 

even the categories when the novice and experienced teachers were compared.  
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6. Conclusion  

In conclusion, this study contradicted with the literature since in the literature 

meaningful differences between novice and experienced teachers in terms of self-

efficacy regarding readiness were generally reached at the most of the studies. However, 

the result is vice-versa in the present study. Self-efficacy levels of teachers in both groups 

were too close to each other in the context of study. So, it is possible to comment on the 

issue of balanced self-efficacy level of novice and experienced teachers.  

6.1. Implications and Suggestions 

The results of the present study suggests avoiding from prejudice towards novice 

teachers. Since novice teachers’ abilities are not trusted or consulted in the beginning 

years. However, this study suggests even novice teachers’ may become self-efficient 

educators in the beginning years as they may have gotten related lessons and practices 

in their bachelor degree and their knowledge are fresh. And they may insist on trend 

methods which are encouraging for both students and teachers, also enabling smooth 

classroom management.   One another implication is that analyzing only self-efficacy of 

teachers’ and decide on their readiness is not a fair practice.  On condition that the aim 

is to have thorough investigation of teachers’ readiness level, teachers’ knowledge, usage 

of language skills, and personality should be exposed to the lens of microscopy 

(Gabrielatos, 2002). 

In order to gather data, self-report instrument was employed in the study, but it is 

strongly advisable to conduct a mixed method study and even employing regular 

classroom observation sessions with the participant teachers to see whether there is a 

mismatch between teacher’s understanding and actual practices. This way also enables 

methodological triangulation which makes possible to place all pieces of the puzzle and 

ensure the reliability.  Also it is beneficial to analyze the teachers from students’ 

perspectives in the further studies. 
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Exploring Instructors’ Attitudes Towards Multicultural Groups of Students in 

Higher Education 
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Abstract 

This study aimed to explore the instructors’ attitudes towards multicultural groups of 

students in higher education in a foreign language teaching context and to determine 

whether their attitudes differed significantly in terms of demographical variables such 

as gender, experience and educational status. In order to fulfill this, Teacher 

Multicultural Attitude Survey (TMAS) was conducted as the data collection tool. Thirty-

nine English language teaching instructors working at different universities in Turkey 

participated in this study. The findings showed that the participants had positive 

attitudes towards multicultural groups of students. It was also found out that although 

there was a statistically difference in the participants’ attitudes towards multicultural 

groups of students in terms of their level of education, there was no statistically 

difference in their attitudes towards multicultural groups of students in terms of gender 

and years of experience. The findings were discussed, and suggestions were made for 

further research.  

Keywords: multiculturalism, multicultural education, instructors’ attitudes 

 

1. Introduction 

People move from one place to another very easily thanks to the advances in 

transportation, technology and trade or serious problems like wars, natural disasters or 

diseases force people to move to another county to survive, so people from different 

countries live in the same society for these reasons, which causes diverse cultures 

interrelate with each other. Moreover, thanks to technology, they can also contact with 

each other, which lets them interchange opinions and learn about different ways of life. 

Although culture is supposed to constitute the identity of a country by setting it apart 

from other countries, in today’s world, it is almost impossible for some countries to form 

a population adopting the same culture or not to communicate with people from 

different cultures. This situation has affected the nature of culturally homogenous 

classes to a great extent as there are more and more students from diverse cultures 

studying in the same class. As a result, multicultural education has gained more 

importance.  
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2. Literature Review 

Multicultural education refers to “a reform movement designed to change the total 

educational environment so that students from diverse racial and ethnic groups, both 

gender groups, exceptional students, and students from each social-class group will 

experience equal opportunities in schools, colleges, and universities” (Banks, 1997, p 

435). Another comprehensive definition suggested by Kaya and Aydin (2013) is that it is 

the reform movement which aims to guarantee that all students experience equal 

education and to provide equal educational circumstances for all students irrespective 

of religion, gender, race, culture, social class, and language. In this study, the education 

of culturally and linguistically diverse students was taken into account, which limited 

the operational definition of multicultural education.  

According to Basbay and Bektas (2009), racial, biological, religious, sexual, political, 

cultural, and economic differences of students have to be accepted and perceived as 

richness by teachers and courses should be arranged accordingly for a better learning 

and teaching atmosphere. Moreover, not only students but also materials for courses 

can bring different cultural elements to classes. Especially in English classes, as culture 

cannot be separated from the language taught in the class, any kinds of examples or 

materials obtained from native speakers will introduce the culture of that language to 

the class in depth (Cakir, 2006). Teachers are also one of the indispensable parts of 

education, so their attitudes and professional preparedness affect the success in formal 

education (Costa, 1997). Tonbuloglu, Aslan and Aydın (2016) state that as a result of this, 

qualities of teachers and multicultural elements they possess have gained more 

importance; hence according to Faltis (cited in Tonbuloglu et al., 2016),  it is important 

to identify perceptions of teachers towards multiculturalism since they are in charge of 

organizing learning environments for students.  

Regarding multicultural education, National Association for Multicultural Education 

(NAME) (2014) states that 

a) Schools have a crucial role in developing all students' attitudes and values 

which a democratic community demands,  

b) It embraces diverse cultural values and pluralism,  

c) It supports the improvement of social justice and prevents discrimination of 

anybody in schools and in the community,  

d) All practices and policies conducted in schools have a positive impact on 

students’ knowledge and skill levels, 

e) Students participate not only actively but also equally in all institutions and 

organizations, 

f) It is a process that heartens teachers and students to critically examine the 

today’s world, in which power and domination get the control. 
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Many researchers have conducted studies on multicultural education in different 

contexts in Turkey. To start with, Yilmaz (2019) carried out a study with 194 instructors 

teaching Turkish to international students and he found out that these instructors 

found teaching multicultural students rewarding. In another study conducted by 

Karacabey, Ozdere and Bozkus (2019), 248 teachers teaching Turkish to Syrian 

immigrants in Sanlıurfa were reported to have positive attitudes towards multicultural 

education.  

Apart from Turkey, there are lots of researchers studying multicultural education 

around the world, and James (2004) is one of them. She revealed that although the 

elementary teachers she worked with had positive attitudes towards cultural diversity 

generally, they felt that their pre-service experiences and trainings to teach culturally 

diverse students were not enough. Moreover, they reported that in-service trainings in 

this field were not sufficient. Another study by Wang and Myers (2007) discovered that 

the volunteer teachers in elementary or secondary schools in Canada identified working 

with culturally diverse students as rewarding for both their students and the teachers 

themselves since while the students had learnt a lot from their peers with different 

cultural backgrounds, the teachers had the chance to raise much of their awareness 

thanks to these students. Gomez (2013) conducting a study with 112 elementary school 

teachers in San Diego aimed to examine their self-perceived levels of cultural 

proficiency and the extent to which these are associated with their reflective and 

educational practices. She found out differences in the educational practices of the 

teachers reporting high levels of cultural proficiency, medium levels of cultural 

proficiency, and low levels cultural proficiency. 

In terms of gender and seniority, Ozdemir and Dil (2013) and Yilmaz (2019) did not find 

a significant difference in the teachers’ attitudes towards multicultural education in 

their contexts. However, Ozdemir and Dil (2013) demonstrated that the types of 

faculties they graduated from caused a significant difference in their attitudes. Similar 

results related to gender were found by Yazici, Basol, and Toprak (2009) and Bulut and 

Basbay (2014), but Yazici et al. (2009) found out that the teachers with fewer years of 

teaching experience were more positive than others. When we consider teachers’ level 

of education, Tore (2020) discovered that 280 Turkish teachers with different levels of 

education differed significantly in their attitudes towards multiculturalism. 

3. Methodology 

3.1.  Purpose of the Study  

Due to the rapid change in Turkish population as a result of mass immigration from 

different countries, the importance of multicultural education has been realized, so a 

lot of studies related to attitudes and perceptions of prospective teachers on 

multicultural education in Turkey have been carried out (Aslan, 2019), but there are still 

very few studies on this subject in higher education institutions dealing with English 
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language teaching. Therefore, unlike other studies, this study aims to explore the 

instructors’ attitudes towards multicultural groups of students in higher education in a 

foreign language teaching context. Moreover, this study also tries to investigate if the 

instructors’ attitudes towards multicultural groups of students differ significantly in 

terms of gender, years of teaching experience, and level of education.  

3.2. Participants and Setting 

The participants of this study were thirty-nine English language teaching instructors 

working at different universities in Turkey, and besides Turkish students, they also have 

a lot of international students coming from different countries such as Syria, Somalia, 

Afghanistan, Turkmenistan, Nigeria, Iraq, Kazakhstan in their English classes. The 

selection of the participants was made by using convenience sampling strategy because 

of the time limitations. This study gives importance to the variety of the participants' 

gender, experience and educational status to highlight the diversity of their perceptions 

towards multicultural education. 

The participants’ demographic information, which shows the details about their gender, 

years of teaching experience and level of education, is revealed below. 

Table 1. Gender of the Participants 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

 

Valid 

 

Male 
13 33,3 33,3 33,3 

Female 26 66,7 66,7                  100,0 

 

Total 

 

39 

 

100,0 

 

100,0 
 

 

As seen in Table 1, while thirteen of the participants are male, twenty-six of them are 

female.  

 

 

   Table 2. The Participants' Years of Teaching Experience 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1-5 2 5,1 5,1 5,1 

6-10 20 51,3 51,3 56,4 

11-15 9 23,1 23,1 79,5 

16-20 6 15,4 15,4 94,9 

21-25 2 5,1 5,1 100,0 

Total 39 100,0 100,0  
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Table 2 indicates that the participants’ seniority has varied between 1 and 25 years, but 

the majority of them have 6-10 years of teaching experience. They have been teaching 

English at different universities in Turkey.  

Table 3. The Participants' Level of Education 

 Frequency Percent Valid Percent Cumulative Percent 

Valid BA 14 35,9 35,9 35,9 

MA 10 25,6 25,6 61,5 

PhD (in 

progress) 
13 33,3 33,3 94,9 

PhD 2 5,1 5,1 100,0 

Total 39 100,0 100,0  

 

When the distribution of the instructors depending on their educational status has been 

examined in Table 3, we can see that the majority of them are graduates of a bachelor’s 

degree. In addition, while ten instructors finished their master’s degrees, thirteen of 

them are going on their PhD studies. Only two of the participants are graduates of a 

PhD programme.  

3.3.  Data Collection Instruments  

The research adopted a quantitative research approach, and according to Creswell 

(2003, p. 18), quantitative research methods “employ strategies of inquiry such as 

experimental and surveys and collect data on predetermined instruments that yield 

statistical data.” 

A written survey called Teacher Multicultural Attitude Survey (TMAS) by Ponterotto, 

Baluch, Greig and Rivera (1998) was used as the data collection tool. Moreover, a 

personal data form was added to get more detailed information about the participants.  

3.3.1. Teacher Multicultural Attitude Survey (TMAS)  

The TMAS was the data collection tool chosen  in this study because it has been widely 

used since its development by Ponterotto et al. (1998) to measure teachers’ cultural 

awareness when engaged in teaching multicultural students (Ullery, 2016; Bangura, 

2018; Athanasopoulou, Tsitsas, Psalti, Yotsidi & Kounenou, 2018; Grisdale, 2019).  It uses 

a five-point Likert scale, with responses ranging from (1) ‘Strongly Disagree’ to (5) 

‘Strongly Agree’. The participants graded their response as ‘Strongly Agree’, ‘Agree’, 

‘Unsure’, ‘Disagree’ and ‘Strongly Disagree’ to the statements about their attitudes 

towards multicultural education.  

Originally, the TMAS is comprised of 20 items, but one of the statements (It is the 

teacher’s responsibility to invite extended family members (e.g., cousins, grandparents, 

godparents, etc.) to attend parent-teacher conferences.) was removed as it was not 
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appropriate in the context of higher education. Several items were reverse scored. 

Cronbach’s Alpha was calculated revealing the value to be ,742, and the internal 

consistency of the survey was checked.  

Twenty-three of the instructors participating in the study work at the same university, 

so before the study, the school management gave permission and approval to study with 

them. In addition, sixteen instructors from different universities participated in the 

study via Goggle Forms, and all the instructors gave their oral consent to participate in 

the study. 

At the beginning of the study, the instructors were informed about the purpose of this 

study, which was to explore their attitudes towards multicultural groups of students in 

higher education in a foreign language teaching context. In relation to these, they were 

told that they were going to fill in a survey.  

3.4.  Data Analysis 

The quantitative data provided by the TMAS were analyzed quantitatively by using SPSS 

22 (Statistical Package for Social Sciences) computer program. Numeric values were 

utilized to enter every response of the instructors to each item in the survey into the 

program. The means and standard deviations of the items were calculated, and 

negatively worded items were coded reversely. 

To see the differences in the participants’ attitudes towards multicultural groups of 

students in higher education in a foreign language teaching context in terms of gender, 

Independent Samples T-test was used and to explore these differences in terms of years 

of experience and level of education, One-way ANOVA was employed. The results were 

shown on tables.  

4. Findings and Results 

Research Question 1: What are the instructors’ attitudes towards multicultural groups 

of students? 

Table 4. Descriptive Statistics for the Items in the TMAS  

 X SD 

11. I can learn a great deal from students with culturally different 

backgrounds. 
4,53 0,60 

 

2. Teaching methods need to be adapted to meet the needs of a culturally 

diverse student group. 

4,43 0,68 

 

17. Regardless of the racial and ethnic make up of my class, it is important for 

all students to be aware of multicultural diversity. 

4,41 0,67 

 

19. Teaching students about cultural diversity will only create conflict in the 

classroom. 

4,35 0,87 
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5. Multicultural awareness training can help me work more effectively with a 

diverse student population. 

4,30 0,61 

 

13. In order to be an effective teacher, one needs to be aware of cultural 

differences present in the classroom. 

4,30 0,69 

 

4. Teachers have the responsibility to be aware of their students’ cultural 

backgrounds. 

4,23 0,80 

 

16. I am aware of the diversity of cultural backgrounds of the students I am 

working with. 

4,23 0,74 

 

12. Multicultural training for teachers is not necessary. 
4,15 1,03 

 

1. I find teaching a culturally diverse group rewarding. 
4,07 0,83 

 

8. I believe the teacher’s role needs to be redefined to address the needs of 

students from culturally different backgrounds. 

4,00 0,68 

 

10. As classrooms become culturally diverse, the teacher’s job becomes 

increasingly rewarding. 

3,87 1,00 

 

9. When dealing with bilingual students, some teachers may misinterpret 

different communication styles as behavior problems. 

3,76 1,01 

 

7. As classrooms become more culturally diverse, the teacher’s job becomes 

increasingly challenging. 

3,71 1,16 

 

18. Being multiculturally aware is not relevant for the students I teach. 
3,61 1,16 

 

3. Sometimes I think there is too much emphasis placed on multicultural 

awareness and training for teachers. 

3,35 0,98 

 

6. It is not the teacher’s responsibility to encourage pride in one’s culture. 
3,35 1,03 

 

14. Students should learn to communicate in English only. 
3,33 1,28 

 

15. Today’s curriculum gives undue importance to multiculturalism and 

diversity. 

3,02 1,06 

Total Mean 3,95 0,38 

Note: X= Mean, SD = Standard Deviation. 

X represents the average score on a five-point Likert scale (1 = Strongly disagree, 2 = 

Disagree, 3=Unsure, 4 = Agree and 5= Strongly Agree) 

 

Table 4 presents the means and standard deviations of the items in the TMAS with their 

reverse coded forms.  When we have a close look at the instructors’ attitudes, we can 
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see that the highest mean belongs to Item 11 (I can learn a great deal from students with 

culturally different backgrounds.) (X=4,53, SD=0,60), and Item 15 (Today’s curriculum 

gives undue importance to multiculturalism and diversity.) has the lowest mean (X=3,02, 

SD=1,06). The total mean score is X=3,95 (SD=0,38). As a result, it can be stated that the 

instructors participating in the research have positive attitudes towards multicultural 

groups of students. 

 

Table 5. Frequencies and Percentages in the TMAS 

 

 Strongly 

Disagree 

Disagree Unsure Agree Strongly 

Agree 

 f % f % f % F % f % 

Item 1 0 0 2 5,1 6 15,4 18 46,2 13 33,3 

Item 2 0 0 0 0 4 10,3 14 35,9 21 53,8 

*Item 3 1 2,6 6 15,4 15 38,5 12 30,8 5 12,8 

Item 4 0 0 2 5,1 3 7,7 18 46,2 16 41,0 

Item 5 0 0 0 0 3 7,7 21 53,8 15 38,5 

*Item 6 2 5,1 4 10,3 17 43,6 10 25,6 6 15,4 

Item 7 2 5,1 4 10,3 9 23,1 12 30,8 12 30,8 

Item 8 0 0 1 2,6 6 15,4 24 61,5 8 20,5 

Item 9 1 2,6 4 10,3 7 17,9 18 46,2 9 23,1 

Item 10 0 0 6 15,4 4 10,3 18 46,2 11 28,2 

Item 11 0 0 0 0 2 5,1 14 35,9 23 59,0 

*Item 12 2 5,1 0 0 6 15,4 13 33,3 18 46,2 

Item 13 0 0 1 2,6 2 5,1 20 51,3 16 41,0 

*Item 14 5 12,8 4 10,3 11 28,2 11 28,2 8 20,5 

*Item 15 2 5,1 2 5,1 2 5,1 8 20,5 4 10,3 

Item 16 0 0 1 2,6 4 10,3 19 48,7 15 38,5 

Item 17 0 0 0 0 4 10,3 15 38,5 20 51,3 

*Item 18 3 7,7 4 10,3 6 15,4 18 46,2 8 20,5 

*Item 19 0 0 2 5,1 4 10,3 11 28,2 22 56,4 

*Reverse coded items 
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As shown in Table 5, more than half of the participants strongly agreed with Item 11 (I 

can learn a great deal from students with culturally different backgrounds.) (f=23, %=59), 

Item 2 (Teaching methods need to be adapted to meet the needs of a culturally diverse 

student group.) (f=21, %=53,8), and Item 17 (Regardless of the racial and ethnic make up 

of my class, it is important for all students to be aware of multicultural diversity.) (f=20, 

%=51,3). They also agreed with Item 8 (I believe the teacher’s role needs to be redefined 

to address the needs of students from culturally different backgrounds.) (f=24, %=61,5), 

Item 5 (Multicultural awareness training can help me work more effectively with a diverse 

student population.) (f=21, %=53,8), and Item 13 (In order to be an effective teacher, one 

needs to be aware of cultural differences present in the classroom.) (f=20, %=51,3). 

Therefore, the participants’ positive attitudes towards multicultural groups of students 

are proven with these figures, too. 

Table 5 also shows the items the participants were not sure about. 17 participants 

(43,6%) were  unsure about Item 6 (It is not the teacher’s responsibility to encourage 

pride in one’s culture.) while 15 of them (38,5%) reported that they were not sure about 

Item 3 (Sometimes I think there is too much emphasis placed on multicultural awareness 

and training for teachers.) Moreover, a group of participants (f=11, %=28,2) indicated 

that Item 14 (Students should learn to communicate in English only.) was another one 

which they were not sure about.  

Research Question 2: Do their attitudes towards multicultural groups of students 

differ significantly in terms of… 

a. gender? 

b. years of teaching experience? 

c. level of education? 

Table 6. Group Statistics for Gender Differences 

 

Gender N Mean Std. Deviation Std. Error Mean 

Mean Male 13 3,89 0,34 ,09562 

Female 26 3,97 0,40 ,08012 

 

Table 7. T-test Results for Gender Differences 

 

 

Levene's Test for Equality of 

Variances 

T-test for Equality 

of Means 

 F Sig. t df 

Mean Equal variances 

assumed 
,776 ,384 -,613 37 

Equal variances not 

assumed 

 
-,649 28,112 
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Although Table 6 highlights that the mean of the female instructors’ attitudes towards 

multicultural groups of students is slightly higher than the mean of the male instructors, 

Table 7 indicates that there is no statistically difference in their attitudes in terms of 

gender with regard to the cut-off point of the 0.05 level of significance.  

Table 9. Results of One-Way Variance Analysis for Years of Experience 

When Table 8 is examined, although there are some minor differences, we can see that 

that the instructors with 1-5 years of teaching experience have the highest mean score 

in terms of attitudes towards multicultural groups of students (X=4,18), which is 

followed by the instructors with 11-15 years of teaching experience (X=4,04), but Table 9 

shows that there is no statistically difference in the participants’ attitudes towards 

multicultural groups of students in terms of  their years of experience with regard to the 

cut-off point of the 0.05 level of significance. 

 

Table 10. Descriptive Statistics for Level of Education 

Education N Mean Std. Deviation Std. Error 

BA 14 3,73 0,28 ,07614 

MA 10 3,77 0,32 ,10141 

PhD (in 

progress) 
13 4,29 0,29 ,08183 

PhD 2 4,15 0,14 ,10526 

Total 39 3,95 0,38 ,06177 

 

Table 8. Descriptive Statistics for Years of Experience 

Experience N Mean Std. Deviation Std. Error 

1-5 2 4,18 0,85 0,60 

6-10 20 3,91 0,43 0,09 

11-15 9 4,04 0,32 0,10 

16-20 6 3,88 0,23 0,09 

21-25 2 3,92 0,11 0,07 

Total 39 3,95 0,38 0,06 

Experience Sum of Squares df Mean Square F Sig. 

Between Groups ,251 4 ,063 ,395 ,811 

Within Groups 5,404 34 ,159   

Total 5,655 38    
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Table 11. Results of One-Way Variance Analysis for Level of 

Education  

Education 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
2,608 3 ,869 9,984 ,000 

Within Groups 3,047 35 ,087   

Total 5,655 38    

Table 10 demonstrates that the instructors studying at a PhD Programme have the 

highest mean score (X=4,29) followed by the ones with a PhD degree (X=4,15), the ones 

with an MA degree (X=3,77) and the instructors who are the graduates of a BA 

Programme (X=3,73) respectively. Consequently, as seen in Table 11, there is a 

statistically difference in the participants’ attitudes towards multicultural groups of 

students in terms of their level of education since the result of the analysis is below the 

0.05 level of significance.  

5. Discussion and Conclusion 

According to the findings, the instructors participating in the study were found to have 

positive attitudes towards multicultural groups of students; therefore, it can be 

concluded that they teach students from different cultures amicably and this is in line 

with some of the studies conducted in different contexts (James, 2004; Yilmaz, 2019; 

Karacabey et al., 2019). 

In this study, it was found that the highest scored item was Item 11 (I can learn a great 

deal from students with culturally different backgrounds.) (X= 4,53, SD=0,60), and 

another study conducted by Wang and Myers (2007) revealed the same finding as this 

was one of the items with which all the participants agreed or strongly agreed, so it can 

be concluded that the instructors in both studies may be open to learn and harmonize 

with new cultures they encounter.   

Another quantitative finding of this study was that the lowest mean belonged to Item 

15 (Today’s curriculum gives undue importance to multiculturalism and diversity.) 

(X=3,02, SD=1,06) followed by Item 14 (Students should learn to communicate in English 

only.) (X=3,33, SD=1,28), Item 6 (It is not the teacher’s responsibility to encourage pride 

in one’s culture.) (X=3,35, SD=1,03), and Item 3 (Sometimes I think there is too much 

emphasis placed on multicultural awareness and training for teachers.) (X=3,35, 

SD=0,98). Item 3 and Item 15 were found to be the ones with lower means (X=3,93, SD 

= 96, 91) in another study conducted by Gomez (2013). It seems that the instructors are 

aware of the importance of multicultural components and diversity issues in the 

curriculum to some extent and appreciate trainings related to multiculturalism. 

However, as it is known that the participants were not sure about Item 14, Item 6, and 
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Item3, which are among the items with lower means, we can say that there is also a lack 

of sufficient information on multiculturalism and diversity in this context. Yazici et al. 

(2009) verified this deduction by stating that the level of knowledge about the concepts 

and discussions related to multicultural education is not satisfactory in Turkey, so 

further trainings are needed to address this issue (Karacabey et al., 2019). 

Quantitative data showed that there was no statistically difference in the participants’ 

attitudes towards multicultural groups of students in terms of their gender and years of 

experience in this study. Ozdemir and Dil (2013) and Yilmaz (2019) supported this 

finding as they also did not find a significant difference in the teachers’ attitudes 

towards multicultural education in terms of gender and seniority in their contexts. 

Similar supportive results related to the gender was found by Yazici et al. (2009) and 

Bulut and Basbay (2014). In the light of these findings, it can be concluded that 

demographic changes such as gender or years of experience do not affect attitudes of 

instructors or teachers towards multicultural groups of students significantly.  

Finally, this study demonstrated that there was a statistically difference in the 

participants’ attitudes towards multicultural groups of students in terms of their level 

of education and this finding was supported with the same results from different 

studies. For example, Yazici et al. (2009) and Tore (2020) discovered a statistically 

significant difference in terms of the teachers’ level of education. However, Ozdemir 

and Dil (2013), Yilmaz (2019), and Aslan (2019) reported that the teachers’ perceptions 

towards multicultural education were found to be similar in terms of educational status 

in their contexts. As a result, although there are some contradictory findings, it can be 

deduced that the more knowledgeable the instructors become, the more openness and 

tolerance they acquire towards multiculturalism and diversity.  

6. Suggestions 

Findings suggest that multiculturalism is a new term and education in multiculturalism 

lacks in the curriculum of teacher education in Turkey. Moreover, teaching methods 

need to be reorganized with regard to the needs of culturally diverse groups of students 

and prospective instructors or teachers should be provided with trainings or courses 

before graduating from their universities, so it can be said that faculty members have a 

lot to do in this respect.  

As teaching is also a never-ending learning process, there should be in-service trainings 

about multiculturalism and diversity to keep teachers or instructors up to date with this 

issue and aware of individual differences in their classes.  

Another study with a larger number of participants should be conducted in this context 

because the findings may not be generalized to other settings because of the small 

sample size of this study. 

Both qualitative and quantitative data collection instruments should be conducted in 

other studies to get more detailed information about class atmosphere, students’ 
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perceptions towards other cultures and practices related to culture teaching during 

lessons.  
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Educating Children to Re-Shape Their Future 

 

Judith Johnson-Kozuru1 

Abstract 

We are currently witnessing the failure of many of the here-to-fore accepted social, 

health, education and economic systems. It is clear that these systems, foster 

corruption, create inequity and sustain injustice. Now is the time to initiate changes 

that will heal and save the planet. The foundation of these changes must be education. 

From quantum physics, we know that there is an invisible energy radiating from a thing 

or person—a Field. The ancient word for Field is Spirit. Teachers, parents and children 

must understand, first of all, that each of us is a generating field (spirit) and that we 

influence the world around us. We can heal and change the world through our united 

conscious spirituality and constructive actions. The best place to start these actions is 

at the grassroots level, working to achieve the U.N. Sustainable Development Goals. 

This presentation will discuss the relationship between the development of the human 

Field and selected Sustainable Development Goals. It will describe how to incorporate 

this knowledge in the home, school and community. 
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Theoretical Context of the Constructs Executive Functioning and 

Metacognition 

 

Iveta Kovalčíková1 

Ivana Runčáková2 

Abstract 

In the paper the concepts of executive functioning and metacognition in a comparative 

frame of reference are presented. Based on the analysis of the literature, it can be 

concluded that both constructs are closely related to self-regulatory potential of the 

individual. The construct of self-regulation is perceived in the literature as a behavioral 

manifestation of both metacognitive abilities and executive functioning. Self-regulation, 

and thus the level of executive functioning as well as the quality of metacognitive 

abilities, is an influential factor in the ability to learn. We anticipate that the results of 

comparative analysis of constructs could contribute to operational definitions of 

executive functioning and metacognition in subsequent empirical research not only in 

the pedagogical sciences. 

Keywords: Executive functioning. Metacognition. Self-regulation  

 

Introduction 

The subject of current research is also dedicated to cognitive determinants of the ability 

to learn. In the school context, cognitive characteristics are those personality traits that 

allow the student to learn, that is, to acquire knowledge, develop abilities, skills and 

competencies. The cognitive characteristics that are necessary for learning are therefore 

processes that construct knowledge, ie - knowledge constructing functions (KCF). KCF 

can be divided into three groups: 1. cognitive processes, 2. executive processes, 3. 

metacognitive processes. 

Cognitive processes 

The cognitive process is an activity of the organism through which information from 

the outside and inside world is received and processed. With the help of cognitive 

processes, sensory stimuli are processed, reduced, stored and used, which is 

subsequently reflected in behavior (Kovalčíková, et al., 2015). Cognitive processes 

include perception, memory, understanding, speech, decision making, problem solving. 
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Understanding the process e.g. such as attention, memory, inhibition is essential for 

understanding how a child develops, thinks, and learns. Among the higher cognitive 

processes, the cognitive psychologists include, for example, speech, decision-making, or 

executive functions. Such a delimitation represents a rather wide range of processes. It 

is often difficult to determine how they are hierarchically activated during cognitive 

performance. Especially with regard e.g. to decision-making processes, which represent 

a higher level of information processing, superior to sensory and perceptual processes. 

The subject of our attention will be higher cognitive processes, also called executive 

functions. 

Executive processes – executive functioning 

Executive functioning is a concept found in the research of neuropsychological sciences, 

it is a neuropsychological construct (Ahmed, Miller 2011; Banisch 2009; Barkley 1997; 

Brownell 2009; Carlson, Zelazo, Faja 2013; Denckla 1996; Koukolík 2012). Based on the 

analysis of the definitions of the executive function / executive functioning construct 

represented in the literature, the authors can be divided into two blocks of opinion: 

Executive functions defined as management functions 

The first opinion group is represented by authors who assign a higher order managerial 

function to the construct of an executive functioning (Brown, 2006; Burgess, 2004; 

Lehto et al., 2003; Mc Closkey, Perkins & Van Divner, 2008; Miyake et al., 2000). The 

authors agree that the executive functioning of an individual is a mechanism that 

controls cognitive functions and ensures the interplay and organization of cognitive 

functions. A representative definition of a construct within this opinion group is e.g. the 

definition of McCloskey, Perkins and van Divner (2008), who, in the context of executive 

functioning, address of the ability of meaningful, organized, regulated, strategic and 

targeted processing of stimuli of perception, emotions, thoughts and actions. It is thus 

a central level of mental functioning that ensures the interconnection and organization 

of cognitive functions. 

Executive functions defined as processes of self-regulation 

The second group of views is represented by authors who define executive functioning 

as cognitive processes that directly support self-regulatory processes (Ahmed & Miller, 

2011; Barkley, 1997; Brown, 2006; Brownell, 2009; Carlson, Zelazo & Faja, 2013). In other 

words, they are processes through which the self-regulation of an individual is possible. 

Executive functioning is understood as a system of actions directed in relation to 

oneself. E.g. attention is a cognitive process. The control of (one's own) attention is an 

executive process, it requires self-regulation. In this opinion group, executive 

functioning is not considered superior, but rather is perceived as equivalent in relation 

to other cognitive functions. Within this stream of opinion, executive functions are 
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considered to be the constituents of complex mental processes such as problem solving, 

strategy formation or adaptive behavioral regulation. 

Both groups of authors agree that executive functions (1) are considered to be functions 

of a cognitive nature, (2) they are focused on the ability of self-regulation, (3) they 

ensure the interconnection and organization of cognitive functions. Some authors do 

not explicitly emphasize their management function. 

Executive functioning and learning  

The ability to learn means that the student is also able to plan, select, organize and 

hierarchize the importance of information. Imagine a situation where a student comes 

home from school and needs to do his homework. An adequate level of executive 

functioning and self-regulation is essential: the student must plan what to do, how to 

proceed, he needs to think strategically. If a student has more tasks to do and it is not 

possible to complete them all, he / she must solve the most important ones - distinguish 

between the tasks needed for tomorrow / next week - prioritization is needed, the 

student must do time management. Next, student needs to control own attention; 

suppress external distractors, that is, in other words, inhibit what is not important at 

this time. In connection with the above in Table 1, the structure of executive functioning 

according to Meltzer (2014) is presented. The author defines the components of 

executive functioning: storing and manipulating information in working memory, self-

control and self-monitoring, goal setting, planning, setting priorities, flexible 

organization and management. 

Table 1 – Components of executive functioning by Meltzer (2014). 

 

(Source: own processing according to Meltzer 2014). 

Metacognition, metacognitive processes  

Metacognition is a construct discussed in the pedagogical sciences. As in the case of 

executive functioning, it concerns self-regulation. Metacognition is understood as: 

acquiring knowledge about one's own thinking (Helus, Pavelková, 1992), knowledge 

(Brown 1978; Flavell 1976; Kluwe 1982; Wilson 2010;), monitoring, regulation (Brown 

1978; Bransford et al., 2000; Halpern, 2014; Vygotsky, 1978; Zelina, 2017), but also 
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reflection and evaluation of one's own cognitive processes (Bransford et al., 2000; 

Průcha, Walterová, Mareš, 1995; Zelina, 2017; Halpern, 2014; Vygotsky, 1978; Sedláková, 

2004 Tobias, Everson, 2000; Skemp, 1979; Piaget et al., 1976). 

In general, it can be stated that the above understandings apply to individual stages of 

metacognitive processes: (1) on the basis of acquiring knowledge about one's own 

cognitive (2) knowledge about one's own cognitive processes is developed, this 

knowledge enables their (3) monitoring and regulation, and also (4) reflection and 

evaluation of the effectiveness of one's own knowledge. The definitions of above 

mentioned authors and their interpretations of the term metacognition emphasize one, 

several or all of the above procedural aspects of cognition. 

Is the concept of executive functioning and metacognition the same or are they a 

different concepts? 

Based on the analysis presented in the previous sections of the paper, can be stated that 

the common behavioral manifestation of both constructs is the ability of self-regulation. 

Executive functioning is discussed primarily in neuropsychology (Corso et al., 2013; 

Pennequin, Sorel & Mainguy, 2010) or cognitive psychology (Anderson, 2002; Baddeley, 

2002; Barkley, 1997; Mc Closkey, Perkins & Van Divner, 2008; Norman & Shallice, 1980; 

Zelazo et al., 1997). The metacognition construct is a product of the pedagogical sciences 

(Bransford et al., 2000; Halpern, 2014; Tobias & Everson, 2000). The common feature of 

both constructs is their connection with the prefrontal cortex. According to a review of 

recent neuroscientific evidence from Metcalfe & Schwartz (2016) studying healthy 

adults, complex neural circuits converging in the anterior cingulate cortex (ACC) and 

PFC contribute to metacognitive information processing. Similarly, as in the studies of 

neurophysiological determinants of metacognition, in the case of research on executive 

functioning the results show that PFC is associated with executive functioning. First, 

studies in children and adults suggest that PFCs are strongly activated in tasks that 

require the involvement of executive functions (Wendelken et al., 2012). Second, 

patients with brain lesions in the prefrontal cortex showed deficits in executive 

functioning (attention, working memory, planning, inhibition, interference control, and 

decision making) (Fuster, 2008). Research shows that PFC is not a unified brain system, 

but consists of numerous neural networks (task-specific) involved in monitoring and 

control, which are equally associated with executive function and with metacognition 

(Roebers & Feurer, 2016). Both constructs are defined as multidimensional phenomena; 

consist of ingredients. Executive functioning is formed by the processes of inhibition, 

cognitive planning, attention control, cognitive flexibility; metacognition is formed, for 

example, by metacognitive knowledge, management, monitoring (Baggeta & Alexander, 

2016). As already mentioned, executive functioning and metacognitive abilities can 

affect school performance (Alloway, Alloway, 2010; Kovalčíková et al., 2015; Liew, 2012; 

Lyons, Zelazo, 2011; Marcovitch, Jacques, Boscovski, 2008; Zimmerman, 2008). 
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Executive functioning and metacognition are closely related to self-regulated learning; 

they lead to self-regulated learning. Taking into account educational, socio-interactive 

and personal aspects, self-regulatory models consider executive functioning as a mean 

of enabling self-regulation in various situations. In other words, an adequate level of 

executive functioning is a precondition for self-regulation. Hofmann, Schmeichel & 

Baddeley (2012) describe many ways in which executive functions are associated with 

self-regulation: (1) the behavioral manifestation of executive functions may be impaired 

when an individual is confronted with strong self-regulation requirements for intense 

desires and needs, (2) ) individual differences in an individual's executive functioning 

may also stimulate or limit self-regulation, meaning that good executive functioning 

allows for effective self-regulation in different situations. Metacognition and executive 

functioning have been shown to play a central role in models of self-regulation and self-

regulated learning. However, theoretical frameworks differ as to the contexts to which 

they apply. Models of self-regulated learning tend to limit the relevance of 

metacognition to (1) learning and remembering, and (2) educational or academic 

contexts, while the scope of executive functioning appears to be unlimited. Empirical 

evidence on children's executive function suggests that the construct is relevant to areas 

such as food intake (Riggs et al., 2010), leisure activities (Barker et al., 2014), social 

relationships (Nigg et al., 1999), emotion regulation (Brock et al., 2009), social 

competence (Razza & Blair, 2009), academic achievement and intelligence. Executive 

function and metacognition can be diagnosed and stimulated (Bernett 2008; Diamond, 

Lee, 2011; Meltzer, 2010). 

Summary 

Research in the field of pedagogy and psychology has recently focused on the study of 

cognitive determinants of the ability to learn, which include, in addition to cognitive 

processes, also executive and metacognitive processes. However, these are primarily 

discussed and researched in different scientific discourses. While studies on research 

into metacognitive processes appear primarily in the educational sciences and, in part, 

in educational psychology (Bransford et al., 2000; Halpern, 2014; Tobias & Everson, 

2000), studies on the executive processes of the individual are neuropsychological 

products (Corso et al. al., 2013; Pennequin, Sorel & Mainguy, 2010) and cognitive-

psychological research (Anderson, 2002; Baddeley, 2002; Barkley, 1997; Mc Closkey, 

Perkins & Van Divner, 2008; Norman & Shallice, 1980; Zelazo et al., 1997). In this 

context, the authors of cognitive-pedagogical studies (Kovalčíková et al., 2015; 

Tokuhama-Espinosa, 2011; 2019) point to the growing gap between the results of 

neuropsychological research and research into educational practice. Although both 

areas of research deal with the individual even in learning situations, the penetration of 

their discourses is minimal. The aim of the presented paper was to point out a discursive 

penetration in several scientific areas on the basis of a comparative analysis of examined 

constructs. Both constructs – executive functioning and metacognition - emphasize the 
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same neurobiological predetermination, multidimensionality and self-regulation. Both 

constructs are conceptualized as higher cognitive processes that allow us to self-

monitor, self-regulate and require the active involvement of control processes. The 

results of this theoretical analysis can serve as a starting point for further theoretical 

and empirical research analyses. 

The study is the output of the project APVV-15-0273 Experimental verification of 

programs to stimulate the executive functions of a low performing students - cognitive 

stimulating potential of mathematics and Slovak language and the induced project 

VEGA 1/0254/20 SMARTS - Slovak adaptation and pilot verification of a program to 

stimulate the executive functions and metacognitive abilities of low achievers. 
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Abstract 

Both Pakistan and Ethiopia government launched higher institution policies to 

motivate and engage higher institute faculty members to integrate research into their 

teaching practice so that both teachers and students can fully involve in resolving 

different social problems and contribute scientific knowledge academic society. 

However, both countries are having a significant number of universities which are 

generating man powers which are unproductive and uncreative for market. so by taking 

that the study compared Ethiopia and Pakistan university teachers’ perception about 

their actual practice of teaching with regard to research trend. The study involved 115 

and 65 public teachers randomly from Public Ethiopia and Pakistan universities 

respectively to attempt the online survey which consist 110 items to investigate their 

perception regarding their individual research trend and students involvement in it on 

the basis of their personal traits and profile, from the analysis results the findings 

demonstrate that Pakistan university teachers have more experience in studying abroad 

and research publication, plus their university culture and support have a substantial 

influence on teachers teaching practice in promoting research knowledge into their 

teaching to assure the quality teaching and learning and the support from the university 

is totally diverse among faculties. Thus made their perception towards their research 

and teaching practice. 

Keywords: Perception; Research; Teaching; Practice; Ethiopia; Pakistan 

 

Introduction 

Universities are continually pressured to become more productive in strengthening the 

theme of knowledge-based economies.  The role of universities shifted in 2002, after the 

establishment of League for European Research Universities (LERU), with the focuses 
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on the research-based economy that switches the role of teaching too. The stress was 

on the aim of university purposes; the academic significance of a university can be 

considered by the concord link between research and teaching (e.g., Robertson & Bond, 

2005). A close bounding between research and teaching is the two main aspects of 

universities (Elen and Verburgh 2008). The rivalry of Higher education is not only the 

national concern but the global one, in the race of world top institutions the academia 

is paying high concern to promote the research productivity at higher education. 

Barnett (2000) stated that the world is becoming super complex and that creates 

complex problems and question which urgently need to be answered (Pan et al, 2014). 

Therefore, research is the means to provoke new knowledge and teaching to make sure 

that the knowledge is being disposed of or/and spread among society.  

The extensive competition among higher institutions requires teachers to use a critical 

means of linking research and teaching for lifelong learning (Visser-Wijnveen et al, 

2012). Until the 1990s, attention was primarily paid to the correlation between being a 

good researcher and being a good teacher, generally measured by citation indices and 

student satisfaction, respectively. However, a meta-analysis (Hattie and Marsh, 1996) 

showed only a marginal correlation between these measures. Many academics were 

nonetheless convinced of the importance of the relation (Neumann 1992). They 

preferred combining research and teaching (Jensen, 1988) and considered linking 

research and teaching beneficial for their students (Elen et al. 2007). As a result, 

integrating research and teaching became an intercontinental agenda Brew (2003) 

Australia context, Woodhouse (1998) at New Zealand, (Southampton Institute, 2002; 

Brown, 2003) at the UK, and (Boyer Commission, 1998, 2001) at the United States 

context to meet the 21-century need of students (Brew, 2010) Likewise, (Hénard and 

Roseveare, 2012) suggest integrating research and teaching is the contemporary 

teaching and learning paradigm in higher institutions. 

To maintain the balance between research and teaching relationship is scrambling 

among academia to become world-class education providers, however, the integration 

of research and teaching is not "Push- Botton” (Musthafa and Sajila, 2014) it requires 

systematic and organized means to make it happen. Some researchers believe that 

research diminishes the quality of teaching at university teaching (Pocklington and 

Tupper 2002), on the other hand, researchers believe that research teaching at the 

university level by those who have the real-life research experience is a higher quality 

as compared to those who utilized the research materials for others studies- their style 

of delivery is obvious having quality (Lee, 2004), tiding the link between research and 

teaching universities are preservation the policies (Hu, 2015).  Conversely, (Griffioen et 

al, 2013; Hu et al., 2015; Coate et al, 2001) stated that integrating research and teaching 

has a drawback for the contradiction it has with interest and time, also research has a 

potential to occupy teaching (Healey et al. 2010, Lindsay et al, 2002) that’s why they 
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called their relationship existence “symbiotic” (Robertson & Bond, 2005). Similarly, 

(Elton, 2010) listed the four casual relationships between research and teaching; Good 

research causes Good teaching, Good teaching causes Good research, teaching and 

research support each other, and there are other factors which create the relationship. 

Western educational trends have a great influence all over the world (Grigorenko, 

2007). The same it directs the higher education of developing nations to unite research 

and teaching; that influence the Asian and African educational contexts especially the 

Higher education. Research in Pakistani and Ethiopian universities are the main 

priorities of both countries, the need for economic development and technology 

integration with society, but due to weak research infrastructure, weak research 

teaching linkage lack of sufficient research there is a gap among the industry and 

education at a higher level. Different factors affect on research teaching process at 

higher education, (Elton, 2001; Durning and Jenkins 2005; Neumann 1992; Zamorski 

2002) stated the level of the student has potential influence, in which graduate student 

are much closer to than undergraduate in terms of research knowledge or/ and research 

and teaching environment. Also, there is a significant difference in research and 

teaching practice among disciplines hard science (Natural science vs Soft science (social 

science). (Zamorski, 2002) undergraduate students perceive undermined in their 

research capacity to work with the research community, due to less research skill 

perception (Brew, 2010) and social science disciplines are much favored than natural 

(Lindsay et al, 2002; Robertson and Blackler 2006; Zamorski 2002), (Brew, 2010) noted 

government fund and institutional commitment are key features which predict 

integration of research into teaching.  

2.1. Research-teaching nexus and teaching in general 

Research is “systematic, methodologically controlled, and transparent process to 

generate new knowledge” (own translation, Thiel and Böttcher 2014, p. 118), “research 

practice across various academic disciplines have in common that the aim of the 

research is generating new knowledge based on empirical data”. Moreover, researches 

observe a “descriptive nature of all scientific work” (Butts 1991,p. 33). Looking into the 

problem, recording, and analysis of the problem is the process of research or in other 

words systematic, controlled, methodologically and transparent process with a specific 

aim to come up with new findings and knowledge is research (Bauer et al. 2013).  

Brew, 2001 stated that “research is a complex phenomenon” (p.21). According to 

numerous studies the research has different concepts and understanding. Like (Bill, 

2004; Brew, 2001; Brown 2005; Kiley & Mullins, 2005; Meyer et al, 2005; Prosser et al, 

2007) all have a different understanding of research the common feature among all 

these researchers regarding the research are; finding problems, solving problems, 

gathering data, searching data, using systematical ways to analyze that data to find the 

outcomes, having the conceptual and theoretical understanding to get through the 
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findings. Studies by ( Brew, 2010; Elen and Verburgh 2008; van der Rijst, 2009; McLean 

and Barker, 2004; Visser-Wijnveen et al, 2012) noted students in higher education are 

expected to be judgmental, critical, reasonable and systematic which is going to lead 

them to disposition (Neumann1994). (Elen and Verburgh, 2008) stressed that 

disposition is the paramount significance of integrating research into teaching. 

However, that needs full motivation and interest of students but the question is who is 

and how to bring the student motivation? The answer is the teacher, but how? The 

teacher is required to have research efficacy and passion on his subject matter (Pan et 

al, 2014; Healey et al. 2010; Jenkins et al. 1998; Neumann 1994; Robertson and Blackler, 

2006) and teachers demographic profile influence (Blackburn & Lawrence, 1995; 

Creamer, 1998; Blackburn & Mackie, 1992; Perry et al, 2000; Fox, 1985; Creamer, 1998; 

Sax et al, 2002). 

 The research and teaching are often considered as elite and patchy and even 

inappropriate activity that overlaps in their academic practice (Colbeck, 1998) and also 

the author mentioned about the relationship between teacher curricula decision 

making and teaching practice. The linkage is contradictory one side it’s positively 

connected and there is a connection between research and teaching (e.g., Deem & 

Lucas, 2007; Neumann, 1992; Robertson & Blackler, 2006). On the other, few empirical 

studies show almost zero correlation between teaching and research (e.g., Hattie & 

Marsh, 1996). For strengthening the link between teaching and research the zero 

correlation needs to be strengthened (Marsh & Hattie, 2002).  

The paradoxical finding of the missing link between research and teaching is still the 

point to be an investigation. Few researchers have explored the beliefs of teachers in an 

ideal world, on the other hand, different correlation studies about the actual role of 

research teaching link but limited literature is there to provide a clear understanding of 

this relationship in the view of faculties.  The contradictory explanation about research 

and teaching phenomena; whether connected or separate activities while the 

connection between the two may be more apparent in a context where both are present 

— for example in a context where research is integrated into actual teaching practice 

(cf. Clark,1997; Wilson, Howitt, Wilson, & Roberts, 2012). 

Research Context 

The significant transfer with a knowledge-based economy changed the role of teaching 

in higher education. In the world of academia, the relationship between teaching and 

research got controversial in recent days (cf. Deem & Lucas, 2007; Healey, 2005).  To get 

a comprehensive understand of the beliefs of teachers, in respect of research into 

teaching today and their perceptions of managing the integration of research into their 

teaching become the topic of interest for researchers and the current study it’s the 

objective to see from this angles both countries higher education faculty perceptions.  
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The establishment of the Higher Education Commission of Pakistan (HEC) in 2002 

under the rule of the federal government was the beginning of a knowledge-based 

economy and research revolution while awarding hundreds of doctoral scholarships for 

higher education every year (Muhammad Afzal Javed, 2017). Therefore, HEC 

implemented several policies for uplifting the declining standards of higher education 

by inducing various research policies while hiring of qualified academic staff. Setting 

the gauge of research while teaching at university based on several research 

publications; including national or international research journals; to enlarge the 

assistance for research grants and financial assistance to access modern research 

literature and techniques in Pakistan HEC established several projects (Akbari & Naqvi, 

2008). The Higher Education Commission (HEC) of Pakistan emphasis the role of 

universities as drivers of socio-economic development in the country. Universities are 

promoting the culture of re-think the role of research in teaching, HEC Vision 2025 

policy, “higher education is identified as a key factor in developing a competitive 

knowledge economy”. Therefore, Pakistani university teachers have the challenge to 

embed research in teaching, and hence there is still a requirement to accelerate the 

research-oriented knowledge in their ongoing teaching. Adding excellence thought 

their cognitive ability faculty serves the role to meet these institutions demand 

intellectual and human capital into knowledge hub (Wright, McMahan & McWilliams, 

1994).  

For centuries Ethiopia higher education distinguishes as bureaucratic management, 

traditional pedagogy, few doctoral degree holder academies, low research productivity, 

and poor quality of education (Bishaw, 2006; Saint 2004). A study by (Abdinasir, 2000; 

Nuru, 2005) noted undergraduate students in Ethiopia universities have less skill and 

efficacy on research, university academics are less engaged in research and integrating 

it into teaching whereas, undergraduate students are demotivated and uninterested in 

research, even if the medium was there (Melese, 2012).  a survey study in China 

universities language faculties exhibits a strong teaching research integration from the 

academies from research culture universities (Hu, 2018). Hence, Ethiopian Education 

Development Roadmap (2018-30), the Ministry of Education mentioned the need for 

research in-country, the weak infrastructure, ineffective teaching research methods, 

and weak linkage between higher education and the market. Universities are putting 

more focus on teaching as compared to research which is more important for 

community development. Most of the research has been done for the sake of degree 

requirements, not for economic development and community needs. So the Ministry of 

education has the objective to boost the research in higher education and motivate the 

faculty to come up with their best teaching skills and mechanism for universities also 

focus on research-based teaching. In Ethiopia higher institutions, academies have a high 

decision in their curricula and pedagogy they implement, since if teachers can decide in 

their curricula, they will have much more tendency in integrating research into teaching 

(Colbeck, 1998). 
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Ethiopian Education Development Roadmap (2018-30) and Ethiopian Higher Education 

Proclamation (2009), introduce the policy for research and teaching at higher education 

according to that the faculty members are allowed to depute more time towards 

research activities. Research and development are one of the economic development 

forces for the middle-income country like Ethiopia where GDP for research and 

development is only 1%1 for 46 public universities(MOE, 2017) which most of them 

established in the recent five years, so they have poor research culture and support ( 

Nega and Kassaye, 2018).  Government, international partners, and donors donating 

money to enhance the quality of education through research (Teferra, 2008), integrating 

research and teaching is the approach (Brown & McCartney, 1998; Jenkins et al, 2007). 

Therefore, university teachers have the responsibility to integrate research and teaching 

at the university level to improve society's requirements. To involve students in research 

and prepare them for a complex changing World is the key aim of the western education 

system (Brew, 2010) and one of the means to promote research into teaching is by 

exposing academies for overseas studies to get the global perspectives (Allen, 2010; 

Isabellli, 2004; Altbach & Knight, 2007; Gacel-Avila, 2005; Hamza, 2010; Knight, 2004; 

Longview Report, 2009; Moseley et al, 2008). By confirming that studying abroad has a 

significant influence on academic professional development. Nevertheless, there is no 

tangible data or evidence about the turnover of Ethiopia overseas academies due to the 

low return rate of academies from their overseas studies (Tamrat and Teferra, 2018). 

Therefore, for both countries' academia, it's a matter of concern to keep the appropriate 

balance between research and teaching linkage. So, for this study, we took on the 

Southeast-Asian country, namely Pakistan and one from East-African country namely 

Ethiopia. Hence, both countries public universities have the same mission and 

statements for the promotion of research and teaching at higher education along with 

government policies after 2002, agenda and the need of integration of research and 

teaching, as well as both, are developing countries which are also spending the same 

GDP for education sector 2.5%, so the comparison is valid in this context.  

To strengthen this linkage the faculty has a major role, to make this practice reality, but 

due to multiple obstacles faculties are not integrating research into their teaching 

practice. Although, it is necessary to understand the perceptions of academics those 

have the responsibility to exercise this integration. The study will probe the perception 

of Pakistani and Ethiopia public universities faculties, regarding the research teaching 

integration and their current practice of teaching and research matters since the beliefs 

and perceptions of teachers, will be examined because they mediate their knowledge 

acquisition, definitions of tasks, and actual actions (Pajares, 1992).  

 

 
1Ethiopian Education Development Roadmap (2018-30) 
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1.1. Theoretical background 

The concepts of beliefs and perceptions are complex and must, therefore, as cautioned 

by Pajares (1992), be carefully operationalized. Teacher beliefs about the role of research 

in university teaching refer to what teachers believe that research should ideally be 

integrated into teaching, in short, the ideal role of research in teaching. Teacher 

perceptions of the role of research in university teaching refer to how teachers perceive 

the actual integration of research into their current teaching practices and thus the 

actual role of research in teaching. The figure below shows the conceptual framework 

predicted on the theories that emphasize the belief and perception of university 

teachers in integrating research into their teaching can influence.  

 

 

 

 

 

 

 

Figure1. Conceptual framework on teachers’ belief and perceptions on research and 

teaching integration 

Based on the above mention scenario concerning the perceptions and beliefs of Ethiopia 

and Pakistan university faculties the researcher will compare both countries’ faculty 

belief and their ideas about research and teaching and how they see their research 

activity in real-life teaching experiences. 

1.2. The Objective of the Study 

Based on research questions the researchers are intended to examine the research 

problem by taking these following mentioned objectives; the main purpose of the study 

will be the beliefs and perceptions of Ethiopia and Pakistan university teachers 

regarding the role of research in university teaching, and how these beliefs and 

perceptions can be explained by their cultural, institutional and individual background 

characteristics. The core objective of the study is to examine the beliefs of Pakistani and 

Ethiopian university teachers about the role of research in university teaching. 

1. To identify the current research-teaching integration trend of Ethiopia and 

Pakistan university teachers. 

Beliefs about the 

ideal role of research 

Beliefs about Actual 

role of research 

Integrating research into teaching 
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2. To investigate the Ethiopian and Pakistan university teachers’ perceptions of 

research-teaching integration based on their characteristics. 

3. To find out an ideal and actual belief of teachers concerning the integration of 

research into university teaching. 

Chapter 2 

2. Literature Review 

2.2. Teachers Beliefs: 

(Deem & Lucas, 2007; Nassaji, 2012; Neumann, 1992; Robertson & Blackler, 2006; 

Clausen 2002; Eagle and Bennam 2007; Gruber et al. 2010; Fatma 2003; Naseer, Khoury 

and Abouchedid 2008; Shaunessy and McHatton 2009; Zuo and Ratsoy 1998) are the 

main stakeholders in academy world and their perception toward the teaching and 

learning is the fundamental indicator of its quality. (Blackmore, 2009; Edmond 2007; 

Hill, Lomas, and McGregor 2003; Kunter and Baumert 2006; Munteanu et al. 2010; 

Naseer, Khoury and Abouchedid 2008; Thurston et al. 2010; Welsh and Dey 2002) Much 

attention is given to student perception towards their teaching-research practice and 

its outcome, however, the findings were not uniform because of student discipline, 

motivation or interest to research and student interaction with the teacher (Jenkins et 

al. 2003; Robertson and Blackler 2006; van der Rijst et al. 2009). Furthermore, (Pajares, 

1992) stated teachers' belief or perception towards their teaching practice indicate their 

teaching behavior and their perception towards their research and teaching integration 

indicates how teachers' perceptions about their current teaching practice (Hu, 2018). 

Research and teaching are mostly connected activities according to different studies the 

link is genuine, hence it’s important to use this link to make it more productive (Jenkins 

& Zetter, 2007), effective teaching which links research is the dialogical and dialectical 

process between teachings (Badley, 2002). 

2.3. Pakistan and Ethiopia Research teaching nexus: 

Research and teaching nexus embedding the whole academic activities altogether to 

draw research questions and findings, in Ethiopian context the inadequate link between 

research and teaching has been the main concern for the government policies and 

attention. The linkage between research and teaching will both enrich the curriculum 

and research activities at universities which are also recommended by (Zubrick et al, 

2001). 

Neither in disciplinary research most faculty members found involved nor in other 

research teaching linkage and students have less research-oriented knowledge to 

conduct the effective research projects; therefore, the involvement of faculty into 

research teaching is significant for research students (Melese, 2012). For the 
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establishment of effective research activities in Ethiopia, the Ministry of Science and 

Higher Education (MoSHE), putting efforts to enlarge the research and that is non-

negotiable objectives for higher education (Hazelkorn, 2005). On the other hand, 

according to Ethiopian Higher Education Proclamation (HEP) no. 531/2003 all the 

faculty members have to spend 25% of the working time while conducting research 

(FDRE, 2003). As studies mentioned that most of the faculty members are not engage 

with research and not qualified to conduct research (Nega, 2012; Melese, 2012) since 

their teaching pedagogy is traditional “lecture method” (Lemma et al, 2018). Likewise, 

another study also stated that “There is little quality research being undertaken in 

Ethiopia’s universities, though knowledge production and transfer are at an early stage” 

(Ashcroft and Rayner, 2011: 235). These scenarios are revealed by (Melese, 2012) at Jimma 

University, Asrat (2007) at Haremaya university, Birhanu (2009) in Tigray, Teachers 

college, and (Lemma et al, 2018) at Addis Ababa University.  

Most of the studies explore the lack of faculty research phenomena repeatedly and 

indicated the challenges lack of funds, complex organizational and structure policies, 

and a load of teaching having an impact of faculty research output (Saint, 2004). In the 

Ethiopian higher education context, limited literature can elaborate on the faculty 

perceptions towards their academic research and teaching linkage.   

Universities can play a productive role in the knowledge-based economy, research and 

teaching culture depend on faculty research work which ultimately promotes the 

culture of research (Nadeem, 2011). In the Pakistani context; there is a lack of research 

in this area so this study will contribute to this academic field. (Malik, 2012; Government 

of Pakistan 2001) stated Pakistan students are in the vacuum of innovation and critical 

thinking environment due to examination result and temporary memory learning 

behavior; teacher-centered methodology was the reason (Inam Ullah, Hussain and 

Naser Ud Din, 2008; Naseer, Patnam, and Raza 2010), for that reason student-centered 

pedagogy and promoting research into teaching is urged (Ali et al, 2013). 

Research Methodology 

The main purpose of this study is to examine the research teaching nexus trend among 

Ethiopian and Pakistani university teachers and to achieve the objective of the study, 

the researchers propose to employee a survey design get the belief and perception of 

Ethiopian and Pakistani university teachers about integrating research into teaching in 

a wide range of participants. 

3.1. The population of the study and Sampling 

Both countries have a wide range of public universities, because of the density of the 

population who are enrolling in the university every year they have. However, 

comparing the number of public universities Pakistan has a higher number of public 

universities than Ethiopia with 87 and 46 respectively (HEC, 2019; MOSHE, 2019). The 
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target group of this study will be public university teachers, so the study will take a 

sample of 300 university teachers from each country by selecting them randomly from 

randomly selected 10 universities each 600 samples will be the participants of this study 

since the sampling technique is random each university and teachers from both 

countries have equal chance to be the part of the study. 

2.2. The instrument of the study 

The researchers design a survey questionnaire which consists three sections which 

partially adopted from (van der Rijst, Visser-Wijnveen, Verloop, & van Driel, 2013; 

Visser-Wijnveen, van der Rijst, & van Driel, 2016) Student Perception of Research 

Integration Questionnaire (SPRIQ) which has been used in their study to investigate 

student perception, so we organize and blend the instruments so that it can fit the 

purpose of the study: the first section deals with personal information which is relevant 

for the study that can be used during the analysis to give the descriptive explanation, 

second part consist of questions that measure the current teachers teaching trend in 

integrating research in teaching which measured by 5 scales from (Never-Always) and 

last section discuss the beliefs of teachers about the ideal and actual role of research in 

teaching practice which has the same five Likert scale measurement with section two. 

These all three sections of the questionnaire designed are proposed to achieve the 

intended purpose of the study. 

2.3. Data Analysis Procedures 

After the data is collected from the sample university teachers, the researcher will 

conduct a descriptive and inferential analysis to get the main findings or to attain the 

main purpose of the study. The descriptive analysis will help to describe the raw data in 

more meaningful ways by using percentage, mean, mode, standard deviation and so on 

to give the intro findings and inferential analysis will guide the study to react to the 

research questions need to be answered through intense interpretation and discussion 

that is going to be made by employing ANOVA, independent T-test, correlation and 

multiple regression with relating the current findings with other previous findings to 

compare and contrast. Therefore by using the above multi analysis method the 

researcher will answer each question in a comprehensive means of interpretations and 

discussion that will allow the readers to understand the findings from each analysis. 

2.4. Ethical Consideration 

First, the researcher will go to the study area which are sample public universities in 

Ethiopia, and Pakistan with the letter which will be provided by Southwest University 

International Review Board, Department of Educational Leadership and Management 

to the minister of higher education so that I can get a welcome from sample universities. 

The researcher has briefly the objectives of the study. Then, the study will be carried 

out after getting permission from the selected sample university faculty administration 
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and sample teachers to be part of the study. After the willingness of university teachers 

to be part of the study, the researcher will orient the security and protection of the 

participant respond that it will not lead to any kind of political or social negative impact 

except to meet the purpose of the study. 

1. Descriptive Comparison Between Ethiopian and Pakistani University 

Teachers Profile 

 Ethiopia n(115) Pakistan n(65) 

Male(100) Female(15) Male(25) Female(45) 

Educational Level MA 100 30 

PhD 15 30 

Above - 5 

Teaching experience  M=4.87, SD=1.899 M=7.73, SD=3.709 

Course type Nonresearch 25 8 

Research 40 47 

Both 50 10 

Faculty Natural.S 105 60 

Social.S 10 5 

Level of teaching Undergraduates 76 19 

Masters 28 1 

PhD - 5 

Different levels 11 40 

Publications  M= 2.08, SD=2.57 M=13.75, SD=19.688 

over teaching  Yes 11 15 

No 104 50 

Abroad studying  Yes 40 40 

No 75 25 

M= Mean, SD= Standard deviation, n= Total number of participants 

Table 1. Respondents’ academic level and current status in their university 

From table 1 it's clear to observe that the study took a total of 180 participants from both 

country universities and from Ethiopian university teachers n (115), 87% Male and 13% 

teachers participated in the survey, respectively from Pakistan university teachers n(65), 

38.5% were male and 61.5% were female teachers. Hence, based on the descriptive 

analysis the result shows that only 15% and 46.2% of Ethiopian and Pakistani university 

teachers have the educational level of Ph.D. and above, as well as their experience in 

studying abroad 34.8% and 61.5% of Ethiopian and Pakistan university teacher 

participants done their study overseas. Also, the result demonstrates about the research 

productivity through several research publications, it has been observed that the mean 

research publication of Ethiopia and Pakistan teachers are (M= 2.08, SD=2.57 and 

M=13.75, SD=19.688) with (Min=0,0 and Max=10,70) respectively. 
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2.  Ethiopia and Pakistan university teachers' abroad experience and research 

publication skills among gender and educational background.  

 Gender Educational Background 

 F df P F df P 

Faculty Ethiopia 42.67 14.85 0.04 14.64 (1,113) 0.00 

Pakistan 68.923 46.071 0.02 3.34 (2,62) 0.04 

research 

Publication 

Ethiopia 3.048 30.401 0.18 24.36 (1,113) 0.00 

Pakistan 8.418 32.51 0.02 19.27 (2,62) 0.00 

Studying Abroad Ethiopia 44.217 99.00 0.00 8.14 (1,113) 0.05 

Pakistan 21.808 58.856 0.01 83.46 (2.62) 0.04 

Teaching Abroad Ethiopia 34.216 15.020 0.05 .165 (1,113) 0.69 

Pakistan 24.492 37.533 0.01 16.69 (2,62) 0.00 

Table 2. Teachers teaching and education profile 

Table 2, exhibit the mean comparison of Ethiopia and Pakistan university teachers' 

teaching and educational profile among their demographical status. From the above 

table of analysis to compare the means among groups, the study has results which 

explain that in Pakistan universities there is high statistical significance mean difference 

of many teachers who studied and taught abroad, faculty they teach and several research 

publications among sex and different educational level with P<0.05 level of significance. 

On the other hand, like Pakistan teachers also Ethiopian teacher's profile has a 

significant difference between sex and educational level except for research publication 

and experience of teaching abroad. 

Teachers' perception of integrating research into their teaching 

 Min Max M SD P 

Research Support Ethiopia 2.13 5.0 3.09 0.82 0.01** 

Pakistan 1.00 4.38 3.33 1.01 

Research Culture Ethiopia 2.64 5.00 3.69 0.64 0.00** 

Pakistan 1.36 4.55 3.52 0.84 

Reflection on Research Ethiopia 2.75 4.75 3.98 0.54 0.00** 

Pakistan 3.25 4.50 3.86 0.39 

Students Participation Ethiopia 1.00 5.00 3.26 0.82 0.01** 

Pakistan 2.20 4.60 3.41 0.73 

Students research interest Ethiopia 2.25 5.00 3.53 0.64 0.00** 

Pakistan 1.50 5.00 3.44 0.83 

Critical Disposition Ethiopia 2.33 4.67 3.63 0.67 0.00** 

Pakistan 2.08 5.0 3.40 0.79 

Research Skills Ethiopia 2.00 5.00 3.66 0.86 0.00** 

Pakistan 2.0 4.67 3.31 0.74 

Table 3.  Research into teaching practice of teachers’ descriptive analysis 
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Table 3 shows the descriptive analysis; based on teachers' perceptions they have about 

their actual research into teaching practice from the five Lickert scales that are going to 

examine the frequency of their teaching practice to integrate it with research.   

From the analysis, there was a high statistical significance mean the difference in all 

teachers' practice of teaching by integrating research with a level of significance of 

P<0.01. Besides from the descriptive part of the analysis except for research support and 

students research interest perception of Ethiopian teachers, the rest means are higher 

than Pakistani university teachers perception of research into teaching with (Mean min-

max of 3.09 to 3.98), (SD min-max of 0.39 to 1.01) that shows the distribution of the 

variance was normal, meaning the respondents rating scale of each item perception was 

close to each mean. 

3. Teachers’ actual practices in integrating research into teaching. 

 Educational level Studied Overseas  Teaching Abroad 

 F df P F df P F df P 

Research 

Support 

Ethiopia 0.445 (1,113) 0.50 28.34 110.296 0.03 2.502 113 0.42 

Pakista

n 

1.186 (2,62

) 

0.31 6.506 62.176 0.50 10.494 54.06

9 

0.0

0 

Research 

Culture 

Ethiopia 0.499 (1,113) 0.48 43.871 112.993 0.13 16.89 26.735 0.01 

Pakista

n 

0.846 (2,62

) 

0.01 20.03

8 

48.694 0.23 2.068 63 0.0

0 

Reflection 

on Research 

Ethiopia 0.224 (1,113) 0.64 11.347 103.172 0.03 1.742 113 0. 01 

Pakista

n 

3.170 (2,62

) 

0.04 16.651 60.851 0.03 0.021 63 0.13 

Students 

Participatio

n 

Ethiopia 1.155 (1,113) 0.29 0.359 113 0.02 5.370 24.166 0.07 

Pakista

n 

10.280 (2,62

) 

0.0

0 

0.403 3.108 0.0

0 

37.08

2 

53.767 0.0

0 

Students 

research 

interest 

Ethiopia 0.838 (1,113) 0.36 0.770 113 0.28 7.733 33.983 0.28 

Pakista

n 

14.229 (2,62

) 

0.0

0 

3.351 63 0.14 10.375 61.146 0.01 

Critical 

Disposition 

Ethiopia 0.503 (1,113) 0.48 11.033 106.75

3 

0.01 16.204 75.218 0.0

0 

Pakista

n 

20.80

4 

(2,62

) 

0.0

0 

8.892 62.861 0.04 8.387 49.732 0.42 

Research 

Skills 

Ethiopia 5.010 (1,113) 0.03 5.968 89.535 0.08 9.926 24.889 0.0

0 

Pakista

n 

16.77 (2,62

) 

0.0

0 

8.819 62.924 0.30 0.030 63 0.42 

Table 4. Comparing the statistical mean of teachers perception among their 

teaching profiles 
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A shown in Table 4 , from the one  ANOVA analysis which employed to compare 

teachers perceptions about their research teaching practice among their teaching 

profession and the result illustrate that there is no significance statistical mean 

difference of Ethiopian teachers perception among their educational level or 

background regarding their research support, research culture, reflection of research, 

students participation and students research interest, F(1, 113) = 0.4, p = .50, F(1, 113) = 

0.5, p = .48, F(1, 113) = 0.2, p = .64, F(1, 113) = 1.2, p = .29, F(1, 113) = 0.8, p = .36 and F(1, 113) 

= 0.5, p = .48 respectively. On the other side except for research support items, there is 

a significant mean difference of teachers' perception about their teaching practice 

among their educational level, which explains that in Pakistan educational background 

has a significant effect on teacher's practice of research teaching integration. Also, there 

is a significant statistical mean difference of teaching practice between teachers with 

masters and Ph.D. and above, the mean of teachers perception towards students 

participation, students' research interest, critical disposition, and research skill is ( 

M=3.03, SD=0.57) and (M=4.0, SD=0.00), (M=3.21, SD=0.5) and (M=5.0, SD=0.00), 

(M=3.1, SD=0.5) and (M=5.0, SD=0.00) and (M=3.0, SD=0.65) and (M=4.67, SD=0.00) 

respectively. The above result shows that studying abroad has a potential effect on both 

Ethiopian and Pakistani university teachers' teaching practices in integrating research 

into teaching.  

Moreover, Table 4 illustrates the statically mean difference of teachers teaching 

perception concerning research integration among their experience of overseas in 

studying or teaching and from the independent t-test analysis there no significant 

difference of research skill, students' research interest and research culture among both 

Ethiopian and Pakistan teachers who studied abroad and not. On the contrary, there is 

a significant statistical mean difference in teachers' perceptions about their research 

support, reflection on research, students' participation, and critical deposition among 

teachers' overseas experience. For Ethiopia, there is a significance mean difference 

among teachers who studied abroad and who are not  research support (M=2.9, 

SD=0.57) and (M=3.2, SD=0.91), reflection on research (M=3.84,SD=0.42) and 

(M=4.1,SD=0.58), students’ participation (M=3.02,SD=0.88) and (M=3.38,SD=0.76), 

critical disposition( M=3.8, SD=0.49) and (M=3.52, SD=0.73) respectively. Further, the 

above table demonstrates there is a significant statistical mean difference of Ethiopia 

teachers' perception about teaching practice in integrating research into teaching 

except for research support, students' participation and interest among respondents 

who had the experience of teaching abroad and who did not, research culture (M=3.97, 

SD=0.57) and (M=3.66, SD=0.67), reflection on research (M=4.38, SD=0.38) and (M=3.94, 

SD=0.54), critical disposition (M=4.28, SD=0.14) and (M=3.57, SD=0.67), research skills 

(M=4.09, SD=0.67) and (M=3.61, SD=0.88). The T-test exhibit also there is a significance 

mean difference of Pakistani teachers' perception about their teaching practice among 

the overseas teaching experience  about their perception about research support 

(M=3.79,SD=0.48) and (M=3.2,SD=1.09), research culture (M=4.1,SD=0.48) and 
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(M=3.34,SD=0.85), reflection of research (M=4.0,SD=0.42) and (M=3.83,SD=0.38), 

students’ participation (M=3.87,SD=0.98 ) and (M=3.28,SD=0.78)  and students’ research 

interest (M=3.75,SD=0.21) and (M=3.35,SD=0.92)respectively. 

4.  Perceptions of teachers in research into teaching practice  

 Faculty Course Type  Teaching level 

 F df P F df P F df P 

Research 

Support 

Ethiopia 15.639 32.229 0.00 9.008 (2,112) 0.00 1.084 (2,112) 0.34 

Pakistan 8.99 59.00 0.00 34.62 (1,63) 0.00 2.759 (3,61) 0.06 

Research 

Culture 

Ethiopia 16.542 37.768 0.11 17.744 (2,112) 0.00 0.933 (2,112) 0.39 

Pakistan 5.746 59.00 0.01 59.11 (1,63) 0.00 4.229 (3,61) 0.00 

Reflection 

on Research 

Ethiopia 17.193 53.11 0.02 20.66 (2,112) 0.00 6.717 (2,112) 0.00 

Pakistan 17.08 59.00 0.01 1.722 (1,63) 0.01 6.501 (3,61) 0.00 

Students 

Participation 

Ethiopia 10.653 107.913 0.05 37.45 (2,112) 0.00 5.361 (2,112) 0.00 

Pakistan 15.48 59.00 0.00 6.862 (1,63) 0.01 1.868 (3,61) 0.14 

Students 

research 

interest 

Ethiopia 14.118 104.00 0.00 10.79 (2,112) 0.00 1.069 (2,112) 0.34 

Pakistan 5.19 59.00 0.00 17.07 (1,63) 0.00 0.677 (3,61) 0.57 

Critical 

Disposition 

Ethiopia 4.055 14.964 0.24 15.50 (2,112) 0.00 1.165 (2,112) 0.31 

Pakistan 10.82 59.00 0.03 17.84 (1,63) 0.00 4.021 (3,61) 0.01 

Research 

Skills 

Ethiopia 28.301 109.630 0.62 6.72 (2,112) 0.02 1.591 (2,112) 0.20 

Pakistan 8.28 59.00 0.00 6.83 (1,63) 0.01 7.461 (3,61) 0.00 

Table 5. Mean difference in perception among teachers teaching status 

The above Table 5 shows that the type of course and faculty they are teaching has an 

effect on teachers perception about research support from both countries university 

since there is a high significance mean the difference among respondents from different 

faculties and courses they teach with the level of significance P<0.05, unlike their 

teaching level, concerning Ethiopia mean the difference between nonresearch based 

and research-based courses (M=2.6, SD=0.55) and (M=3.43, SD=0.71), Pakistan (M=2.25, 

SD=1.32) and (M=3.66, SD=0.6) respectively. Likewise, Mean difference of research 

support among respondents’ social and natural faculties, Ethiopia (M=2.5, SD=0.26) and 

(M=3.15, SD=0.84), Pakistan (M=4.0, SD=0) and (M=3.28,SD=1.03)respectively. 

Further, Table 5 explains that based on Ethiopian respondents, there is no significant 

perception of research culture difference between different faculties and levels of 

teaching, which illustrates that the type of faculty and level of degree level the teacher 

teaches, does not affect the research culture of the teachers. However, from Pakistan 

respondents there is a high significance difference of research culture within different 

faculties( Social and natural science), course type(non- research-based and research-

based) and the degree level they are teaching( BA, MA, PhD), Faculties  (M=3.82, SD=0) 
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and (M=3.49,SD=0.87), course type (M=2.45, SD=1.06) and (M=3.84,SD=0.40), teaching 

level (M=3.41, SD=0.62), (M=3.57,SD=1.07) and (M=3.91, SD=0) respectively. Likewise, 

there is a high significance difference of respondent's perception about reflection amid 

faculty, course type, and teaching level of teachers in both countries. Ethiopia, Faculties 

(M=4.13, SD=.13) and (M=3.96, SD=0.56), course type (M=3.45, SD=.25) and 

(M=4.12,SD=0.59), teaching level (M=3.98, SD=0.56), (M=4.17,SD=.35) and (M=3.5, 

SD=.50) respectively and Pakistan, Faculties  (M=4.0, SD=0) and (M=3.85,SD=.40), course 

type (M=3.75, SD=.36) and (M=3.9,SD=.39), teaching level (M=3.74, SD=.25), 

(M=4.0,SD=0) and (M=4.5, SD=0) respectively. 

From the ANOVA and independent T-test, it has been founded that the nature of the 

faculty and course the teachers is delivering have a significant effect on both countries' 

university teachers students’ participation and research interest. Ethiopia (Students 

participation), Faculties (M=3.1, SD=.11) and (M=3.27, SD=0.85), course type (M=2.28, 

SD=.76) and (M=3.53,SD=0.62) respectively and Pakistan, Faculties  (M=4.0, SD=0) and 

(M=3.36,SD=.74), course type (M=3.0, SD=.77) and (M=3.54,SD=.67); Ethiopia (Students 

research interest), Faculties (M=3.25, SD=.0) and (M=3.55, SD=0.66), course type 

(M=3.45, SD=.25) and (M=3.08,SD=0.7), respectively and Pakistan, Faculties  (M=3.75, 

SD=0) and (M=3.42,SD=.86), course type (M=2.75, SD=.97) and (M=3.65,SD=.66) 

respectively. On the other hand, there is no significant mean difference in student 

research interest and participation score among respondents from a different level of 

teaching. 

Finally, the analysis revealed that unlike the course type there is no significant mean 

difference of Ethiopian teachers respond about their critical depositions and research 

skill between faculties and different degree teaching levels. Nevertheless, there is a 

significant statistical mean difference of Pakistan teachers' critical depositions and 

research skill among faculties, degree level, and the type, of course, they are teaching, 

which illustrate that the type of faculty and course or the level of students the teachers 

teaches affect his/her critical disposition towards research and their research 

competencies. (Critical Disposition) Faculties (M=3.5, SD=0) and (M=3.39,SD=.83), 

course type (M=2.72, SD=.61) and (M=3.6,SD=.73), teaching level (M=3.07,SD=.53), 

(M=3.46,SD=.74) and (M=5, SD=0), (Research Skills) Faculties (M=4.0, SD=0) and 

(M=3.25,SD=.74), course type (M=2.89, SD=.86) and (M=3.43,SD=.66), teaching level 

(M=3.0,SD=.65), (M=3.39,SD=.60) and (M=4.67, SD=0) respectively. 
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5. Correlating teachers research experience with their actual teaching practice  

 

 RP TE RS RC RR SP SRI CD RS 

RP Eth 1         

Pak 1         

TE Eth .388** 

(0.00) 

1        

Pak .172 

(0.87) 

1        

RS Eth .391** 

(0.00) 

.029 

(.378) 

1       

Pak .234** 

(0.31) 

-.197 

(0.58) 

1       

RC Eth .365** 

(0.00) 

.225** 

(.008) 

.879** 

(0.00) 

1      

Pak .259* 

(0.20) 

-.009 

(.472) 

.916** 

(0.00) 

1      

RR Eth -.113 

(.115) 

-.264 

(.002) 

.437** 

(0.00) 

.472** 

(0.00) 

1     

Pak .212* 

(.046) 

.355** 

(.002) 

.229* 

.030 

.385** 

(.001) 

1     

SP Eth .133 

(.078) 

.180* 

(.027) 

.661** 

(0.00) 

.647** 

(0.00) 

.523** 

(0.00) 

1    

Pak .467** 

(0.00) 

.244** 

(0.00) 

.571** 

(0.00) 

.607** 

(0.00) 

.700** 

(0.00) 

1    

SRI Eth .074 

(.215) 

.146 

(0.60) 

.567** 

(0.00) 

.567** 

(0.00) 

.291** 

(0.00) 

.853** 

(0.00) 

1   

Pak .286* 

(0.01) 

.008 

(.476) 

.589** 

(0.00) 

.658** 

(0.00) 

.610** 

(0.00) 

.832** 

(0.00) 

1   

CD Eth .224** 

(0.01) 

.217** 

(.010) 

.663** 

(0.00) 

.781** 

(0.00) 

.555** 

(0.00) 

.756** 

(0.00) 

.741** 

(0.00) 

1  

Pak .127 

(.158) 

.261* 

(0.02) 

.531** 

(0.00) 

.594** 

(0.00) 

.611** 

(0.00) 

.829** 

(0.00) 

.910** 

(0.00) 

1  

RS Eth .244** 

(0.00) 

-.048 

.307 

.696** 

(0.00) 

.724** 

(0.00) 

.480** 

(0.00) 

.783** 

(0.00) 

.730** 

(0.00) 

.848** 

(0.00) 

1 

Pak .058 

(0.32) 

.351** 

(0.00) 

.506** 

(0.00) 

.560** 

(0.00) 

.665** 

(0.00) 

.728** 

(0.00) 

.711** 

(0.00) 

.824** 

(0.00) 

1 

*. Correlation is significant at the 0.05 level (1-tailed) 

**. Correlation is significant at the 0.01 level (2-tailed) 

Table 6. Pearson’s correlation analysis between teaching practice and teaching 

and publication experience  
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Table 6 reveals the result of Pearson correlation that in Pakistan universities there is no 

correlation between publication and teachers experience, but in Ethiopia universities, 

there is a high significance positive moderate correlation between teachers research 

publication productivity and teaching experience, research support and culture from 

the university ( r=.388, .391,.365, P<0.01 ) respectively. Likewise, from the Pearson 

correlation result, students' research interest and participation have a high significance 

moderate positive influence on only in Pakistan universities the frequency of research 

publication(r=.47,r=.286) with the level of significance P<0.01. Also, the result 

demonstrates there is a significant positive and negative weak correlation between 

teaching experience and research reflection practice by the teachers in Pakistan and 

Ethiopia universities( r=.355,-.264, P<0.01) respectively.  

Also, Table 6 result illustrates there is high significance a strong positive correlation 

between students research interest and participation with the both countries' university 

research culture and support with a level of significance P<0.01, that demonstrate that 

the university research policy has a potential influence on the degree of students 

participating in research. Also in Pakistan universities, the research skill of teachers has 

a high significance positive correlation with teachers' year of teaching experience(r=.351, 

P<0.01) with high research support and favorable research culture of the university, but 

in Ethiopia universities there is no any statistical correlation between these variables. 

Moreover, unlike Ethiopia, Pakistan University teachers’ reflections of research in their 

teaching practice are influenced by their experience in teaching. 

Findings and Discussion 

In this study 115 and 65 public university teachers or lecturers were taken from Ethiopia 

and Pakistan as the research participants respectively. Based on the result of the analysis 

it is founded that Pakistan universities have a potential and wide gap of teachers in 

terms of educational level, the experience of studying and teaching abroad, quantity of 

research publication, and year of teaching experience than that of Ethiopian university 

teachers. As HU (2016) examined that, individual (academic background, research 

experience) and institutional (research culture, research support) conditions have an 

impact on the research teaching relationship. Hence, science universities are focus on 

integrating practice-oriented research curricula, to seeks the academic status and 

research focus identity (Brew, 2001; Griffioen & de Jong, 2013; Kyvik & Skodvin, 2003). 

In addition, based on both country's higher education policy focus on science, 

technology, and innovation, the majority of the participants in this study were from 

natural science faculty. Moreover, shaping research teaching connections the 

educational backgrounds and research experiences also influences the teachers' 

perceptions (HU, 2016). However, in Ethiopia university majority of female respondents 

were from social science but in the reverse, all Pakistan female participants were from 

natural science. On the other hand, Ethiopia female participants had the superior 

experience of studying abroad than of Pakistan university teachers, but the finding 
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shows that in both countries university male teachers are more productive in research 

publications. 

One of the criteria of higher education outcome is research publications are intended 

to solve national and international social problems and from the findings in both 

countries higher institute teachers holding Ph.D. are much fertile in conducting 

researches than even with the higher educational titles. Therefore, there is a need to 

reflect on the universality activities to improve teaching and research capabilities to 

meet the standards of recent societies (World Bank, 2000; Altbach, 1998; Schiller and 

Liefner, 2007).According to the main purpose of the study to investigate the perception 

of teachers about their actual teaching practice in integrating research into their 

teaching, the finding demonstrates that Pakistan universities have better research 

support for their teachers than Ethiopian university teachers and that led to high 

students participation even if Ethiopia higher institution have favorable research 

culture and positive students’ research interest. Institutional, cultural, and structural 

background of teachers also impacts on research teaching link (Marsh & Hattie, 2002; 

Little, 2012; Smylie, 1995). 

 As well as, the result shows that Ethiopia higher institutions teachers with a minimum 

requirement of educational qualification are having an optimistic perception about 

research integration into their teaching practice through promising students 

participation, reflecting research into course content with promoting support from the 

university. However, in Pakistan's higher institution this phenomenon in reverse. Also, 

the finding exhibit that Ethiopia higher institutes teachers who never been abroad for 

study or teaching perceive participation of students in research activity with virtuous 

motivation and guidance from the teacher than those teachers with overseas encounter 

even if they have well wisdom about research from their exposure and Pakistan 

university teachers, those who studied alien have a positive and strong perception than 

other teachers in integrating research into their teaching with motivating and attractive 

methodology which enhance students participation. On top of that, in Pakistan 

teachers, social teachers discern research teaching integration certainly than natural 

faculty teachers.  

However, in Ethiopia because of the government focus on science, technology, and 

innovation, natural science faculties feel they are getting better support from the 

university that led to outstanding research culture in their faculties; hence, instructional 

practices of teachers’ perceptions are closely related to their academic backgrounds (cf. 

Stodolsky & Grossman, 1995). Therefore, the teachers' beliefs from a science background 

to observe the research teaching relationship are different as compare to humanities 

teachers' beliefs which influence on research teaching link (e.g., Visser-Wijnveen, van 

der Rijst & van Driel, 2012), that promoted students’ participation in their interest of 

research area than those social science faculties staffs. Moreover, the result 

demonstrates both country's higher institute teachers who are teaching in research-
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based courses have advanced perception about research into teaching practice than 

other course types. Although, in Ethiopian higher institutes the level of student the 

teachers is teaching does not have any effect on their teacher's perception in integrating 

research into teaching, in Pakistan the level of a student affects the teacher perception 

of research culture a research integration into teaching practice. Although, for 

productive and active academic research, the faculty has to strengthen the teaching with 

the same research competencies to their research students (Lucas, 2007; Lunenberg, 

2010: Toom et al., 2008).  

Studies show that the quality of research can be measure by the number of publications 

and teaching quality can be measured by students' evaluations, although it remains the 

adequate quality measurement (cf. Robertson & Blackler, 2006). Finally, the person 

correlation findings revealed that unlike Pakistan universities, research culture and 

support in Ethiopia have a positive influence on teachers' research publication richness, 

but from the result, we can observe that in Pakistan higher institutes the quantity and 

quality of research publication are positively influenced by students research interest 

and participation because the finding also shows that in both countries context a 

propitious environment and support from the university influence students to be lured 

by research and discover their area of interest so that they can be a part of social problem 

solutions.onltimately, the result exhibits that higher institutions' research culture and 

support have strong influence in teachers' perception of research integration into their 

teaching practice. Thus, setting scales between research teachings is important for 

teachers to illuminate the research teaching nexus and helps to diminish the tension 

between research and teaching (Geschwind & Brostrom, 2015; Roberston, 2007).  
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Measuring the Research Integration Experiences of English Major 

Postgraduate Students 

 

Arif Sarıçoban1 

Özkan Kırmızı2 

Abstract 

Research engagement and integration are important areas of study in higher education 

settings. In general, a healthy integration of students into the research area is desired 

for betterment in academics’ professional development. Therefore, in order to measure 

the research engagement levels of M.A. students in language studies, a questionnaire, 

developed by Griffioen (2020), was used. This questionnaire is a comprehensive tool 

and consists of 13 parts, which are perception of research in profession, cognitive attitude 

towards research, affective attitude towards research, affective attitude towards research, 

self-efficacy towards research, intent to research behavior, importance of research, 

reading and discussing research, interacting with researchers, student as researcher, 

quality, my lecturer as researcher, research culture. The participants of the study are 

approximately 40 M.A. students enrolled in English major departments. The results 

indicate that post-graduate students at English Language and Literature department 

tend to have varying degrees of research integration.  

Keywords: research engagement, research integration, M.A. students, English major  

 

Introduction  

Universities strive to fulfill the task of providing not only teaching but also research for 

their students (Gibbs et al., 2017; Hajdarpasic, Brew, & Popenici, 2014, Wald & Harland, 

2017). However, the integration of research and teaching has been a point of discussion 

for at least three decades (Visser-Wijnveen et al., 2016). However, it is still not possible 

to talk about an effective integration of research into higher educational programmes 

(Griffioen, 2020). According to Fung (2017), this is a matter of concern even at research-

based universities.  

The aim of the current study is to find out the beliefs and attitudes of post-graduate 

English Language and Literature department students in terms of research integration 

process. The study focuses on M.A. students as they are at the beginning of a long 

journey.  
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Review of literature  

Scholars point out that educational system will benefit from the academic’ engagement 

with research and facilitate academics’ professional development in particular (Brew, 

2010; Hajdarpasic et al., 2014). Subjects like conception of research, engagement in 

research, the effects of conception on research practice, and barriers of research practice 

have been the focus of a considerable body of research (Bai & Millwater, 2011, Borg & 

Alshumaimeri, 2012; Brew, 2010; Yuan & Lee, 2014). 

There are a number of studies that focus on the issue of research integration in higher 

education institution. In very broad terms, it can be said that both undergraduate and 

post-graduate students acknowledge both benefits and challenges in the context of 

higher education. Among the benefits of are increased motivation, interest 

development in the subject, motivated by the teacher’s enthusiasm and greater 

credibility (Jenkins et al. 1998; Robertson and Blackler 2006). What is more, post-

graduate students find classes challenging and intellectually stimulating (Visser-

Wijnveen et al.,2016). Post-graduate students have a willingness to participate research; 

on the other hand, they do not like the idea of being used as “work force” by their 

professors (Buckley 2011). Another issue reported in literature is that academic staff 

overemphasize research over teaching and sometimes tend to limit the content of 

courses to their interest areas (Lindsay et al. 2002). 

Methodology  

The present study can be considered a qualitative case study, in which the cognitions of 

post-graduate education students enrolled in a state university English Language and 

Literature department were investigated. As for the selection of the participants, 

convenience sampling method was utilized.  

Data collection tool  

In order to collect data, the questionnaire, developed by Griffioen (2020), was used. This 

tool involves the following sub-dimensions:  

• Perception of research  

• Cognitive attitude towards research 

• Positive affective attitude towards research 

• Negative affective attitude towards research 

• Self-efficacy in research  

• Intent to research behavior 

• Importance of research 

• Student research activities 

• Quality  

• My lecturer as researcher 
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• Research culture  

The reliability analysis of the questionnaire is presented in Table 1. As we can 

understand from the table, the total reliability level of the questionnaire was calculated 

as ,922, which indicates a high level of reliability.  

Table 1. Reliability analysis  

Variable  Number of 

items  

Cronbach’s alpha  

Perception of research  10 ,517 

Cognitive attitude towards research 6 ,703 

Positive affective attitude towards research 6 ,768 

Negative affective attitude towards research 3 ,789 

Self-efficacy in research  7 ,750 

Intent to research behavior 6 ,805 

Importance of research 4 ,771 

Student research activities 4 ,862 

Quality  4 ,658 

My lecturer as researcher 6 ,839 

Research culture 3 ,774 

Total  59 ,922 

 

Participants  

All the participants of the study are M.A. students enrolled in English Language and 

Literature department in a state university in Turkey. The number of participants is 40. 

The number of female students is 12 and the number of male students is 28. Nineteen 

of the participants are in their first semester while 21 of them are in their second 

semester. None of the students are at thesis semester.  

Table 2. The participants  

 

 term Total 

1. term 2 term 

gender 
female  6 6 12 

male  13 15 28 

Total 19 21 40 
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Findings  

This section presents descriptively. Findings pertaining to all 10 sub-dimensions are 

presented. In order to calculate the results presented in tables, the average score was 

calculated. Items that are above that average were considered “agree”, items that are 

close to the average score were considered as “partially agree” and items that are lower 

than the average score were considered as “disagree”.  

Table 3. Descriptive statistics regarding perception of research in profession 

 N Min Max Mean result 

1. A professional needs to be aware of relevant results of 

research.  
40 3,00 5,00 4,2750 Agree 

2. In my field, research is part of the work of a 

professional. 
40 1,00 5,00 4,3000 

Agree 

3. It is necessary that future professionals learn how to 

do research 
40 2,00 5,00 4,6000 

Agree 

4. A professional needs to be able to address a problem 

through research. 
40 2,00 5,00 4,2250 

Agree 

5. Professionals develop usable knowledge through 

research 
40 2,00 5,00 4,1250 

Partially 

agree 

6. Research is an important means to share knowledge 

with colleague-professionals.  
40 2,00 5,00 4,1000 

Partially 

agree 

7. Professionals remain critical about their own 

professional practice by doing research.  
40 2,00 5,00 4,0750 

Partially 

agree 

8. Professionals’ actions can be better validated by 

research. 
38 3,00 5,00 4,0263 

Partially 

agree 

9. Professionals can best do research themselves to 

benefit the professional field. 
40 2,00 5,00 4,0250 

Partially 

agree 

10. Research is indispensable to the exercise of my future 

profession. 
39 1,00 5,00 3,8462 

Disagree 

Total 38   4,1597  

 

As for perception of research in profession, the general mean score is 4,1597. The 

participants seem to have agreed or partially agreed with most of the items. The 

participants agree that A professional needs to be aware of relevant results of research 

(M=4,2750), research is part of the work of a professional (M=4,300), professionals need 

to learn how to conduct research (M=4,600), and professional need to be able to address 

problems by the help of research (M=4,2250). For this category, the participants also 

partially agreed that professionals develop usable knowledge through research 

(M=4,1250), sharing knowledge with colleagues is important (M=4,1000), and doing 

research enables professionals to remain critical (M=4,0750). Moreover, the participants 

also partially agreed that research is indispensable to the exercise of their future 

profession (M=3,8462). 
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Cognitive attitude towards research 

Table 4. Descriptive statistics regarding cognitive attitude towards research 

Items  N Min Max Mean Result 

I consider research important for my future work as I gain 

knowledge and skills related to research during my education.  
40 1,00 5,00 3,8750 

Disagree 

I consider research important for my future work as I can learn 

to improve myself through research.  
39 2,00 5,00 4,0000 

Disagree 

I consider research important for my future work as I gain 

insight into the problems of my professional field through 

research during my education.  

40 2,00 5,00 3,9750 

Disagree 

I consider research important for my future work as I learn to 

again and again find new information through research during 

my education. 

40 3,00 5,00 4,3750 Agree 

I consider research important for my future work as I learn to 

keep informed about new insight from research. 
39 3,00 5,00 4,1282 

Agree 

I consider research important for my future work as I can learn 

to develop new designs for my professional field by learning to 

do research.  

40 2,00 5,00 4,1750 

Agree 

Total  38   4,0880  

 

Table 4 presents the results about cognitive attitude towards research. The mean score 

for this variable is 4,0880, which indicates that the participants agree with most of the 

items here. But there are also some items that the participants did not agree. Firstly, we 

can see that they consider research important for their future work because they learn 

how to arrive at new knowledge (M=4,3750) and because they learn to keep informed 

about new insights in their field of study (M=4,1282).  

 

In contrast, the participants do not value the importance of research in terms of gaining 

knowledge and skills related to research during their education (M=3,8750) or to 

improve themselves through research (M=4,000). Most probably they have strong 

beliefs about research for the sake of research and fail to recognize the role of research 

for personal growth.  
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Positive affective attitude towards research 

Table 5. Descriptive statistics regarding positive affective attitude towards research 

 

Table 5 presents the findings regarding positive affective attitude towards research. The 

mean score for this variable is 4,004, which shows that the participants have a high level 

of positive attitudes towards research. Depending on the findings, it can be said that the 

participants believe that research is appealing to them as it provides something reliable 

(M=4,0500), as they can discover things myself (M=4,0750), and because they can 

develop new designs (M=4,1500). The participants also partially agree that research is 

an exciting way to learn something (M=4,0000). However, the participants do not 

believe that research fits them (M=3,8500), nor do they find research fascinating 

because they can decide on the topic (3,9000).  

 

Negative affective attitude towards research 

Table 6. Descriptive statistics regarding negative affective attitude towards research 

 

The findings as to negative affective attitude towards research are presented in Table 6. 

Depending on the table, it can be said that the participants do not have very negative 

attitudes towards research (M=3,091). In particular, the participants agree that research 

makes them insecure as they do not know in advance what the result will be (M=3,1750) 

Items N Min Max M Result  

I find research for professionals because it is an exciting way 

to learn something.  
40 2,00 5,00 4,0000 

Partially 

agree 

Research fits me.  40 2,00 5,00 3,8500 Disagree 

Research is appealing to me since it provides something 

reliable. 
40 2,00 5,00 4,0500 Agree 

I find research fascinating because I can decide on the topic. 40 2,00 5,00 3,9000 Disagree 

Research is appealing to me because I can discover things 

myself.  
40 2,00 5,00 4,0750 Agree 

Research is appealing to me because I can develop new 

designs.  
40 2,00 5,00 4,1500 Agree 

Total 40   4,004  

Items  N Min Max Mean Result  

Research makes me insecure, because I do not know 

in 

advance what the result will be.  

40 1,00 5,00 3,1750 Agree 

Research gives me doubt because I do not know if I 

can to it properly.  
40 1,00 5,00 2,8500 Disagree 

Research mainly gives me stress.  40 1,00 5,00 3,2500 Agree 

Total 40   3,091  
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and research mainly gives me stress (M=3,2500). It seems that they need guidance in 

these areas. On the other hand, they disagree that research gives them doubt 

(M=2,8500). 

 

Self-efficacy towards research 

Table 7. Descriptive statistics regarding self-efficacy towards research 

 N Min Max Mean Result 

I will know how to do research as a professional in 

the future. 
40 2,00 5,00 4,2750 Agree 

I will be able to consider my own work in a critical 

research manner. 
40 3,00 5,00 4,0000 Partially agree 

I will know how to use research results of others to 

improve my own work.  
40 2,00 5,00 4,0750 Partially agree 

I will know how I can use relevant research 

publications for my own work.  
40 2,00 5,00 4,0750 Partially agree 

I expect I will become a professional who has 

developed the competencies to do valid research.  
40 2,00 5,00 4,0000 Partially agree 

When I am a professional, it will be no problem for 

me to do research 
40 1,00 5,00 4,1000 Agree 

I know how I can use research to renew my work. 40 2,00 5,00 4,0500  

Total 40   4,0821  

 

Table 7 presents the findings regarding self-efficacy towards research. The general mean 

score is 4,0821, indicating that the participants have positive ideas about their self-

efficacy. In particular, they think that they will know how to do research as a 

professional in their future careers (M=4,2750) and conducting research will be no 

problem for them in the future (M=4,1000). They also partially agree that they will be 

able to consider their own work in a critical research manner (M=4,0000) and they will 

know how to use research results of others to improve their own work (M=4,0750). They 

also believe that they use relevant research publications for my own work (M=4,0750) 

and they will become professionals with the competencies for valid research 

(M=4,0000).   
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Intent to research behavior 

 

Table 8. Descriptive statistics regarding intent to research behavior 

 N Min Max Mean Result 

I expect that I (in the future) as professional I will do research 

to gain insight in specific problems of my professional field 
40 3,00 5,00 4,1000 Agree 

I expect that I (in the future) as professional I will do research 

to discover new things.  
40 2,00 5,00 4,1000 Agree 

I expect that I (in the future) as a professional I will do 

research to solve specific problems 
40 2,00 5,00 4,0500 

Partially 

agree 

I expect that I (in the future) as professional I will use 

research to improve or innovate my work.  
40 1,00 5,00 4,1500 Agree 

I expect that I (in the future) as professional I will use 

research for underpinned debate with my colleagues 
40 2,00 5,00 3,9000 Disagree 

I expect that I (in the future) as professional I will use 

research findings of others to improve my work. 
40 2,00 5,00 4,1750 Agree 

Total 40   4,0795  

 

Table 8 presents the findings regarding the intent for future research. The mean score 

for this item is 4,0795, which indicates that the participants have intention to conduct 

research in future. They expect that they will do research to gain insight in specific 

problems of their professional fields (M=4,1000),  to discover new things (M=4,1000), 

and they will use research to improve or innovate their work (M=4,1500). They also think 

that they will use research findings of others to improve their work (M=4,1750).  

 

Importance of research 

Table 9. Descriptive statistics regarding importance of research 

Items N Min Max Mean Result  

I find it important that research is conducted at my 

university 
40 3,00 5,00 4,2000 Agree 

I find it important that my lecturers are also researchers 40 3,00 5,00 4,2000 Agree 

I find it important that students and lecturers collectively 

work on research at my university 
40 1,00 5,00 4,0250 

Partially 

agree 

I find it important that my lecturers conduct research 

together with 

professionals in the field 

40 1,00 5,00 3,9000 Disagree 

Total 40   4,0812  

 

The findings regarding importance of research are presented in Table 9. The mean score 

for this variable is 4,0812, indicating that the participants value the importance of 

research. Notably, the participants find the research conducted at their university is 
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important (M=4,2000) and think that their lecturers are at the same time researchers 

(M=4,2000). They also partially agree that students and lecturers collectively work on 

research at their university (M=4,0250).  

Student research activities 

Table 10. Descriptive statistics regarding student research activities 

Items N Min Max Mean Result  

Guest lecturers present their research in our university.  40 1,00 5,00 3,5250 Disagree 

Students participate in research as extracurricular activity 40 1,00 5,00 3,5750 Disagree 

Students join in conferences where research is presented 40 1,00 5,00 3,6500 Agree 

Students participate in research as respondents (the student 

is studied) 
39 1,00 5,00 3,6923 Agree 

Total 39   3,6105  

 

When it comes to student research activities, a careful analysis of Table 10 shows that 

the participants agree that students join in conferences where research is presented 

(M3,6500) and Students participate in research as respondents (M=3,6923). On the 

other hand, they do not believe that there are guest speakers in their universities 

(M=3,52) and students participate in research as extracurricular activity (M=3,5750).  

Quality of research  

Table 11. Descriptive statistics regarding quality of research 

Items N Minimum Maximum Mean Result 

1. I learn to do proper research. 40 3,00 5,00 4,2000 Agree 

2. There is enough time to learn how to 

research. 
40 1,00 5,00 3,7000 Disagree 

3. Lecturers are knowledgeable when it comes to 

research. 
40 2,00 5,00 3,9500 Agree 

4. I am satisfied with the quality of research in 

my educational program. 
40 1,00 5,00 3,9000 Disagree 

Total 40   3,9375  

 

Table 11 presents the findings about the quality of research. The mean score for this 

variable is 3,9375, indicating that the participants are undecided about the quality issues 

in terms of research. They think that they learn to do proper research (M=4,200) and 

lecturers are knowledgeable when it comes to research (M=3,9500). However, they do 

not believe that there is enough time to learn how to research (M=3,700) and they are 

satisfied with the quality of research in my educational program (M=3,900).  
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Lecturers as researchers  

Table 12. Descriptive statistics regarding lecturers as researchers 

 N Minimum Maximum Mean Result  

My own lecturers are also researchers. 40 3,00 5,00 4,2000 Agree 

My own lecturers base their education on 

knowledge from research.  
39 1,00 5,00 3,7949 disagree 

My own lecturers write research articles.  40 1,00 5,00 4,0750 Agree 

My own lecturers work on their own PhD thesis.  40 1,00 5,00 3,8500 Disagree 

My own lecturers work on (inter)national 

research projects. 
40 1,00 5,00 3,7750 Disagree 

My own lecturers are also research professors  40 1,00 5,00 4,0250 Agree 

Total 39   3,9533  

 

The findings about lecturers are researchers are presented in Table 12. The mean score 

for this variable is 3,9533, which shows that the participants partially agree with the 

items here. In particular, the participants know that their own lecturers are also 

researchers (M=4,200), their own lecturers write research articles (M=4,0750), and their 

own lecturers are also research professors (M=4,0250). However, they do not believe 

that their own lecturers base their education on knowledge from research (3,7949).  

Research culture 

Table 13. Descriptive statistics regarding research culture 

 

Items N Min Max M Result 

1. The research reputation of my university played a role in 

my choice of education 
40 1,00 5,00 3,7750 Disagree 

2. The research culture at my university stimulates my 

learning 
40 2,00 5,00 3,9250 Disagree 

3. I experience benefits from the presence of research at my 

university 
40 1,00 5,00 4,0500 Agree 

Total 40   3,9134  

 

Finally, Table 13 presents the findings regarding research culture. It can be understood 

from the table that the participants agree that they benefit from the presence of research 

at my university (M=4,0500) while they disagree that the research reputation of their 

university played a role in my choice of education (M=3,7750) or the research culture at 

their university stimulates their learning (M=3,9250).  

 

 

 



 

 

266 

Discussion  

The present paper was undertaken in order to measure the research integration beliefs 

of postgraduate students. Research integration was studied under ten main sub-

dimensions, which are as follows:  

• cognitive attitude towards research 

• positive affective attitude towards research 

• negative affective attitude towards research 

• self-efficacy towards research 

• intent to research behavior 

• importance of research 

• student research activities 

• quality of research  

• lecturers as researchers  

• research culture 

As for cognitive attitude towards research, the participants have positive attitudes 

towards. The believe that professionals must keep abreast of relevant results of research 

and research is part of the work of a professional. The participants also had positive 

attitudes towards the idea that professionals develop usable knowledge through 

research and through research professionals remain critical. With regard to affective 

attitude towards research, the participants have a high level of positive attitudes towards 

research. They believe that research is appealing to them as it provides something 

reliable and they can discover new things by themselves. However, the participants do 

not believe that research fits them. As for negative affective attitude towards research, 

the participants do not have very negative attitudes towards research. However, they 

seem to be somewhat apprentice about as they have fragmentary knowledge about what 

research is how research is conducted.  

When it comes to self-efficacy towards research, the participants have positive ideas 

about their self-efficacy. In particular, they believe that they will know how to do 

research as a professional in their future careers and conducting research will be no 

problem for them in the future. More importantly, they also think that they will be able 

to consider their own work in a critical research manner. In regard to intent to research 

behavior, the findings indicated that they participants have intention to conduct 

research in future. They expect that they will do research to gain insight in specific 

problems of their professional fields and to discover new things.  

As for the importance of research, the findings showed that the participants value 

research and think that their lecturers are at the same time researchers. Related to this, 

regarding the quality of research the participants are undecided about the quality issues 

in terms of research. They think that they learn to do proper research and lecturers are 
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knowledgeable when it comes to research. Yet, they do not believe that there is enough 

time to learn how to research. The next sub-dimensions is lecturers as researchers. For 

this category, the participants do not believe that their own lecturers base their 

education on knowledge from research. That is not good news. Faculty members are 

expected to be able to base their own teaching on research findings. Finally, as for 

research culture, the participants agree that they benefit from the presence of research 

at their university while they disagree that the research reputation of their university 

played a role in my choice of education.  

According to Griffioen (2020), the core issue regarding research and teaching is does 

not have anything to do with whether or not to integrate research into educational 

programs in higher education; rather, the point is “how and how far?”. Therefore, 

lecturers can be inquired for the successful integration of research in education so that 

higher education institutions should prepare their teaching programs accordingly.  
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English Instructors’ Practices of Listening Strategies 

 

Gamze Sarıyıldız1 

İsmail Fırat Altay2 

Abstract 

This study aimed to investigate English instructors’ practices of listening strategies and 

the extent to which they incorporate listening strategies into teaching listening. The 

study also sought to find out whether English instructors differed in their practices of 

listening strategies regarding their teaching experience and education level. The study 

used a quantitative research design in which quantitative (questionnaire) data were 

collected. A total of 40 English instructors working at English Preparatory School of a 

state university in Turkey participated in the study. Quantitative data were analyzed 

using descriptive statistics and one-way ANOVA using SPSS. The findings revealed that 

English instructors incorporated all types of listening strategies into lectures though 

they differed in their frequency of application. Also, the overall mean score showed that 

participants often employed these strategies. The results also demonstrated that English 

instructors did not differ in their practices of listening strategies regarding their 

teaching experience. In addition, it was found out that instructors differed in their 

practices of listening strategies regarding their education level. Instructors who have 

PhD degree employed listening strategies more than those who have MA and BA degree. 

However, instructors who have MA degree did not differ significantly from either those 

with PhD or BA. 

Keywords: Listening strategies, English instructors, teaching listening comprehension 

 

1. Introduction 

In today’s globalized world, among a set of skills and characteristics required on the part 

of individuals in 21st century, being a global citizen and knowledge and competency of 

foreign languages and especially of English have become of paramount importance. 

Accordingly, English language teaching and learning in all educational settings, 

particularly at tertiary level, has become pivotal. “In course of time, English has 

established itself as the world language of research and publication and it is being used 

by a multitude of universities and institutes of learning all around the world as the 

language of instruction” (Flowerdew & Peacock, 2001, p.1). In other words, English has 
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taken its place as the medium of instruction in many countries and the number of 

English-medium universities has increased swiftly.  

In these universities, listening is one of the primary and essential learning vehicles as 

higher education consists mostly of lectures. Mounting research highlights the 

fundamental role of listening in that it is not only the most important and frequently 

used skill in daily life but also a crucial part and source for second language acquisition 

(Morley, 2001; Peterson, 2001; Rost, 2001). Despite the central role of listening both as a 

source for second language acquisition and for learning vehicle in academic settings, 

limited research has been conducted on academic listening especially in Turkey 

(Yükselci, 2003).  

In the English-medium universities of Turkey, students are required to take the English 

Proficiency Exam or provide an equivalent English exam score from high-stakes exams 

like TOEFL and IELTS prior to beginning their departments. Those who fail to get 

required scores have to attend one-year English preparatory program that aims to teach 

English to university students and to enable them to follow their programs at 

universities. Since these English preparatory programs are significant in equipping 

students with necessary language knowledge and skills, the curriculum has to be 

designed well considering the shortness of time. Taking the duration of these programs 

and the vital role of listening in these universities into account, enabling students to 

become strategic listeners is imperative. Equipping students with useful listening 

strategies and skills and guiding them how to make use of these strategies pave the way 

for developing strategic listeners. Despite some previous research on Turkish students’ 

use of listening strategies (Cinemre, 1991; Özbilgin, 1993), little research has been 

devoted to the examination of whether listening comprehension strategies are 

deliberately taught or not in Turkish EFL context (Yükselci, 2003). Regarding the 

research gap on teaching listening strategies in Turkey, the current study aims to bridge 

the gap. This research seeks to delve into to what extent listening strategies are included 

into teaching listening in English preparatory programs of universities in Turkey. 

Therefore, practices of English instructors regarding listening strategies will be 

examined.  

1.1. Statement of the Problem  

This study seeks to examine English instructors’ practices regarding listening strategies, 

and to find out to what extent they include listening strategies into teaching listening. 

The study also aims to find out whether English instructors differ in their practices of 

listening strategies with regard to their teaching experience and education level.  

Different from some previous studies in the field, this study will not only examine 

instructors’ practices regarding listening strategies, but also whether years of teaching 

experience and education level affect the practices of instructors towards listening 

strategies in EFL settings.  
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1.2. Aim and Significance of the Study 

This study aims to explore English instructors’ practices of listening strategies. To this 

end, the extent to which they incorporate listening strategies into listening lessons will 

be examined. 

Very few studies have been carried out on investigating the perceptions and practices 

of English instructors working in preparatory programs towards listening strategies. In 

this regard, the current study is expected to provide crucial insights into English 

teachers’ practices with regard to listening strategies, and to make contribution to the 

very limited literature on listening strategies in Turkey. Also, examining the effects of 

certain variables like education level and teaching experience on instructors’ practices 

regarding listening strategies is worth considering. 

Besides, considering the critical importance of listening in language acquisition and 

education, strategies of listening are fundamental and should be possessed by language 

learners and developed by language instructors. In this respect, students’ training in 

these strategies is pivotal for their being strategic listeners in their further lives. In 

addition, exploring instructors’ perceptions with regard to the way listening should be 

taught is significant since teaching and learning processes are directly associated with 

perceptions and beliefs of learners and teachers (Graves, 2000). On the other hand, the 

results of the current study give language instructors a chance to reflect on this 

important phenomenon and reconsider their current practices to fulfill their students’ 

listening needs.  

Furthermore, the results of the study may offer new insights for teacher trainers in 

teacher education programs in Turkey and decision makers, make them readdress the 

important role of listening strategies in the quality of language education and encourage 

them to take some measures to improve the situation.  

1.3. Research Questions 

Regarding the research gap in the field, the present study seeks to answer the following 

research questions: 

1) What are the listening strategies taught by English instructors working in 

preparatory programs? 

2) To what extent do English instructors working in preparatory programs teach 

listening strategies? 

3) Do English instructors with different years of teaching experience differ from 

one another in terms of their practices of listening strategies? 

4) Do English instructors with different education levels differ from one another 

in terms of their practices of listening strategies? 
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1.4. Limitations 

The major limitation of this study is that it was conducted only at English Preparatory 

School of a state university in Turkey in the fall term of 2019-2020 academic year. The 

quantitative data for the current study was collected from 40 participants who were 

English instructors in the university. The data could have been gathered from other 

preparatory schools of the universities in Turkey and it would have been much easier to 

generalize the results for all English instructors in Turkey. Besides, quantitative data 

analysis was employed to reveal instructors’ practices regarding listening strategies, 

which could be another limitation of the study. Hence, a qualitative research design is 

also needed in order to grasp instructors’ practices on this issue deeply.  

Definitions 

Below are the definitions of the key terms used in the present study: 

Listening: Refers to “The mental process of constructing meaning from spoken input” 

(Rost, 2002, p. 279). 

Listening strategies: Refers to “Listening strategies are conscious plans to deal with 

incoming speech, particularly when the listener knows he or she must compensate for 

incomplete input or partial understanding” (Rost, 2001, p. 10). 

2. Literature Review 

2.1. Listening and the Importance of Listening  

Listening is described as an active and crucial mental ability that enables to recognize 

and comprehend what others tell (Rost, 2002). In other words, it has been regarded as 

a complex and mental process which allows to figure out spoken language. Listening 

comprehension which is characterized as an interactive and complex process where 

listeners construct meaning has started to be regarded as an active process instead of a 

passive process on the ground that listeners not only receive the information but also 

interpret it (Hamouda, 2013).  

Listening plays a pivotal role in people’s daily life and in everyday communication given 

that people spend 45% of their time for listening, 30% for speaking, 16% for reading, 9% 

of for writing (Hedge, 2000). Listening has a crucial role not only in everyday 

communication but also in language classrooms. It enables instructors to draw learners’ 

attention to particular forms in the language like new vocabulary items and grammar 

topics. However, it is important to highlight that listening should not be seen as a tool 

for introducing new topics in the language since there was such a perception towards 

listening in the early days of English Language Teaching as Field (2008) states. In 

parallel with that perception, listening was not regarded as an important skill and not 

taught until late 1960s. In the 1970s, listening gained importance and took place in 

educational programs. Especially in the 1990s, it took an important place in second and 
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foreign language learning and since then there has been an intense interest in listening 

(Richards & Rodgers, 2001; Rost, 2002).  

As Rost (1994) states, listening is important in language classroom since it gives input 

for the students, which contributes to the development of learners’ language. In this 

regard, it is significant to emphasize that listening is not only a skill, but also a way to 

acquire a second language and expand other language skills. Spoken language also gives 

the learners a chance to interact to comprehend the language. Besides, listening skills 

are also crucial for learning goals because learners get information and gain insights via 

listening (Wallace, Stariha, & Walberg, 2004). In this regard, learners should learn to 

listen effectively and critically for effective communication and language development. 

Therefore, the role of listening cannot be ignored in academic contexts, too. 

2.2. Listening Strategies 

Strategy is defined as “the thought of ways in which a learner approaches and manages 

a task” (Buck, 2001, p.104). Oxford’s (1990) classification of direct and indirect learning 

strategies and their implementations to listening is of paramount importance for 

language teachers. Language learning strategies are divided into two broad categories 

which are direct and indirect strategies (Oxford, 1990). Direct strategies that directly 

include the target language consist of memory strategies, cognitive strategies, and 

compensation strategies. On the other hand, indirect strategies that assist and manage 

learning a language without directly including the language comprise metacognitive 

strategies, affective strategies and social strategies.  

To start with memory strategies, they are categorized into four, which are creating 

mental linkages, applying images and sounds, reviewing well, and employing action. 

Creating mental linkages include grouping, associating and putting new words into a 

context. For instance, students can link what they know with what they have heard 

through associating. As for applying images and sounds, semantic mapping and 

keywords can be utilized specially for remembering what has been heard. Reviewing 

well refers to revising new material in the target language and it may be used to make 

students listen to passages on several occasions. As to employing action, it means 

relating a new statement that is heard to a physical response like performing what has 

been heard. 

Cognitive strategies include practicing, receiving and sending messages, analyzing and 

reasoning, and creating structure for input and output. While practicing means 

practicing with sounds and realizing patterns, receiving and sending messages refer to 

grasping the opinion in a short time through techniques such as skimming and 

scanning. The third subcategory means deductive reasoning and it is crucial for 

becoming a critical listener. The last subcategory involves note taking, emphasizing and 

summarizing. As for compensation strategies, it consists of guessing intelligently 

through the use of linguistic and other clues for listening comprehension. For example, 
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linguistic clues like word order can help to figure out the unknown words and other 

clues such as background noise can help to make a guess what happens. 

As to metacognitive strategies, centering learning, arranging and planning learning and 

evaluating learning fall into this group. One of the ways to center learning is to overview 

and make a link between new and already known material. With regard to arrangement 

and plan of learning, it refers to discovering the nature of language learning and setting 

goals and objectives and making plans for language tasks. The last subcategory means 

evaluating one’s own errors and progress in the course of time. For instance, a good 

listener is the one who realizes misunderstandings and tries to solve them. With regard 

to another subcategory of indirect strategies, affective strategies comprise lowering 

one’s anxiety, encouraging oneself, and taking one’s “emotional temperature”. These are 

important for listeners to cope with obstacles that are caused by anxiety. For instance, 

deep breathing, music, giving rewards to him/herself and positive sentences can be used 

within this scope. 

Lastly, social strategies involve asking questions for clarification and verification, 

cooperating with others and empathizing with others. It is important to ensure whether 

something is understood correctly like asking repetition. Also, some activities such as 

jigsaw can be employed to encourage cooperation among learners. Besides, being aware 

of other people’ ideas and emotions is critical for effective listening like through making 

an observation of the speaker’s acts and speech. 

All in all, while direct strategies improve listening comprehension, indirect strategies 

give support to listening comprehension activities. Taking the importance of these 

strategies into consideration, it is crucial to train learners in these strategies to 

contribute to their development as language learners and strategic listeners. 

2.3. Previously Conducted Studies 

A detailed study of the literature revealed that there is a scarcity of research on practices 

with regard to the listening strategies, especially of English instructors (Abdalhamid, 

2012).  

One of the few studies conducted by Bao (2017) focused on examining listening 

strategies used by 174 students and 35 college English teachers. It sought to find out the 

way students employ, and teachers teach listening strategies as well as comparing them 

in the use of these strategies. The study was quantitative in that teachers’ listening 

strategy questionnaire and students’ listening strategy questionnaires were employed. 

As for the results, it was found out that the frequency of students and teachers’ using 

listening strategies is medium. The order of strategies that students used was: cognitive 

strategy, meta-cognitive strategy and social/affective strategy. As for the teachers, the 

most frequently used strategy was meta-cognitive strategy and cognitive and 

social/affective strategies were used equally. Therefore, students and teachers differed 
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in their application of social/affective strategies in that teachers used these strategies 

more than students. Based on these, it was suggested that teachers should put more 

effort to encourage students to increase listening strategy awareness and to increase 

frequency of these strategies employed by students, especially that of social/affective 

strategies. 

In her thesis, Yükselci (2003) examined teachers’ perceptions and practices with regard 

to listening strategies and perceptions towards some possible problems to happen in 

listening lessons. Particularly, this study examined whether and to what extent teachers 

include listening strategies into their teaching and consider these strategies as 

important and helpful as well as have problems in teaching listening comprehension in 

preparatory programs in Turkey. This study in which 125 teachers participated was 

conducted through a questionnaire. The finding indicated that these respondents used 

a variety of listening strategies to various extents. Most of them stated being familiar 

with these strategies; however, they do not use at least one-third of these strategies in 

their instruction, which was stated to could result from lack of theoretical knowledge 

in these listening strategies or not knowing how to teach them. Particularly, social and 

cognitive strategies were ignored and some of the memory and metacognitive strategies 

were less incorporated into instruction. The results also showed that teachers 

experience problems related to the difficulty of listening materials for learners and being 

dependent on ready-made materials. Besides, a need for a larger collection of listening 

activities was addressed. 

Tamjid and Babazadeh (2012) conducted a research to explore intermediate EFL 

students’ and teachers’ perceptions of listening comprehension strategies. More 

specifically, it was aimed to find out whether there was a difference between the 

students’ and teachers’ perceptions of students’ use of six types of listening strategies. 

92 female students and 20 EFL teachers participated in this study and were administered 

a questionnaire. The results showed that students’ and teachers’ perceptions of 

students’ use of listening strategies did not differ much. It was stated that teachers’ 

awareness should be increased with regard to students’ use of listening comprehension 

strategies that are used and are not used by them in order that teachers could develop 

teaching strategies that are in line with students’ listening ways. 

On the other hand, Abdalhamid (2012) aimed to determine listening strategies of 

intermediate and advanced ESL students and to make a comparison between these 

groups of students. To this end, listening comprehension test and listening strategy use 

questionnaire were employed to 30 Arabic ESL students. The findings revealed that both 

group of students employed metacognitive, cognitive, and socioaffective strategies; 

however, they varied in their use of cognitive and metacognitive strategies. In cognitive 

strategies, intermediate learners were found to employ less top-down strategies than 

advanced learners. On the other hand, it was demonstrated that cognitive strategies 

were the most frequently used strategies by both group of students. It was also indicated 
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that cognitive strategies were found to contribute to listening comprehension more 

than other strategies. Based on these, the researcher stated that EFL/ESL teachers 

should train their learners in terms of reflecting on the process of listening and using 

these strategies for effective listening. 

In another study, Zanjani and Izadpanah (2016) investigated the effect of listening 

strategies on developing learners’ listening skill. 103 Iranian EFL students took part in 

this study and they took a general proficiency test and 81 of them answered listening 

section of TOEFL. They were divided into two as effective and ineffective listeners. 

Then, listening strategy questionnaire was administered to them. They were grouped 

into experimental and control groups. While the experimental group received 

instruction in listening strategies, the control group received the placebo treatment 

including modeling and practicing the listening strategies. The results demonstrated 

that effective listeners performed better than ineffective listeners in all variables. 

Especially the difference in metacognitive and socio-affective strategies is more than 

that of cognitive ones. In this regard, they stated that some differences among students 

and their performance in listening could be explained by language learning strategies 

and listening strategies employed by them.  

3. Methodology 

3.1. Research Design 

The present study is a descriptive study which adopted a quantitative research method. 

A survey research which is a quantitative research method was employed in the present 

study. According to Dörnyei and Csizér (2012), survey research is “a quantitative 

research method which aims to collect self-report data from individuals” and they 

emphasize that “the typical instrument used for this purpose is the written 

questionnaire” (p. 74). Since the study did not target to investigate the changes in the 

variables in the course of time, it employed a cross-sectional design. A questionnaire 

was employed in the current study as it gives the researcher an opportunity to reach a 

large number of participants at a time that improves the reliability and generalizability 

of the study. As stated by Dörnyei (2007), questionnaires can be designed easily, and a 

good deal of data can be collected in a short span of time. Also, it allows for anonymity; 

in other words, respondents are not required to state their names. This prevents 

respondent bias to a great extent. As to the format of the questions, a closed 

questionnaire was employed and respondents were asked to choose an answer from the 

given statements, which provides standardized data to the researcher (Fraenkel & 

Wallen, 2006). 

3.2. Setting and Participants  

The current study was conducted at English Preparatory School of a state university in 

Turkey in the fall term of 2019-2020 academic year. This university aims to educate its 
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students as medical doctors, dentists, chemists and nurses who can work all over the 

world. All teachers in this program also teach English for Specific Purposes in that they 

teach integrated skills and medical vocabulary. As for the preparatory school, the main 

goal of this school is to equip them with adequate language skills and knowledge in one-

year education and to prepare them for their future academic studies. Preparatory 

school receives its students from four departments that are international pharmacy, 

dentistry, international school of medicine and international nursing. The students are 

required to take an English proficiency exam that is prepared and conducted by the 

department before the academic year starts. Students who get 60 or above out of 100 

from this exam are exempt from the preparatory program. Those who get below 60 

should start studying in preparatory program and take 20 hours of English lecture in 

one week during one-year program. This program consists of 2 semesters and each has 

16 weeks. As for their levels, they start with A2 level and finish the term at B1+ level 

according to Common European Framework of Reference (CEFR). Instructors give one 

main course which includes four language skills, vocabulary and grammar teaching. 

They prepare and administer formative and summative assessment in each term. 

Besides giving courses, instructors also work at units like material development, testing 

and curriculum.  

The participants of this study were chosen through convenience sampling that is 

described as selecting people that are available for the study (Mackey & Gass, 2005). As 

Table 1 shows, a total of 40 English instructors took part in the study. 21 (52.5 %) of them 

were female while 19 (47.5%) were male students. Their ages ranged from 22 to 54. As 

for their education levels, 17 instructors (42.5 %) had a Bachelor’s degree while 13 (32.5%) 

had a Master’s degree and 10 of them (25 %) had a PhD. With regard to teaching 

experience of them, out of the three levels of teaching experience (i.e. 1-5 years, 6-10 

years, and 11+ years), teachers who have 11 or more years of teaching experience formed 

the largest group of respondents (37.5 %) and teachers who have 6-10 years of teaching 

experience follow them (35 %). 27.5 % of teachers have 1-5 years of teaching experience. 

Table 1  

Profile of the Participants 

 N % 

Gender   

Female  21 52.5 

Male  19 47.5 

Age   

22-29 12 30 

30-37 13 32.5 
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38 or over 15 37.5 

Education Level   

BA 17 42.5 

MA 13 32.5 

PhD 10 25 

Year of Teaching Experience   

1-5 years 11 27.5 

6-10 years 14 35 

11 or more years 15 37.5 

3.3. Data Collection Procedure 

The data was collected at English Preparatory School of University of Health Sciences 

and as the researcher was an instructor at this school, questionnaires were conducted 

during working hours. Before collecting data, the researcher informed other instructors 

about the aim of the questionnaire and the research study. The data that would be 

gathered from the questionnaires would be used only for the aim of that study. After 

stating the importance of their participation and contribution to the study, they were 

asked to sign the official consent form. The researcher was always in the room during 

the administration process in order that she could answer the questions of the 

respondents and explain certain points. Respondents were given enough time to fill in 

the questionnaire, which lasted nearly 40 minutes.  

3.4.  Data Collection Instrument 

In this study, data was collected using a questionnaire that includes two parts. The first 

part of the questionnaire is designed to gather demographic information about the 

background of the respondents and includes questions like instructors’ gender, 

education level, years of teaching experience, the kind of materials they employ for 

listening lessons, and their familiarity with listening strategies. The second part of the 

questionnaire was prepared after a detailed examination of the literature on teaching 

L2 listening and listening strategies. In this regard, Oxford’s (1990) list of strategies was 

used for preparing most of the items (Appendix A). It consisted of 47 items and 

participants were asked to respond to 47 items considering their current practices by 

choosing from a 5-point Likert scale (Never; Rarely; Sometimes; Often; Always).  

Regarding the listening strategy types and items related to these strategies, 1st, 2nd, 

3rd,8th,10th,20th and 33rd items fall into the category of memory strategies while 

4th,5th,6th,12th,13th,16th,22nd,24th,26th, 27th,29th,31st,32nd,35th,41st,43rd,45th and 47th items 

belong to the category of cognitive strategies. Compensation strategies include 17th, 

21st,23rd,39th and 40th statements whereas metacognitive strategies consist of 7th, 
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11th,18th,19th,28th, 30th,31st,34th, 35th,42nd and 46th items. With regard to the affective 

strategies, 9th,37th, and 44th items fall into this category. Lastly, social strategies include 

14th, 15th, 25th, 29th, 36th, and 38th items. 

To compute the internal consistency reliability of the questionnaire, Cronbach’s alpha 

was used. 

Table 2 

The Reliability Scale of the Data Collection Instrument 

 

 

As illustrated in the table, the internal consistency reliability level for all items was α = 

0.705, which indicates an acceptable level of reliability as Dörnyei (2010) states. With 

regard to the content validity of the items in the instrument, the researcher showed the 

instrument to 3 experts in the field of foreign language education, and they approved 

the items regarding their appropriacy for the respondents. Also, this instrument was 

administered to 3 English instructors who did not participate in the present study. They 

did not report any problems related to the items in the instrument. Following the 

piloting, the researcher employed this instrument to instructors.  

3.5.Data Analysis 

As this study adopted a quantitative research design, quantitative data analysis was used 

to answer the research questions of the study. To analyze the quantitative data gathered 

from the questionnaire, they were entered into Statistical Package for Social Sciences 

(SPSS). Prior to analyzing the data on SPSS, a test of normality was carried out through 

Kolmogorov-Smirnov and Shapiro-Wilk tests to determine whether the data were 

normally distributed or not. The table below shows the normality level of the 

questionnaire. 

Table 3 

Normality Test of the Questionnaire 

 

 

 

 

 

Number of Items Cronbach alpha (α) 

 47 .705 

 Kolmogorov-Smirnova Shapiro-Wilk 

Statistic Df Sig. Statistic Df Sig. 

Questionnaire .096 40 .200 .959 40 .158 

a. Lilliefors Significance Correction 
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As it is seen in the table, both Kolmogorov-Smirnov (p=.200 > .05) and Shapiro-Wilk 

tests (p=.158> .05) reveal that the data are normally distributed and parametric 

statistical tests can be used to analyze the research questions. In addition to the 

numerical data given above, histogram and normal Q-Q plot provide visual cues about 

the test of normality. In this regard, histogram and normal Q-Q plot given below 

(Figures 1 and 2) show the normality test and indicate a normal distribution, which 

supports the numerical result given above.  

 

Figure 1. Histogram for Normality Test of the Questionnaire 

 

 

Figure 2. Normal Q-Q Plot for Normality Test of the Questionnaire 

 

Following the test of normality, the quantitative data were analyzed by using descriptive 

statistics. Initially, the descriptive statistics including percentages and frequencies of 

participants on various criteria (e.g., gender, age, education level) were calculated. 

Then, the Likert scale data were analyzed through the means, frequencies, and 

percentages for each statement through SPSS program. In this regard, for the first 

research question, descriptive statistics was applied through calculating the mean 

values, frequencies and percentages in that which listening strategies are taught by 
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instructors in listening comprehension lessons. As for the second research question, 

descriptive statistics was applied by calculating the mean values, frequencies and 

percentages with respect to the extent to which participants apply the given listening 

strategies in their lectures. With regard to the third and last research questions, one-

way variance analysis (one-way ANOVA) was employed in order to compare the mean 

scores of three groups and to find out whether there are any statistically significant 

differences between the means of three groups. More specifically, for the third research 

question, one-way ANOVA was conducted to determine whether there was any 

statistically significant difference of practices regarding listening strategies among 

English instructors according to their teaching experience. As to the last research 

question, one-way ANOVA was conducted to find out whether there was any 

statistically significant difference of practices of listening strategies among English 

instructors according to their education level (BA, MA, PhD). 

4. Findings  

Research Question 1: What are the listening strategies taught by English instructors 

working in preparatory programs? 

To find out the listening strategies instructed by English instructors, descriptive 

statistics was performed. Mean scores were calculated for each strategy in the 

questionnaire. The results are shown in Table 4. 

Table 4 

Listening strategies instructed by English instructors 

As illustrated in Table 4, all participants in the current study employ all types of 

listening strategies during their listening lectures. Of all six listening strategy types 

included in the questionnaire, the highest mean score was found in “memory strategies” 

(M=4.146, SD=0.36), suggesting that English instructors use memory strategies more 

 
Mean SD 

Overall strategies 3.766 .3089 

Memory strategies 4.146 .362 

Cognitive strategies 3.741 .385 

Compensation strategies 4.125 .550 

Metacognitive strategies 3.797 .363 

Affective strategies 4.133 .703 

Social strategies 2.766 .780 
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frequently than the other five strategies. The second highest mean score belongs to 

“affective strategies” (M=4.133, SD= 0.7). The third highest mean score was found in 

“compensation strategies” (M=4.125, SD=0.55). It was followed by “metacognitive 

strategies” (M=3.79, SD=0.36) and “cognitive strategies” (M=3.74, SD=.38). The lowest 

mean score was found in “social strategies” (M=2.766, SD=.78), which reveals that the 

frequency of the application of social strategies is the lowest.  

Research Question 2: To what extent do English instructors working in preparatory 

programs teach listening strategies? 

To explore the extent to which English instructors incorporate listening strategies in 

their lectures, descriptive statistics was performed. For each item in the questionnaire, 

mean scores and response frequencies were calculated and presented in Table 5 below.  

Table 5 

English instructors’ practices of listening strategies 

 N Meana SD 1 2 3 4 5 

S1 40 4.08 1.023 2 2 1 21 14 

S2 40 4.48 .816 0 2 2 11 25 

S3 40 4.93 .267 0 0 0 3 37 

S4 40 3.38 1.39 7 4 4 17 8 

S5 40 4.10 1.172 3 1 4 13 19 

S6 40 4.05 .986 0 4 6 14 16 

S7 40 3.85 1.001 0 3 14 9 14 

S8 40 4.23 .862 0 1 8 12 19 

S9 40 4.65 .483 0 0 0 14 26 

S10 40 3.60 1.236 1 9 8 9 13 

S11 40 3.80 1.159 0 8 7 10 15 

S12 40 4.15 .8930 0 2 7 14 17 

S13 40 3.73 1.24 2 6 7 11 14 

S14 40 3.08 1.403 4 14 8 3 11 

S15 40 2.93 1.509 10 7 8 6 9 

S16 40 3.38 1.514 6 8 5 7 14 

S17 40 4.23 1.097 1 3 5 8 23 

S18 40 4.30 .823 0 1 6 13 20 

S19 40 3.85 1.145 1 4 11 8 16 
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S20 40 4.03 1.23 2 4 5 9 20 

S21 40 4.30 1.018 1 2 4 10 23 

S22 40 4.20 .992 1 3 1 17 18 

S23 40 4.40 .744 0 1 3 15 21 

S24 40 3.78 .947 0 4 11 15 10 

S25 40 2.70 1.305 8 12 9 6 5 

S26 40 3.35 1.369 5 6 10 8 11 

S27 40 3.80 1.043 2 1 11 15 11 

S28 40 3.55 1.176 1 8 10 10 11 

S29 40 2.68 1.366 10 10 8 7 5 

S30 40 3.75 1.463 5 4 6 6 19 

S31 40 4.25 .84 0 1 7 13 19 

S32 40 3.65 1.292 4 3 9 11 13 

S33 40 3.70 1.265 2 6 9 8 15 

S34 40 3.65 1.231 2 6 9 10 13 

S35 40 3.83 1.238 2 5 7 10 16 

S36 40 2.75 1.354 9 10 8 8 5 

S37 40 4.03 1.23 3 1 8 8 20 

S38 40 2.48 1.396 13 10 7 5 5 

S39 40 4.05 1.176 2 2 8 8 20 

S40 40 3.65 1.331 3 6 8 8 15 

S41 40 3.88 1.202 3 1 10 10 16 

S42 40 3.53 1.339 4 5 10 8 13 

S43 40 3.95 1.28 3 2 9 6 20 

S44 40 3.73 1.176 2 5 7 14 12 

S45 40 3.68 1.366 3 6 9 5 17 

S46 40 3.43 1.196 3 3 19 4 11 

S47 40 3.55 1.5 6 4 9 4 17 

Total 40 3.76 .3089      

a. Means are based on a 5-point scale: 1, Never; 2, Rarely; 3, Sometimes; 4, Often; 5, Always. 

Descriptive statistics reveals that the overall mean score of English instructors’ practices 

regarding listening strategies is 3.76 (SD=.3089), which shows that participants often 

employ listening strategies in their listening lessons. As Table 4 highlights, English 
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instructors appeared to have the highest mean value in “I ask my students to associate 

what they hear with the information they already possess” (M=4.93, SD=2.67). This 

indicates that the majority of the participants (92.5 %) require their students to connect 

their background knowledge to things they hear. It was followed by “I encourage my 

students to be positive about listening classes” (M=4.65, SD=.483). Furthermore, in 

some statements, nearly half of the instructors reported that they always use these 

strategies: “I encourage students to practice listening outside of class.” (47.75 %), “I have 

my students listen to understand the main idea.” (47.5 %). In contrast, the lowest mean 

score (M=2.48, SD=1.396) was observed in “I tell my students to listen to speakers very 

carefully and observe their behavior at the same time” as more than half of participants 

(32.5 % and 25 %, respectively) stated that they never or rarely use this strategy. 

Furthermore, the second lowest mean score (M=2.68, SD=1.366) was found for “I employ 

role-plays, drama, and games in listening lessons” since one fourth (25 %) of the 

participants reported that they never employ this strategy.  

Research Question 3: Do English instructors with different years of teaching experience 

differ from one another in terms of their practices of listening strategies? 

A one-way analysis of variance (one-way ANOVA) was conducted to explore whether 

English instructors differ in their practices of listening strategies with regard to their 

teaching experience (1-5 years, 6-10 years, and 11+ years). The results are available in 

Table 6. 

Table 6 

ANOVA Test Results for English Instructors’ Practices of Listening Strategies according 

to Teaching Experience 

 Sum of squares df Mean Square   F Sig. 

Between groups     .267   2     .134 1.430      .252           

Within groups     3.456 37     .093   

Total    3.723 39    

A one-way between-groups analysis of variance was carried out to discover the impact 

of teaching experience on English instructors’ practices of listening strategies. 

Participants were divided into three groups according to the years of teaching 

experience (Group 1: teachers with 1-5 years of experience; Group 2: teachers with 6-10 

years of experience; Group 3: teachers with 11+ years of experience). There was not a 

statistically significant difference at the p < .05 level in the practice scores for the three 

groups: F (2, 37) =1.43, p = .252. The mean score for “teachers with 11+ years of experience” 

group (M=3.7858, SD=.34873) was not significantly different from “teachers with 6-10 



 

 

285 

years of experience” (M=3.845, SD=.32519) and “teachers with 1-5 years of experience” 

(M=3.6402, SD=.19464) groups. 

Research Question 4: Do English instructors with different education levels differ from 

one another in terms of their practices of listening strategies? 

To find out whether English instructors differ in their practices of listening strategies 

with regard to their education level (BA, MA, PhD), a one-way analysis of variance (one-

way ANOVA) was employed. The results are shown in Table 7. 

Table 7 

ANOVA Test Results for English Instructors’ Practices of Listening Strategies according 

to Education Level 

 Sum of 

squares 

Df Mean 

Square 

  F Sig. Group Differences 

Bonferroni 

Between 

groups 

    .585   2     .293 3.45 .042         PhD>BA, p=.038* 

Within groups     3.138 37     .085      

Total    3.723 39       

*p <.05 

 

A one-way between-groups analysis of variance was conducted to explore the impact of 

education level on English instructors’ practices of listening strategies. Participants were 

divided into three groups according to their last earned degree (Group 1: teachers with 

BA; Group 2: teachers with MA; Group 3: teachers with PhD). There was a statistically 

significant difference at the p < .05 level in the practice scores for the three groups: F (2, 

37) =3.45, p = .042. The effect size, calculated using eta squared, was .15. Besides reaching 

statistical significance, the actual difference in mean scores between the groups was 

large. Post hoc comparisons using the Bonferroni test revealed that the mean score for 

“teachers with PhD” group (M=3.9362, SD=.22338) was significantly different from 

“teachers with BA” group (M=3.6383, SD=.28565). However, “teachers with MA” group 

(M=3.8036, SD=.33955) did not differ significantly from either “teachers with BA” group 

or “teachers with PhD” group. 

5. Discussion 

The present study aimed at investigating listening strategies instructed by English 

instructors, and the extent these strategies incorporated into lectures. To this end, 47 

items for six types of listening strategies were included in the second section of the 

questionnaire. The overall mean score of English instructors’ practices regarding 

listening strategies is 3.76. It could be concluded that English instructors participating 

in this study often employ listening strategies in their listening lessons. When the mean 

scores of these six listening strategies were calculated, it was found out that all 
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instructors in the study integrate all types of listening strategies in their listening 

comprehension lessons. Among six strategy types, the highest mean score was found in 

memory strategies (M= 4.14). It can be concluded that memory strategies are more 

frequently employed than other strategies. This finding is in line with that of Yükselci 

(2003) that reports that most of the memory strategies are frequently included in 

lectures. Asking students to associate what they hear with the information they already 

possess (3rd item) was the most frequently employed memory strategy. The reason why 

this strategy is employed frequently might be since it requires learners to make 

meaningful associations between new knowledge and previous learning. The least 

frequently employed memory strategy was asking students to act out what they hear 

(33th item). The reason for this less frequent integration might stem from the time-

consuming nature of this activity.  

The analysis of the results of reported practices associated with affective strategies 

revealed that the second highest mean score was found in these strategies (M= 4.13). It 

can be concluded that affective strategies are integrated into instruction to a great 

extent by the instructors. This is in good agreement with Yükselci (2003) in that affective 

strategies were employed highly frequently. The frequent application of these strategies 

into instruction may result from the fact that they are easy to apply, and they are 

naturally used by students mostly. Encouraging students to be positive about listening 

classes (9th item) was the most frequently employed affective strategy and talking to 

students about their listening problems (44th item) was the least frequently employed 

strategy.  

Results also revealed that compensation strategies (M=4.125) are employed quite 

frequently by the participants. The most frequently employed compensation strategy is 

teaching students different techniques for guessing the meanings of unknown words 

(23rd item), which may stem from the fact that instructors are aware of the importance 

of guessing strategy for students’ comprehension. Asking students questions about the 

topic of the lesson before they listen to the text (40th item) was the least frequently 

used compensation strategy. It is not surprising to find that compensation strategies are 

included frequently considering the difficulty of preparing learners for lectures in 

English in only one year. Learners would probably use compensation strategies more 

than any other strategy in their future academic careers. Taking this into account, it is 

crucial for instructors to pay more attention to these strategies. As for metacognitive 

and cognitive strategies (M= .3.79, M= 3.74, respectively), they were found to be 

employed less than compensation strategies. The reasons for the unpopularity of these 

strategies might result from the fact that extra work is required, and they are beyond 

regular teaching responsibilities. 

The analysis of the results of reported practices associated with social strategies revealed 

that the lowest mean score was found in these strategies (M= 2.76). It can be concluded 

that social strategies are less frequently employed than other strategies. Telling students 
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to listen to speakers very carefully and observe their attitudes at the same time (38th 

item) and employing role-plays, dramas, and games in listening lessons (29th item) were 

the least frequently used strategies. This finding might be related to the fact that 

instructors are not aware of the importance of paying attention to attitudes during 

listening to conversations, and activities like role-plays and dramas necessitate extra 

time in class and more teacher preparation. Another reason could be the absence of 

these kinds of activities in current listening materials. Moreover, it may result from lack 

of theoretical knowledge in these listening strategies or not knowing how to incorporate 

them into lectures. 

All in all, it was found out that English instructors employed all types of listening 

strategies although they differed in their frequency of application. This main result 

corroborates findings from other studies that also investigate English teachers’ use of 

listening strategies like Bao (2017) and Yükselci (2003). For example, in the study of 

Yükselci (2003), it was seen that instructors used a variety of listening strategies to 

various extents in that most stated being familiar with these strategies; however, they 

did not use at least one-third of some strategies frequently. Similarly, the study of Bao 

(2017) revealed that the frequency of teachers’ use of listening strategies is medium, and 

the most frequently used strategy was metacognitive strategy. Cognitive, social, and 

affective strategies were found to be employed equally. In this regard, the result of Bao 

(2017) differs considerably from that of the present study since English instructors 

taking part in the present study were found to employ memory strategies the most and 

social strategies the least.  

The current study also sought to explore whether English instructors differ in their 

practices of listening strategies in terms of their teaching experience and education 

level. It was found out that teaching experience did not make a significant impact on 

English instructors’ practices of listening strategies. Based on this finding, it can be 

concluded that teaching experience is a non-relevant factor influencing teachers’ 

practices of listening strategies. Since there is a research gap in this field, especially in 

terms of the relationship between teaching experience and practices of listening 

strategies, this result of the present study cannot be discussed in the light of previous 

studies. As for the impact of instructors’ education level on practices of listening 

strategies, it was revealed that participants differed in their practices of listening 

strategies based on their education level (BA, MA, PhD). Instructors who had PhD 

degree were found to employ listening strategies more than those who had BA. 

However, instructors having MA degree did not differ significantly from either those 

with PhD or BA. Drawing upon this, it could be stated that instructors with PhD degree 

are more aware of the importance of listening strategies; therefore, they have the 

tendency to include these strategies into their lectures more compared to instructors 

with BA and MA. It could be related to theoretical courses taken during their PhD in 

that their awareness of this issue has increased. As there is a research gap regarding this 
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field, particularly the relationship between education level and practices of listening 

strategies, this result cannot be discussed considering the previous studies. 

6. Conclusion 

This study investigated English instructors’ practices of listening strategies. Forty 

English instructors working at English Preparatory School of a state university in Turkey 

participated in the study. For this study, a questionnaire was employed as the data-

collection device. The study also aimed to find out the extent to which listening 

strategies are employed and whether English instructors differ in their practices of 

listening strategies with regard to their teaching experience and education level. The 

responses to the questionnaire were recorded and analyzed using quantitative data-

analysis method. It was found that English instructors employed all types of listening 

strategies although they differed in their frequency of application. In this sense, this 

main finding is in line with the previous ones which also examined English instructors’ 

use of listening strategies. As for the overall score of English instructors’ practices 

regarding listening strategies, it was found out that they often employed these strategies 

in their lectures. Also, it was revealed that teaching experience did not make a 

significant effect on English instructors’ practices of listening strategies. Lastly, the 

results showed that instructors differed in their practices of listening strategies 

regarding their education level. More specifically, participants holding PhD degree 

employed listening strategies more than others holding MA and BA degrees; however, 

instructors having MA degree did not differ significantly from either those with PhD or 

BA. 

This study has some pedagogical and methodological implications especially for English 

instructors as well as teacher trainers in teacher education programs, decision-makers, 

curriculum developers, and researchers. To start with the pedagogical implications, 

keeping the importance of listening in language acquisition and education, listening 

strategies should be possessed and employed by instructors. In this regard, instructors’ 

employing listening strategies in their lectures is fundamental for their students’ being 

strategic and successful listeners in their further academic lives. Also, the results of the 

present study may offer new insights for language instructors in that they reconsider 

their current practices of listening strategies and have the opportunity to reflect on such 

an important issue. By doing so, the establishment of sound methodologies for teaching 

listening comprehension could be encouraged. Furthermore, teacher trainers in 

undergraduate and graduate programs as well as curriculum developers in preparatory 

schools may also benefit from the findings of this study in terms of reflecting on what 

needs to be included or excluded from curricula, readdressing the crucial role of 

listening strategies in the quality of language education, and encouraging them to 

improve the situation. As for the methodological implications, as the current study 

employed a quantitative research design, the findings of the quantitative data could be 

supported with qualitative data including interviews with instructors and observation 
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method. Besides, this study adopted a cross-sectional design and represented a 

snapshot of reality. The results of this study with regard to English instructors’ use of 

listening strategies may be different from those of a longitudinal study that focus on 

this aspect over time. Moreover, as the study has included participants from only one 

setting, the findings obtained may not be generalizable to other settings in that English 

instructors’ practices of listening strategies may be different from those of instructors 

in other settings. In this respect, instructors from other settings in Turkey could have 

participated in the study and this study could have produced different findings. 

Suggestions for Further Research  

Based on the limitations of the study, some suggestions that may shed light on further 

research studies are presented. Firstly, this study included quantitative research design 

and questionnaires were employed to gather the data. With the aim of investigating 

instructors’ use of listening strategies, quantitative research method was used. 

Supporting the findings of the quantitative data with interview and observation method 

could give a better picture of instructors’ use of listening strategies. Secondly, a further 

research could be conducted with more English instructors working at English 

Preparatory Schools of different universities in Turkey. It would help to gain a better 

grasp of English instructors’ use of listening strategies. Lastly, the setting of the study 

could be different since it was only conducted in one state university. In other state or 

private universities, the results may yield very different owing to some factors such as 

their profile with regard to their education level, teaching experience, age and 

educational background. 
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Appendix A. Teacher Questionnaire 

This questionnaire is designed to find out your opinions about listening strategies that 

you incorporate in listening lessons. It consists of two parts. The first part includes 

background questions and the second part includes the main questionnaire itself.  

There are no ‘right’ or ‘wrong’ answers. Please be assured that all the information 

included in this instrument is confidential. 

Your answers will have a valuable contribution to the study. 

Thank you very much for your participation. 

Part I: Background Information 

1. Age: ____ 

2. Gender: ☐ Male    ☐ Female 

3. How many years have you taught English? 

☐ 1-5 years 

☐ 6-10 years 

☐ 11 or more years 

4. Education Level: 

☐ BA 

☐ MA 

☐ PhD 

5. What kinds of listening materials are you using this academic term? (Check all 

that apply.) 

☐ Textbook with audio tapes and videos 

☐ Textbook without audio tapes and videos 

☐ Textbook with audiotape only 

☐ Textbook with video only 

☐ Teacher-produced materials 

☐ Other (Please specify): ___________________________________ 

6. How familiar are you with the concept of listening strategies? 

☐ Very familiar  

☐ Somewhat familiar  

☐ Slightly familiar  

☐ Not at all 
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Part II: Practices of Listening Strategies  

Please read the following statements and respond to each statement considering your 

current practices. Please put an X to the column that best reflects your opinion. 

 

Items 

Current Practices 

1 

Never 

2 

Rarely 

3 

Sometimes 

4 

Often 

5 

Always 

1.I encourage my students to classify what they hear 

into meaningful groups. 

1 2 3 4 5 

2. I ask my students to produce their own sentences 

using the new words they hear.  

1 2 3 4 5 

3. I ask my students to associate what they hear with 

the information they already possess. 

1 2 3 4 5 

4. I have my students practice sounds. 1 2 3 4 5 

5. I have my students listen to a text more than once.   1 2 3 4 5 

6. I teach my students to recognize some patterns and 

formulas as whole chunks, such as “how are you” 

1 2 3 4 5 

7.I teach related vocabulary before listening.  1 2 3 4 5 

8. I have my students combine sounds and images to 

be able to better remember what they hear. 

1 2 3 4 5 

9.I encourage my students to be positive about 

listening classes.  

1 2 3 4 5 

10. I ask my students to create a mental image of the 

new words they hear. 

1 2 3 4 5 

11.I encourage my students to keep diaries, checklists, 

or notebooks for measuring progress in listening.  

1 2 3 4 5 

12. I have my students translate what they hear. 1 2 3 4 5 

13. I have my students listen and write down most of 

what they hear.  

1 2 3 4 5 

14. I teach my students how to request clarification or 

verification in social interactions.  

1 2 3 4 5 

15. I encourage my students to become aware of others’ 

thoughts and feelings. 

1 2 3 4 5 

I have my students answer comprehension questions 

after they listen. 

1 2 3 4 5 

17. I stop the tape and ask my students to guess what is 

coming next.  

1 2 3 4 5 

18. I review vocabulary related to the listening passage 

that my students already know. 

1 2 3 4 5 

19. I show my students how they can check their 

understanding while listening.  

1 2 3 4 5 

20. I ask my students to brainstorm and draw diagrams 

of concepts before listening. 

1 2 3 4 5 

21. I highlight transitions (e.g., first, then, lastly) in 

listening texts.  

1 2 3 4 5 

22. I use listening materials that include completely 

authentic language.  

1 2 3 4 5 

23. I teach my students different techniques for 

guessing the meanings of unknown words. 

1 2 3 4 5 
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24. I assign tasks to my students (e.g., checking off 

choices, marking a diagram, note-taking, or drawing) 

that involve them in the listening activity.  

1 2 3 4 5 

25. I try to teach the target culture in listening lessons.  1 2 3 4 5 

26. I have my students listen and answer multiple 

choice questions.  

1 2 3 4 5 

27. I teach my students how to take notes. 1 2 3 4 5 

28. I encourage my students to set goals and objectives 

for listening.  

1 2 3 4 5 

29. I employ role-plays, drama, and games in listening 

lessons.  

1 2 3 4 5 

30. I encourage students to practice listening outside 

of class. 

1 2 3 4 5 

31. I have my students listen to understand the main 

idea.  

1 2 3 4 5 

32. I bring extra visual materials, such as pictures or 

real objects, to class for listening activities.  

1 2 3 4 5 

33. I ask my students to act out what they hear. 1 2 3 4 5 

34. I tell students the correct answers directly after 

listening exercises.  

1 2 3 4 5 

35. I have my students listen for specific information.  1 2 3 4 5 

36. I employ jigsaw listening activities in class.  1 2 3 4 5 

37. I teach students techniques to lower their anxiety 

when listening. 

1 2 3 4 5 

38. I tell my students to listen to speakers very carefully 

and observe their behavior at the same time (whenever 

they can see the speakers).  

1 2 3 4 5 

39. I have my students listen to lectures or parts of 

lectures. 

1 2 3 4 5 

40. I ask my students questions about the topic of the 

lesson before they listen to the text. 

1 2 3 4 5 

41. I have my students summarize what they have 

heard. 

1 2 3 4 5 

42. I help my students to develop weekly schedules for 

listening practice.  

1 2 3 4 5 

43. I adapt the level of listening tasks when necessary.  1 2 3 4 5 

44. I talk to my students about their listening 

problems. 

1 2 3 4 5 

45. I do dictation activities that require either word-

for-word note taking or writing down the main points.  

1 2 3 4 5 

46. I explain my reason(s) for assigning certain 

listening tasks before students listen.  

1 2 3 4 5 

47. I repeat the listening text by slightly changing it. 1 2 3 4 5 
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The Effect of Students' Participation in TUBITAK Research Projects on the 

Choice of Their Profession 

 

Şeyma Ülker Kurtuluş1 

Prof. Dr. Semra Mirici2 

Abstract 

This research aimed to find out the effect of research project participation on the 

students’ choice of their professional area. The participants of the study comprised 64 

tertiary level students who participated in TUBITAK Research Projects Competitions 

and received the awards of 1st, 2nd, 3rd best projects, Young Researcher Award, or 

Incentive Award when they were students at High School between the years of 2009-

2013. Out of 64 participants, 26 were male and 38 female. In the study, the demographic 

features such as gender, school type, foreign language skills, and the influence of project 

participation on the participants’ choice of professional field were analyzed. For this 

purpose, a structured questionnaire developed by Avcı, Özenir and Yücel (2016) was 

utilized with some minor changes. The questionnaire was composed of 8 items about 

foreign language skills, preference of higher education, the relationship between the 

project topics and the higher education program they prefer, their desire to be 

researchers in career plans, and the contribution of the project process on their 

individual and social development. The data obtained from the research were defined 

via frequency and percentage. It was understood that at the top of the universities 

preferred by students were Hacettepe University (21.88%), Istanbul University (9.38%), 

Gazi University (7.81%), Bilkent University (6.25%) and universities out of Turkey 

(1.56%). It was observed that 31.03% of them preferred private universities and 68.97% 

preferred public universities. It was also recorded that 67.2% of the students preferred 

Health Sciences, 8.3% Natural Sciences, and 7.9% Social Sciences. In addition, it was 

determined that all of the students were proficient in English, 31.25% of them spoke two 

languages and 6.25% spoke three languages. 

Keywords: TUBITAK; Research Projects; Project Competition; Project Awards; 

Professional Fields 

 

Introduction 

It aims at providing citizens of every country with an education that helps them adapt 

to the developing and changing world order, to contribute to the entrepreneurial, 

dynamic, knowledge-based and competitive economy. Personal and social 
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characteristics, political and economic structure of a country, social, education system 

and employment opportunities are very important in choosing a profession (Köse, 2013). 

The project development process improves both STEM skills and 21st century skills. 

 

Figure 1. Total STEM graduates and post graduates in accordance with countries (OECD, 2015). 

When we look at the STEM graduates of the countries besides the Figure I showed you 

before, it is seen that China is in the first place. STEM graduates in China and India are 

supposed to comprise 60% of the total STEM expert needs of the OECD countries and 

G20 countries as of 2030 (OECD, 2015). 

 

 
Figure 2. Total STEM Graduates and Postgraduates in Turkey in Years (OECD, 2015). 

Changing and evolving conditions reveal the necessity of constantly updating the 

methods of directing students to science-related professions. 

The Scientific and Technological Research Council of Turkey (TUBITAK) organizes the 

‘National High School Research Projects Competition’ across the country. The purpose 

of the National High School Research Projects Competition is to encourage the high 

school students to conduct researches in the fields of Natural and Social Sciences 

(Mathematics, Physics, Chemistry, Biology, Computer Sciences, Geography, History and 

Sociology etc.) to direct their research and to support their individual progress. 

This research aimed to find out the effect of research project participation on students’ 

choice of their professional area. 

Method 

The participants of the study comprised 64 tertiary level students who participated in 

‘TUBITAK Research Projects Competitions’ and received the awards of 1st, 2nd, 3rd best 

projects, Young Researcher Award, or Incentive Award when they were students at High 
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School between the years of 2009-2013. Out of 64 participants, 26 were male and 38 

female. 

In the study, the demographic features such as gender, school type, foreign language 

skills, and the influence of project participation on the participants’ choice of 

professional field were analyzed. For this purpose, a structured questionnaire developed 

by Avcı, Özenir and Yücel (2016) was utilized with some minor changes. 

The questionnaire was composed of 8 items about; foreign language skills, preference 

of higher education, the relationship between the project topics and the higher 

education program they prefer, their desire to be researchers in career plans, the 

contribution of the project process on their individual and social development. 

Results 

Table 1. Findings of the foreign language variable 

Foreign Language  One 

Language 

(N) 

Two 

Language 

(N) 

Tree 

Language 

(N) 

English 64   

German  15  

Russian   4 

Spanish  1  

Italian  1  

It was determined that all of the students were proficient in English, 31.25% of them 

spoke two languages and 6.25% spoke three languages. 

Table 2. The universities of the students choice 

Universities N % 

Hacettepe University 14 21.88 

İstanbul University 6 9.38 

Gazi University 5 7.81 

Bilkent University 4 6.25 

Ondokuz Mayıs University 3 4.69 

Yeditepe University 3 4.69 

Ankara University 3 4.69 

Ege University 3 4.69 

Dokuz Eylül University 2 3.13 

Akdeniz University 2 3.13 

Mersin University 1 1.56 

Orta Doğu University 1 1.56 

Gaziantep University 1 1.56 

Doğuş University  1 1.56 
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Karabük University 1 1.56 

Nişantaşı University 1 1.56 

Boğaziçi University 1 1.56 

Yıldız Teknik University 1 1.56 

Kırıkkale University 1 1.56 

Abant İzzet Baysal University 1 1.56 

Başkent University 1 1.56 

Muğla University 1 1.56 

Koç University 1 1.56 

TOBB University 1 1.56 

İstanbul University 1 1.56 

Bilgi University 1 1.56 

Atatürk University 1 1.56 

Canik Başarı University 1 1.56 

İstanbul Teknik University 1 1.56 

Universities Abroad  1 1.56 

Total 64 100 

The universities of the students choice, It was understood that at the top of the 

universities preferred by students were; Hacettepe University (21.88%), Istanbul 

University (9.38%), Gazi University (7.81%), Bilkent University (6.25%) and universities 

out of Turkey (1.56%). It was observed that 31.03% of them preferred private universities 

and 68.97% preferred public universities (recognized university, university with a 

history). 

What are the departments that students prefer? 

Table 3. The Faculty/Department of the students choice 

Faculty/Department N % 

Faculty of Medicine 37 57.8 

Electrical Electronics Engineerings 3 4.7 

Faculty of Law 3 4.7 

Industrial Engineering 4 6.3 

Moleculer and Genetics 3 4.7 

Nutrition Dietitian 1 1.6 

Biocemistry 1 1.6 

Civil Engineering 1 1.6 

Mineral Processing Engineering 1 1.6 

Architecture 1 1.6 

Veterinary Medicine 1 1.6 

Dentist 2 3.1 

Physiotherapy and Rehabilitation 2 3.1 

Computer Engineering 1 1.6 
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Ship Machinary and Management 

Engineering 

1 1.6 

International Relations 1 1.6 

Guidance and Phychological Counceling 1 1.6 

Totaly 64 100 

 

It was also recorded that 67.2% of the students preferred Health Sciences, 8.3% Natural 

Sciences, and 7.9% Social Sciences. 

What are the departments that students prefer? 

Considering that the aim of TUBITAK is to train scientists, it is seen that only few 

students who gain the ability to conduct projects prefer Faculty of Science. In addition, 

in university entrance exams, the fact that the placement scores to Faculty of Science 

decrease each year, causing some faculties’ / departments’ closure (Saraç, 2015). 

Table 4. Do you think that the projects you prepared contributed to your individual and social 

development? 

Convictions N % 

Yes 63 98.4 

No İdea 1 1.6 

Total 64 100 

98.4 % of students reported that the project preparation process contributed to their 

individual and social development. We understood that the students' project making 

processes not only affected their academic success but also their individual and social 

development. 

Did the students' biology projects influence their choice of profession? 

Convictions N % 

Yes 37 57.8 

No İdea 27 42.2 

Total 64 100 

These results show that students' biology projects partly affected their career choices. 

Would you like to continue your career as a researcher? 

Convictions N % 

Yes 47 73.4 

No 4 6.3 

No İdea 13 20.3 

Total 64 100 
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Students are not willing to go to Faculty of Science, where Basic Research are carried 

out, but they are eager to become researchers in their choice of profession. 

Discussion and Conclusion 

Many researchers point out that project studies also contribute to the development of 

knowledge, skills and abilities such as research, critical thinking, problem solving, 

logical thinking and collaboration (Alacapınar, 2008; Loveridge ve Searle, 2009; Klein, 

Taveras, Hope King, Commitante Curtis Bey ve Stripling, 2009; Sayın Yücel, 2012; 

Tortop, 2014; İçelli, Polat ve Sülün 2007). 

This research results show that in our country the policy makers need to reconsider the 

educational policy since the students who won important awards in Science Project 

Competitions prefer to pursue their higher education in such faculties that;  

✓ Provide an opportunity of high income like Faculty of Medicine 

✓ are prestigious in the society like Faculty of Engineering or Faculty of Medicine. 
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How do Learners Engage with the English Language? 

 

Philip Glover1 

Abstract 

Engagement with English is a process where language is the object of learning and may 

be the medium of learning. Engagement with language has cognitive, affective and 

social aspects which assist learning by supporting awareness and autonomy. In recent 

years new media have provided learners with many different opportunities for 

engagement inside and outside the classroom. Teachers need to follow and understand 

how learners engage with English outside the classroom and especially online as it can 

support classroom work. This paper describes how a group of learners presented a 

positive learning experience they had had outside the classroom in a five-minute talk to 

first year students from the same department. The paper categorises the experiences, 

discusses the benefits of the experiences and identifies examples of cognitive, affective 

and social engagement. The presentations show that these learners engaged with 

English in three domains of use: study, work and leisure activities. The learning 

experiences are diverse and provide insights into how students’ use of English outside 

the classroom can develop over time. The experiences illustrate how the learners’ focus 

moves from studying English as a school subject to using English for real purposes 

autonomously as as a Lingua Franca. 

Keywords: Engagement with Language, Language Awareness, Learner Autonomy 

 

Introduction 

The purpose of this paper is to provide some examples of how a group of students of 

English Language and Literature (ELL) engaged with English during their university 

studies. This engagement took place both inside and outside the classroom in a variety 

of ways, and the paper focuses on experiences outside the classroom. The paper 

categorises experiences outside the classroom in terms of where they occurred, why 

they occurred and who they involved. The paper goes on to discuss the benefits of these 

experiences for the students’ language development and then looks at the cognitive, 

affective and social aspects of their engagement. The paper provides examples of how 

English is used outside the classroom, how learner autonomy is applied by students and 

how English is used as a Lingua Franca. Engagement can be seen in students’ awareness 

of their own abilities in English and their learning experiences. Opportunities for using 
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English outside the classroom are constantly developing (Hockly, 2015) and this paper 

aims to present a picture of some of the ways in which university students use English.  

In a language learning context Engagement with Language (EWL) is a process where 

language is the object of learning and may also be the medium of learning (Svalberg, 

2009, p. 244). For example, much language learning involves completing grammar and 

vocabulary exercises and may involve English being used as the medium of instruction. 

Engagement can be broken down into cognitive, affective and social aspects. Cognitive 

aspects include implicit and explicit knowledge of language forms as well as attention 

to or noticing of these forms and how they are used. Affective aspects involve positive 

or negative feelings about language and language learning and motivation. Social 

aspects involve how, when, where and why language is used with other people and may 

involve issues of appropriacy and power. The descriptions of language use featured in 

this paper provide examples of all these different aspects of engagement. The 

descriptions also represent examples of language awareness and learner autonomy. 

Language awareness and learner autonomy aim to support language development so 

that learners can move from seeing English as a body of knowledge to be learned in the 

classroom towards an ability to use language for a variety of purposes in real contexts. 

Holec (1991) compares learning to use the language to an apprenticeship where learning 

is enhanced through learner autonomy. Autonomy involves an ability to use language 

independently, flexibly and in a variety of contexts (Little, 2008) with students making 

their own choices about managing the learning process. Higher levels of autonomy 

require awareness of language competences such as linguistic, sociolinguistic and 

discourse, in other words communicative competence (Canale & Swain, 1980). In order 

to track learner autonomy it is therefore important for teachers and learners themselves 

to monitor learners’ choices regarding language use inside and outside the classroom 

and to encourage learners’ awareness of what they can do and what they need to learn 

in English. One way of facilitating both awareness and autonomy with a focus on 

communicative competence is through the use of the CEFR for self-assessment 

purposes. 

The CEFR contains detailed descriptions of communicative competence which support 

teaching and learning through self-assessment of six levels of achievement in words that 

are accessible to students. The CEFR includes a variety of different tables: there is a 

global scale, a self-assessment grid (SAG) and a table showing spoken language use 

(SLU) according to the criteria of range, accuracy, fluency, interaction and coherence. 

These tables contain descriptors that can be used by curriculum writers, language 

testers, teachers and students to evaluate and set targets for different levels of language 

competence. The tables encourage language awareness as well as learner autonomy. The 

focus of the CEFR is very much on encouraging language for real purposes, and these 
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purposes increasingly occur in contexts where neither user of English speak English ans 

their first language, which has been described as using English as a Lingua Franca. 

 English as a Lingua Franca involves the global use of English by speakers of many other 

languages as a common language. This use of English emphasises focus on meaning, 

and also focus on form insofar as it facilitates successful communication (Jenkins, 2012). 

The uses of English described in this paper confirm the use of English for 

communication between speakers of many different languages. The overwhelming 

majority of examples show English being used for communication between speakers 

from‘expanding circle’ countries (Kachru, 1997). Students’ presentations about their use 

of English provide evidence of English being used as a Lingua Franca. 

The learners referred to in this paper confirm the changes in learner perceptions of the 

English language revealed by earlier research in a similar context (Glover, 2019). The 

study found that in the first year learning English was seen as a body of knowledge for 

studying in the classroom, found that speaking English caused negative emotions and 

anxiety and found that language learning was seen as a mainly individual activity. 

Students saw themseves as studiers of English, not as users. Over the next four years 

major changes occurred in terms of cognitive, affective and social engagement which 

are reflected in the student presentations featured here. 

The presentations 

As part of course work 53 participants from the fourth year of an ELL department were 

asked to prepare a five-minute talk about one positive language learning experience 

from their time in the department for presenting to fellow students. This paper 

endeavours to answer the following questions about the presentations: 

1. What categories of positive language learning experiences have the students 

had? 

2. What benefits have these experiences brought to ELL students? 

3. How have these learners engaged with language with regard to cognitive, 

affective and social aspects?  

The aim of the talk was to provide suggestions and ideas for the students’ first year 

colleagues. The presenters were advised to focus on one specific positive experience, to 

tell a story that the audience could follow and relate to, and to provide visuals if possible 

that would help the audience idntify with the experiences. The talks were initially 

intended to be delivered in class and face to face, but the coronavirus situation meant 

that the activity had to be recorded and presented online. The students had the option 

of using a variety of audiovisual channels for presenting these talks, and all the talks 

were completed successfully. 
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Categorising the presentations 

The talks covered three domains of use: international (16 students), work (21 students) 

and online language use (16 students). Each of these domains occurred in different 

contexts. International experiences included travel, classroom and social experiences, 

mostly in other European countries with the Erasmus exchange but also including 

contacts with international exchange students who were attending the students’ own 

university in Turkey. Work experiences included part-time or holiday employment or 

training in hotels or language schools, including work and travel programmes in the 

USA. Online experiences were very diverse and included gaming websites, general 

interest websites not originally intended for language learning and websites for learning 

English. 

Out of 16 students who talked about international experiences, most took place outside 

Turkey in European countries. There were also examples of communication as hosts to 

international students in Turkey as well as the work and travel scheme in the US. Four 

students focused on the experience of traveling itself and how it felt to go to a different 

country, with reflections on travel to Paris, Barcelona, Italy and global opportunities. 

These presentations described the feelings of trepidation, risks taken and ultimately 

success that these experiences brought with them. Six students focused on positive 

classroom experiences during their time at the host university. One described how her 

presentation skills were well received by classmates, one described a novel classroom 

feedback experience after an exam inviting students to challenge the grades that the 

teacher had given them, and another described what it was like to do teaching practice 

on a teacher training course in a foreign country. Another six students focused on the 

social aspects or their experiences in other countries, speaking about the people that 

they had met or about specific social activities, for example sharing cuisines. 

Of the 21 students who talked about work experiences, all took place inside Turkey. Six 

involved work in hotels and hostels, seven referred to teacher training experiences 

(formasyon teaching practice) and eight talked about teaching itself. Work in hotels 

included receptionist work, serving people as a waiter and generally assisting customers 

using English. The students who referred to teaching practice experiences during 

‘formasyon’ told how it was one of their first experiences of using English for a real 

purpose outside the classroom and referred to the activities they had done while 

teaching and the positive role models provided by their mentor teachers. Most of those 

who described teaching itself had taught children, and many noted that they had 

enjoyed the experience after some initial doubts. 
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Of the 16 students who referred to online experiences with English, four involved time 

spent on gaming websites, sis involved general interest websites not intended for 

language learning, and six referred to websites that were specifically intended to teach 

English. The variety of websites is impressive and reflects the diversity of experiences 

available to the students in English. This diversity also reflects the differing ways in 

which learners’ perceive and pursue their own particular needs. Learner autonomy 

requires learners to make their own choices about possible strategies with guidance 

from teachers. The four students who talked about gaming mentioned the language that 

could be learned and the speaking practice that could be gained from games that 

required participant cooperation and understanding a story. Of the general interest 

websites four students recommended watching films and series and others mentioned 

songs and karaoke, friends made through social media chat in connection with shared 

interests and even make-up websites. The learning English online experiences were 

extremely varied covering BBC websites, a Turkish English teachers website, and four 

apps that offered various types of online teaching.   

Benefits of the experiences 

The benefits of these experiences that the students identified all relate to cognitive, 

affective and social aspects of engagement with language. The cognitive benefits are the 

language skills and knowledge that the students gained as a results of the experience. 

The affective benefits relate to gains in self-confidence and self-esteem that the 

experiences brought about. The social benefits are about the people that these positive 

English learning experiences brought the students in contact with. 

The cognitive benefits of international experiences that the presenters identified 

included better knowledge of the English language. Some also mentioned knowledge of 

other languages such as the language of a host country. Some talked about intercultural 

knowledge and skills that they had gained through knowledge about the other countries 

that they had visited, their education systems, customs, history and people. The 

cognitive benefits of online experiences are better knowledge of vocabulary, grammar 

and communication skills. For example, studentswere able to list the specific words that 

they had learned from different TV series such as ‘Gossip Girl’ and ‘Highlander’. A 

student noted that through games that contain a narrative he had learned many words 

that he later encountered in literary texts. The cognitive benefits of teaching experiences 

were also made clear by the students. Many noted how they had come to realise that 

they still had a lot to learn about the English language, even about basic grammar and 

vocabulary, and learned a lot from teaching it.  

The affective benefits of international travel in terms of greater self-confidence and self-

esteem are made clear by most of the presenters. They referred to gains in affective 

engagement through greater self-confidence brought by demonstrating an ability to 
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cope with and look after themselves in new living and learning situations. Some referred 

to gains in self-esteem brought by greater awareness of their own culture that they had 

achieved after living in another culture. Other students gained self-confidence when 

they saw how students from other countries valued and respected the Turkish students’ 

culture, cuisine and English language skills. Students who had worked in hotels and 

hostels also stated how seeing visitors’ positive reactions to Turkey and its culture 

affected their own self-confidence. For the online experiences, the students noted how 

cooperating with other gamers, understanding English spoken for real language use 

purposes and learning new words increased their confidence in their own speaking 

abilities. 

The social engagement benefits of the experiences are noted by many of the students, 

who refer to the value of the various people that they met both inside Turkey and in 

other parts of the world. International exchanges, whether Erasmus or other global 

programmes gave the students’ positive experiences where they made friends with 

students from many different countries by using English. Online experiences generally 

involved less social contact, but some involved a great deal of communication with 

other people, for example gaming and social media. Work experiences involved several 

different types of social contact. Hotel work brought the students into contact with 

people from many different parts of the world. Teaching and teacher training work 

provided contact with the learners and with colleagues, some of whom had come from 

other countries. 

Conclusions  

These talks illustrate how learners can develop and engage more fully with the English 

language. They go from being students who see English as a subject to study in a 

classroom to people who use English for real purposes in the world. After four years the 

learners have become global language users who can provide abundant examples of 

engagement with English in its cognitive, affective and social aspects. The learners have 

become aware of the many possibilities that using English presents them with. They 

have become more aware of their abilities, targets and strategies in learning English. 

Learning has moved outside the classroom. This facilitates learner autonomy, as the 

students have learned how to make their own choices regarding what and how to learn. 

They have learned that English is for using not with ‘native speakers’, but can be used 

as a Lingua Franca so that the students can join a global community of English language 

users. 
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Translanguaging and Multimodal Strategies as Language Maintenance 

Techniques in Host Environments 

 

Nataliya Kharchenko1 

Abstract 

This presentation highlights some themes that emerged in the process of doing a 

research project on heritage language maintenance in Canada. In particular, the 

objectives of this project were to document and analyze participants’ experiences 

regarding home language use and to discover successful strategies for the 

encouragement and maintenance of Ukrainian. Although it may not technically be a 

language maintenance strategy, translanguaging (Hornberger, & Link, 2012; Lewis, 

Jones & Baker, 2012; Li, 2014; Makalela, 2015; Velasco & García, 2014) proved to be an 

efficient tool used by families in my study to find common communicative ground and 

to balance three languages in their everyday life. While this was truer for parents who 

had been in Canada for a long time than for more recent immigrants, almost all 

participants recounted some way or other in which they have to deviate from their 

policy of “only Ukrainian at home”. There are many external and internal reasons for 

both parents and children to resort to languages other than Ukrainian. While none of 

my participants would say they speak English at home, they all admitted that this 

language has some place in their homes. Children tend to use two or three languages 

very strategically in communication with their peers, siblings, and parents as well as in 

online activities. Different situations with various patterns of linguistic engagement 

thus offer additional opportunities for developing language competence. In my research 

sample, the children who were born in Ukraine arrived in Canada with established 

bilingual linguistic practices in Ukrainian and Russian, a repertoire to which English, 

and in some cases French, was then added. All participating parents knew at least two 

or three languages besides English, so they could not imagine their children becoming 

monolingual speakers of English only. 

 

SLA terminology, problematic dichotomies, and deficit ideologies  

The widely-spread attitude towards bilingualism as equal proficiency in two languages, 

labeled as full bilingualism, is inaccurate (Shin, 2003); moreover, Valdes (2001) believes 

that a narrow definition of bilinguals as a combination of two monolinguals equally 

proficient in both languages is virtually unrealistic (“mythical bilingual”), so a broader 

understanding is more valid (“the bilingual continuum”). In addition, bilingual abilities 

can vary at different stages (ages) of one’s life and over generations (Valdes, 2001). 

Martin-Jones and Romaine (1986) reiterate that the term balanced bilingualism is biased 
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and one-sided because it refers to the competence of monolingual speakers in 

historically stable linguistic communities with standardized languages; consequently, 

the term is not relevant to linguistic development of bilinguals in communities with 

more than one language.  

Moreover, Döpke (1992) claims that even if children acquire two languages 

simultaneously, they may not always be equally proficient in both since usually the 

language used more often and in a broader variety of contexts dominates over the 

language used only at home. Bilingual people may also fall either in the category of 

“passive/receptive” bilinguals in case they can only understand a heritage language, or 

“active/productive” bilinguals if they are fluent and literate in a minority language 

(Döpke, 1992).  

Kubota (2005) criticizes the populist and declarative nature of multilingual diversity 

often mentioned within the educational context, while at the same time this is not 

something educators are compelled to put into practice. In a predominantly 

monolingual society, there is also an uncomfortable duality of opinions towards 

bilingualism or multilingualism for dominant majority groups and subordinated 

minorities (Kubota, 2005; Macedo & Bartlome, 2014). Multicultural education may stress 

acquiring knowledge of an elitist nature privileging majority monolingual groups with 

additional foreign languages viewed as assets, while further marginalizing linguistic 

minorities whose bi-/multilingualism is seen as a problem that needs to be solved by 

acquiring the dominant language (English); consequently, bilingualism for native 

speakers of English is additive, while for language minorities it is subtractive (Kubota, 

2005). On the other hand, bilingualism may also have two forms: the first one is formal, 

acquired by means of official schooling and implied literacy; the second one is informal, 

typically associated with home languages of immigrant children who may not have 

substantial formal education in their native language and limited or no literacy skills. 

Kubota (2005) labeled the first type of bilingualism with capital “B”, and the second one 

with small “b” to illustrate two different facets of the same phenomenon. Moreover, she 

asserts that the English-only ideology is implied in these two forms, depriving 

immigrant children of becoming “Bilingual” and leaving them no choice but become 

either “bilingual” or even monolingual English speakers (Kubota, 2005). Acknowledging 

difficulties in determining clear definitions and understanding of who may be called a 

bilingual speaker, Martin-Jones and Romaine (1986) point out that certain practices and 

power imbalance within schools and society in general may label some forms of 

bilingualism as illegitimate; however, they suggest viewing “the productive skills of 

bilingual children as strategic accomplishments in performance, rather than as deficits 

in competence” (p. 35).  

Cummins (2000) observes that bilingual education may be viewed as a threat to national 

unity due to a high influx of immigrants with diverse cultural and linguistic 

backgrounds. He thinks it is time to revisit the historically shameful tradition of 
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subjugating linguistic minority children by punishing them for their L1 use, and 

assimilating and segregating them within the dominant society. By providing a fair 

bilingual education, the long-standing colonial legacies can be reversed (Cummins, 

2000).  

Wong Fillmore (1991) supports the idea that insufficient first language skills have a 

negative impact on the process of learning a second language. Young children may stop 

using their mother tongue prior to being proficient in a foreign language; as a result, 

they may not be proficient enough in both languages (Kopeliovich, 2011; Wong Fillmore, 

1991). On the other hand, subtractive bilingualism or semilingualism defined as 

deficiency in both L1 and L2 (Lambert, 1981 as cited in Wong Fillmore, 1991) may be 

viewed by some researchers as a transitional stage in language acquisition among 

bilingual children (Guardado, 2006). So, some experts advise that young children should 

be exposed to the mainstream language (for example, English) only when they achieve 

a certain proficiency in their first language (Chumak-Horbatsch, 1999; Kouritzin, 2000; 

Wong Fillmore, 1991). While many scholars refer to semilingualism as a concept 

describing inadequate language proficiency, Martin-Jones and Romaine (1986) caution 

that this generalized application is derogative and inaccurate. In this case, the standard 

for language fluency is an attempt to measure some visible linguistic competencies only 

(vocabulary or pronunciation for example). They claim that semilingulism as well as 

balanced bilingualism are rather contested labels because these terms imply “that there 

is such a thing as an ideal, fully competent monolingual or bilingual speaker who has a 

full or complete version of a language” (Martin-Jones & Romaine, 1986, p. 32).  

Having mentioned some traditional terminology in SLA, I move on to discuss the 

emerging term translanguaging as a new approach towards multilingualism.  

Translanguaging 

Recent studies on language acquisition and multilingualism offer a plethora of terms to 

address the problematic dichotomies and deficit ideologies mentioned in the previous 

section. The most frequently cited terms – “multicompetence” (Canagarajah, 2012), 

“translingual sensitivities” (Seltzer, 2019), “metrolingualism” (Pennycook, 2012), 

“multiliteracies” (Dagenais & Lamarre, 2005), and “plurilingual competence”  (Marshall 

& Moore, 2013) – attempt to position language acquisition as a continuum rather than a 

measured proficiency. For the purpose of this paper, I only focus on translanguaging 

(Hornberger, & Link, 2012; Lewis, Jones & Baker, 2012; Li, 2014; Makalela, 2015; Velasco 

& García, 2014). Although it may not technically be a language maintenance strategy, 

translanguaging proved to be another tool used by families in my study to find common 

communicative ground and to balance three languages in their everyday life. While this 

was truer for parents who had been in Canada for a long time than for more recent 

immigrants, almost all participants recounted some way or other in which they have to 

deviate from their policy of “only Ukrainian at home”. There are many external and 
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internal reasons for both parents and children to resort to languages other than 

Ukrainian. While none of my participants would say they speak English at home, they 

all admitted that this language has some place in their homes. Children tend to use two 

or three languages very strategically in communication with their peers, siblings, and 

parents as well as in online activities. Different situations with various patterns of 

linguistic engagement thus offer additional opportunities for developing language 

competence.  

The term translanguaging is a relatively new and developing one, attributed first to 

Williams (1994), who applied it to pedagogical practices in Welsh-English bilingual 

programs where children would practice their receptive skills in one language and their 

productive tasks in another (Baker, 2001; Lewis, Jones & Baker, 2012). There is a body of 

literature addressing the potential and beneficial pedagogical implications of 

translanguaging (Baker, 2001; Makalela, 2015; Velasco & Garcia, 2014); some researchers 

point beyond language acquisition to even further advantages of translanguaging. In 

particular, Li Wei (2014) defines translanguaging as “the full range of linguistic 

performances of multilingual language users for purposes that transcend the 

combination of structures, the alternation between systems, the transmission of 

information and the representation of values, identities and relationships” (p. 159-160). 

Lewis, Jones, and Baker (2012) differentiate between “Classroom, Universal and 

Neurolinguistic Translanguaging”, where the linguistic practices of my participating 

parents and their children would be examples of universal translanguaging, 

demonstrating the multicompetence (Li, 2014) of multilingual children.  

As Dagenais and Lamarre (2005) note, in many cases immigrant children in Canada 

acquire English or French in addition to the one or more languages they learned in their 

countries of origin. In my research sample, the children who were born in Ukraine 

arrived in Canada with established bilingual linguistic practices in Ukrainian and 

Russian, a repertoire to which English, and in some cases French, was then added. 

Moreover, upon arrival to Canada, children of my Russian-speaking participants had 

already experienced functioning in a linguistic diglossia1 in Ukraine, so multilingual 

competence was neither a new phenomenon nor a novel communication strategy in 

these immigrant families. All participating parents knew at least two or three languages 

besides English, so they could not imagine their children becoming monolingual 

speakers of English only. 

To illustrate the complex intersections and coexistence of multiple languages within 

someone’s linguistic repertoire, Hornberger and Link (2012) refer to what they call “the 

 
1 A term expanded by Fishman (1967), who stated that “bilingualism is essentially a characterization of 
individual linguistic behavior whereas diglossia is a characterization of linguistic organization at the 
socio-cultural level” (p. 34) 
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continua of biliteracy model” (p. 266), broadening the concept of translanguaging to 

encompass all receptive and productive aspects of language competence. According to 

my participants, their children are involved on a regular basis in multiple activities that 

transpire via a complex combination of three or sometimes even four languages. 

In general, research literature views code-switching and language-mixing as preliminary 

signs of language attrition or loss. Even taking this into consideration, I think that for 

parents in my study these practices actually represent language maintenance strategies 

rather than evidence of language loss. The parents engage in these practices with full 

awareness of the consequences, recognizing that in some cases there may be no better 

options. These communication strategies do not undermine their parental authority 

and “Ukrainian only” or “one parent—one language” home policies; rather, they 

demonstrate the parents’ commitment to negotiating meaning with their children using 

all possible resources. The term translanguaging (Hornberger, & Link, 2012; Lewis, Jones 

& Baker, 2012; Li, 2014; Makalela, 2015; Velasco & García, 2014) seems more appealing 

and appropriate to describe this linguistic behaviour. Translanguaging is described as 

“the process of making meaning, shaping experiences, gaining understanding and 

knowledge through the use of two languages’’ (Baker, 2011, p. 288 as cited in Lewis et al., 

2012, p. 641). 
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Sharing Insights and Techniques of Creating a Syllabus for a Graduate “Prose 

Style” Developmental Writing Class 

 

Sarbani Sen Vengadasalam1 

Abstract 

This presentation will offer attendees a glimpse into the pedagogy behind creating an 

academic writing syllabus at the graduate level. A course in academic writing develops 

skills relating to summarizing, critiquing, and synthesizing reading material in a prose 

essay that demonstrates an understanding of the subject matter. This developmental 

graduate course uses open educational resources for readings and incorporates 

progressive reviewing and writing exercises. The presentation will offer week-by-week 

activities breakup for possible use.  

Keywords: Developmental Writing, argumentation, synthesis, 3MT, academic writing, 

prose style 

Introduction 

Graduate students are expected to write academic essays,  long treatises, and master 

dissertations. Many students find themselves  ill equipped for the challenge as they may 

have taken two to three writing classes, if at all in their undergraduate career. There is 

a need for a bridge course that focuses on the developmental writing needs for 

international students as well as those who seek a refresher and an updation of their 

writing skills so they find it easy to share their research and finding in clear well written 

prose that use the academic conventions of their discipline. This paper offers the 

pedagogy behind creating such a graduate academic writing class while sharing a 

syllabus with week by week activity break up. 

What are the terminal course objectives for such a class that is primarily meant for 

students in the early stages of their graduate coursework? “Academic Prose Style” 

focuses on organization of arguments, paragraph development, sentence structures, & 

mechanics since its target students  are asked to summarize, respond to, critique, & 

synthesize reading material in a written analysis with appropriate tone, academic 

vocabulary, organized paragraphs, & appropriate formatting that primarily shows an 

ability to synthesize sources, build an argument and demonstrate their understanding 

of the subject matter.  organization of arguments, paragraph development, sentence 

structures, & mechanics. As per the course design principles of this class that I designed,  
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students who go through the course will be able to  do the following by the end of the 

semester” 

• Apply compositional principles of organization, coherence, & unity  

• Plan & write logically structured sentences & paragraphs  

• Understand & demonstrate correct tone, grammar, mechanics, & punctuation in 

submitted assignments 

• Successfully utilize citation style & Rutgers library services & online to gather, 

analyze, evaluate, & correctly integrate academic source material into written 

work 

• Revise writing to produce a clear, concise style appropriate to context, purpose, 

& an academic audience 

The central assignment for the class is an argumentative synthesis project. Even if  

substantial time is spent on grammar and writing exercises each week, and students 

signing up for the curse ay need help with their individual grammar demon/s, the 

students are not in the class to learn the nuances of the English language as much 

as be able to write and interpret complex arguments in accurate prose. The first two 

weeks are spent doing self analysis or in creating  a writing profile that includes 

identification of  students writing needs before proceeding to scan the library for a 

model article as well as a topic to write their paper on. Students write a short 

informative essay at the end of cycle 1 discussing their proposed  topic and their 

model paper at the end of the initial first cycle of the class 

The second cycle of the class or the next five weeks focus on finding and annotating 

their ten sources on the topic they found in Cycle 1 and in creating a detailed outline 

of the paper. Important lessons about thesis creation is offered and training in the 

use of the Sheridan Baker thesis creating machine1 extended. How every paragraph 

should have clear topic and ending sentences that link  each paragraph  to the other 

is  taught. The principles of synthesis and the methods of argumentation are 

explained and demonstrated. Preparing detailed outline helps the student hammer 

out the organizational map of the paper s/he proposes to write. At the end of this 

cycle, I meet with the students for one on one conferences in order to examine gaps 

in their outline if any and offer suggestions to strengthen their argument before we 

begin with Cycle 3 when students write out their academic essays 

In Cycle 3, students both flesh and polish out their arguments while learning how to 

do peer reviews. Class discussion are held on academic conventions while citation 

workshops on APA/MLA/AMA and so on are conducted. The ability to offer and 

accept suggestions is part of their training as graduate students. While they offer 

valuable content based tips to each other in the two stepped guided peer review 

sessions on content and style respectively, they also help each other out immensely 
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in fixing citation mistakes in their argumentative synthesis papers during peer 

reviews .At the end of this cycle, students complete and submit their ASP or 

argumentative synthesis project paper. 

The final cycle of the course focuses on presentation and reflection.   Student present 

their research findings in 3MT presentations -based on the worldwide contest 

principles- or present  about their work in class in three minutes. They are 

encouraged and taught how to create visual aids such as posters to demonstrate their 

points in their own 3MT times. Students also present their  reflections where they 

review and talk about their learnings as well as their future writing plans and 

milestones on the last day of class, the say their ASP project papers are returned.       

Here is my class plan with details of week by week activities 

355: 500: 01 

Graduate Prose Style Class Plan 

 Class  1 Class 2 (Can be asynchronous 
online activity) 

Homework 
 

Week 1, 
Cycle 1 

*Welcome; Course 
introduction, 
Goals & 
expectations                     
*About 7 
Dimensions                    
*About Writing 
Profile             
*Deciding on topic 
for writing project 
essay                                                        

Citation, Disciplinary  & Writing 
conventions : Exercises  

Grammar Exercises: Eight parts 
of speech: Lesson & test                                                                  
Grammar monster: Easily 
confused  words: Lesson & test                                                                      
Perfect English Grammar: 
Relative Clauses: Lesson & test  

* Submit writing profile in assignment area 
before Wk 2 class day                                      
*Search the Library for a Model Article in 
your area of interest                            

Week  2 * Synthesis: 
discussion                  
* Structure and 
Template: 
Discussion 

 

Citation, Disciplinary  & Writing 
conventions  Exercises Grammar 
Exercises Chomp-chomp: Subject 
Verb agreement: Lesson & test                                                                     
Chomp-chomp: Pronoun 
agreement: Lesson & test                                                                   
Chomp-chomp: Pronoun Case: 
Lesson & test               

* Write an Informative essay where you 
explain your topic (introduction), provide 
an abstract of a model  article (body) that 
relates to your topic(explain the relation in 
conclusion)                                          *Post 
draft of Informative  essay in forum for peer 
review night before week 3 class.  

Cycle 2 
Week 3  

* Argumentation & 
annotation: 
Discussion                                  
* Finding 10  
sources for 
annotated 
bibliography                        
* Informative essay 
Peer Review  in-
class                                   

Citation, Disciplinary  & Writing 
conventions  :Exercises 

Grammar Exercises: Chomp-
chomp: Comma splices & Fused 
sentences: Lesson & test                                                     
Chomp-chomp: Fragments: 
Lesson & test                                                                       
Chomp-chomp: Misplaced & 
Dangling modifiers: Lesson & 
test  

*Submit Revised Informative essay with 
template essay in assignment area after peer 
review                                                *Begin 
work on Annotated bibliography (AB). Post 
in forum for peer review before Wk 4 class 
time  

Week 4  Peer review of 
annotated 
bibliography  (can 
be held online) 

 Citation, Disciplinary  & Writing 
conventions  :Exercises Grammar 
Exercises: Chomp-chomp: 
Parallel structure: Lesson & test                                                              
Chomp-chomp: Word choice: 

*Finalize & submit annotated bibliography 
in assignment area before  class 4 
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Lesson & test                                                                  
Grammar Monster: Articles:: 
Lesson & test 

Week 5  Discussion: 
Outlining About 
Argumentation 
skills & ASP 
Details 

Citation, Disciplinary  & Writing 
conventions :Exercises 

Grammar Exercises: Perfect 
English grammar :Irregular 
verbs: Lesson & test                                                                       
Perfect English grammar :Verb 
Patterns: Lesson & test     
 Perfect English grammar 
:Conditionals :Lesson & test 
Citation conventions          

*Sign up for conference                        *Work 
on ASP project first level outline. Post in 
forum night before class time                                              

Week 6  * Peer review of 
Level 1 & 2 outline  

(can be held 
online) 

Citation, Disciplinary  & Writing 
conventions  :Exercises 

Grammar Exercises: Perfect 
English grammar :Gerunds & 
Infinitives: Lesson & test 
Perfect English grammar 
:Questions: Lesson & test                                                    
Perfect English grammar :The 
Passive: Lesson & test 
Citation conventions 
Citation conventions 

* Submit profile, template, informative 
essay, annotated bibliography, grammar 
exercises & demon, ASP outline into 
conference folder. 

Week 7  

 

* Conferences                          Citation, Disciplinary  & Writing 
conventions :Exercises  

Grammar Exercises Grammar 
monster: Apostrophes- Lesson & 
test                                                     
Grammar monster: Colon : 
Lesson & test                                                    
Grammar monster: Semicolon:  
Lesson & test 

*Revise &   Submit final outline after 
conference                                  

Week 8, 
Cycle 3  

Conferences  Citation, Disciplinary  & Writing 
conventions  :Exercises 

Grammar Exercises Perfect 
English grammar :Adjectives: 
Lesson & test                                                                   
Perfect English grammar 
:Participles : Lesson & test                                                                   
Perfect English grammar 
:Prepositions : Lesson & test  
Citation conventions   

Prepare  ASP draft and post to forum before 
next lass for peer review 

Week 9  * Revision: 
Discussion Level 1 
Peer review of ASP 
pre-final draft in 
class *Portfolio: 
Discussion  

Citation, Disciplinary  & Writing 
conventions  :Exercises 

Grammar Exercises Grammar 
monster: Conjunctions- Lesson & 
test                                                        
Grammar monster: Quotation 
Marks: Lesson & test                                                                        
Perfect English Grammar: 
Modals:  Lesson & test 

* Revise ASP  draft, post in forum    
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Week 10  Level 2, Peer 
review of ASP pre-
final draft in class                    

Citation, Disciplinary  & Writing 
conventions  :Exercises 

Grammar Exercises Grammar 
monster: Using brackets & 
parentheses - Lesson & test                                                              
Grammar monster: Connotations 
: Lesson & test                                                            
Perfect English Grammar: 
Denotations  Lesson & test 

 * Submit final ASP draft in assignment area 
night after final review before next class 
Prepare for 3MT 

Week 11, 
Cycle 4 

3 MT 
presentations 

Academic convention: Review 
Grammar Exercises : Review 

 

Week 12,  *3MT continued                        ASP Process review   

Week 13,  * Student 
Reflections   

*Evaluations & suggestions         *ASP essays returned 

 

Conclusion 

As per student evaluations, the class proved to be a godsend to multilingual students in 

particular as it provided developmental support as well as  training in graduate writing.  

With our student populations getting more and more diverse, such class offerings need 

to be a norm rather than an exception 

Notes 

1. The steps of Sheridan Baker thesis  making machine are alluded to here. The five steps 

are to state the topic, the specific issue, the main rationale with a “because” clause, the 

adding of  qualifications and finally anticipating counterarguments by reversing the 

position 

2. The 3MT competition is for researchers to present their thesis topic in three minutes 

in language that is understandable non-specialist audiences. It is an annual competition 

held in over 200 universities worldwide 
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Thank you! 

Just as every good thing must come to an end, so does GLOBETSonline, at least for 

now. We would like to show our gratitude and appreciation to all the 

academicians and other participants for their invaluable contributions that helped 

make GLOBETSonline an unforgettable academic experience. As the 

GlobELT/GlobETS committee, we look forward to welcoming you again at other 

conferences in the near future. 


