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From the Editors

Dear JETOL readers, We are proud to announce that Volume 4 Issue 4- ICETOL Special Issue has been
published with 22 articles. The International Conference on Educational Technology and Online Learning
(ICETOL), which was held for the first time in Cunda Island, Ayvalik, Balikesir, Turkey between 22-24
September 2021. The main theme of ICETOL was “Transforming and Expanding Online Education for a
Better Future”. A large number of participants took part in the conference, which was held for the first time.
A special issue of JETOL V4 14 ICETOL has been prepared for those selected papers at the conference.

In this issue, JETOL introduces 22 articles. These articles emphasize many of the important dimensions
related to current issues in educational technology and online distance education. We are sure that the topics
will gain our readers’ attention immediately. In this connection, we would like to thank to all authors and
reviewers who contributed to the advancement of scientific knowledge and to the field of educational
technology and online learning.

We strongly believe that as an open access journal, JETOL will move forward and contribute the universal
knowledge ecology. Hope you enjoy reading this issue. We wish everyone a healthy and happy new year.

Yours respectfully,
Editorial Team
JETOL

December 2021
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Article Info Abstract

Keywords: The pervasive nature of online learning worldwide necessitates the creation,
administration, and improvement of quality assurance mechanisms for higher education
institutions. This article delineates a number of principles regarding features of high
quality online learning systems and principles related to assessment of student learning,
teacher quality measurements, and course and program evaluations. An overview of
select world-leading online learning universities, leading standards for online learning
systems, some important players providing services regarding online learning and quality
Review Article assurance, and an extensive further reading list are provided.

Quality assurance
Online learning
Assessment and evaluation

1. Introduction

Online learning (OL) environments continue to evolve within and outside of institutions of higher education
all over the world. EDUCAUSE, a US-based organization, reports annually on the growth of higher
education OL worldwide with a particular emphasis on teaching and learning and notes that matters of
quality continue to be important year after year. A keynote address and this corresponding paper concerning
quality assurance was requested by the organizers of the 2021 ICETOL conference in Turkey. The
discussion and nearly all resources within this article are from institutions and endeavors in multiple
countries where English is very widely used with all the many limitations that this implies.

Adequate Quality Assurance (QA) is frequently and self-evidently missing from many efforts at OL all
over the world. Frequently online courses and even entire programs reflect learning design mistakes that
are readily apparent to experienced learning designers and also noticed by students exposed to these
insufficient efforts to advance their learning.

The author experienced some of these dilemmas as a learner when enrolling in some not-to-be-named
institutions to take online courses. In one case the overload of work that was assigned in the course was a
clear indication that someone in that university clearly thought that the only way to assure others that
learning outcomes were the same as face-to-face (f-2-f) environments was to pile the work even higher on
these students at a distance from the university. Any protestations that the course was not as rigorous as its
f-2-f counterpart could be quickly extinguished by showing that in fact, it was more rigorous. But this
clearly cannot be the way forward in assuring quality in online learning.

This article reflects on a series of matters related to QA in OL. Many of these reflections grew out of my
own experiences as a learner and as an experienced professor who has taught a wide-array of courses over
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many years in f-2-f, distance, and online formats. In some cases, | taught the same course in at least two of
these formats — occasions that called for substantial redesign of the course in question before it was well
suited to its new format. My thoughts also reflect longtime experience as an evaluator of educational
programs and learning environments including creating, promulgating, and educating others about learning
standards in varied subjects as well as judging learning quality within both programs and across institutions.
Extensive involvement in issues related to creation, analysis, and use of tests and measurements has
deepened my wariness towards many educational claims based on dubious evidentiary bases as well as
clarified principles regarding assessment, human behavioral responses to assessment, and institutional
responses to measurement both in principle and in practice.

2. Important Presumptions about Online Learning

When we say the words quality assurance, it reminds us of the task at hand but also raises key questions —
what do we mean by quality? how do we know that what is being delivered is of quality? and just exactly
how much quality does it display? Since quality connotes the degree or grade of excellence to be assigned,
it involves data, human judgment, as well as sensitivity to relevant contexts.

Assurance carries with it the idea that there is someone — to be determined — who cares about the quality
enough to want to know something about it. Quality only is assuring if it puts the mind at rest and
distinguishes doubt. Assurance informs the recipient in a positive manner about the goods or deeds in
question. There are often multiple audiences seeking assurance with frequently competing needs, desires,
or objectives — not all of which are transparent. In terms of OL, these audiences could include students,
professors, department heads, heads of institutions, government officials, corporations and nonprofits who
employ the people engaging in OL, and the public at large (in respect to public institutions of higher
education). QA is therefore frequently carried out in situations with less than perfect knowledge about who
wants to know, why they want to know, and what they intend to do with the information they are given.
With this wider context for QA in mind, we can consider a series of important presumptions that should be
held about OL as it relates to QA matters. The following brief list highlights some important but not
exhaustive presumptions:

1) Hold online learning to the same standards and analogous types of evidence as f-2-f in terms of
student learning outcomes and results and NO HIGHER. Not infrequently, the exact opposite of
this statement occurs as people are deluded into thinking that OL should solve problems that are
evident in f-2-f learning by going beyond it. On the other hand, there are those that harbor deep
suspicions about OL and wish to derail its progress on philosophical grounds alone — despite
any evidence. Neither view should reign supreme. There is ample experience worldwide to
suggest that learners benefit most by having a choice of learning environments since human
beings learn in many different ways both as individuals and in groups. There are no a priori
reasons why OL should be treated differently from a QA perspective than that of other learning
environments in terms of its necessity. The kinds of evidence that is amassed in the respective
QA process across diverse learning environments will inevitably differ but the standards to
which we hold student learning should be identical.

2) Meaningful online learning should be happening at the credential, course, and program level
across an entire institution. Too often meaningful OL is limited to a particular program, a
particular course, or a particular credential. Our goal should be to ensure that ALL OL is
meaningful to its intended audience(s) and it should be meaningful consistently across multiple
teachers, topics, and programs within the same institution. Whether OL is being used for the
benefit of students, staff, professors, or the public at large, it should always be designed in such
a manner as to be meaningful to its intended recipients.
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3)

4)

5)

6)

7)

Learning is so complex that its completeness can never be fully measured, thus all data is
illustrative rather than definitive. Human learning is incredibly complex and no matter how we
assess it, our best efforts cannot capture its duration, depth, breadth, application, and growth in
its entirety. Instead, we should think of our measurements as collectively providing glimpses of
learning that are illustrative and illuminating rather than definitive or exhaustive.

Margins of error occur in measurement and evaluation systems and should be factored into any
decisions made on the basis of such measurement or evaluation. An important and foundational
principle of metrology, the science of measurement, is that there are margins of error no matter
how exquisite and precise the measurement tool. This is even true for exacting weights and
measures overseen by the National Institute of Standards and Technology (NIST) in the USA
and its worldwide counterparts. It is even more true for the behavioral and social (human)
sciences when we are trying to measure different types, levels, and degrees of human learning.
The science of measurement continues to create new tools that help us in this important venture
but the very best of the best still contain variance in results — even when measuring the same
thing over and over. This should breed humility on both the part of those doing the assessing
and those who are the recipients of such assessments — whatever they may be measuring.

Exact answers in quality assurance are costly; proximate measures are sufficient for most QA in
OL purposes. Too much time is spent in many enterprises deriving exactitude in measurement
when for many practical decisions that must be made, an exact answer is not required. This
obviously holds true for things like building atomic bombs as the Nobel Prize winning physicist
Enrico Fermi was famous for both noting and practicing in his calculations, but it holds true for
many areas in human life. An answer that is approximately 75, 80, 85, or 90 percent correct is
often more than sufficient for an informed decision to be taken. Getting to the next ten, five, or
one percent depending on the starting point can turn out to be a return on investment (ROI) that
just doesn’t make sense in the situation. So good QA systems state how good the measurement
needs to be in order to be acceptable for the uses for which it is intended. This principle also
applies to situations where you are making decisions about a group and an exhaustive
examination of each member of the group is completely unnecessary as annual surveys by
Gallup, NORC, and other organizations that produce surveys as their core business fully realize
and act upon. When a well-known polling organization says that XX percent of the world’s
population believes YY'Y, we all know this is based on a carefully drawn sample of the world’s
population, but it is sufficient to give us a known degree of confidence in the results. If we need
even further assurance, we can read the technical report that accompanies such a survey and
understand even more precisely what the results do and do not mean.

Clear online course development requirements for all faculties are vital and should include
agreed upon standards of quality with annual updates. Some variation from teacher to teacher in
higher education is inevitable. Yet there needs to be boundaries for human variation within
systems if the intent is to produce graduates with certain guaranteed capability, knowledge, and
skills. Articulated standards for the development of OL courses is imperative to maintain a
sufficient and dependable level of quality across the enterprise. OL institutions that were set up
this way from their commencement have always seen the need to engage in such efforts because
the reputation of the institution itself is on the line if too much variance is permitted to exist.
Furthermore, standards ensure that no development steps are forgotten or diminished and that
both the highly skilled and experienced teacher and the novice teacher are always working
towards and achieving the same exact course standards — albeit with plenty of room for
individuality to express itself.

Student evaluations of both their learning experiences and tuition (teaching) should be
longitudinal in character rather than near-term, one-time affairs. Institutions should always be
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8)

9)

10)

concerned about the long-term prospects and achievements of their graduates and not just what
initially gets registered in a single course. Furthermore, some things which students need to
acquire and in which they must become proficient to a high standard, cannot be mastered in a
single course or in a single year. Many institutions are now using portfolios of student work,
some of which is revisited and further revised across their students’ journeys within a program
of study, as one way in which to take a more longitudinal (developmental) view of student
learning that goes beyond a single week, month, or year.

Institutions and teachers within them must take responsibility for ALL students’ learning. Too
often we have placed the responsibility for learning almost entirely on the student and resisted
efforts in higher education that seek to hold the individual professor equally accountable for the
learning of their students. In some programs in fact, failing students is taken as a mark of
excellence and rigor of the program when it should be seen as a failure to design courses in a
way that enhances student learning no matter how initially “hard” the subject matter is believed
to be. Schools that have taken this message to heart have clearly demonstrated that many more
students can succeed if we create the right conditions for such success to be realized. We also
know from tracking individual students that most students who fail out of one university
program frequently achieve marked success in another program which an independent observer
might consider to be equally difficult to master. Institutions that take this presumption to heart
end up with both happier students and happier, more wholesome professors.

Learning design within courses and programs should be transparent, constantly adapted in light
of ongoing data collection, and continuously improved. Caveat: Learning design is itself a highly
refined, scientifically-based set of methods that require skill in their proper application to various
content and contexts. Many institutions have now realized that learning design is itself a highly
specialized profession that requires advanced knowledge, experience, and skills. AECT, the
leading global professional organization for learning designers, has grown in membership over
the years as learning designers contribute positively to organizations and institutions across all
sectors of society. Institutions at the forefront of OL not surprisingly have large numbers of
individuals who are skilled at learning design — derived either as part of their formal educational
preparation or picked up on the job through tutelage from experienced learning designers who
love to share their expertise and help professors continuously improve their course designs and
their repertoire of instructional techniques.

Learning can be purposefully synchronous, asynchronous, a blend of synchronous and
asynchronous, discontinuous or intermittent, and/or spread over a long period of time (months
or even years). There is no one single way for human beings to learn and this includes within
the OL environment. A quick scan of many different universities reveals that courses are
designed in dramatically different ways, spaced out in entirely different manners, and
increasingly designed with specified audiences in mind. The same exact “course” can be offered
in dramatically different forms and configurations to suit different audiences and with equally
effective results. Some of this inventiveness takes time to develop as one of the principles of
learning design is to design, test, adapt, check, redesign, etc., in iterative manner until the
required results are obtained.

3. Select Principles of Human Performance Assessment

At the core of QA is data that is collected actively, passively, or in a variety of ways from students,
professors, employers, and other parties. Much of this data is utilized for the purpose of assessing some
desired learning outcomes. It provides evidence of different kinds that bears on the achievement of the
articulated outcomes that are sought. So just as there are presumptions about OL, there are also underlying
principles of human performance assessment which need to be evident within any QA system within an
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institution. Better understanding and more fully applying these principles in all the various situations in
which they apply can alter the behaviors of those doing the assessment as well as those who are being
assessed. It also raises the level of discourse within an institution about assessment matters because in a
most fundamental manner — assessment really does and should matter to everyone.

The following list of principles is once again not exhaustive but sufficiently illustrative to help us
understand why thinking more about assessment principles can improve our understandings and approaches
to QA, make us both more welcoming of its findings over time, and enable critiques of naive attempts to
apply QA in inappropriate ways. With these caveats, here are some principles of human performance
assessment with brief commentary:

1) Repeated measures matter. Repeating a measurement helps establish its reliability. One-time
“snapshots” of performance could be anomalies, but we can only rule this out if we have more
frequent and spaced observations on which to rely. If our goal is to have all students reach a
particular learning standard, we should give all students multiple opportunities to provide
evidence that they have attained that standard. We should banish the “one time- then done”
mentality which often afflicts even institutions supposedly dedicated to advancing human
learning.

2) Favor frequencies over attitudes (both are important). Attitudinal data should always, when
possible, be complemented by frequency data which tells us far more about the actions that we
presume might be aligned with the attitudes that have been expressed. Knowing how often
someone does something is worth far more than any expressed attitude that they strongly believe
something. The old adage, “actions speak louder than words,” should be plainly visible in our
QA actions as well as in how we assure quality in our institutions.

3) Trend lines tell you more over time. Year-to-year changes tend to be episodic and provide less
clear evidence of positive or negative directions in quality or impact than the use of rolling
averages or other forms of trend line creation that track change over time, smoothing out the
inherent variations in cohorts of students, different instructors, and other sources of variance
within systems.

4) No one is ever a “zero;” you only know what you chose to measure — you know nothing about
what you did not measure. Far too often a single test administration or evaluation is used to make
a relatively permanent judgment about a student’s performance or even an entire course or
program. “Absence of evidence” is only very rarely the same as “evidence of absence.” This is
why providing alternative means of measurement or alternative indicators of performance is
superior to a single measurement or evaluation approach used to the exclusion of all other
possibilities. Our goal should be to constantly increase our confidence in our QA system. This
can only be achieved by constant questioning of our results, deeply probing the strength of our
evidence, seeking out sources of evidence that present contrary views, and welcoming reasoned
and insightful dissent from those who are subjected to our measurements or evaluations.

5) The fundamental purpose of measurement is improvement not punishment. It is hard to maintain
faith in a measurement system that only punishes people based on the results. This inevitably
breeds corruption, malaise, rebellion, or other undesirable but entirely human responses. A
quality QA system helps provide direction for ongoing quality improvements and measurable
gains in efficiency, learning, effectiveness, sustainability, or other matters. It informs work to
redesign our courses and programs so that more students can achieve at higher levels over time.
It helps provide both impetus for and evidence of improvements in faculty teaching and the
increasing capability set of our graduates.

6) All actions have effects, so be careful what you measure. It is a truism in the measurement
industry that WYMIWYG — “what you measure is what you get,” so be careful what you
measure. As soon as a question is asked within an organization through a questionnaire or other

550



JETOL 2021, Volume 4, Issue 4, 546-561 Cheek, D.

7)

8)

9)

10)

11)

12)

means, it begins to affect human behaviors. What you measure is where and on what various
players within a system will then focus their attention because it sends an implicit message that
these are the things that management cares about.

Human beings adjust their behaviors to measurement systems. Since humans are sensitive to
measurements applied to their behaviors, they inevitably adjust their behaviors over time to the
fundamental nature of those measurements. The easier the measurement is to measure the more
readily people adapt to its presence and change their direction or actions in the manner desired.
This results in quick achievement of a management-intended goal, but it frequently proves
illusory since the chosen measurement is often a simple surrogate for something far more desired
but vastly more difficult to measure. The push within QA systems should always be for
increasingly sophisticated measurements that are more likely to spur desired higher-level and
meaningful changes within the system.

“Data always speaks but it speaks softly and slyly” (attributed to the late Fred Mosteler, Harvard
University). At the core of QA systems are reams of data that must be collected faithfully,
combined correctly, understood deeply, manipulated properly, analyzed perceptively, and
discussed and applied appropriately. This requires the engagement of people with advanced
knowledge of statistics as well as knowledge about the social uses of information, data ethics,
data privacy, cultural differences, and other issues. Much damage has occurred within
universities when inappropriate attention is paid to the many aspects of data conception,
collection, curation, analysis, reporting, and use.

People are not widgets on an assembly line. QA systems are a technological means by which
organizations seek to improve themselves and also regularly report their progress to varied
publics. QA efforts need to be designed and implemented in a manner that is humane and
respectful of the human beings within the system being measured and evaluated. There are often
good reasons for the use of exclusion rules, probationary periods, suspension of measurements,
adaptation of measurements, etc., which should be regularly discussed, debated, and altered as
needed to serve the purposes of the organization while continuing to ensure the overall integrity
of the QA processes and system as enacted. Since QA systems are human designed artifacts,
they can also be changed by human beings when situations require it for the system to achieve
its intended purpose(s).

Learning effects are visible from almost immediately to those evident only over a much longer-
term. QA systems in higher education have frequently been guilty of measuring only short-term
effects of the process of education on their students and surrounding environs. A wise approach
to QA will incorporate some measurements that occur over longer periods of time such as
longitudinal or panel studies, regular studies of randomly selected alumni, or other means of
tracking longer term returns on investment (ROIs). Vignettes of exemplars can and should also
be created to be shared with appropriate audiences as part of a signaling mechanism of the worth
of the academic institution within the wider community, the nation, or the world.

Learning effects last from ephemeral (fleeting) to those virtually permanent. Some learning is
for all intents and purposes permanent in nature. Other learning effects can be captured almost
immediately after they have occurred, but they are rapidly extinguished. Most learning effects
are somewhere between these two extremes. Earlier principles capture some of the gains to be
gleaned from studying individuals on a more extended basis. More consideration can be
profitably given to capturing learning effects beyond the level of an individual course to seek
evidence of impacts across an entire program of study or an entire institutional unit within the
university (e.g., department, college, or larger aggregates).

Assessment of learning at the individual level is not the same as program or course evaluation;
simply rolling up the results of individuals does not adequately measure course or program
features or impacts. Institutions should expend more efforts on QA that takes account of well-
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designed and executed program evaluations at the level of programs as well as for courses that
are offered in multiple sections taught by multiple instructors. Some program evaluations can
be competently done by other units within the institution. Sometimes an external program
evaluator outside of the institution is the proper choice, especially for those that involve high-
stakes, are complex, require longer-term engagement, or are socio-politically sensitive.

13)  Straightforward 1-2-3 ranking systems are almost always misunderstood, misapplied, and
misleading (Three “misses” in a row!). In a world now filled with rankings of systems of higher
education institutions at national and international levels, it remains the case that serial ranking
systems can be hugely misleading. There are many reasons that account for this problem but
some of the more important ones include: 1) data is often not normalized, 2) different types of
institutions are grouped together when they serve different types of students, 3) technical
subjects such as engineering, the sciences, and medicine publish at a much higher rate than areas
like the arts and humanities, 4) funding support for research varies widely within and across
jurisdictions, and 5) intake variables vary widely across institutions. A long-running exemplar
in assessing research universities is the Center for Measuring University Performance, now
jointly run by the University of Massachusetts — Amherst and the University of Florida
(mup.umass.edu/content/measuring-university-performance). Its annual report on the Top
American Research Universities is available for the years 2000-2019. These annual reports show
what a difference more thoughtful and sophisticated ranking systems can make in helping us
understand institutional performance in a comparative manner.

4. Online Learning Quality Assurance among Seven Highly Experienced Universities

Now that we have overviewed some presumptions about OL and some principles about human performance
assessment, we can turn to the question - where might we find exemplary QA practices regarding OL?
While there are many choices available worldwide from which to choose, this paper will identify only seven
examples. These examples were chosen either because they have been delivering distance learning
programs for at least four decades, or because they have some unusual focus or orientation that makes their
mention here worthwhile. In all cases, it would be a mistake to simply copy whatever QA processes they
or others have and to transpose them fully into one’s own institution. A better approach is to identify some
useful processes, methods, and explanations that are employed elsewhere and to adapt them to the
environment in which your institution operates. You may be drawing upon other approaches because your
own QA processes need some ideas for improvements, or you are just commencing creation of a new QA
system. What you adapt from these universities or others like them around the globe needs to be informed
most by what purposes your QA system seeks to serve, who are the potential recipient parties for your QA
results, and for what purposes are they being provided. These seven English-language institutions in
Canada, UK, and the USA based on their most recent publicly available data (2021), presently serve just
over 500,000 students around the world enrolled in at least one of their programs of study. They are
arranged here beginning with three of the oldest distinctly distance-learning institutions (UK and Canada
respectively) and then the remaining four being all well-known providers of OL based in the USA:

1) University of London Worldwide — With over 160 years of experience in running well-known
and highly-regarded distance learning programs, ULW is possibly the most widely known and
venerable provider of OL in the world. It has over one million alumni found in virtually every
country on Earth. ULW currently runs collaborative programs with 11 of its 17 constituent
institutions across the entire University of London system, and offers OL learning for over 100
certificates, diplomas, and full-fledged degrees. In addition, it makes available through ULW as
well as directly within all 17 of its constituent institutions, the opportunity to enroll in highly-
regarded PhD programs via research across virtually all subjects at the university completely at
a distance or in a combined distance and f-2-f format. In 2021, there were over 50,000 enrolled
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2)

3)

4)

5)

6)

students in 180 countries below the PhD level. There is a General Prospectus 2021 available
online that overviews their entire efforts as well as detailed downloadable prospectuses for each
of the relevant program areas on offer. Each prospectus is quite detailed about the course design
and academic content, learning outcomes, measurement techniques, timelines, learning
demands, entry requirements, costs, etc.

Open University, UK — The OU is a long-running (50+ years) totally distance or online
university with over 175,000 enrolled students in 2021 up through PhD programs across all areas
covered by a typical research university. Many PhD students choose to relocate to the OU’s
campus at Milton Keynes north of London to access research laboratories, library facilities, and
subject matter experts. The OU has detailed factsheets available regarding all elements of its
quality assurance procedures and processes that are updated every two years including a
framework for academic quality and standards, collaborative provision, student support and
guidance, accountability to stakeholders, and internal review procedures. Each course and each
program have detailed information for students about expectations, time demands, content,
assessment procedures, materials, assignments, timelines, costs, supervision, etc.

Athabasca University, Canada — AU was originally chartered in 1970 as a traditional
university; it quickly pivoted to meet evident needs and graduated its first online students in
1977. The following year it was recognized as a self-governing public university in Alberta
Province that would concentrate on online and distance learning across Canada. It quickly
moved to accept students from anywhere in the world. AU currently enrolls about 40,000
students annually. It offers 55 undergraduate and graduate programs including 18 master and
two doctoral degrees. Its 5-year IT strategy promulgated in April 2018 is well worth a look when
thinking about adequate infrastructure for OL. Additionally, its easily downloaded course
development policies and course development procedures are helpful guides to inform efforts
elsewhere.

University of Maryland Global Campus (UMGC) — Initially commenced as a unit of the
University of Maryland at College Park focused on distance learning, it became a free-standing
university on its own within the University of Maryland System of state higher education
institutions several decades ago, operating as the University of Maryland University College
(UMUC). It was renamed UMGC a few years ago and offers 90 degrees, specializations, and
certificates including 30 undergraduate degrees, and 55+ graduate degrees, including two
doctorates, to over 60,000 students annually. UMGC offers f-2-f and mixed format degrees in
Adelphi, MD, and the wider Washington, DC area and at US military bases around the world,
in addition to wholly OL programs available globally. It has well-established procedures for the
creation, delivery, and support of OL.

Penn State World Campus — Initially a unit within The Pennsylvania State University main
campus in University Park, PA, the world campus has operated for many decades and grown
into a separate entity within the Penn State System of campuses offering over 150+ degrees and
certificates, including 37 bachelor’s degrees, 56 master’s degrees, and one doctoral degree to
students anywhere in the world. The PSWC enrolls about 15,000 students annually exclusively
online. It is also widely used for OL coursework (but not entire degree programs) by thousands
of additional students at Penn State’s 24 campuses across the Commonwealth of Pennsylvania
as well as external students all around the world who want to pick up some additional
concentrated coursework in selected areas. Once again, it has well-established and regularly
updated procedures for the creation, delivery, and support of OL.

Arizona State University Online and Extended Campus — A more recent yet significant
player in online learning than the universities already profiled, the ASU online and extended
campus offers over 289 programs including 134 undergraduate degrees and 166 graduate
degrees, including two doctorates, to around 38,000 students annually. It will continue to rapidly
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grow due to signing learning agreements with employers such as Starbucks and Walmart who
offer partially or fully subsidized university educations to their workforces via ASU as well as
other OL degree providers. Some programs are offered with hybrid options, and some require
limited f2f learning components. ASU has invested heavily in data analytics that undergird its
entire learning environments both online and at its large f2f campus in Phoenix, AZ. ASU has
won national awards for its highly successful work with traditionally underrepresented learners
and first-time learners in higher education — achievements impossible without the powerful
learning analytics embedded within all of its educational infrastructure. Its president, Michael
Crow, is well-known for his influential, sometimes controversial, but always informed views
about the future of higher education in the USA and beyond which is detailed in two recent
books.

7) Western Governors University — This nontraditional private institution was created in 1997 in
response to the collective efforts of the governors of 19 states in the American West who
envisioned through their Western Governors Association a university design that would feature
a competency-focused approach to learning not based on seat time or courses but rather based
solely on evidence of student performance. They believed that a strong focus on students already
existing capabilities, knowledge, and skills would enable many residents across the American
West to earn job-relevant degrees at undergraduate and master levels in the high demand fields
of business, teaching (education), IT, and health & nursing. The university is agnostic about
where, when, or how you learned something. In 2021 its annual enrollment was over 128,000
students and it is open to students anywhere in the world.

5. Sampling of Mostly US-Based Organizations Supporting Quality Online Learning

With the growth of OL systems in institutions of higher education worldwide and its further increase during
the continuing Covid-19 pandemic, organizations founded to support OL efforts have found themselves
overly busy providing help and resources to many for whom quality OL is still a distant objective. This list
of providers, mostly located within the US, is given in alphabetical order with some brief synopses of what
kinds of services they provide. Nearly all are open to members from around the world and a number of
them regularly organize conferences, publish research studies or feature research articles, and coordinate
collaborative R & D projects among multiple institutions to advance OL environments.

AECT - the Association for Educational Communications and Technology: the largest professional
association in the world of learning designers, AECT members can be found all over the globe. AECT as a
service organization organizes and convenes annual conferences, research symposia, webinars, and
consultations. Their many affiliates organize within their own divisions additional meetings and
opportunities for extended online interactions about learning design. They also have national affiliates in a
growing number of nations and/or regions. AECT has a long-standing partnership with Springer and
publishes numerous peer-reviewed journals, a massive one-volume encyclopedia of research now in its 5™
edition (2020), and numerous Springer book series. Individual and organizational memberships are
available. Members have full download free access to all AECT publications so long as they continue their
membership.

Aurora Institute (formerly iNACOL): With a focus on K-12 schooling in the online environment, the
Aurora Institute organizes and convenes symposia and provides numerous resources through its Center for
Policy, Competency Works, and Action Research Center.

Council for Adult and Experiential Learning (CAEL): CAEL has for many years focused on the adult
learner — work environment interface. It sponsors an annual conference and provides practical advice and
solutions through various programs including Work Learn Earn solution, Credit Predictor Pro, Adult
Learning 360, microcourses, webinars, industry events, and research studies. CAEL is now part of the
Strada Collaborative, a wider entity that offers many useful resources and programs.
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Digital Learning Collaborative (DLC): A federation of preK-12 school districts primarily in the US and
Canada and organizations who serve them, DLC organizes and convenes an annual conference and topic-
focused webinars, as well as providing publications such as its annual SNAPSHOT.

EDUCAUSE: Since its inception with a higher education focus, EDUCAUSE has grown into one of the
largest and most active players in advancing technology applied to educational environments including but
not restricted to OL. It provides a series of resources including analytics institutional self-assessment,
Learning Space Rating System (LSRS) v.3, resources (online learning, online teaching, online course
development planning), conferences, topical webinars, and EDUCAUSE Institute Leadership &
Management Programs which helps leaders advance their knowledge and proficiencies through focused
collaborative learning experiences.

Instructional Technology Council (ITC): ITC is home to the Distance Education Leadership Academy, a
large Annual eLearning Conference, and topically-focused webinars across an array of subjects.

International Council for Open and Distance Education (ICDE): ICDE is the largest global organization
focused on open and distance education and has been based in Norway since 1988. ICDE serves as both a
clearinghouse for projects around the world and the organizer of various collaborative projects involving
international organizations like OECD, UNESCO and other UN-affiliated organizations, major
philanthropic funders, global networks, research consortia, academic institutions, and governments. Its
many worthwhile resources include its Knowledge Hub, ICDE Projects, ICDE Publications, networks,
Open Praxis (journal), and the ICDE Quality Review Service.

International Network for Quality Assurance Agencies in Higher Education (INQAAHE): The
INQAAHE like its name indicates, is the global organization for quality assurance agencies in higher
education at the ministerial level within countries and their respective national networks. The rotating
Secretariat in 2021 is housed at the Catalan University Quality Assurance Agency in Spain. UNESCO was
a founding partner of the organization and is active in support of the organization’s continuing role. It is
the preeminent source for QA matters related to higher education contexts. Its many resources include a
journal, Bulletin, query service, good practice database, conferences and regular webinars on selected
topics, INQAAHE Guidelines of Good Practice — Procedural Manual 2018, and the very helpful and free
Graduate Qualification in Quality Assurance program (a set of four complete modules as free downloads
for self-study, 2011).

National Council for Online Education (NCOE): NCOE is a partnership of the Online Learning
Consortium (OLC), Quality Matters (QM), University Professional and Continuing Education Association
(UPCEA), and WICHE Cooperative for Education Technology (WCET). Its products include regular news
bulletins, announcements of partner publications, and advocacy efforts in national and state policy arenas
in the USA.

Online Learning Consortium (OLC): OLC is a wide-ranging, very active federation of organizations
across the USA and beyond working to advance OL with a focus on professional development of OL
teachers at all educational levels. Its many resources include the Online Learning Journal, two annual
conferences: OLC Accelerate and OLC Innovate, Founding Days, OLC ldeate — Virtual Salon Series, OLC
Institute for Professional Development [Online teacher certification program, instructional designer
programs & courses, Mastery series, On-demand offerings, OLC Institute badges, leadership courses,
Institute for Emerging Leaders in Online Learning (annual), webinars], Research Center, Blog — OLC
Insights, OLC Continuity Planning and Emergency Preparedness, Awards, Quality Scorecard Suite,
Quality Scorecard Navigator, OLC Quality Scorecard Official Review, Quality Scorecard Case Studies,
Quality Scorecard Endorsement, and a Speakers Bureau.

Quality Matters (QM): QM is an organization that started serving the needs of OL providers in the state
of Maryland in the USA. It has grown into a national organization with a global presence by providing
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resources on quality assurance (QA) in online learning, proprietary QA standards, QA training on the
proprietary standards, research on quality matters in online learning, and providing external reviews of
quality assurance for OL to institutions on a fee basis.

University Professional and Continuing Education Association (UPCEA): UPCEA is a US-based
federation of higher education personnel responsible for professional and continuing education programs
within universities. It provides a variety of services including convening the Council for Chief Learning
Officers and organizing or providing the Summit on Online Leadership and Administration, UPCEA
Hallmarks of Excellence in Online Leadership, Hallmarks of Excellence in Professional and Continuing
Education, Hallmarks of Excellence in Credential Innovation, UPCEA Professional Development
Certificates, Learning Center, Publications, and benchmarking, research, & consulting services.

Virtual Learning Leadership Alliance (VLLA): VLLA is a well-known K-12 virtual network of state
virtual schools’ leaders and consortia school organizations in the USA. It provides research and reports,
resources, and collaborative projects by members.

Western Interstate Commission for Higher Education Cooperation for Educational Technologies
(WCET): Originally focused on the Western US states alone, WCET has grown to include members in all
US states and all Canadian provinces and provides resources on institutional success, policy and regulation,
student success, and technology. They also organize and convene largescale events and joint initiatives and
regularly publish reports and distribute annual awards.

6. Standards for Quality Online Learning

At the core of QA there must exist standards against which assessments of quality are made. Many countries
have now created and promulgated standards for QA regarding OL. Only three providers of such standards
are highlighted here because these are widely known and have been the basis for the creation of many others
in ensuing years. All three providers have informed efforts in higher education QA for OL. They are in
alphabetical order:

Quality Matters (2018). Quality Matters Standards (qualitymatters.org; now in its 6th edition).

Tertiary Education and Quality Standards Agency (2017). Quality assurance of online learning toolkit.
Department of Education and Training, Australian Government. September.

Virtual Learning Leadership Alliance & Quality Matters (2019a). NSQ National Standards for Quality
Online Programs, 2e (www.nsgol.org).

Virtual Learning Leadership Alliance & Quality Matters (2019b). NSQ National Standards for Quality
Online Teaching, 3e (www.nsgol.org).

Virtual Learning Leadership Alliance & Quality Matters (2019c). NSQ National Standards for Quality
Online Courses, 3e (www.nsqol.org).

A good QA set of standards must address the very different domains which must work together to result in
a suitable, sustainable, and successful online environment for students, professors, and support staff
wherever they may physically be located. The QM standards, for example, address the following general
standards areas: 1) Course Overview and Introduction, 2) Learning Objectives (competencies), 3)
Assessment and Measurement, 4) Instructional Materials, 5) Learning Activities and Learner Interactions,
6) Course Technology, 7) Learner Support, and 8) Accessibility and Usability. The Australian standards
are organized into nine domains: 1) Leadership and Management, 2) Staffing Profile and Professional
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Development, 3) Review and Improvement, 4) Resources, 5) Student Information and Support, 6) Student
Experiences, 7) Curriculum Design, 8) Assessment and Integrity, and 9) Learning Outcomes.

These standards are entirely consistent with the QA processes in place in the seven exemplary distance
learning universities profiled earlier. What specific QA standards for OL in your institution need to be is
an issue that can only be answered by informed insiders of the organization working in concert with
representative players from the constituencies that you intend to serve both now and in the future. You do
want to ensure that administrators at all levels understand the systemic nature of support systems for
effective OL and that success usually requires adaptations of existing platforms, continuous evolution of
IT systems and support, and other changes that the OL environment absolutely requires to be successful.
The 5-year IT Strategy document from Athabasca University mentioned previously is highly informative
on some relevant matters.

7. Conclusion

Effective OL for all requires a sustained commitment from many parties with the intended beneficiaries of
such endeavors kept front and center at all times and directly involved in the creation and revision processes.
Quality assurance is a vital component of any effective distance learning effort. It is always a continuing
effort where tomorrow can be better than today. Institutions that have provided quality OL for decades do
so because they have understood thoroughly the nature of their endeavor and the need to constantly improve
their efforts. QA only works as intended if there is substantial buy-in to all that it requires in terms of data,
engagement of experts with differing expertise, dialogue, debate, reframing, recentering, and resourcing
(human, technological, and fiscal). These brief thoughts are intended to aid you on your continuing journey
towards excellence in OL. The references have been carefully selected from current offerings to further
expand and inform the horizons of your own efforts moving forward.
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Keywords: The aim of this study is to investigate psycho-social status and online education
experiences of elementary school students during COVID-19 lockdown process.
Constructed as a mixed methods research, this study follows a sequential explanatory
design. Quantitative data was gathered through snowball sampling technique by using
The Screen for Child Anxiety Related Emotional Disorders (SCARED) Scale, and
qualitative data was gathered through one-to-one interviews with volunteer participants.
Descriptive statistics of the SCARED revealed the presence of an Anxiety Disorder in
general. Separation Anxiety Disorder factor stood out among others with the highest
score. Content analysis revealed that students were dissatisfied with the online education
applications conducted during the lockdown. Based on the findings, implications related
to the social and educational dimensions of the lockdown period for young learners were
discussed. Suggestions for designing online educational applications that aim to meet
Research Article target learners’ age-specific needs and characteristics were made.
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1. Introduction

Besides in the field of health, the countries around the world have also had to fight against financial,
sociological and psychological effects of COVID-19 pandemic, which was first reported on 31 December,
2019 by Wuhan Municipal Health Commission, China. Since the novel coronavirus was identified, in many
countries around the world certain precautions, one of which is the application of lockdown, have been
taken. “Different countries worldwide have introduced various solutions during the pandemic to continue
the education process. Although children appear resistant to this type of infectious disease, they play an
important role in the spread of the outbreak, which was the main reason to close the schools worldwide
(Abdulamir & Hafidh, 2020). According to an announcement by UNESCO (2020), 290.5 million primary
and secondary school young learners were affected by the nationwide shutdowns in March, 2020. The
number soared up to over 1.6 billion students worldwide in December (UNESCO, 2020), which means that
education was disrupted for 90% of the world's student population due to the pandemic (UNICEF, 2020b).
Following the school closures, face-to-face education was replaced by online education applications at all
levels around the world. During the transition to online teaching, measures in a way to support school life
academically at all levels have been taken. However, in particular, the education life of primary school
students is not only about teaching and comprehending lessons. Not only academic development but also
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social and psychological development of children through interaction with peers during formal education
at schools should be considered seriously. January report of UNESCO (2021) emphasizes that long-term
school closures rise psycho-social toll on students and disproportionately affecting the most vulnerable.
Furthermore, among other formal lessons at the primary school level, guidance activities organized and
followed by counselors focusing on psychological counseling were also interrupted.

Children's psychological health is shaped within the social environment they live as Bandura (1989)
highlights the significance of social environment as contributing factor in shaping an individual's behavior
in Social Cognitive Theory (SCT). For children, social and psychological development is maintained by
social interactions with peers; therefore, long-term isolation and casting away from school environment
might affect psycho-social well-being of children and adolescents negatively (Giford-Smith & Brownell,
2013). Erikson's (1963) school age stage (6-12 years) is associated with psycho-social development referred
to industry versus inferiority, and it takes place in school and neighborhood through significant relations
with others. During this stage the children are exposed to challenges from their parents or peers, and they
try to gain competence by putting efforts to achieve certain skills to meet those challenges. If they are not
able to gain those skills, they might experience sense of failure and disappointment (Erikson, 1963). In the
time of pandemic, the children generally cannot receive input regarding the above-mentioned challenges
from their parents. Moreover, due to the home confinement during the lockdowns, they cannot interact with
their peers. The cultural and educational development of the children is shaped depending on the quality of
their personal, social and emotional development at early ages. Therefore, isolation process of the primary
school children should be monitored closely.

2. Literature

COVID-19 lockdown and isolation, which led to casting away from peers and school environment due to
strict social distancing measures, should be considered seriously in terms of well-being of young learners.
Because of the lockdown and school closures, children have become devoid of essential social-emotional
learning, missed out formative relationships with peers, and more importantly, missed out the opportunities
for play (Levinson et al., 2020). In addition, uncertainties regarding school closure periods, execution of
online exams, novel distance performance evaluations and family-induced stress might also be counted as
factors affecting young learners' psycho-social well-being negatively.

Long-term closure of schools and being kept at home in different conditions that are not natural might have
physiological and psychological negative effects on children (Brazendale et al., 2017; Brooks et al., 2020).
As Wang et al. (2020) point out, it is observed that children are physically less active, have more irregular
sleep and are cardiovascularly weak at the end of long-term separation from school and when they are
closed at home. With the decrease of time spent outside in the case of home closure during the period of
epidemic diseases, physiological and psychological problems caused directly or indirectly by distancing
from activities and not being able to interact with their peers become more serious (Wang et al., 2020).
Pandemics are known to have undesired psychological effects on children such as fear, boredom, long-term
stress, frustration, loneliness due to lack of face-to-face contact with classmates, and teachers, and
researchers point out that these effects might be long-lasting (Brooks et al., 2020). Miranda et al. (2020)
caution that during the outbreaks, a special care should be provided for children and adolescents more than
others in order to help preserve mental health because they are at the critical stage of the development.
Limited social contact with peers during the pandemic in Japan has led to anxiety and distress for children
and their families (Isumi et al., 2020). Similarly, in another study by Zhou et al. adolescents showed
depression and anxiety symptoms due to COVID-19 pandemic in China. During times of outbreaks of
disasters not only adults but also children are exposed to radical changes in their daily routine and social
lives (Danese et al., 2019). The researchers asserted that alternative solutions, such as web-based
platforms, were developed for delivering the lectures; however, uncertainty regarding the duration of the
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closures and challenges regarding online education might have negative effects on students' psychological
health (Zhou et al., 2020).

World-wide pandemics might occur at any time. Therefore, the solutions for the adverse effects of such
inconveniencies on children's psychological well-being and academic development should be considered
for all possible disaster scenarios, not just specific occurrences. As can be seen, the psychological effects
of epidemics should be taken seriously, as well as the negative physiological effects. Considering the
epidemic diseases that have occurred in the world in recent years, many countries as well as Turkey have
had to take the large-scale measures against COVID-19 outbreak. While the spread of the epidemic is tried
to be slowed down through social isolation and lockdown measures that are applied throughout the country,
the public is informed through public spots published in the national media. According to the Address
Based Population Registration System (ABPRS) results, the child population rate was 27.5% across the
country as of the end of 2019 (TUIK, 2019). From this point of view, child population seems to be
considerably high in Turkey. It should be considered that children as well as adults can be affected by the
practices that are reflected in daily life within the scope of lockdown measures and education interruption
throughout the country. This study intends to investigate well-being of elementary school students in terms
of psycho-social status and online education during COVID-19 lockdown process. It aims to elaborate how
children are feeling in terms of their social and educational life during the curfew. The research questions
of the study are as follows:

1. Do elementary school students experience any anxiety disorder during COVID-19 lockdown?
2. How do elementary school students feel about their social lives during the lockdown?
3. How do elementary school students evaluate online education experiences during the lockdown?

The findings of this study might shed light on the social, educational and emotional needs and expectations
of this age group. The findings could also help authorities become more aware of this social issue and help
them figure out possible solutions for this phenomenon for the target age group. To be able to get the bigger
picture of the issue, the quantitative data was gathered through snowball sampling technique, which does
not limit the source of data to a specific location but lets the spread of the instrument to many different
participants in various cities of the country. Upon receiving the quantitative data through a valid and reliable
scale specifically designed for children, one-to-one interviews with the volunteer participants were
conducted in order to complement and elaborate the quantitative findings.

3. Methodology
3.1. Participants

The participants of this study were elementary school children from various cities in Turkey. The data was
collected during COVID-19 lockdown in May, 2020. The sample was selected through snowball sampling
technique. This is a useful technique in exploratory, qualitative and descriptive research, especially in those
studies that focus on vulnerable population (Baltar & Brunet, 2012). Digital form of SCARED was first
sent to the parents who are known by the researcher, and the parents of the initial group were asked to
spread the scale to as many parents they know as possible. In two-week time the number reached to 154
participants. Demographic information of the participants can be found in Table 1.

Table 1.

Demographic information of the participants

City Number of Participants
Ankara 45
Eskisehir 37
Bursa 27
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Istanbul 19
OTHER 26

The ages of the participants ranged from 7 to 14. They were all primary school students. The distribution
of participants by age can be seen in Table 2.

Table 2.
Age range of the participants

Age Frequency
7 20

8 28

9 14

10 20

11 11

12 18

13 20

14 23

Total 154

3.2. Instruments

In the quantitative data collection phase of the study The Screen for Child Anxiety Related Emotional
Disorders-SCARED (Birmaher et al., 1999) scale, which was developed to scan childhood anxiety
disorders, was used. The Turkish validity and reliability study of SCARED was performed by Cakmakgci
(2003). The scale consists of 41 items. Each item receives zero, one or two points according to the severity
of the symptom. Total score and five separate factor points are obtained. The total score is suggested as a
cut-off point of 25 and is thought to indicate the presence of an Anxiety Disorder. Each factor points to a
separate Anxiety Disorder. The five factor points, each calculated separately, have their own cut-off points
and are calculated as follows:

e Panic Disorder and Somatic Symptom: when items 1, 6, 9, 12, 15, 18, 19, 22, 24, 27, 30, 34 and 38
have a total score of 7 and above,

e Common Anxiety Disorder: when total score of items 5, 7, 14, 21, 23, 28, 33, 35 and 37 is 9 and
above,

e Separation Anxiety Disorder: when total score of items 4, 8, 13, 16, 20, 25, 29 and 31 is 5 and
above,

e Social Anxiety Disorder: when total score of items 3, 10, 26, 32, 39, 40 and 41 is 8 and above,
e School Phobia: when total score of items 2, 11, 17 and 36 is 3 and above.

For the qualitative data, open-ended questions were prepared by the researcher. The questions aimed to
gather in-dept information related to participants' feelings, daily routines, and online education practices
during the lockdown.

3.3. Research Design and Procedure

Constructed as a mixed methods research, this study follows a sequential explanatory design. Sequential
explanatory design has two stages. Following the quantitative phase, qualitative phase is conducted in
order to o elaborate or improve the quantitative results (Creswell, 2003). In this study quantitative data was
gathered through snowball sampling technique by using The Screen for Child Anxiety Related Emotional
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Disorders (SCARED) Scale and qualitative data was gathered through one-to-one interviews with
volunteer participants.

SCARED was transferred to a Google Form by adding a section containing information about the content
of the research, the confidentiality of the data, what purpose the data will be used for and the consent of the
parents. Parents of the participating children were asked to provide guidance for those who are younger
than 10 years old. The form was shared with the participating parents in the third week of May, 2020 when
the lockdown for those who are under 20 years old had been going on for about a couple of months.

For the qualitative phase of the study five children whose parents accepted the invitation took part in one-
to-one interviews. The interviews lasted for about 10-15 minutes. All interviews were conducted on the
phone and the conversations were recorded. The demographic information about interview participants
can be seen in Table 3.

Table 3.

Demographic information about the interview participants

Participant Age City
Deren 9 Bursa
Ela 10 Eskisehir
Gokhan 10 Eskisehir
Pinar 9 Ankara
Ada 8 [stanbul

3.4. Data Analysis

For the quantitative data, the statistical package SPSS was used to carry out the exploratory factor analyses
of the scale. For the qualitative data, the researcher transcribed the recorded conversations, and two
independent researchers carried out the content analysis. The researchers revised the data until they reach
consensus on the codes and themes. Different methods are used for content analysis in the literature. One
of these methods involves coding the data related to the theoretical and conceptual structure of the study
according to some pre-determined codes or themes in the literature. This method can be categorized as
deductive (Potter & Levine-Donnerstein, 1999). Another widely used method in literature is the traditional
content analysis method. In this method, researchers avoid using preset themes in the literature (Kondracki
& Wellman, 2002). Instead of using predefined themes, researchers allow the names of categories and
themes to flow from the data (Kondracki et al., 2002). This method is defined as inductive category
development (Mayring, 2004). In this study, traditional content analysis method was used since the purpose
of the study was to describe a relatively new phenomenon and the existing contextual research literature on
the phenomenon was limited. The inductive approach used in this study includes simultaneous comparison
of all semantic units obtained by inductive category coding (Glaser & Strauss, 1967). First, important
expressions were highlighted, then codes were created from these expressions, and then more general
themes were reached by bringing these codes together.

3.5. Findings and Discussions

Descriptive statistics on each factor of SCARED revealed different mean scores that can be seen in Table
4. For each factor, scores of relevant items were added up and the total score for each participant was found.
Next, by using the total score, the mean score for each factor for all participants was calculated. The mean
score for Panic Disorder and Somatic Symptom factor was found to be 5.85, which is lower than the cut-
off-point 7. For Common Anxiety Disorder factor, the mean score for all participants was found to be 5.51,
which is lower than the cut-off-point 9. For Separation Anxiety Disorder factor, the mean score was 6.34,
which is higher than the cut-off point 5. For Social Anxiety Disorder, the mean score was 6.34, which is
lower than the cut-off point 8. Finally, for School Phobia factor, the mean score was 1.75, which is lower
than the cut-off-point 3. Based on the findings, Separation Anxiety Disorder factor was the only factor that
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exceeded the threshold value among others. Scores of the rest of the factors showed no serious anxiety
problems. However, total score of five separate factor points is suggested to have a cut-off-point of 25, and
when the total score is higher, it is thought to indicate the presence of an Anxiety Disorder. In this study
total score of five factors was found to be 25.93, which is higher than the cut-off-point.

Table 4.
Descriptive statistics of factors in SCARED

N  Range Min. Max. Mean Cut-off Points Std. Error  Std. DeviationVariance

Panic Disorder 154 25 0 25 5.85 7 .398 4.936 24.363
Common Anxiety 154 18 0 18 551 9 .338 4.195 17.598
Separation Anxiety 154 15 0 15 *6.34 5 .258 3.200 10.238
Social Anxiety 154 14 0 14 6.48 8 249 3.087 9.532
School Phobia 154 8 0 8 1.75 3 140 1.736 3.014
Total *25.93 25

*Higher values boldfaced

Table 4 also shows the range of each factor. It can be seen that the range for each factor is quite high. That
is, while some of the participants were experiencing high degree of anxiety for any factor, some others did
not have any symptom of anxiety for any factor. Therefore, rather than averaging the scores of all
participants, it is more reasonable to examine the scores for each participant individually. Figure 1 shows
frequency of high level anxiety for each factor according to their cut-off points. Among 154 participants
109 of them had high level of Separation Anxiety Disorder, which nearly equals to two third of the total
participants. It was followed by Social Anxiety Disorder with 55 participants, that means almost one third
of all participants. Both Panic Disorder and School Phobia had the same frequency with 46 participants
each. The least frequent factor was found to be Common Anxiety Disorder with only 31 participants, the
frequency which corresponds to one fifth of the participants.

109
55
46 46
I I I :
Separation Social Anxiety Panic Disorder School Phobia Common
Anxiety Disorder Disorder Anxiety Disorder

Fig. 1. Cut-off point frequency for each factor

The data of each factor was also analyzed in terms of age groups. Table 5 shows how mean scores for each
factor differ according to age groups. Panic Disorder factor was found to be higher than the cut-off point
among participants in the age group of 14. None of the age groups scored higher than the cut-off point in
Common Anxiety Disorder factor, which means 31 participants with higher scores than the cut-off point
were scattered across all age groups. Except for age group of 12, all age groups scored higher in Separation
Anxiety Disorder factor. There was no higher score than the cut-off point in the age groups for Social
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Anxiety Disorder factor, which means 55 participants who scored higher than the cut-off point were
scattered across all age groups. Finally, there was no higher score than the cut-off point in any age group
for School Phobia factor, which means 46 participants with high scores were scattered across all age groups.

Table 5.

Distribution of factors by age group

Age Panic Common Separation Social School
Disorder Anxiety  Anxiety Anxiety Phobia
7 Mean 4.95 3.05 8.10 7.30 1.20
N 20 20 20 20 20
Std. Dev. 3.546 2.328 3.110 3.063 1.881
8 Mean 4.68 5.18 7.25 7.43 1.36
N 28 28 28 28 28
Std. Dev. 3.300 3.897 2.888 2.574 1.283
9 Mean 6.64 5.21 5.86 6.14 1.29
N 14 14 14 14 14
Std. Dev. 4.088 3.191 3.255 2.797 1.490
10 Mean 6.20 5.10 6.05 5.70 2.05
N 20 20 20 20 20
Std. Dev. 5.782 4.553 3.410 3.420 2.038
11 Mean 5.09 6.55 7.27 7.82 1.64
N 11 11 11 11 11
Std. Dev. 4.300 4.180 3.101 3.219 1.286
12 Mean 5.83 4.78 4.89 6.44 1.39
N 18 18 18 18 18
Std. Dev. 4.643 3.574 2.349 3.091 1.145
13 Mean 6.30 6.80 5.95 5.55 2.25
N 20 20 20 20 20
Std. Dev. 6.634 4.884 3.576 3.395 1.743
14 Mean *7.26 7.57 5.26 5.70 2.61
N 23 23 23 23 23
Std. Dev. 6.151 4.897 3.003 2.930 2.190

The interviews were conducted with five children from different cities. The findings revealed six different
themes with various corresponding codes based on the important statements of the participants. The themes,
codes and the important statements of the participants can be seen in Table 6.

Table 6.

Themes, Codes and important statements

Themes |Codes Important Statements
e Positive Deren. I am bored because of this curfew. | am longing for my friends
Hopeful and I miss school. I miss going out on the street and playing games. |
Good to be with mom miss the forest, the trees. | am worried a little bit. Sometimes | am
Good to be with family hopeful. I miss hugging each other tightly. I am happy because
¢ Negative everyone is at home.
Bored Ela. When Corona first came out | was scared. | was worried. | was
Feelings  |Miss school anxious. I miss school very much. I long for being with my friends.
Long for friends It is hard to communicate with friends in online lessons.
Miss hugging Gokhan. Not being allowed to go outside is boring. | cannot go out
Miss nature and | miss my cousin very much. | want to go out and play but |
Miss playing games cannot. | miss the streets. I am bored because | am home all the time.
Scared I am not too worried thanks to my mom. My mom is with me and this
Afraid being outside is good. She is on leave.
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Difficult communication
Anxious
Worried

Pinar. Being with mom is good. We have a lot of time to spend
together. I miss school very much. | miss my class very much. |
cannot see my friends. This is really bad. | sometimes wantto goto a
park but I am not allowed to. | am home all the time.

Ada. | am bored. I am also a little scared. | am afraid of going outside.

Awareness for cleanliness
Awareness for hygiene
Awareness for neatness
Understanding value of school
Understanding value of friends
Great to be with mom

Deren. | have understood the reason for cleanliness and hygiene.
Ela. | have learned to pay more attention to cleanliness. | have
understood the value of school. | have understood the value of my
friends.

Gokhan. Being with mom is good. When you pay attention to
hygiene, there is no problem.

Gains Start loving home Pinar. Being with mom at home and playing games together is great.
Learning how to protect oneself{l have learned to love my home. | have learned to tidy up my room. |
wash my hands fifty times a day. Cleanliness is a must.
Ada. | try to be cleaner and neater. | try to stay away from others. |
have learned how to protect myself.
Trying to be happy Deren. | try to be happy. | spend my free time doing activities. | do
Keeping busy with activities |many activities from morning to night.
Drawing Ela. I find something to do at home. | draw pictures sometimes. | play
Coping Playing games alone games on my own.
Strategies |Helping housework Gokhan. Sometimes | help mom setting up the table . Sometimes | do
Playing computer games my homework or play computer games.
Reading Pinar. | sometimes organize my bookcase. | read a lot many books. |
Singing sing songs and spend time drawing.
Organizing room Ada. | watch tv. | spend time coloring. | play games on my own.
Watching tv Sometimes | help my mom do housework.
Coloring
e Positive Derin. In real life school, I could see my teachers alive.
Home is like school Ela. Online lessons are harder than real school lessons. Lessons on
Online teachers better the internet are more difficult than usual lessons so sometimes | do
e Negative not understand.
Cannot see teachers alive Gokhan. Even if we do not go to school, our home is like a school.
School More difficult online lessons |We often have serious internet connection problems during online
Lessons  |Internet connection problems |lessons. Sometimes there is no sound and sometimes video freezes.
Cannot understand lessons Sometimes we are logged out completely. Nonstop homework, online
Monotonous lessons, homework, online lessons! My brain burns.
Boring Pinar. We have online lessons on the Internet. Some teachers on the
Not real break times internet are giving lectures a lot better than school teachers. But | am
Low motivation to participate [bored.
Ada. It is both like school and not like school. There are lessons but
break times are not like the ones in the school. Sometimes | do not
want to listen to online lessons. Sometimes | do not understand.
Real life school Deren. | prefer real life school.
Seeing people face to face Ela. I"d rather see my grandparents face to face. Talking on the phone
Playing games face to face is not the same
Staying home staying safe Gokhan. We videoconference with my cousin but | want to play
Preferences|Playing in nature games with him
Going to school Pinar. Playing in the grass near the trees is better than home.
Playing outside Ada. | always want to be outside and go to school. Lessons at home
are not like at school.
Getting rid of the virus Deren. | wish this coronavirus will definitely expire as soon as
Visiting grandparents, relatives|possible. | want to see my grandparents and my aunt.
Playing outside I want to run outside and play games right away.
Going to the stores Ela. I want to go to my grandma's house, | want to go to the store, |
Being in open air want to go out into the garden in the open air.
Wishes Going to courses I also miss going to courses. | want the corona to go away and want

No virus in the world

Schools start again

it to be erased from all over the world. | want to get well soon.
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Playing with friends Gokhan. 1 want to go out and relax, | want to play with my friends,
Being in the nature but I'm stuck with my mom here!
Hugging friends tightly Pmar. | want my school to be opened immediately. | want to go to
Turning back to normal the park, near the trees. | want to play games with my friends.
Ada. | want to hug my friends tightly. | wish everywhere was as
before.

In terms of positive feelings, the participants repeatedly expressed how nice it was to be with their mothers
or families, which can be concluded that they would never wish to be apart from them. Some of their
statements are as follows:

Gokhan: “It's boring not going out. But my mother is with me. Because she is a teacher and on
leave, she is at home. That's why, it's fine. It's not too boring for me because my mom is with me.”

Deren: “I spend my free time doing activities. So I try to be happy. | can also see my mother more.
| am happy that everyone is at home.”

Interviews revealed some negative feelings related to home confinements. Participants repeated that they
long for meeting their peers and socializing at school. Some of their statements are as follows:

Ela: “When the minister of health first announced the curfew, | was very upset. | became nervous.
| want the corona to pass immediately, | want this virus to extinguish from the world."

Deren: “I am bored because of this curfew. I am longing for my friends and I miss school. I miss
going out on the street and playing games. | miss the forest, the trees. My friends and | were playing games
in the school yard, I miss that, and | also miss hugging each other tightly. I am worried a little bit.”

Ada: “ | used to spend time outside every day. | miss being out. | miss being free. Everywhere is
dangerous now and | am tired of this.”

Participants also mentioned about some personal gains that they have experienced during the curfew. They
highlighted that curfew created some awareness about health, hygiene and value of school and social
relations. Some of their statements are as follows:

Ela: “I learned to pay more attention to cleanliness, and | understood the value of the school. |
understood the value of my friends”

Pmar: “There might be viruses everywhere. Even if we can’t see them, they are there. So, we should
protect ourselves every time. | learned the importance of washing my hands. Now | wash my hands every
minute.”

Deren: “l am bored with this lockdown, but on the one hand, | understood the reason for cleanliness,
that is, hygiene.”

As coping strategies during the curfew, participants mentioned various activities that they enjoyed doing at
home. Some of these activities involved doing art activities, helping mom, playing computer games, reading
and watching tv. Some of their statements are as follows:

Deren: “I do a lot of things to try to entertain myself. For example, | get up early in the morning
and deal with many activities until the evening. I spend my free time doing activities, so I try to be happy.”

Ada: “I sometimes draw pictures, listen to music or watch cartoons on TV. | often play online games
on my mom’s phone.”

Ela: “Now | am not allowed to go out, but I can find something to do at home. | occasionally paint,
| play games myself. Although I cannot go out on the streets, | can find things to do at home.
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Related to school life at home, the interviews with the participants revealed few positive and some negative
opinions. One participant mentioned that he was happy with homeschooling and one other participant
claimed that online teachers were better than school teachers. In general, participants emphasized that they
were bored with homeschooling. Some of their statements are as follows:

Gokhan: “Do homework, do homework in online lesson, then do normal homework, then play
computer games, then sleep, so my routine is like that, and I'm bored now. | want to go out and play, but
coronavirus is out there and | don't want to be infected. | want to go out and relax but I am trapped with
my mother here”

Deren: “I miss attending lessons, | miss break times. | miss being at school with my friends. If | were
with my friends, | would do activities, | would do lessons. When | had a breakfast break, | would eat my
breakfast with my friends. 1 miss my school.”

Ela: “Lessons on the Internet are a bit more difficult than school. Sometimes | do not understand. |
miss going to school. I can't go to school right now, there are online lessons, but communicating in online
lessons is more difficult than normal school.”

Gokhan: “There is a lot of trouble in internet connection during online classes. Sometimes the sound
goes off, sometimes the video freezes. Sometimes the connection is completely disconnected and we are
discarded. In online lessons my teacher does not give me the right to speak even though 1 lift a finger.”

Ada: “Online lessons are fine but sometimes | am bored because online classes is not like being at
school. I cannot talk to my friends. Sometimes | hardly listen to my teacher on the screen.”

Interviews revealed other themes related to preferences and wishes of the participants during the curfew.
One of the common wishes of the participants was to end the pandemic as soon as possible and return to
the old normal. Some of their statements are as follows:

Ela: “I video chat with my grandparents, but then | can't hug them. | can't do activities with them. |
prefer to see them. Video chat is not like that.”

Gokhan: “I mean, the worst thing is not being able to see my cousin, there is video chat but I want
to play games with him, I want to have fun.”

Deren: “We are talking on WhatsApp now. But it is better to play games by hugging tightly | wish
this coronavirus will definitely expire as soon as possible.”

Gokhan: “I want to go out and relax, |1 want to play with my friends, but I'm stuck with my mom
here! I wish it weren’t be like this.”

Ada: “l want to hug my friends tightly. | wish everywhere was as before.”

Pmar: “l want my school to be opened immediately. | want to go to the park, near the trees. | want
to play games with my friends.”

For such a sensitive study in which the participants were young children, it was considered that integrating
not only quantitative but also qualitative data was important for obtaining more in-dept data from the
participants. By utilizing mixed methods research, it was possible to gain in breath of understanding and
identification of the phenomenon more accurately. For the first phase of the study, descriptive statistics of
the SCARED revealed the presence of an Anxiety Disorder in general as the score was slightly higher than
the cut-off point. This finding is parallel with the relevant research indicating that children who are isolated
or quarantined during pandemic diseases are more likely to develop feelings such as acute stress disorder,
adjustment disorder, anxiety, and grief (Sprang & Silman, 2013). A systematic review research performed
by Chew et al. (2020) revealed the presence of anxiety with rates varying between 3.2% and 12.6% across
eleven out of eighteen SARS-related studies, two H1N1-related studies, and two out of four Ebola-related
studies.
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When looked into closely, Separation Anxiety Disorder factor stands out among others with the highest
score. Also, this factor’s high score is seen in all age groups except for age group of 12. One reason for
this may be that children feel the fear of losing one of their families due to the news on loss of lives on the
media they are exposed to. As Brooks et al. (2020) point out, fear of family losses is one of the negative
psychological impact of the COVID-19 outbreak on neglected children, which might remain permanent.
Also, that the children had never left their families during the long quarantine process might have had such
an impact on them.

For the Panic Disorder factor, only the age group of 14 scores higher than the cut-off-point and the scores
get higher as the participants get older. It can be concluded that as the kids get older, they become more
aware of what is going around them. That is, authorities should not be mistaken for older children to handle
such processes more easily. It seems that they feel more panicked than the younger ones. Another factor
that should be highlighted is Social Anxiety Disorder, which was scored high by one third of the participants
and which had a score closest to the cut-off point among the other factors. This finding seems quite expected
as those children are bombarded with the warnings and alerts from their parents and the media about not
being close to the other people and keeping their social distance. As McCloskey et al. (2020) pointed out
that soon after the outbreak, the warnings about avoiding public gatherings, family occasions and group
meetings came from governments, media, doctors, celebrities and many different sources in the societies
in order to stop the spread of the pandemic. Similarly, in the study of Roy et al. (2020), most (98 %) of the
participants thought social distancing was essential to stop the virus from spreading. Likewise, the
participants in this study might have tended to feel uneasy when they were with people other than their
family members.

In general School Phobia factor seems to be the one with the lowest score. The reason behind this might be
the fact that government in Turkey has made a decision to stop face to face education for the spring term
in 2020. Therefore, the children knew that they were not going to attend the classes in their schools.

The content analysis of the interviews revealed some themes. For the ‘feelings’ theme it can be concluded
that the participants had more negative feelings than positive ones. Positive feelings were about being
hopeful and content with being together with mother and the rest of the family. Negative feelings were
about missing school, friends, relatives and the previous routine. Children seem to be scared of going out
either due to the prohibitions or threat of coronavirus. The other theme was about “gains”. The children
mentioned about some lessons they learned thanks to this pandemic and lockdown process. The participants
mentioned the importance of hygiene and value of being in good health.

The participants also mentioned about how they spent time during the curfew. Although adults seemed to
be having hard time during conditions like these, children seemed to be more capable of finding their own
way to cope with the curfew. The children in this study stated that they figured out their own techniques to
cope with that boring process in their own ways. While some of them tended to be busy with art or music,
others talked about leisure activities such as watching television or playing computer games.

The measures taken against this pandemic included online platforms and distance education applications to
be employed for the educational needs of individuals at all levels, yet the interview participants in this study
seem to be dissatisfied with the distance education applications. They complain about certain issues like
online classes’ not being like the real classes, online lessons’ being too hard to understand or due to the
internet connection problems, the lessons’ being hard to follow. Similar worries mentioned in a study
among the majority of the adult participants in Philippines during the COVID-19 pandemic (Pastor, 2020).
The participants were mostly worried about quality of internet connection in the area. Also, the study
revealed that the majority of the students are not yet ready in a synchronous mode of delivery. Moreover,
some participants in this study complained that there was no school environment, breaks, friendships in
distance classes. Some participants were not happy with the routine. In general, they felt bored and tired of
online education.
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The participants of this study all share common ideas when it comes to preferences and wishes. All of them
prefer communicating with their relatives and friends face to face to talking to them online or on the phone.
They all want to be in real school environment to be able to meet their friends and teachers face to face.
Also, they all want this pandemic to be gone all around the world as soon as possible.

4. Conclusion and Suggestions

This study aimed to explore the well-being of elementary school children in terms of psycho-social and
educational aspects during the curfew process initiated due to the new coronavirus pandemic in Turkey.
When the study was conducted, as one of the most vulnerable part of the society, elementary school children
had been experiencing curfew for about a couple of months due to the pandemic. This world-wide pandemic
has been a condition that many countries as well as Turkey has not been familiar with in this century. Like
in many other countries, in Turkey, measures at all levels, from local to nation-wide administrations, had
to be taken hastily. Measures in a way to support school life academically at all levels have been taken, yet
academic support is not the only component of healthy school life. Therefore, this major change in
elementary school children's daily life is worth examining more closely.

All in all, the pandemic has many negative social and economic effects on the countries all around the
world. However, psycho-social effects may be more important than the others as they may have permanent
effects. Especially for young children, the social and educational dimensions of the lockdown period
become more important. It might be easier to cope with those negative effects as adults by means of certain
regulations and coping strategies when compared to children. Children are the most vulnerable part of the
society and they might not understand why such a thing is happening and how they should react best.
Sociological and psychological needs and well-being of young children should be taken into consideration
both on the basis of families and country administrations.

Age-specific learning needs and characteristics of the young learners should be considered while designing
emergency online teaching applications. Adult learners, who are generally associated with distance
education, have substantially different learning needs and learner profiles from children. That is why, online
instructions should be designed keeping in mind young learners’ age-specific needs and characteristics.
These applications should not be merely on conveying contents of formal lessons to the students. They
should also include online psychological counseling and guidance service activities during pandemics.
Children should be provided with more opportunities for social interaction in online learning environments.
Therefore, design of online courses should be more learner-centered and engaging. For this purpose, online
in-service education programs consisting of elaborative guidance on interactive online course design
principles, and educational technologies that enhance motivation and engagement should be offered for
elementary school teachers.

Some principles can be considered to design online courses according to young learners. More interactive
content and activities should be embedded in the online lessons. Authentic materials, which learners can
associate with their lives, might contribute to higher interest among young learners. Educators should get
rid of the prejudice that mostly individual learning can take place in online learning environments, and they
should realize that collaborative work can also be done easily in online environments. It is suggested that
there is a positive correlation between interaction and meaningful learning experience (Rich et al., 2009).
“Students who are not engaged and who feel separated from the learning environment can become
dissatisfied with online courses” (Redmond, 2010, p. 37). As young learners are not familiar with formal
distance learning applications including synchronous lessons on computers, transactional distance they
might experience may lead them to lose their motivation. In order to eliminate these negative feelings,
interactive activities can be initiated. Activities that include asking questions to each other, information
exchange with peers, working on a group project together can increase collaboration, engagement and
eventually motivation. Moreover, considering that not all learners have high quality internet connections,
learning materials that enhance individual learning can be designed without conducting synchronous
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lessons. Asynchronous lessons that offer opportunities for engagement at home should be emphasized
rather than synchronous lessons in areas with connection problems.
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Article Info Abstract

Keywords: In the study, it is aimed to investigate the academic procrastination behaviors of teacher
candidates in the management of personal learning environments within intelligent
tutoring systems. In the study, which was structured in the phenomenological pattern,
included in the qualitative research method, the participants were formed from 52 teacher
candidates studying at Hatay Mustafa Kemal University Faculty of Education with the
‘criteria sampling' method. In line with the findings; teacher candidates are in the opinion
that intelligent tutoring systems will have a significant role in the education systems of
the future and that the characteristics of learners have altered in digital transformation.
When the reasons of academic procrastination behaviors are examined, there are reasons
such as low motivation, the design of the course, the digital competencies of the learner
and the teacher, while as the solution strategies are examined, the motivation of the
learners and teachers, increasing the level of interaction between the learners with
intelligent tutoring systems, communication, time management, providing digital
competencies. Furthermore, strategies such as providing technical competencies have
Research Article been suggested by teacher candidates.

Academic procrastination
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Personal learning

1. Introduction

Along with the development of information and communication technologies, educational processes have
been restructured in the digital world. In this restructuring transformation, intelligent tutoring systems have
gained importance and the effective use of intelligent tutoring systems in education processes has been a
crucial factor in determining the quality of digital education. The guiding impact of school administrators
and teachers on the transformation process has gained more importance. Since the management of teaching
environments directly affect the quality of the teaching process, it is probable to indicate that digital
alterations have an impact on quality management. Therefore, distance learning, online learning, digital
skills, smart or intelligent systems, personal learning environments, instructional management systems have
appeared in learning environments in the digital age. Within the scope of the research, intelligent tutoring
systems, personal learning environments and academic procrastination behaviors were examined in terms
of the effectiveness of educational administration. The management of intelligent tutoring systems, which
we encounter in learning environments with digital changes, has gained importance in educational
environments where learners are autonomous. In these systems, which are structured on the basis of learner
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autonomy, learners and educational institutions have more responsibilities than traditional education
environments. According to Rasheed et al. (2020), these responsibilities covers structuring learning in
accordance with the learners' own pace, learners' self-control skills and digital competencies; in order for
this whole teaching process to be efficient, creating digital competencies and technological infrastructure
in online learning environments and effectively managing learning environments have taken their place
among the new responsibilities of educational institutions. Autonomy in personal learning environments
with intelligent tutoring systems sometimes causes this situation not to be managed by the student. This
situation creates a justification for the emergence of academic procrastination behavior; therefore, in terms
of the management of education, academic procrastination is considered as one of the negative situations
that prevent teachers and learners from reaching their educational goals.

It is considered that determining the procrastination behaviors of learners in online learning environments
where learners take the responsibility of learning at a higher level on the basis of learner autonomy is
important in terms of turning the disadvantages of online learning into advantages. You (2015) stated that
one of the reasons for academic procrastination is flexible learning environments, namely online learning
environments. Therefore, it is important to examine academic procrastination behavior in online learning
environments.

Given the studies, while there are studies investigating the relationships academic procrastination and time
management (Nayak, 2019; Ocak & Boyraz, 2016; VVan Eerde, 2015); self-efficacy (Steel, 2007); academic
achievement (Hen & Goroshit, 2012); emotional intelligence (Deniz et al., 2009); and motivation
(Brownlow & Reasinger, 2000; Klassen et al., 2008), there are limited studies examining procrastination
behaviors of learners in online environments (Hong et al., 2021; Cheng & Xie, 2021). As stated by Balkis
(2006), teachers who have an important place in the management of learning; time planning skills, self-
regulation, academic procrastination behavior tendencies are expected to be absent. It is thought that
researching these behaviors expected from education administrators and teachers, who are determinative in
the management of learning environments, through prospective teachers of today who will be education
administrators and teachers of the future will contribute to the determination of effective education
management strategies. Therefore, in this study, it is aimed to examine the academic procrastination
behaviors of teacher candidates in the management of personal learning environments with intelligent
systems. In line with the purpose, it is aimed to determine the place of intelligent tutoring systems in
education, changing learner characteristics, causes of academic procrastination behavior and solution
strategies.

2. Literature
2.1. Intelligent Tutoring Systems

In traditional learning environments, or in other words, in classrooms where face-to-face teaching takes
place, the teacher is liable for the teaching process and the student is responsible for the learning process.
And at the same time, since the teacher takes on responsibility for more than one learner in the classroom,
teachers try to increase the learning motivation by ensuring the cognitive and affective adaptation of the
students (Lehman et al., 2012). In online learning environments where learner autonomy exists, issues such
as individual differences in learning, immediate correction of incorrect learning, interaction, and intelligent
systems gain importance in order to eliminate the negative effects that may occur.

Intelligent teaching systems can be expressed as a learning environment based on artificial intelligence
technology that enables student-specific individual teaching, taking the individual differences of each
student into account in distance learning and teaching processes (Bernacki et al., 2014; Sarrafzadeh et al.,
2008). Intelligent systems provide rapid feedback by combining the fields of education, psychology and
artificial intelligence, and it also enables the student's learning to be individually structured according to a
face-to-face learning environment where the level of interaction is high and learning has been analyzed,
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(Kenny & Pahl, 2009; Phobun & Vicheanpanya, 2010; Popescu, 2010). For the structuring of the teaching
process, the use of pedagogical strategies as well as information and communication technologies is
considered as important in integrating the learning environment and technology (Knezek & Christensen,
2016).

~
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Fig. 1. Components of Intelligent Tutoring (Phobun & Vicheanpanya, 2010:4066)

Figure 1 shows the components of intelligent tutoring systems. When these components are examined, it is
seen that there are four components as expert model, instructional model, learner model and interface
module. The expert model includes subject information. The instructional model includes instructional
strategies for the learner to achieve learning goals. The learner model records the learner's level of
knowledge in the interaction between the learner and the course. The interaction between the system and
the learner is provided in the interface model (Phobun & Vicheanpanya, 2010). Huang et al. (2019), on the
other hand, evaluated intelligent systems as four components: domain expertise, wisdom, evaluation and
error correction system.

2.2. Personal Learning Environments

Personal learning environments have been frequently the subject of studies carried out in recent years,
especially in the period expressed as the digital age in digital transformation, and it appears as one of the
relatively new topics for education (Hernandez Fernandez, 2016).

Personal learning environment, taking individual differences into account, provides learners with the
opportunity to learn independently, as well as providing the opportunity for lifelong learning (Alharbi et
al., 2013; Wheeler, 2012). Personal learning environments increase learner responsibilities and the
behaviors of learners who construct their own learning become important in the teaching process (Attwell,
2007; Valtonen et al., 2012). When evaluated in terms of the management of education and the future of
education, it is possible to state that it will ensure the development of a lifelong learning culture.

By establishing a connection between the learners and the learning objectives, personal learning
environment can facilitate the learning of the learners, and consider the learner characteristics positively
and also affects the learners (Afini Normadhi et al., 2018). In addition to this positive effect, personal
environments can direct the student's attention to the right areas by shifting through the content depending
on the student's preferences (Baylari & Montazer, 2009).

2.3. Academic Procrastination Behavior

Although it is a well-known fact, procrastination behavior, which occurs when people delay the work that
covers within their area of responsibility (Ackerman & Gross, 2005), has been defined as a complex process
to explain, which brings the failure of low performers, (Fee & Tangney, 2000; Steel, 2007). In
procrastination, people cannot perform adequately to turn the thought of completing a task into a concrete
situation, and therefore, the ability to complete the task remains only at the level of thought, when a situation
of inconsistency arises between the behavior that is intended to be done and the behavior actually exhibited
(Blunt & Pychyl, 2005). In other words, having a desire to do things but not being able to do them is related
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to procrastination. It is significant to determine the reasons for postponing the behaviors that cannot be
realized in order to prevent these behaviors.

With the development of technology, digital tools that can create a time trap have more place in our daily
life (Heath & Anderson, 2010), and factors such as stress can boast procrastination behavior (Beleaua &
Cocorada, 2016). It has been emphasized in studies that it is effective to investigate the procrastination
behaviors of individuals, since increasing procrastination behaviors may cause negative situations such as
interpersonal problems, increased anxiety level, stress, and depression in the future (Stead et al., 2010;
Rozental & Carlbring, 2015). The question of why people tend to procrastinate turns into the question of
why students tend to procrastinate in educational environments and learning processes. In this process, the
predictability of the causes and possible consequences of academic procrastination is considered as an
important requirement for the management of teaching processes in intelligent tutoring personal learning
environments.

Academic procrastination behavior emerges when students postpone the fulfillment of academic tasks in
the teaching process and expresses the delay of academic tasks by not fulfilling them on time (Hussain &
Sultan, 2010; Steel & Klingsieck, 2016; Zhao & Elder, 2020). In this context, academic procrastination is
considered as a common behavior problem (Klingsieck, 2013; Michinov et al., 2011) which significantly
affects the success of university students (Hussain & Sultan, 2010; Hen & Goroshit, 2012; Howell &
Watson, 2007; Kim & Seo, 2015; Setayeshi et al., 2017).

3. Methodology
3.1. Research Model/Design

In this study, which was structured with the basic qualitative research method, the phenomenology design
was used. Qualitative research is a method that aims to reveal thoughts more deeply (Denzin & Lincoln,
1998; Patton, 2014). Phenomenology pattern, on the other hand, focuses on revealing people's experiences
and perceptions (Gill, 2014; Merriam & Grenier, 2019). Since the primary objective of the research was to
examine the academic procrastination behavior experiences of teacher candidates in the management of
personal learning environments with intelligent systems, the phenomenological design, which is among the
qualitative research methods, was preferred in determining the research model. The purpose of choosing
this method is the place of intelligent tutoring systems in education, changing learner characteristics, and
the causes of academic procrastination, which is more common in online learning environments than in
traditional learning environments, depending on the learning experiences of teacher candidates who have
experience in the distance education process and take their courses through online learning and to reveal
the solution strategies in more depth.

3.2. Data Collecting Tools

A semi-structured interview form containing four questions was used as a data collection tool in the
research. Interview is frequently preferred as a data collection tool in phenomenological qualitative research
(Starks & Trinidad, 2007). The phenomenon is tried to be explained by conducting the interviews through
a semi-structured interview form (Wimpenny & Gass, 2000). Interview forms allow participants to reveal
their thoughts on the specified phenomenon (Greasley & Ashworth, 2007). Therefore, it is aimed to
determine the opinions of the teacher candidates for the case by using the interview form as a data collection
tool. Opinions were received from two faculty members in the field of Educational Administration and
Computer Instructional Technologies in the creation of the interview form.

The first question is “With digital transformation, teaching processes are being restructured in a digital
ecosystem in education, and the place of intelligent tutoring systems in the teaching process is increasing.
In your opinion, what will be the impact of intelligent tutoring systems on the teaching process in this digital
ecosystem?”, The second question is “Learning takes place rapidly on the basis of purposefulness and
practicality, as information is in a rapid flow process with the spread of digital tools. In this context, how
have the learning characteristics of learners changed with digitalization?”, the third question is “For what
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reasons do you think academic procrastination behaviors, which emerge as one of the problems that arise
in the education environment based on intelligent tutoring systems, arise?” and the fourth question “Which
solution strategies can you develop to prevent academic procrastination behaviors?” The interview form
was implemented for application.

3.3. Sampling or Study Group

Participants in the study were composed of 52 teacher candidates studying at Hatay Mustafa Kemal
University, Faculty of Education. The teacher candidates who will participate in the research were
determined by the “criteria sampling” method. Among the teacher candidates who have online course
experience, being enrolled in the 'Open and Distance Learning' course was determined as a criterion. The
criterion has been determined in line with the research purpose, and the information infrastructures have
been made sufficient within the scope of the course regarding the research variables. In this context, the
participants were composed of teacher candidates enrolled in the undergraduate elective course “Open and
Distance Learning”, which was given synchronously through distance learning in the spring semester of
the 2020-2021 academic year. In the first stage, 99 teacher candidates who took the course were informed
about the purpose and scope of the research. In the second stage, it was determined that there were 52
teacher candidates who wanted to participate on the condition of being voluntary, and the gender,
undergraduate program and class of the teacher candidates who wanted to participate were determined.
This information is given in Table 1.

Table 1.

Information Regarding Teacher Candidates

Total Number

Gender Numg:;(;glfe?her CL:::?/ZSI Teaching Programs of Tef':lcher
Candidates
Female 7 4
Male 5 3 Classroom Teaching (CT) 16
Female 4 3
Female 3 4
Flt\e/ln?!aele é g English Language Teaching (ELT) 15
Male 4 3
Female 9 3 Elementary Mathematics Teaching 9
(EMT)
Female 4 4
Male 1 4
Female 2 3 Art Teaching (AT) 8
Male 1 3
Fﬁ/ln;?ele i g Social Sciences Teaching (SST) 2
Male 5 3 Psychological Counseling and 5

Guidance Teaching (PCGT)

In the third stage, interviews with 52 teacher candidates were conducted in the online platform through
voice interviews in line with their permission. As a result of the interviews with the teacher candidates, the
research data consisting of a total of 402 minutes of audio recording were obtained.

3.4. Data Analysis

The data obtained in the research were analyzed by inductive content analysis. First of all, the 402-minute
audio recording obtained as a result of the interviews with 52 teacher candidates was converted into text
documents, and a single text file was obtained with the interview recording of each teacher candidate on
separate pages. The page of each teacher candidates was coded by giving numbers according to the order
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of the interview. The coding were structured in the “Teaching Programs- Number/G” format, including
teaching programs, interview order (number) and gender (G). This coding style was also used when giving
direct expressions.

In order to avoid the problem of conflict in the first stage in the creation of codes and categories (Guba,
1978 as cited in Patton, 2002), concepts that are compatible with each other during the coding stage were
searched in the data set. Categories were created based on repetitive concepts. After the categories, themes
were created. Since there was only one researcher in the study, two experts in the fields of educational
administration and computer and instructional technologies were determined as additional coders. For
reliability of coding, the formula "Reliability Percentage = [agreement code / (agreement code disagreement
code)] X 100)" first put forward by Miles and Huberman (1994) and the Fleiss Kappa coefficient was used
secondly. First, the reliability compliance percentage was 86.3% of the Reliability Percentage = [38/ (38
6)] X 100). Miles and Huberman (1994) stated that the percentage of compliance between encoders must
be 80% or more in order to be considered reliable. Secondly, the Fleiss Kappa coefficient was calculated
since there were three evaluators in total with the researcher (Fleiss, 1971). The calculator developed by
Randolph (2008) was used to calculate the Fleiss Kappa coefficient. According to the resulting value, the
Fleiss Kappa coefficient was 0.82. The criteria set by Landis and Koach (1977) were used to interpret the
resulting value. Landis and Koach (1997) found that the coefficient value obtained between 0.81-1.00
indicated excellent numbness. According to the values obtained from both reliability calculation methods,
intercoder compatibility is considered reliable. The codes, categories and themes were finalized by reaching
consensus on the codes that emerged with the additional coders. In addition, in qualitative research,
obtaining the consent of the participants is considered as one of the ways to be preferred in order to ensure
the validity of the data obtained (Graneheim & Lundman, 2004). Therefore, participatory feedback was
sought regarding the results obtained, the results obtained from the data were shared by the researcher in
order to reach a consensus with the participants, and the teacher candidates approved the appropriateness
of the results.

3.5. Findings and Discussions

The findings obtained in the research were gathered under the themes of the effect of intelligent tutoring
systems on learning processes, changing learner characteristics in digital transformation, causes of
academic procrastination behaviors and solution strategies.

The first theme, 'With digital transformation, teaching processes are being restructured in a digital
ecosystem in education, and the place of intelligent tutoring systems in the teaching process is increasing.
In your opinion, how will intelligent tutoring systems affect the teaching process in this digital ecosystem?
What do you think?' The themes, categories and codes related to the question are given in Table 2.

Table 2

Categories and Codes Obtained Regarding the Theme of Impact on Learning Processes

Category  Code

Learner autonomy

Be independent of time

Access from anywhere

Increase motivation to learn
Learning tracking

Objective assessment

Quick feedback

Raising learner self-confidence
Equality of opportunity in learning
Facilitating learning

Positive

Themes
Impact of Learning Process
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When we look at Table 2, the opinions obtained were gathered under the theme of 'influence on learning
processes. It has been obtained that intelligent tutoring systems will have a positive impact on the teaching
process in terms of learner autonomy, independence from time, access from anywhere, increasing learning
motivation, learning tracking, objective evaluation, rapid feedback, increasing learner self-confidence,
equal opportunity in learning and facilitating learning. The teacher candidates expressed their views on the
positive effect of learner autonomy and learning motivation expressed by the teacher candidates as follows:

’

CT-3/M: “...Students experience learning according to their own learning styles...’

CT-6/F: “...I think that the learning motivation of the students who adjust the learning process themselves
will also increase...”

ELT-20/F: “...As the success evaluation of the student is determined according to completely objective
criteria, there is no distrust of the student in the assessment and evaluation processes. In this respect, the
teacher can also end the problems with the grade among the students...”

The opinions expressed regarding the other codes obtained were as follows:

CT-6/F: “...I had such an experience while I was preparing for the university exam. I can say that I was
very productive when | was a student. Now, when | evaluate the teaching process as a teacher candidate, |
think that we will often need to use these systems since these systems can be configured in accordance with
the individual learning speeds of the students.”

EMT-34/F: “...In the traditional environment, especially in crowded classrooms, when there are students
who learn a little later, they have difficulty in compensating for their learning losses, and in these systems,
the student uses all the information they need in such a way as to learn.”

AT-41/F: “I think that with the standardization of the contents for each level, the discussions between
students such as good school and good teacher will come to an end. Through these systems, every student
realizes the learning process equally...”

The second theme, 'Learning takes place rapidly on the basis of purposefulness and practicality, with the
rapid flow of information with the widespread use of digital tools. In this context, how have the learning
characteristics of learners changed with digitalization? The themes, categories and codes related to the
question are given in Table 3.

Table 3

Categories and Codes Obtained for the Theme of Learner Characteristics

Category Code

Digital collaboration
Digital tool choice
Using social networks in learning
Online learning preference
Digital course materials
Interactive learning
Active in Learning  Audio-visual support

Active in learning processes

Speed More information soon

Digital
Competencies

Themes

Learning Features

Looking at Table 3, it is seen that the categories of digital competence, effective in learning, and speed
were obtained under the theme of learner characteristics. In the digital competence category, digital
collaboration, digital tool preference, using social networks in learning, online learning preference, digital
course materials took place. In this category, teacher candidates expressed their views as follows:
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ELT-27/F: “...Students now feel the need to communicate in online environments, and this reveals the
necessity of carrying teaching to these environments...”

1

AT-48/F: “Learners who use the internet frequently expect to access their lessons through digital tools..."

CT-14/M: “...I have seen the benefits of using social networks, especially in the distance education process.
In this respect, social networks have an important place in learning for me...”

ELT-25/M: “I use the phone and computer for long hours during the day. This is reflected in my learning
styles as well. Because | prefer tools such as telephones and e-readers rather than looking at books. ”

EMT-39/F: “Learners who use the internet frequently expect to access their lessons through digital
tools...”

Active learners took part in interactive learning, audio-visual support and learning processes in the category
of being active in learning. In this category, teacher candidates expressed their views as follows:

EMT -35/M: “...With the development of technology, learning environments that consist of four walls,
which we describe as the traditional education system, and that are realized by transferring the subjects
that a teacher has mastered to the student, have begun to leave their place to virtual environments, and in
these environments, learning objectives can be achieved by being more active as students. ”

The third theme, 'For what reasons do you think academic procrastination behaviors emerge as one of the
problems that arise in the education environment based on intelligent systems?' The themes, categories and
codes related to the question are given in Table 4.

Table 4

Categories and Codes Obtained for the Theme of Reasons for Academic Procrastination Behavior

Category Code

Low motivation

No interaction

Management of Inability to set a goal

Teaching Not feeling responsible for learning
Time traps

Digital Low digital proficiency

Competencies Digital tool shortage

Academic Feeling of failure

Competency Underestimate course content

Lesson design

Quality of lesson  Easy course content

Themes
Reasons of Academic Procrastination
Behavior

Difficult course content

Manner Negative learning experiences

When we look at Table 4, the causes of academic procrastination are the categories of management of
instruction, digital competence, academic competence, quality of the course and attitude. It can be seen that
there are factors that negatively affect the teaching process in the category of instructional management.
These factors included low motivation, lack of interaction, inability to set goals, not feeling responsible for
learning, and time traps. In this category, teacher candidates expressed their views as follows:

CT - 4/F: “...The source may be phone, social media or personal reasons. Since the phone takes up too
much of my time, I sometimes missed my classmates...”

CT - 9/M: “...When it is not meaningful for me to follow the lesson, when | do not have a purpose, the tasks
related to the lesson that are not done on time pile up.”
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ELT -17/M: “... The question of why is one of the most important questions to be answered in learning, in
my opinion. | do not think that students who cannot answer the question "Why am | learning’ can have high
academic success in learning. | think that a student who does not have a learning goal will not be able to
arrange his time and will always postpone his lessons with an excuse...”

ELT - 29/M: “...When teachers are reluctant and stagnant, or when they do not communicate and interact
with students during the course, students may tend to postpone the subjects related to that course...”

AT-41/F: “.... If the student does not make a plan, he/she will postpone it all the time as whether or not
he/she will attend the classes depends on his/her decision. Postponed lessons will increase more and more
and it will seem like a huge burden when the student has to watch them. As in the proverb many a little
makes a mickle, the course content, which was very few and simple at the time, will become more and more
difficult...”

Regarding the academic procrastination behavior stemming from digital competence, teacher candidates
expressed their views as follows:

CT -2/M: “...Students with weak computer skills may hesitate to log in to the system. In time, they can stay
out of the teaching process...”

EMT-33/M: “...I think that the lack of opportunities is reflected in the learning behaviors of the students.
Not having devices that do not have their own computer or that are not new enough can drive the student
away...”

Regarding the academic procrastination behavior based on academic proficiency, teacher candidates
expressed their views as follows:

CT-11/F: “...At the same time, reasons such as fear of failure and thinking that homework is difficult can
cause academic procrastination. That's why the student says he will do it on the last day anyway and delays
it...”

ELT-20/F: “... During my distance education process, this situation created stress for me because there
were too many types of homework and some of the homework were difficult. Even though | wanted to do it
every day, | postponed it until the last time and after a while | had a hard time doing my lessons and
homework...”

Regarding the academic procrastination behavior due to the nature of the course, the teacher candidates
expressed their views as follows:

EMT-35/M: “...Some of the courses did not attract our attention due to reasons such as not paying
attention to the content and the small and dense texts. Being in front of a screen can be pretty boring these
days. And | didn't want to go to these classes most of the time... ”

The fourth theme, 'Which solution strategies can you develop to prevent academic procrastination?' The
themes, categories and codes obtained for the question are given in Table 5.
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Table 5

Categories and Codes Obtained for the Theme of Solution Strategies

Category Code

Interaction
Setting learning goals

%: Management of Red_ucing communication barriers
@ £ Learning Actlvg fgedback
e = Identifying student needs
2 c Time planning
= % Reducing time traps

g Mentoring

Technical Digital tool supply
Equipment Internet infrastructure
Digital Increase digital competence
Competency Data security

Looking at Table 5, it is seen that strategies are determined in the subjects of management of education,
technical equipment and digital competence under the theme of solution strategies determined to prevent
academic procrastination behaviors. Solution strategies were determined in the context of providing
interaction, determining learning goals, reducing communication barriers, effective feedback, identifying
student needs, planning time, reducing time traps and mentoring suggestions. In this category, teacher
candidates expressed their views as follows:

CT-1/M: “...I can plan the course contents and learning objectives in accordance with the expectations of
the students ..."
CT-10/M: “...Students who know what stage they are at in learning can make their own evaluations. For

this reason, | attach importance to effective feedback...”

EMT-36/M: “...I think the most effective method as a solution to academic procrastination is to make a
plan. Being certain of what to do when and the fact that the student feels a bit obligated will push him to
do it on time.”

CT-12/F: “...One of the factors affecting academic procrastination in the distance learning process can
be technological tools. Arrangements should be made for the lack or restriction of stimuli that trigger
procrastination, such as tablets, smartphones, computer games or television.”

ELT-21/F: “...I think that there is a greater need for people who can guide students in digital environments
compared to traditional environments. | would identify people who guide students in all learning processes
without being able to use time efficiently...”

ELT-28/F: “...The internet should be turned off when it is not necessary during the lesson or while doing
homework, and the distracting applications (e.g.: Netflix, Instagram, Twitter) should not be taken into
consideration... I saw the bad effects of it, so I will try to follow the solutions | specified and try not to
procrastinate. In short, all students, including me, should not leave today's work for tomorrow and do it on
time. I think that academic success can only be achieved in this way.”

EMT-34/F: “First of all, the biggest factor can be time management. Not being able to gain time
management skills brings the habit of procrastination...”

PT-39/F: “...as much as possible, one room of the house should be reserved for study and there should be
no distracting objects and belongings in the room, the household should support this issue and a disciplined
working environment should be prepared...”
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SST-50/M: “In order to solve this problem, students who have the habit of procrastination but are not
aware of this habit and its negative effects will probably increase their motivation in parallel when they
can establish a certain order in time management. Apart from that, | can say that teachers should pay
attention to interaction in lessons, be as energetic and/or smiling as possible, and give more useful
assignments instead of very superficial and non-contributing assignments...”

SST-51/F: “...People who show academic procrastination can make a schedule for themselves, or they
can make a timeline and sort their work from the most important to the least important because they leave
their homework and lectures to the last minute...”

PCGT-52/M: “...The internet should be turned off when it is not necessary during the lesson or while doing
homework, and the distracting applications should not be taken into account... I saw the bad effects of it,
so | will try to follow the solutions | specified and try not to procrastinate. In short, all students, including
me, should not leave today's work for tomorrow and do it on time. | think that academic success can only
be achieved in this way.”

In the category of technical equipment, teacher candidates who think that academic procrastination can be
prevented by providing technical equipment have determined solution strategies for providing digital tools
and internet infrastructure.

Teacher candidates who think that the behavior of increasing digital competence and ensuring data security
can be prevented in the Digital Competence category expressed their views in this category as follows:

AT-40/F: “...First of all, I find it important to increase students' technology literacy. In this direction, 1
can create programs that students can develop.”

4. Conclusion and Suggestions

In distance learning processes, while intelligent personal systems configure the learning process of learners
through artificial intelligence and evaluating the effectiveness and efficiency of these systems, it is
important to consider dimensions such as changing learner and learner roles, limitations and disadvantages
of the system. In short, the excellence of these systems can be determined within the scope of learning
management, teachers and learners; The goal is to achieve effective learning. The effective realization of
learning depends on the management of these systems. The realization of the goals from the most general
goal to the most specific goal in the learning processes is under the responsibility of the education
administration. Therefore, learners, who are at the core of educational processes, are also the focus in
intelligent tutoring systems and online learning environments. In this context, Bahceci and Gurol (2010)
reveals that the basic element of these systems is the student and the variables that depend on the student
are effective in the use of intelligent tutoring systems. In addition, Butz et al. (2006) states that intelligent
tutoring systems are learner-centered systems created on the basis of constructivist education. Therefore,
although academic procrastination behaviors are encountered in traditional learning environments, as stated
by Cheng and Xie (2021), such procrastination behaviors will be encountered more frequently in online
environments, and online environments are less likely to avoid such behaviors for reasons such as
increasing individual learning and learner responsibility. It has been emphasized that it is more open to the
effects of likewise, Michinov et al. (2011) reveals that learners in the distance learning process will stop
following the lessons after a while. In this context, it is considered important to examine academic
procrastination behaviors in the study and it was aimed to examine the academic procrastination behaviors
of teacher candidates with distance learning experience in the management of intelligent tutoring systems
and personal learning environments.

According to the obtained results, it has been revealed that in the educational processes restructured by the
teacher candidates within the digital transformation they think that the use of intelligent tutoring systems
within the education digital ecosystem will be positive. As a result of the research conducted by Ndukwe

586



JETOL 2021, Volume 4, Issue 4, 576-593 Yaras, Z.

et al. (2019), it has been stated that artificial intelligence gives very objective and accurate results when the
results of artificial intelligence and human evaluation are compared in learning environments designed with
intelligent systems. In other similar studies, rapid feedback has been evaluated as one of the positive aspects
of intelligent tutoring systems (Bakeer & Abu-Naser, 2019). This result is similar to the result of the
intelligent tutoring systems providing the opportunity for objective evaluation, which is stated among the
positive effects by the pre-service teachers. In addition, studies have shown that digital environments
integrated into the education process positively affect students' academic achievement (Yu et al., 2010).

In line with the findings, among these features in which the learner characteristics have changed with
digitalization in education, there are learners who can take responsibility for learning, the desire to access
information faster today, where it is important to increase the digital competencies of the learners and speed
is even more important. Mohamed and Lamia (2018) stated that new technologies and new approaches
should be used in education. The results obtained in this context revealed that the digital competencies of
learners and teachers should be increased in digital transformation. Similarly, it has been stated that there
are changing roles such as autonomy, flexibility, technology use proficiency, and problem-solving skills in
learning with digitalization (Ndibalema, 2020; Rejon Guardia et al., 2020).

Among the reasons for academic procrastination, there were problems in the management of teaching, low
level of digital competence, students' anxiety about academic competence, the quality of the course and the
attitudes of the learners. Similar results were found in other studies as well. When these studies are
examined, the reasons for academic procrastination are seen as low self-efficacy levels of learners (Di Paula
& Campbell, 2002); low academic achievement and low self-confidence (Steel, 2007; Yerdelen et al.,
2016), tasks that do not interest learners (Ackerman & Gross, 2005), negative attitudes towards learning
and inability to focus (Balkis et al., 2006), and inability to plan time (Balkis et al., 2006; Swart et al., 2010;
Diaz-Morales & Ferrari, 2015).

Considering the results in terms of solution strategies developed to prevent academic procrastination
behavior, these strategies have been developed in terms of instructional management, technical equipment
and digital competence. Burnam et al. (2014) revealed that the procrastination behavior of learners with
planning skills decreased. The low level of motivation of learners was revealed as one of the reasons for
academic procrastination in the study. Considering other studies showing similar results, there is a
correlation between learners' motivation levels and academic procrastination behaviors, and an inverse
correlation between motivation level and academic procrastination behavior tendencies (Balkis et al., 2006;
Lee, 2005; Rakes & Dunn, 2010; Vij & Lomash, 2014); 1t has been revealed that while low motivation
increases academic procrastination behaviors, increased intrinsic motivation significantly prevents
academic procrastination behaviors (Hee Seo, 2013; Lee, 2005). In this context, it can be said that
increasing the motivation of the learners will significantly prevent academic procrastination behaviors, as
was obtained in the study. As a result of the research, interaction, which is among other solution strategies,
IS an issue that maintains its importance in intelligent tutoring systems. Similarly, Gregori et al. (2018)
emphasized that the interaction between the learner and the teacher is very important in intelligent tutoring
systems. It has been revealed that the social and technical competencies of the learners are important in the
interaction between humans and machines (Siemens, 2005). In order to ensure this interaction, it is
necessary that the digital skills and information literacy of the learners are at the desired level (Molotsi,
2020; Spiranec & Zorica, 2010). In addition, web 2.0 tools have an important place in intelligent systems
and personal learning environments (Kompen et al., 2019; Laakkonen, 2011; Rahimi et al., 2015). The
effective use of these tools in digital environments depends on digital competencies. For this reason,
increasing the digital competencies of learners will provide an important solution for academic
procrastination in the management of personal learning environments with intelligent tutoring systems,
while at the same time, it will also ensure that important problems can be solved in digital environments.
In this context, it will be an important issue for teachers and learners, especially education administrators,
to maximize digital competencies, to foresee the problems that may be encountered in the online learning

587



JETOL 2021, Volume 4, Issue 4, 576-593 Yaras, Z.

environment, to develop digital management strategies in line with the vision for the management of
education in digital environments, for effective management of educational processes in the future.

Suggestions based on the results are given below.

¥v" Revealing results that do not reflect the real situation determination in the success evaluations of
the students, which are easy according to both academic failure anxiety and student level, may cause
students to exhibit academic procrastination behaviors. For this reason, course contents and
assessment and evaluation processes can be planned in accordance with student levels.

¥v" Raising digital proficiency levels in the management of learning environments of education
managers, teachers and students can be included in the strategic plans of institutions.

¥ Interaction has been found to be a factor that may hinder academic procrastination behavior.
Therefore, course designs can be created to effectively enable interaction in order to prevent
academic procrastination behavior.

¥ In order to prevent academic procrastination behaviors, needs analysis can be carried out to improve
the material and physical conditions of learners such as infrastructure and digital vehicle supply.

v Although adaptable and customizable intelligent tutoring systems have superior aspects compared
to traditional environments, it is important to identify the problems that have a negative impact on
the management of the teaching process. For this reason, feedback mechanisms should be used
effectively among education administrators and teachers. In addition, education administrators can
use data-based decision systems.

¥v" Educational administrators can manage this process by educating themselves on issues such as
digital safety, digital security, and digital ethics, and by creating modules for students to reach a
sufficient level in information security and digital ethics.

Limitations

There are limitations in the research. The first of these limitations is that the data obtained are limited to
the teacher candidates in the working group. Researchers can perform studies with students at different
universities using different sampling methods. In addition, researchers can work with a working group of
teachers and school administrators from a broader perspective. Evaluation of the management of intelligent
systems and personalized learning environments are limited to the academic snooze behaviour variable.
This was considered the second limitation of the research. Researchers can uncover different variables that
can have an impact on the management of learning environments in intelligent personalized learning
environments. The third limitation of the research is that it was designed by qualitative method. Researchers
can design their research in different patterns or mixed methods within qualitative research methods.
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Writing is especially considered to be a difficult language skill to master for beginner
learners. However, this century offers innovations in language education through
Information and Communication Technology tools. For instance, blogging platforms like
Tumblr, Blogger, and WordPress can be employed in writing classes. At this point, the
present research aimed to investigate the views and preferences of English as a Foreign
Language learners after they practiced their writing skills with blogs for eight weeks.
The research utilized WordPress blogs, and a group of 28 learners attended the study.
These students were supposed to start a blog and write an essay each week on their blogs.
The research was designed as a qualitative exploratory case study. To collect the data,
semi-structured interviews with ten randomly chosen learners were conducted to
understand their views toward blogs and preferences for writing classes at the end of the
treatment. The content analysis method was instrumented to analyze the qualitative data
inductively; thus, the data was first coded, and themes emerged. Unlike the previous
studies in the field, these findings have revealed the learners' views towards their self-
confidence, digital literacy, and writing habits, which changed in a positive manner.
Besides, it was also understood that the participants made their preferences in favor of
blogs rather than paper-based activities.

1. Introduction

Writing, as a productive skill, necessitates EFL learners to produce output in the target language. However,
learners rarely produce excellent works for which they should make much effort as they usually think that
meeting the minimum expectations to pass a class is enough for them. As a result, a teacher cannot make
them produce competitive and challenging works and has to give feedback for some assignments delivered
after a simple process involving a pen, a paper, and some paragraphs meeting lower limit expectations

(Roy, 2016).

To overcome this significant problem that teachers may experience in an EFL classroom setting, teachers
should look for some alternative ways for EFL learners to complete their writing tasks in a relatively
challenging and productive way rather than submitting the tasks with the assumption that meeting lower
limit expectations is enough to succeed in that class. At this point, Uzun (2017) claims that the teaching
process has started to lose its power while the learning process has become much more creative and
innovative. One of the innovative ways that can be implemented in classrooms is the utilization of blogs,
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which have been defined in similar ways by different researchers. For instance, Goodwin and Jones (2003)
stated that a blog is a web space where editing and writing are achieved through a web browser and produce
works visible to the public, while Zhang (2009) stated that blogs are professional or personal journals often
updated and intended for public consumption. The journal form, style, and opportunity to publish a post
every day are some of the basic features of blogs. Plus, most blogs let you publish videos, audio, and photos
(p. 65). In my opinion, blogs can be used for specific aims (educational, business, or to introduce a product,
service, or individual) by offering users simplified interfaces that let them administer their space on the
internet. On these blogs, students can share their views, works, and thoughts without facing real-life
restrictions, such as hesitancy to speak out or embarrassment to express themselves. Therefore, blogs as a
Web 2.0 tool can help language teachers in writing classes in different aspects. They can, for instance,
enable teachers to create an atmosphere that can stimulate not only interactions and collaboration among
learners but also creativity. Furthermore, it can be claimed that these Web 2.0 tools give students the chance
to be more productive and creative in the language learning process since they trigger interactions and
collaboration and are greatly adaptable thanks to the enrichment with multimedia, accessibility from
anywhere, interaction with other readers or writers unlike Web 1.0 tools; for example, traditional webpages
or e-mails can neither offer interactions or collaboration among language learners (Harrison & Thomas,
2009; Pegrum, 2009). Thus, blogs are considered one of the best Web 2.0 tools to use in language classes
(Tu, Blocher & Ntoruru, 2008).

Moreover, Blogs, as free, basic Web 2.0 tools, allow learners to share their ideas on an online platform and
publish them on the internet (Bloch, 2007, p. 128). In addition, blogs can not only foster constructivist
learning strategies (Gresham et al., 2012, p. 44) but also help learners of today's digital world improve their
digital literacy and become relatively more digitally competent. Besides, bloggers can express their views
readily without facing any traditional classroom problems or difficulties, such as looking for an eraser, pen,
or new sheet of paper since they can edit their work by simply clicking on a button, all the while respecting
the conditions that a traditional classroom can offer. Furthermore, they are more likely to feel free to express
themselves and write on their blogs without hesitating due to the fear of facing some objections from their
classmates, which could prevent them from speaking out in a classroom. Besides, EFL students can develop
their language skills with blogs since they will be required to use some new words and take responsibility
for their writing tasks, which can help them become autonomous language learners for the rest of their lives
(Pinkman, 2005). Besides, blogs, with their various features, are smoothly combined with the classes. Thus,
learners can start their own blogs, complete the assignments, and submit the link to the teacher.

Considering all these advantages, language teachers should start learning more about how to integrate their
classes with Web 2.0 tools and Information and Communication Technology (ICT) tools, like blogs. Indeed,
each teacher expects to see a competitive or collaborative atmosphere, which has been created by methods
and techniques instrumented in the classroom and encourages learners to complete their tasks by performing
their best and reflecting their creativeness. Many studies in the field have also investigated the effects of
blogs on EFL learners (Hashemi & Najafi, 2011; Amir, Ismail, & Hussein, 2011; Yunus et al., 2013; Wang
& Véasquez, 2014; Jin, 2015; Roy, 2016) and shown that blogs help language learners perform better at the
target language skills and improve their vocabulary and grammar as a consequence of looking for
vocabulary, phrases, and structures to be able to clearly express their views (Hashemi, Najafi, 2011; Yunus
et al., 2013). However, there are still some gaps in the literature as few studies investigated EFL learners’
views toward blogs through interviews and the evaluation of the qualitative aspect after a long treatment
period. The present research aims to contribute to the literature and further reshape teachers' practices in
the classroom through the 8-week treatment with 28 EFL learners.

2. Literature

Language skills are classified under two categories; listening and reading are identified as receptive skills,
while reading and speaking are identified as productive skills (Harmer, 2007). Compared to the other main
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skills, writing requires relatively more systematic effort to be produced efficiently. It indeed necessitates
mental processes in which EFL learners are supposed to share their ideas, views, and comments in order;
reflect them on a paper or platform considering the punctuation, grammar, and linguistics rules; and have
both vocabulary and grammar knowledge to express themselves. In other words, writing makes learners'
brains, eyes, and hands function in a cooperative way (Hamid, 2011).

The importance of writing should not be underestimated since learners need to improve their writing skills,
as well as other skills, to master the target language and function both in official and unofficial contexts.
However, writing is generally regarded as a difficult skill to master, particularly for beginner learners
(Boscolo & Hidi, 2007). The reason may be that writing, contrary to other skills, requires learners to plan
their ideas and organize them before reflecting them on paper. Furthermore, they may need to look up some
words, check grammar rules, check dictionaries for punctuation, or some other sources to look for
alternatives in their works (Harmer, 2004). Besides, the fact that learners do not need to master their writing
skills until they attend a school may be another reason for that view, as stated in Javed, Juan, and Nazli
(2013) 's study, as students start to communicate in written forms when they start to interact with people at
school. Additionally, someone who is acquiring their first language skills makes use of listening and
speaking until they begin to produce systematic language writings at schools, which makes writing seem
unnatural and challenging for them (Raimes, 1983).

Krashen and Lee (2004) have claimed that a person becomes cleverer thanks to writing since writing
requires the writer to use their brain effectively and actively to find out suitable structures, words, and
phrases to organize their ideas and thoughts. Thus, many methods and techniques have been offered or
implemented by researchers to assist learners in becoming proficient writers. Some of them are free writing,
creative writing, process-oriented writing, and product-oriented writing, to name a few. These various
approaches and methods all have a single common aim: to help learners improve their writing skills,
although each method prioritizes different aspects. For example, free writing fosters writing for
communicative purposes by prioritizing fluency and does not focus on grammar rules, while product-
oriented writing regards vocabulary and grammar rules as significant aspects in writing (Scott, 1996).

At this point, Uzun (2017) states teachers should utilize innovative methods for digital native students.
Therefore, we can claim that teachers should take learners' needs and interests into account and choose the
most appropriate method to apply in EFL classes because, if the instruction of writing skills fails in the
classroom, learners' performance may be affected negatively. Consequently, some of them are likely to
change their views toward these classes, and their aptitude level may decrease.

2.1. Technology and Writing

In this century, the methods and approaches of writing can be supported by internet technologies as those
offer simplicity, creativity, flexibility, and surely, modernity, which completely contrasts with traditional
classrooms. It should not be forgotten that today's learners are familiar with technology as they rely on it in
every field of life. Wilber (2010, p. 9) states that

"Every day, when | walk from my car to my office on campus, | see students all around me immersed
in technology. Many are using their cell phones, not to talk but to text each other ... Most of the
students in the study lounges | pass are working on their laptops. Since our campus is wireless, they
are doing anything from coursework to checking their Facebook page."

Unsurprisingly, learners are very likely to spend hours on their cellphones and computers. At this point,
Similarly, Hutchison & Wang (2012) state that it has become ordinary and common for learners to spend
time playing games, chatting, surfing, and listening to music on a computer or cellphone. They spend a lot
of time on those kinds of technological devices. Hyland (2008) states that “in a world increasingly
dominated by electronic Information and Communication Technologies (ICT), it is unsurprising that
writing teachers are often faced with demands to integrate these technologies into their classes” (p. 144).
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Therefore, it is clearly seen that digital native learners may have different demands that will meet their
needs in accordance with the modern-day world technology and opportunities offered to them in their lives.

Taking these statements from previous studies into consideration, teachers can be advised to integrate and
improve writing skill classes with the tools offered by technology. In this way, they will be able to keep up
with today's world facts and update their classes by regarding these opportunities and learners' needs and
habits daily. Similarly, Hyland (2008) and Stapleton (2010) stated that ICT tools greatly influence the
writing process, which is why the instruction of writing should benefit from computer and internet
technologies as those can affect learners' writings, blogging thus could be put forward as one of the Web
2.0 and ICT tools that can be integrated into writing classes. However, when it comes to the obligatory
technology integration process as it was seen in the Covid pandemic days, the process should be carefully
implemented since it may lead to a negative impact on the motivation of learners due to the mismatch
among the factors such as organizational problems, the learning environments, expectations, and content
(Mese & Sevilen, 2021); at this point, students can be encouraged and educated to be a good digital citizen
(Oztiirk, 2021) as they can become someone who use digital tools to cooperate with other people; care
about physical, emotional and mental health; utilize technology to support and develop social goals (ISTE,
2018).

2.2. Previous Research

There have been early studies on blogs and EFL learners with different findings. For instance, these studies
pointed out that EFL learners have positive attitudes and experiences with blogs (Tu, Chen, & Lee, 2007),
the blogs could enhance learners' motivation and trigger their autonomy (Sun, 2010; Taki & Fardafshari,
2012), besides, blogs play an important role in individual, social, and academic dimensions (Yuen, Deng,
2012) and they could encourage students to perform actively and reflectively in knowledge sharing and
knowledge generation and could also help with the development of various strategies to deal with problems
occurring throughout the writing process and reward students with a sense of authorship (Sun, Chang,
2012), blogs not only affect learners' writing skills but also arouse their curiosity (Kogoglu, 2009), and
finally, they had a great potential to improve learners' writing skills (Arslan, Sahin-Kizil, 2010).

More research on blogs has also been conducted in the current decade with different purposes. These studies
also showed that blogs enhance EFL learners' writing skills in specific tasks and promote collaboration
(Vurdien, 2013); blogs and essays best function as complementary writing tasks since both promote learners
writing and research skills (Hansen, 2016). Besides, Yakut and Aydin (2017) investigated the effects of
blogs on reading comprehension achievement, which was hardly ever studied before. However, the
researchers reported that blogs do not ensure the improvement of EFL learners' comprehension skills. Sutcl
(2020) also studied blogging and academic writing, and his research indicated that blogging enhances
learners' writing skills, and a significant increase in the scores of these students was observed. With regards
to the previous research, it can be claimed that no research has solely focused on the views of EFL learners
and asked them their preferences in comparison to paper-based writing activities, which makes this research
novel and unique as the previous research generally focused on achievement levels, motivation and
evaluated their writing skills.

2.3. Research Questions

The present research seeks answers to the following research questions, with the aim of understanding the
effects of blogs on EFL learners, as well as their views toward blogs at the end of the treatment.

1. What are EFL learners' views toward blogs after the treatment?
2. What are EFL learners' preferences in terms of writing classes at the end of the treatment?
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3. Methodology

The present research, built upon the constructivist paradigm in which the researcher tries to understand
participants' experiences from their point of view as they are the ones who experienced the process
(Schwandt, 2000), was designed as an exploratory case study aiming to understand EFL learners' views and
preferences at the end of the treatment. For that, we used semi-structured interviews to explore a
phenomenon in context by gathering data with one or more tools (Creswell, 2013). This study involved 28
EFL learners who were enrolled in the engineering department of a state university and were attending
intermediate English classes. Ten of these participants were invited to take part in interviews at the end of
the treatment.

3.1. Data Collection Tools

All students were first asked to start their own blogs — a procedure introduced by the researcher. There are
many alternatives when it comes to starting a free blog, such as blogger.com, blogcu.com, wordpress.com,
tumblr.com, and more. Once all the alternatives were analyzed, it was detected that the most suitable
platform for educational purposes was WordPress as it came with no cost, limited ads, many features, and
a functional panel, which offered learners some freedom in terms of themes, writing styles, domain name,
and offered privacy for learners who wanted to hide their posts or set a password for a specific post.
Therefore, the group utilized WordPress blogs. The study implemented semi-structured interviews to
collect the data to answer the research questions at the end of the treatment with 10 participants who were
chosen using the random sampling method (Creswell, 2012). Therefore, every other student on the class's
registered student list was invited to the interviews. "A pre-prepared, elaborate interview schedule/guide™
(Dornyei, 2007, p. 135) has been followed for the format of interviews, which requires a particular set of
questions to be addressed with each interviewee to make it possible for the researcher to compare the data
across all the participants.

Do you think that blogs affect your writing skills? If yes, how?

What are the advantages and disadvantages of blogs for you?

Do you practice writing in another way than through blogging? If yes, how?
4. Do you prefer to write an essay on a blog or on paper? Why?

w N e

3.2. Data Collecting Procedures

The students were required to write a 225-to-250-word essay in 45 minutes at the computer lab. They were
explained that they were supposed to write an essay and that the evaluation criteria were shared and
explained to them to prevent a probable disappointment in the future. Furthermore, the teacher followed all
of the learners' blogs using his own account to get notified whenever their works were published. While the
students were writing their essays, the teacher wandered around the computer lab to help those who needed
help to overcome the problems they could experience, both technically and linguistically. Twenty-eight
students in the group started their blogs on WordPress and practiced writing for eight weeks by typing out
essays on the topics that were shared on their teacher's blog. At the end of the treatment, semi-structured
interviews were held with ten students. As previously explained, these students were randomly selected and
kindly asked to participate in the interviews. The above-mentioned questions were addressed with the
interviewees to understand their views and beliefs toward blogs. Each interview took approximately 15
minutes. The answers were recorded by a smartphone, and students were notified of this procedure.

3.3. Reliability and Validity of the Data

The data were coded by two experts, they then worked on these codes, and the themes emerged from the
data; apart from that, the interviewers' notes and the recordings of the interview sessions were utilized to
increase the reliability by eliminating any personal and methodological biases, and validity of the data set
with by ensuring findings clearly reflect the data (Noble & Smith, 2015)
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3.4. Data Analysis

The qualitative data gathered through the interviews were analyzed through the content analysis method,
which aims to reveal thematic patterns from the data (Neuendorf & Kumar, 2015). The researcher and a
colleague, who had his master's degree in English Language Education program, rigorously analyzed the
data and applied the open coding firstly, and process coding and descriptive coding were performed for
some statements of the learners (Flick, 2009) as the coding procedure enabled the researchers to regroup
similar codes, then, these codes were placed under different themes whose numbers varied from one
question to another.

4. Findings
4.1. Views of EFL Learners

The first and second interview questions were asked to answer the first research question, which seeks to
understand EFL learners' views toward the use of blogs in writing classes. Therefore, the answers to the
question "Do you think that blogs affect your writing skills? If yes, how?" were first coded. Then, these
codes were placed under the emerging themes (Table 5). This question's purpose was to understand learners'
views toward the efficiency of blogs. Surprisingly, all the participants stated that they believed blogs helped
them improve their writing skills; however, what makes writing on blogs is unique can be understood in
the next statements of these learners as they stated that they felt more confident in language classes and
blogs made writing attractive.

Table 1.
Do you think that blogs affect your writing skills? If yes, how?

Themes Codes

Language skills It is a chance to practice the target language.
Blogging enhances vocabulary learning.
It contributes to grammar learning.
Cognitive skills It makes me think in English.
It enables creative thinking.
| felt more confident in language classes.

Positive views It makes writing attractive.

N A R W ow oo Nz

It turns writing into a habit.

Following the first answers, they were asked why they thought blogs helped them. The most frequent
statements were related to practicing the target language, learning vocabulary, and feeling self-confident.
For example, one interviewee stated that "While writing the posts, | learned new vocabulary because the
words that I know did not meet my needs ... I used dictionaries and translation tools, and it was all about
practicing the language for me." The findings of this question show that EFL learners believe blogs enable
them to practice the target language, help them learn new words and use them, and, particularly, make them
feel capable of using the target language, which makes them feel self-confident. Some of the interviewees
stated that blogs helped them improve their writing skills in different ways. For instance, they believed they
enabled them to think in English while using the target language. They also made the writing process
attractive, which turned into a habit over time. Besides, one interviewee stated that "[blogs] helped [them]
to think in a creative way since producing the target language and meeting the expectations of the teacher
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may be challenging from time to time for [students]." All in all, these results point out that blogs can be
utilized to enhance learners' cognitive skills, in addition to their language skills, in EFL classrooms.

The next question was, "What are the advantages and disadvantages of blogs for you?" and the codes and
the themes given in the next table (Table 2), which aimed to clarify EFL learners' views toward blogs at the
end of the treatment. Many interviewees stated that they believed blogs were advantageous (N = 8),
although some of them stated they had some disadvantages and advantages (N = 2). For instance, one
interviewee stated, "l can make use of other online tools such as Thesaurus to look for synonyms, and
Cambridge Dictionary to understand how to use that word in a sentence.” Additionally, another one said,
"I really get bored when I have to write something on a paper ... But in the computer lab, writing becomes
attractive, and | can embed some videos and visuals to my post." On the other hand, one interviewee who
reported positive views on blogs also claimed, "I have seen some friends while they were copying some
sentences from other websites to compete with us. | think they deceived themselves, but this may be
regarded as a disadvantage.” However, none of them claimed that blogs were solely disadvantageous.

Table 2.

What are the advantages and disadvantages of blogs for you?

Themes Codes

Writing online is attractive.
It is competitive.
It enhances digital literacy.
Benefitting from online tools is possible.
It is free to write.

Advantages of blogs Embedding visuals in posts is doable.
Posts are public.
It is easy to access thanks to the internet.
I can edit the post later if necessary.

I can self-evaluate and compare.

Translation tools are usable.

Disadvantages of blogs Internet connection sometimes fails.

P ko0 B~ WO~ BN O DD O BKZ

Plagiarism is possible.

As it can be inferred from interviewees' answers, blogs are regarded as advantageous as they enable EFL
learners to make use of internet tools and post their essays easily. Furthermore, they can be visited by
everyone and accessed easily by writers themselves, as well as other people. The interviewees believe that
blogs are attractive since they can enrich their posts with visuals and videos to support their works. Plus,
they make it easy for them to edit an essay compared to paper-based writing activities. Moreover, some
learners like that they can compare their current works with their previous ones to see how much progress
they made and evaluate their achievements (N = 5).

On the contrary, some interviewees mentioned some disadvantages as writing essays on blogs at computer
labs could offer some opportunities for learners to cheat. For example, one interviewee stated that
"translating a passage from Turkish to English is doable within seconds.” Another one reported that
"plagiarizing some other essays on other websites could be done without teachers noticing.” One of them
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also stated that the internet connection sometimes failed, which surely was a disadvantage. At this point,
we can understand that learners can take advantage of various opportunities thanks to an internet connection
and may try to deceive teachers. For this reason, teachers should wander around the computer lab to monitor
the learners in order to make them feel like they are being followed. Furthermore, they could check students'
works through plagiarism checkers, such as turnitin.com, to ensure the uniqueness of the essays published
on the blogs.

4.2. Learners' Preferences

The next two interview questions were designed to offer data for the second research question, which aimed
to investigate EFL learners' preferences for writing classes and whether the treatment affected their choices
or not. The third interview question was "Do you practice writing except blogging? If yes, how?" and aimed
to find out whether students applied any other methods or techniques besides the blogs on which they were
required to write an essay each week over the last eight weeks to improve their writing skills. One of the
interviewees stated, "'l believe | already do much in terms of writing practice. | do not feel it is necessary
to practice writing apart from blogs.” Another interviewee also claimed, "I just use my blog, and even after
the classes finish, I will use my blog as a personal diary ... I will write about the places I visit and the books
| read." Through similar statements, all of the participants reported that they had no other techniques to
practice their writing skills. All in all, on the one hand, EFL learners did not practice writing skills outside
the classroom. They just made use of blogs and believed that blogging would be enough to help them master
their writing skills. On the other hand, we can thus state that EFL teachers should not assume the learners
would practice their writing skills unless they are told to do so.

Table 3.

Do you prefer to write an essay on a blog or on paper?

Preferences N

I prefer writing on blogs.

I prefer writing on both blogs and paper. 1

After the interviewees shared their views on the advantages and disadvantages of blogs, the researcher
aimed to disclose their final choice between blogs or paper-based writing activities. Therefore, the
following question, "Do you prefer to write an essay on a blog or on a paper? Why or why not?" was asked
to understand ESL learners' preferences (Table 3). It was seen that all of the interviewees wanted to use
blogs in their writing classes. For instance, one interviewee said, "I did not think blogs would be that much
easier for me to publish a post and edit it later if necessary. For sure, | want to go on writing exercises with
my blog.” Another one stated, "Blogs are easy to access, and my friends can also see my posts. | like writing
in this way as it becomes public and stays there forever. On the contrary, | can easily lose my essays on
paper." Despite these positive views on blogs, one interviewee pointed out a negative aspect of blogs by
stating that "we also need to practice on a paper since we will not use blogs in a real life exam and we
should also be fast and well organized while we write essays on a paper.” These findings indicate that the
EFL learners who made use of blogs for eight weeks were still willing to practice their writing skills through
an ICT tool rather than paper-based activities. Besides, we can claim that interviewees were really affected
by the advantages that blogs offer to them. Thus, they did not hesitate on which method to choose to practice
their writing skills.
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5. Discussion and Conclusion

Firstly, it should be noted that the present study is one of the rare studies that investigated EFL learners'
views toward the use of blogs and their preferences for writing classes and has reached some unique
findings. Regarding learners' views, we can claim that blogs should not only be evaluated in terms of the
scores learners get as they have some other crucial effects on learners. At this point, some previous studies
have indicated that blogs enhance motivation and trigger learners' autonomy (Tak & Fardafshari, 2012);
encourage them to perform actively and reflectively in knowledge sharing (Sun and Chang, 2012) and
promote collaboration (Vurdien, 2013). Accordingly, the present study has also found some positive effects
reported by learners. For instance, it has been understood that blogs helped them build self-confidence,
contributed to their grammar and vocabulary learning, enabled them to think in English, and turned the
writing process into an attractive process. Besides, the majority of ESL students also reported that blog
assignments helped them practice the target language. Overall, all these opportunities are understood to
enable them to have positive views toward blogs. In this aspect, the present study aligns with one of the
early studies conducted by Tu, Chen, and Lee (2007), which again revealed learners' positive attitudes
toward blogs.

When it comes to the second research question, the study has found that all of the participants preferred
blogs to paper-based writing activities for the various reasons they listed as advantages. For instance, they
reported that writing online is attractive and that their digital literacies had been positively affected since
they started benefiting from various online tools and websites. They performed the writing tasks for months
on WordPress, a blogging platform, and have become capable of starting a blog, publishing a public post,
and using audiovisual materials in their essays. Furthermore, learners can compare their most recent essays
with previous ones and write well-established essays compared to previous works thanks to the feedback
provided by the teacher.

Finally, the present study indicated some significant results of the integration of blogs into writing classes
that had not been reported before, as it has revealed the views of EFL learners in terms of whether blogs
affect their digital literacy skills and help them improve their creative thinking skills and self-confidence.
Besides, few studies conducted interviews to compare paper-based writing activities with blogs. At this
point, it has been understood that learners definitely favor blogs over paper-written essays if presented with
a choice. Considering all these reasons, we can conclude that EFL teachers should abandon traditional
teaching methods for digital native students (Uzun, 2017); in other words, teachers should not insist on
traditional teaching methods for digital native students as they may perform better if this opportunity is
given to them. The teachers should also consider the positive views that learners build toward ICT tools
and enable them to improve their language skills with the help of such tools. However, the present research
also encountered a limitation; further research could be conducted with a bigger sample and may direct
additional questions to investigate the issues to a better extent.
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Article Info Abstract

QR Codes have been flourishing the education for many long with the variety of

Keywords: activities in use it provides, and have been preferred especially for being simple and
Video Feedback quick in education. Feedback is another significant element for learners since it guides
Online learning the learners for qualified essays. The aim of this qualitative study is to find out the
Preservice English teachers experiences of preservice English teachers on video feedback via QR codes. 50
Academic writing preservice teachers were asked to write two essays. At the end of the term, data were

collected via an open-ended questionnaire and semi-structured interviews. 23 of the
candidates completed the open-ended questionnaire and 8 of them accepted to be
interviewed. Data were analyzed through thematic coding. It was expected that the
participants would develop positive attitudes towards video feedback, yet the findings
showed they prefer written feedback on their word files and felt safer that way. This
study may contribute to the field in terms of how to develop ways to provide more
efficient feedback for preservice teachers and may show that affective factors have also

Research Article key roles in the success of certain methods and approaches in teaching.

1. Introduction

Feedback has an important role in language learning, especially for online language courses (Atwater et
Al., 2017; Belt & Lowenthal, 2021; Borup et al., 2015). Via video feedback, learners can have the
opportunity to improve themselves (Donkin et al., 2019). Since the learners have limited opportunities to
meet their instructors face-to-face, instructors providing more frequent and detailed feedback becomes a
necessity because it can be seen as a way to prevent the feeling of isolation in online learning (Goldingay
& Land, 2014; Yuan & Kim, 2014). Moreover, the instructors can promote their learners’ satisfaction,
learning and motivation by providing feedback (Garrison, 2009; Li et al., 2020; Thoms, 2011). Hyland and
Hyland (2006) claim that feedback is regarded as a vital developmental tool in process-oriented and learner-
centered classrooms because it provides learners to move through multiple drafts to effective self-
expression. Therefore, according to the feedback students receive, they can be aware of what they have
learned and what they need for further improvement in language learning. Especially, in teaching writing
(Hyland & Hyland, 2019; Yu et. al, 2018), with the process-oriented approach, feedback has become more
important. Since students produce many drafts before the final product, they receive feedback on each draft,
so by revising the drafts using the feedback, they learn how to express their ideas through writing.

Feedback can focus on both global (content, organization, and so forth) and local issues (grammar,
mechanics, and so forth) (Sheen & Ellis, 2011). Although Truscott (2007) claims that grammar correction
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does not lead to an improvement in student writing development, many teachers prefer giving feedback on
grammar. As a result, the students only see grammar corrections on their papers. Bould and Molloy (2013)
claim that the aim of feedback should not only be the correction of grammar and weak points in the written
text but also create a positive impact on what learners can do. These views about feedback may lead us to
the belief that feedback is a “communicative act” in fact (Ajjawi & Boud, 2018, 3). While providing oral
(face-to-face) feedback to learners, they have the chance to interact. They can focus on both global and
local level problems in the text, the learners can ask further questions, and so on. However, this may not be
the case for online courses. Thus, video feedback provides learners the opportunity to interact with their
instructors and gives the instructors the chance to talk about more details about the learner text unlike
written and audio feedback (Mahoney et al., 2019). Researchers and educators have focused on written and
audio feedback quite in detail (Dowden et al., 2013; Gould & Day, 2013; Jolly & Boud, 2013; Vardi, 2013);
nevertheless, video feedback has received less attention especially with English Language Teaching
preservice teachers. Consequently, the aim of this study is to investigate ELT preservice teachers’
experiences on video feedback via QR codes they received on their essays.

2. Literature

Feedback has a significant role in the learning process no matter what the field is. For especially preservice
ELT teachers, it is of the most importance because they need to be good and effective writers and teachers
and provide feedback to their future learners. In other words, providing ELT preservice teachers with
effective feedback will also teach them how to give feedback to their future learners and calling this as
“butterfly effect” would not be wrong.

Feedback

Feedback on students’ papers is categorized into two groups: global and local feedback. Global feedback
focuses on content and organization development, and local feedback focuses more on form, such as
grammar and mechanics. When teaching writing, it is believed that paying attention to both global and local
levels is essential. The focus of this study is both. Since students are learning a new language, they
constantly need feedback to improve the language both in speaking and writing skills for both at the global
and local level (Ferris, 2004). Hsieh and Hill (2021) found in their study that instructors pay more attention
to academic writing style, comment on tone and word choices besides language-related errors (Waller &
Papi, 2017). According to them, instructor feedback in language learning and writing can be seen as an aid
for language learning and in developing writing skills (Ellis, 2006; Ferris & Roberts, 2001).

Providing feedback for learners can encourage them to learn more and trigger their enthusiasm for it. It is
significant to remember that without short-term gains long-term gains cannot be achieved (Ferris, 2002),
and Ferris adds that students expect error correction on their papers and providing what they expect can
motivate them in writing. When learners receive feedback, they feel important and struggle more to develop
their language and writing skills (Kormos, 2012; Ruegg, 2018; Wright et al., 2019). While learners require
feedback for their work and feel enthusiastic for it, for the teachers, providing feedback to language learners
needs time and a lot of effort. Hyland and Hyland (2006) state that although teachers are reluctant to give
feedback, they think that they should provide feedback according to the students’ needs. Besides, as the
study of Chen (2019) suggests language learners become more interactive when the teacher is involved in
their learning process. Providing feedback and discussing it is one way to support this interactive learning
process.

The importance of providing feedback cannot be denied according to the literature; however, what matters
now, in the current era, is the means the feedback is delivered. Surely, what the learners benefit most is oral
feedback, the feedback they receive face-to-face, but the developing technology and the changing profile
of learners-namely, digital learners-encourage teachers to find more effective and motivating ways to
provide feedback for their digital learners, especially during the pandemic which COVID-19 has caused.
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Alternatives for face-to-face feedback should be found to support the learners, such as, written feedback,
audio feedback or video feedback.

Written Feedback

Written feedback usually means corrective feedback. The teacher provides feedback on the margins of the
text, underlines the parts which need revision, and so on. Feedback focuses mainly on the language use,
content development, and/or the organization of the ideas. The literature at issue puts forward that written
feedback has a highly positive effect on the text quality (Bitchner & Knoch, 2009; Bonilla Lopez et al.,
2018; Van Beuningen et al., 2012). This type of feedback can be considered the basis for audio and video
feedback. In other words, audio and video feedback are based on written feedback. During the
pandemic/lockdown, the teachers and learners had to decide how the feedback should be delivered: sending
the written feedback via word file or similar, or in audio form or video form.

Audio Feedback

Audio feedback is the recorded feedback that the instructor provides for the learner. This type of feedback
comprises the comments of the teacher and can be an opportunity to cover the points that written feedback
may lack (Kostka & Maliborska, 2016) since the teacher will have more room to explain their point of
view. Moreover, there are some studies which show that learners may pay more attention to audio feedback
(Cavanaugh & Song, 2014; Ice et al., 2007). Wood et. al. (2014) echo this statement by emphasizing that
since audio feedback is a way to construct interaction with the learners, learners may feel important, cared,
and eventually, they get more motivated. Also, Ahern-Dodson and Reisinger (2017) found that foreign
language learners in their study favored feedback which was presented in written and audio form because
it was more “thought-provoking” (p.138). Audio feedback can be delivered in form of MP3 files, software
programs, such as Turnitin, and so on.

Video Feedback

Video feedback can also be referred to as screencast feedback by some experts such as Mathisen (2012),
Thompson and Lee (2012), and Turner and West (2013). Screencast feedback can be explained as the
recording that the teacher makes from his/her computer screen and shows the mouse movements, scrolling
and typing, and provides audio feedback (Henderson & Phillips, 2014).

Although written feedback is the basis for video feedback, video feedback gives the learners the chance to
receive more detailed feedback (Mayhew, 2017; Vincelette & Bostic, 2013). The study of Moore and Filling
(2012) supports this view with the findings of their study. They found that while providing video feedback,
teachers were giving more detailed suggestions, tried to make comments on language use and elaborated
the important points and details. Moreover, in other studies, it was found that video feedback encouraged
the teachers to focus more on positive aspects of the learner texts (Lamey, 2015; Thomas et. al., 2017).
Henderson and Phillips (2015) claim that video feedback may lead teachers to focus less on surface-level
mechanics of writing and more on global aspects of the texts (Lamey, 2015; Orlando, 2016). Thus, video
feedback encourages teachers to provide more feedback on content development, organizational problems,
unity, and coherence. The aforementioned studies also found that students work on global issues of their
texts more when they receive video feedback.

Furthermore, video feedback can be a means for constructing interaction with the learners. Since the teacher
greets the students at the beginning of the video and says ‘bye’ at the end, and perhaps addresses the students
by name during the video, the learners perceive the video feedback as more conversational (Anson et. al.,
2016; Grigoryan, 2017). Anson et. al. (2016) found in their studies that video feedback could be a means
for face-to-face interaction and may improve the relationship between the teacher and the learner. The study
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of Mese and Sevilen (2020) revealed that L2 learners had negative attitudes towards online learning because
of lack of social interaction. Video feedback can be a means to support social interaction with the learners.

Since the advantages of video feedback overweigh the ones of audio feedback when the literature is
considered, in this study, video feedback was preferred as a means to provide feedback for preservice ELT
teachers. Also, studies on feedback have mainly focused on language learners rather than ELT teacher
candidates (Dowden et al., 2013; Ellis, 2006; Ferris & Roberts,2001; Gould & Day, 2013; Ene & Upton,
2018; Jolly & Boud, 2013; Ruegg, 2018; Vardi, 2013; Waller & Papi, 2017). Nonetheless, it is obvious that
every method applied with teacher candidates does not only develop their English writing skills but also
may contribute to their teaching skills. This is based on the belief that any experience with preservice
teachers contributes to their teaching skills and this may create a “butterfly effect”. Accordingly, this study
focuses on the opinions of ELT teacher candidates on video feedback in their writing skills course. Thus, it
is believed that this study can contribute to the literature and the field of ELT in terms of developing ELT
preservice teachers’ academic writing skills and teaching skills. Regarding this aim, the research question
of the study is:

1. What type of feedback do preservice English teachers prefer while having an online writing skills
course?

a. What are the reasons for their preferences?

3. Methodology
3.1. Research Model/Design

In this study, qualitative research, more specifically, phenomenological study design was used.
Phenomenological research is based on the experiences reported by the individuals which allow us the
opportunity to see the perspectives of the subjects (Creswell, 2005). Since the aim of the study was to find
out the experiences and opinions of the ELT preservice teachers on video feedback, the phenomenological
study design was found to be the most suitable design to be applied. In other words, this study is concerned
with describing the participants’ experiences rather than explaining them, and gaining insights in the
preservice teachers’ motivation and actions in receiving video feedback for their essays.

The study was conducted in a “writing skills II” course at the ELT department of an education faculty in
Turkey. The course focuses on academic writing and the syllabus comprises some basic types of essays.
Since the pandemic suddenly hit the education system in a sudden way, the syllabus was revised and two
types of essays were taught online to preservice teachers: cause-effect essay and argumentation essay.

The course applies process approach for homework where the preservice teachers receive feedback on their
essays and then, they are required to revise their essays according to the feedback they receive from their
instructors. For the cause-effect essay, the preservice teachers received feedback on the word file they
submitted to the LMS (Learning Management System) the university was using. For the argumentation
essay, they were provided with video feedback which they could reach via a QR (Quick Response) code
sent to their emails (Figure 1).
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Homework

Argumentation essay

(Written feedback +
Video Feedback)

Cause-effect essay
(Written feedback)

Fig. 1: Type of feedback according to the essay type

3.2. Study Group

The participants of the study were 50 ELT preservice teachers attending the ‘writing skills II” course in the
spring term of the academic year of 2019-2020 They were freshman students whose ages ranged from 18
t020. The feedback for two essay types was provided in written-only and video +written format for all 50
participants. Although 20 participants completed the survey, 3 participants were not able to complete the
survey due to health and technological problems. 8 of the participants agreed to be interviewed. The rest of
the participants did not complete the survey although they received feedback during the term. All preservice
teachers were provided with feedback during the term, but they participated in answering the survey and
the interview on a voluntary basis.

3.3. Data Collecting Tools

Video Feedback and QR code

The participants received feedback for the cause-effect essay in written format in the word file they
uploaded on the LMS. The word files were sent one by one to each participant’s mailbox. For their
argumentation essay, they received feedback both in written form and video format. At this point, since the
size of videos was big and could not be sent via email, QR codes were used by sending the participants the
codes they had to use to access their feedback. Another reason why QR codes were preferred was the
application called “Qwiqr” (https://uk.qwiqgr.education/). This application offers the easiness to record the
video on the application directly and creates QR codes for it; in other words, it also saves time. On the
recording, the participants could see their written feedback, and they could also listen to their instructor
explaining both the strong and weak sides of the essay by showing them on the screen with the mouse and
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by highlighting the necessary parts (see Picturel). Thus, the participants could read the comments of the
instructor, listen to the feedback, and see the relevant parts.

AA & uk.gwigr.education (&
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Open-ended Survey

An open-ended questionnaire was prepared online for the participants. The questions consist of three
parts: demographic information, 8 experience-related questions and consent for the use of their answers
for academic purposes. Before the questionnaire was applied to the participants, two field-related
experts examined the questionnaire and provided feedback both for the format of the questionnaire and
the wording of the questions so that they would be clear enough for the participants. 5 of the participants
who were excluded from the main study answered the survey beforehand in terms of checking the
difficulty of the questions, and the problematic ones were revised accordingly. Thus, based on the critics
of the experts and the five participants, revisions were made.

Semi-structured Interview

Two questions related to the experiences of the participants were prepared. During the interview, when
the necessity for further questions arose, follow-up questions were asked to the participants too. The
interviews were conducted with eight volunteer participants. The two questions were as:

1. Which feedback type do you prefer? Written or video feedback? Why?
2. Why wouldn’t you prefer the other one?

The interviews were carried out on Zoom and they were recorded with the permission of the
participants. The interviews were transcribed verbatim for detailed content analysis. Figure 2 shows the
data collections tools used for the study.

Tools

‘ Survey ‘ Interview
| |
\ |
8 Qs on _| .
experience 8 participants

[
|
Open-ended # Two Qs

~{ Zoom

Fig. 2: Data Collection Tools

3.4. Application Process

The aim of the study was to explore the experiences of ELT preservice teachers on video feedback during
the online writing course during the lockdown. The preservice teachers were expected to write two essays
as homework in the spring term. The homework was assigned to the participants after they were taught
each essay type. Hence, the first essay type was the cause-effect essay and the second was argumentation
essay (as presented in Figure 1).

The participants received written feedback only for their first homework on a word document. The feedback
was provided within the text by correcting mechanical errors and with margin notes which would help them
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to improve their texts in terms of content, organization, unity, and coherence. The documents with the
feedback were uploaded to the LMS.

After the argumentation essay was taught, the second homework was assigned. This time, the participants
were provided with written feedback and video feedback. Mechanical errors were mentioned in written
feedback. If they were very frequent and of a specific type, then they were explained in the video. Margin
notes were used again for content and organization development, but this time video feedback supported
those notes. In the video feedback, the problematic part was shown exactly to the participant and necessary
information was provided on how to solve the problem and develop their text. The video feedback was
recorded via the web tool Qwiqr” (https://uk.qwigr.education/). QR codes were preferred because sending
the video recording would be difficult in terms of size, so this application assisted in sharing the feedback
with the participants in a practical way. The files with written feedback and QR codes for the video feedback
were planned to be uploaded on the LMS; however, there was a technical problem and the upload failed,
so the instructor had to send the files to each student via email.

Homework

Cause-effect essay Argumentation essay

Writte Feedback Written Feedback
on essays
on word document
in-text feedback (mechanical)
margin notes:

content, organization, unity,
coherence

on essays
on word document
in-text feedback (mechanical)
margin notes:

content, organization, unity,
coherence

Video Feedback
QR code

mostly detailed feedback on:
content, organization, unity and
coherence problems

Less on mechanical problems

Figure 3. Application Process

At the end of the term, after the final exams, the participants were asked to complete the open-ended survey
for the study and to consent for their participation in the data collection process. After the survey, volunteer
participants were interviewed on their experiences of receiving feedback and how this improved their
essays.
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3.5. Data Analysis

Qualitative data analysis was used for both the survey data and interview data sets. More specifically,
content analysis was carried out. The interviews were transcribed verbatim. For both data sets, theme coding
was applied on NVivol2. Two experts applied theme coding to the data sets, and a third expert was
consulted for the parts where consensus was needed.

3.6. Validity and Reliability

For coding reliability, two coders identified the themes in the data. At the first stage, after 30% of the data
were coded by the coders, for the themes which could not be agreed on, a third expert was consulted. The
whole data were analyzed by two experts; then, the reliability Kappa coefficient was found on NVivol2 as
0.83, which can be considered as highly reliable. Figure 4 shows the procedure for data analysis and
reliability.

. - Two coders
Coding Reliability 30% of data . 3rd expert

Kappa Coeficient ‘
All
0.84 data coded

Fig. 4: Data Analysis Procedure

3.7. Findings and Discussions

The aim of the study is related to the preferences and opinions of the pre-service teachers. They were asked
which feedback type they preferred: written-only feedback or video feedback +written feedback. While
60% of the participants preferred video feedback and written feedback, 40% of the participants preferred
written-only feedback.

When the reason for their preferences was asked, the participants stated that receiving video feedback
during the pandemic made them feel cared and important because they thought it was a sign that the
instructor cared about them. Also, they added that more detail was provided via video feedback. On the
other hand, the participants who preferred written feedback stated the reason for their choices as they were
not good at using technological devices and found it time-consuming to download a QR scanning
application and then to watch the video. They preferred written feedback because it was more
straightforward for them.
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Table 1.

Preference of Feedback Type

Type of Feedback Percentage Reasons
Written-only feedback 40% Straight forward
Practical
Traditional
Video Feedback+Written 60% More detailed
feedback Felt more cared

Visual and audio feedback

Considering this finding, the study went through a more detailed analysis of their preferences and
experiences about video feedback+written feedback and written-only feedback. The participants were
asked which type of feedback they found effective (Table 2). When they were asked about their opinions
on the effectiveness of video feedback+written feedback and only written feedback, 48% of the participants
found video feedback more effective whereas 52% found written feedback only more effective. This finding
may seem contradictory because while most of the participants preferred video feedback+ written feedback,
they found the one with video feedback less effective (Table 2).

Table 2.

Type of feedback preference and its effectiveness

Preference Effectiveness
(Percentage) (Percentage)

Written-only feedback 40% 52%

Video Feedback+Written feedback 60% 48%

Reasons for Preferring Written-only Feedback type

The participants uploaded their cause-effect essays on a word file on the LMS of the university. On the file,
the instructor corrected the language use, suggested more complex vocabulary and grammar structures, and
wrote suggestions on the margins as comments about the content and organization of the essays. The files
were sent via email to the participants.

When participants stated their preference as written-only feedback, the reasons for their choices were found

out. Figure 4 presents the reasons why written-only feedback was preferred over video feedback+written
feedback.
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Fig.4: Reasons for Preferring written-only feedback

There are mainly two advantages stated by the preservice teachers. First, they found written-only feedback
time-saving because they might get in contact with the instructor only when disagreements about the
feedback occurred. Thus, instead of watching the whole video, they could focus only on the points which
were not understood. This finding is also in line with the study of Borup et al. (2015) and Orlando (2016)
where the students also preferred written feedback to video feedback because written feedback was easier
to access and faster to skim through the comments.

The participants stated that they could get in touch with their instructors in case the feedback had some
confusing points; however, they missed the point that during the pandemic, they were not able to meet their
instructors face-to-face. Stating such a reason may show that the participants were used to the traditional
procedure for receiving feedback and they felt safer that way during the pandemic too. This may imply that
the participants could not adapt to the new methods in receiving feedback and might feel safer with the
traditional procedure. During the interview, participant 8 stated:

[...] I would prefer written feedback. I feel safe that way...I do not like using technology that
much...codes....videos. Learning should be simple.

Another advantage they stated was the benefit of a more detailed explanation they could receive with the
written feedback. The feedback provided to the participants was more detailed in video feedback because
the instructor explained the margin notes, commented on the video and suggested ways to improve the text.
It may seem surprising that the written-only feedback was found more detailed. There may be two reasons
for this finding. First, perhaps the participants did not watch the video feedback, and second, perhaps it was
difficult to comprehend the feedback as stated in the second part of Figure 4. Thus, the margin notes and
comments may seem more detailed to them. The learners may be visual learners and maybe they felt more
comfortable with written-only feedback.
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While coding the themes, it was found that the participants who prefer written-only feedback over video-
feedback+written feedback, made their choices because of the disadvantaged experiences they had with the
video feedback+written feedback. As seen in Figure 4, the participants had difficulty in hearing the video
feedback and seeing the written parts (meaning the notes, corrections and comments). Also, they
experienced problems with the QR codes. For example, they had difficulty in opening the video with the
code, they needed an application for scanning the code and perhaps their mobile did not have the size for
that. Participant 13 supported his opinion during the interview with these lines:

[...Juhmm well, I liked to watch the video. I could also follow the feedback from the Word
file....but it takes long time to receive the feedback. Uhmm .... I mean ... just the Word file is
enough. For the video, | need the QR code application, a bigger screen...and finding these takes
time.

Participant 19:

[...]The Internet connection was weak on my phone...I could not download the video so it was
difficult to watch... Written feedback was easier to access.

Because of these difficulties they experienced, the participants also made suggestions. They suggested
screen video usage and video files to be sent via email. However, the problem with sending the video files
via email was the size of the files causing difficulty in sending them.

As stated by the participants, they preferred written-only feedback mostly because of the technical
difficulties they experienced with the procedure rather than the effectiveness of the written-only feedback
type. Since they were away and in their hometowns during the pandemic, some of the participants did not
have a computer or strong internet connections, so they usually used their mobile phones for working on
the feedback they received. This may have been also a challenge for the participants.

Reasons for Preferring Video feedback+Written feedback

The participants were provided with video feedback and written feedback for their argumentation essays.
They could reach their video feedback via a QR code. After scanning the code, they could watch their
feedback on their screens. When the participants were asked about the reasons for preferring video+written
feedback, they stated that they found video feedback more detailed and effective (Figure 5). They stated
that video feedback was more detailed because the instructor had to explain the comments and suggestions
made on the written feedback file in more detail. In other words, the instructor elaborated the written
feedback. Also, they added that seeing their paper during the video made the confusing points clearer.
Seeing-listening-reading helped them to comprehend the points to be improved in their essays more easily.
Since they did not have the opportunity to have oral feedback sessions, video feedback was the closest to it
to be used. This finding supports the literature about video feedback since it has put forward that video
feedback provides the opportunity to receive more feedback and more detailed (Borup et. al., 2015; Crook
et al., 2012; Elola & Oskoz, 2016; Henderson & Phillips, 2015; Lamey, 2015). Instead of focusing on
corrective feedback like in written feedback, during video feedback, the instructor provided more feedback
on global level of the essay. Thus, s/he explained the current situation in more detail.

Additionally, the way video feedback was used by the instructor was found effective. Both the video
feedback and the way it was delivered to the participants, namely the QR codes, were satisfying for the
participants. One of the participants even stated that the QR codes became a tool for her to increase her
curiosity about the feedback and the learning process.
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Participantl:

[...]...I liked the video. I could get more detail actually...it was fun to receive feedback with QR
code... it created curiosity...

Thus, the participants found video feedback so effective that they suggested receiving more video
feedback during the term not only for one essay.
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Fig.5: Reasons for preferring video feedback

In contrast to the reasons the participants stated for their written-only feedback, the participants who prefer
video feedback+written feedback stated more details about their choice (Figure 6). First of all, the
participants found video feedback beneficial for their final exam where they were also asked to write an
essay. They could see their mistakes and understand how to correct them. This may be the reason why the
participants found video feedback more detailed. They claimed that video feedback helped them improve
their essay writing skills. However, they would like to receive more feedback on mechanical issues in the
video feedback in addition to the feedback on the content and organization of their essays. The instructor
focused more on global issues rather than mechanics and language use. This finding is also in line with
previous studies (Anson et al., 2016; Borup et al., 2014; Elola & Oskoz, 2016; Henderson & Phillips, 2015).

The participants were also satisfied with video feedback because they received feedback on what they did
better and were motivated to learn more. In addition, video feedback supported a way for building
interaction with the learners during the pandemic and as Chen (2019) suggests interaction with the
instructor may motivate the learner. This is also a finding in line with the study of Lamey (2015). Perhaps,
the reason why instructors focus more on the positive aspects of the product of the learner can be the feeling
of having an interaction with the learner via the recording. Psychologically, the instructors feel the need to
greet the learner, address with their names and focus on positive aspects too so that it seems like a real
interaction (Anson et al, 2016). A possible explanation can be that video feedback may reduce the perceived
distance between the learner and the instructor (Thomas et al., 2017).

617



JETOL 2021, Volume 4, Issue 4, 605-625 Ceylan Capar, M.

[ %
| \
beneficial for final ,' h cormect parts can
| \
I Il

EaIm Child be seen
| .
Child  Child
|I \
final exam-made | Y
more careful dunng | h
wiriting j -

_ Child™ beneficial for —cpiiq__
- / sarning \ —
\ Child

IMProves essay
wWriting

mistakes can be
seen

nead for more
mechanical
feedback

Fig.6: Opinions of participants on video feedback

Another point to be mentioned can be the feeling of being cared by the instructor. Participant 4 made the
point that being cared during the pandemic made her feel safe and comfortable. Since they had no chance
to meet the instructor face-to-face for receiving feedback, video feedback opened a new way to interact
with the instructor about their essay.

Participant 4:

[...] Because of the pandemic, we couldn’t receive live feedback...the video feedback was a little
bit like live and like feeling safe and kind of cared by the teacher...”

Since the learner can hear the voice of the instructor, and the instructor focuses on positive achievements
and encourages the learner, the learner may feel safer and more cared with video feedback (Anson et al.,
2016; Harper et al., 2012). This may explain the feeling of participant 4.

To sum up, most of the preservice ELT teachers preferred video feedback+written feedback rather than
written-only feedback for their essays. Despite this choice, they might have thought that written feedback
was more effective than video feedback. The technological requirements for video feedback via QR codes
and technical problems, such as poor Internet connection and the use of mobile phones for receiving the
feedback made written-only feedback more preferable. Similarly, Agormedah et al. (2020) found in their
study on online learning during the pandemic that learners feel satisfied using technology but have negative
attitudes because of poor internet connection and not being trained for online learning. All the technical
requirements for video feedback might have seemed like a waste of time for the participants. One reason
for this situation may be the concerns the pandemic caused in terms of education. Moving to online
education was a novel situation for both teachers and students. Also, the poor level of readiness of
technology use for educational purposes can be another underlying reason for the findings of the study.
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4. Discussions

The study aims at finding out the experiences of ELT preservice teachers on video feedback which they
received via QR codes for their essays. The participants were required to write two essays during the term
for their Writing Skills course. Different from the aforementioned studies, this phenomenological study
focused on the views of ELT pre-service teachers and the reported results revealed that most of the
participants prefer written feedback+video feedback for their essays. Consequently, the contribution of
using video feedback and written feedback with teacher candidates was two-fold; (1) the ELT preservice
teachers could develop their academic writing skills, and (2) they had the opportunity to learn how to
provide feedback for their future learners.

The ELT preservice teachers were found more encouraged for writing when they received written and video
feedback from their instructors. The reasons for this phenomenon can be inferred as the inborn need for
being cared. These findings echo what Borup et al. (2014; p.249) stated on video feedback. According to
the researchers, video feedback can be regarded as a beneficial means for establishing “social presence”
because social presence is less achieved in blended courses where learning is face-to-face, so it cannot be
wrong to state that for online courses social presence is a significant issue too. In other words, Belt and
Lowenthal (2021) state that video feedback can be considered as a tool in terms of the social constructivist
theory because video feedback can be seen as a prospect for establishing social presence and a form of
affective relationships between the learners and instructors (see also Draus et al., 2014). The participants
of the study in question stated that video feedback was a sign for them that their instructor cared about
them, especially during the sudden lockdown. Unanticipatedly, they had to switch from face-to-face to
online education where they felt especially frustrated for their academic lives. They were aware that their
instructor spent effort on the individualized feedback which may have helped them feel less frustrated.

Video feedback presents advantages for the learners as it provides the learners with more detailed feedback
(Mayhew, 2017; Vincelette & Bostic, 2013; Moore & Filling, 2012), the instructor’s voice, and intonation.
It can be seen as a tool for establishing social presence for both face-to-face and online courses since the
instructor starts the video by greeting the learner by name, praises (Lamey, 2015; Thomas et. al., 2017) the
achieved tasks first and connects to the learners socially (Anson et al., 2016; Grigoryan, 2017). The findings
of the current study are in line with the literature. Most of the participants preferred written+video feedback
for their essays because they thought they received more detailed feedback especially on the global level
of their work. During the video feedback, since the participants heard the instructor talking, it was like a
conversation so they did not feel isolated. Thus, the subjects reported that they found video feedback the
closest to oral feedback they had been receiving before the lockdown. The participants found video
feedback so effective that they stated they wished that they had received more video feedback for their
previous work, too. However, they highlighted that they would like to have been provided with more
feedback on mechanical issues during the video feedback sessions, this finding is also in line with the
literature (Anson et al.,2016; Borup et al.,2014; Elola & Oskoaz, 2016; Henderson & Phillips,2015).

Motivation was reported as another reason for choosing video feedback. The underlying reason may be the
positive language that the instructor used during the video. The instructor greeted the learners, addressed
them with their names, and started giving feedback by focusing on the positive sides of their work (Anson
et al., 2016). Social interaction has a key role in motivation and the study of Mese and Sevilen (2020)
supports this (also see Chen, 2019). As a result, video feedback may reduce the perceived distance between
the learner and the instructor (Thomas et al., 2017), and in return, the motivation to develop better texts can
come to an existence (Garrison, 2009; Li et al., 2020; Thoms, 2011).

Despite the advantages video feedback+written feedback presents for the learners in the study at issue, the
participants found written-only feedback more effective for the development of their writing skills. In other
words, this finding can be considered to be contradictory because, as stated before, while most of the
participants preferred written+video feedback, they found written-only feedback more effective (Borup et
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al., 2015; Li et al., 2020). The reason for this alleged contradiction may be the efficient nature of the text
(Li et al., 2020) since written feedback can be an opportunity for the learners “to read, process, relate and
link the feedback to their performance at their own pace” (p.502). While reading the feedback, the learner
has the opportunity to skim for keywords, but for video feedback, they should take notes about the key
points (Borup etal., 2015; Orlando, 2016). This process may make video feedback disadvantageous because
learners need to spend more time figuring out the feedback provided. In addition, written feedback is easier
to access compared to video feedback (Orlando, 2016). Another possible reason for this finding can be that
mentally the students could not switch to online learning from traditional learning. They felt safer with
written feedback because this was what they were used to (see the extract from participant 8). In addition,
students’ inefficient use of the technology was another aspect considered to have a key role on this
contradiction about the ineffectiveness of video feedback. Although most of the participants found video
feedback beneficial, some of them reported that they had experienced problems with the technology which
led them to choose written-only feedback unavoidably. They explained this by stating that they were not
good at using technological devices, watching the video feedback from mobiles was troublesome, and it
was time-consuming for them to download a QR scanning application and watch the video. Written-only
feedback was regarded to be more straightforward by them. The participants in the current study found
video feedback beneficial but had concerns related to technology since they could not make the QR
application work, even if they had, they experienced trouble in playing the video; therefore, they could not
receive proper feedback for their work. In other words, it can be stated that learners prefer to use technology
but because of the negative factors affecting it, so they would rather be taught without technology. This
finding is also supported by the literature (Agormedah et al., 2020; Li et al., 2020). These might have led
the learners to experience bigger and more psychological drawbacks of using technology which can be
stated as frustration and distraction. These feelings and video feedback’s being time-consuming may have
caused the learners to create negative feelings towards writing and the course. However, these are problems
that can be solved. To illustrate, the learners will download a QR scanning application just once, or the
feedback can be shared on drive/cloud systems. When the fact that these participants are the teachers of the
future is considered, providing them with video feedback should be regarded as a valuable tool since it will
also prepare them for the classrooms of the digital generation.

5. Implications of the study

This qualitative study focused on written+video feedback and written-only feedback for ELT preservice
teachers. Thus, the two-sided implications of the study both had been expected by the researcher and were
considered as valuable resources for clarifying the phenomenon at issue.

In terms of the learning perspective, written+video feedback can be regarded as advantageous for the
language learner since it provides detailed feedback on both local and global issues, establishes social
presence, and supports affective factors (such as being cared etc.) in learning. Although the study, like the
other studies which had been done so far in the relevant literature, may not support that one way of feedback
is superior to the other one, this study reveals that what matters is the learner and his/her preferences. The
learners may be asked to make a preference about the medium of feedback before the instructor gives
feedback. Besides their preference, the instructor may choose to switch from one type of feedback to
another for different reasons. S/he may favor using video feedback at the beginning of the course to show
the learner how to interpret the given feedback, show affection, and construct a relationship with the learner;
then, s/he may continue with written feedback depending on the needs and expectations of the learners (Li
et al., 2020; Palloff & Pratt 2007). In addition, video feedback can be used to boost the motivation of the
learners in their process of developing their writing skills. In other words, the feeling of being cared and
given importance can trigger the motivation of the learners (Garrison, 2009; Li et al., 2020; Thoms, 2011).
Another implication of the study is training students on using technology before starting using it for
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teaching and learning. Thus, learners’ readiness can be supported via teacher instructions (Agormedah et
al., 2020). This can be solution for the complaints on using the QR codes, perhaps.

From the teaching perspective, written+video feedback shows ELT preservice teachers that written
feedback is not their only choice but they have other and much more up-to-date alternatives, such as the
video format. While interpreting the feedback they receive, the students also learn how to provide feedback
for their future learners and the tools/ways which help them facilitate the process. This makes a reference
to Putnam and Borko (2000) who state that teacher candidates need feedback from their instructors to get
one step further in the teaching profession. Consequently, by providing feedback to learners via text, audio
and video tools, the instructor gets the opportunity to show the teacher candidates that providing feedback
is significant and they may develop technological skills regarding teaching with technology (Nillas 2008).

6. Limitations

Although this study presented insightful findings for educators, it was limited to the study context. First,
the findings were related to ELT preservice teachers and a writing course. Using QR codes for video cannot
be mentioned as a limitation but it is worth mentioning that there are other ways to deliver the video
feedback to learners, such as uploading the files to drive/cloud systems. This could prevent the complaints
about downloading QR scanning applications mentioned by the participants. Some participants complained
about their weak Internet connection. This can be regarded as one of the limitations of the study.

7. Conclusion and Suggestions

The aim of this study is to find out the opinions and experiences of preservice ELT teachers on video
feedback for their writing skills course. Based on this aim, during the spring term, the participants were
provided two types of feedback for their essays: written-only and video feedback+written feedback. At the
end of the term, the participants were asked to complete a survey about their experiences, and eight of the
participants were interviewed for further information. Considering the design of the study,
phenomenological study design was applied to shed light on the use of video feedback in writing skills
courses with preservice ELT teachers.

The study revealed that while the preservice teachers prefer video feedback for their essays, they found
written-only feedback more effective. The preference for video feedback was the result of more detailed
comments, more elaboration, and seeing-listening-reading opportunities. Additionally, video feedback
made them feel more cared and motivated for improving their writing, this was found precious because of
the difficult conditions experienced during the first lockdown of the pandemic. On the other hand, they
were more written-only effective because it was time-saving, no application was required (referring to the
QR code scanning application), less technology was demanded for written-only feedback.

Considering, the findings of the study, video feedback can be recommended for teaching academic writing
in English because it was found more detailed and made the preservice teachers more motivated for the
course. However, video feedback can be demanding for the instructor so further studies could be conducted
to find out the experiences of the instructors providing video feedback. Technological readiness was another
issue that was found in the study. The participants did not feel ready for using QR codes, videos and etc. at
the beginning of the pandemic. Another study can compare their readiness level for technology use and the
effect of video feedback on essay development of ELT preservice teachers. Since the participants had
difficulty in scanning the QR codes, cloud or drive applications may be used to share the video files.
Another enlightening suggested study may focus on the effect of written-only and video feedback on essay
development preservice teachers by comparing the revised versions of their essays based on an evaluation
criterion.

621



JETOL 2021, Volume 4, Issue 4, 605-625 Ceylan Capar, M.

References

Ahern-Dodson, J. & Reisinger, D. (2017). Moving beyond corrective feedback: (Re) Engaging with student
writing in L2 through audio response. Journal of Response to Writing, 3(1), 129-152.

Agormedah, E. K., Adu Henaku, E., Ayite, D. M. K., & Apori Ansah, E. (2020). Online learning in higher
education during COVID-19 pandemic: A case of Ghana. Journal of Educational Technology &
Online Learning, 3(3), 183-210.

Ajjawi, R., & Boud. D. (2018). Examining the Nature and Effects of Feedback Dialogue. Assessment and
Evaluation in Higher Education, 43(7), 1106-1119. doi:10.1080/02602938.2018.1434128.

Anson, C. M., Dannels, D. P., Laboy, J. I., & Carneirn, L. (2016). Students’ Perceptions of Oral Screencast
Responses to Their Writing: Exploring Digitally Mediated Identities. Journal of Business and
Technical Communication, 30(3),378-411.

Atwater, C., Borup, J., Baker, R., & West, R. E. (2017). Student perceptions of video communication in an
online sport and recreation studies graduate course. Sport Management Education Journal, 11(1),
3-12.

Belt, E.S. & Lowenthal, P. R. (2021). Video use in online and blended courses: a qualitative synthesis.
Distance Education, 42(3), 410-440.

Borup, J., West, R. E., Thomas, R., & Graham, C. R. (2014). Examining the impact of video feedback on
instructor social presence in blended courses. The International Review of Research in Open and
Distance Learning, 15(3), 232-256.

Borup, J., West, R. E., & Thomas, R. (2015). The impact of text versus video communication on instructor
feedback in blended courses. Educational Technology Research and Development, 63(2), 161-184.

Boud, D., & E. Molloy (2013). Rethinking Models of Feedback for Learning: The Challenge of Design.
Assessment and Evaluation in Higher Education, 38 (6), 698-712.

Bitchener J., & Knoch U. (2009). The relative effectiveness of different types of direct written corrective
feedback. System, 37, 322-329.

Bonilla Lopez M., Van Steendam E., Speelman D., & Buyse K. (2018). The differential effects of
comprehensive feedback forms in the second language writing class. Language Learning, 68, 813—
850.

Borup, J., West, R. E., & Thomas, R. (2015). The Impact of Text Versus Video Communication on
Instructor Feedback in Blended Courses. Educational Technology Research and Development,
63(2), 161-184.

Cavanaugh, A. J., & Song, L. (2014). Audio feedback versus written feedback: Instructors’ and students’
perspectives. MERLOT Journal of Online Learning and Teaching, 10(1), 122- 138.

Chen, C. (2019). A comparative study of online teacher-involved and peer interactive learning: Chinese
EFL students’ perceptions and practices. Journal of Educational Technology & Online Learning,
2(1), 56-73.

Creswell, J. W. (2005). Educational Research: Planning, conducting, and evaluating quantitative and
qualitative research (2" edition). Pearson, Merrill Prentice Hall.

Crook, A. C., Park, J. R., Lawson, C. S., Lundgvist, K. O., Drinkwater, R., Walsh, J., Gomez, S., Orsmond,
P., & Maw. S. J. (2010). ASSET: Moving Forward Through Feedback (Final Report). Reading:
University of Reading. ASSET
website, http://www.reading.ac.uk/web/FILES/asset/ASSET _final_report.pdf.

622


http://www.reading.ac.uk/web/FILES/asset/ASSET_final_report.pdf

JETOL 2021, Volume 4, Issue 4, 605-625 Ceylan Capar, M.

Draus, P. J., Curran, M. J., & Trempus, M. S. (2014). The influence of instructor-generated video content
on student satisfaction with and engagement in asynchronous online classes. Journal of Online
Learning and Teaching, 10(2), 240-254.

Donkin, R., Askew, E., & Stevenson, H. (2019). Video feedback and e-learning enhances laboratory skills
and engagement in medical laboratory science students. BMC Medical Education, 19(1), 1-12

Dowden, T., Pittaway, S., Yost, H., & McCarthy, R. (2013). Students’ Perceptions of Written Feedback in
Teacher Education: Ideally Feedback is a Continuing Two-Way Communication That Encourages
Progress. Assessment and Evaluation in Higher Education, 38(3), 349-362.

Ellis, R. (2006). Implicit and explicit corrective feedback on the acquisition of L2 grammar. SSLA, 28(2),
339-368.

Elola, I., & Oskoz, A. 2016. Supporting Second Language Writing Using Multimodal Feedback. Foreign
Language Annals, 49 (1), 58-74.

Ferris, D. R. (2002). Treatment of error in second language student writing. Ann Arbor: University of
Michigan Press.

Ferris, D. R. & Roberts, B. (2001). Error feedback in L2 writing classes: How explicit does it need to be?
Journal of Second Language Writing, 10(3), 161-184.

Garrison, D. R. (2009). Implications of online learning for the conceptual development and practice of
distance education. Journal of Distance Education, 23(2), 93-104.

Goldingay, S., & Land, C. (2014). Emotion: The “e” in engagement in online distance education in social
work. Journal of Open, Flexible & Distance Learning, 18(1), 58-69.

Grigoryan, A. (2017). Audiovisual Commentary as a Way to Reduce Transactional Distance and Increase
Teaching Presence in Online Writing Instruction: Student Perceptions and Preferences. Journal of
Response to Writing, 3(1), 83-128.

Gould, J., & Day, P. (2013). Hearing You Loud and Clear: Student Perspectives of Audio Feedback in
Higher Education. Assessment and Evaluation in Higher Education, 38(5), 554-566.

Harper, F., H. Green & Fernandez-Toro, M. (2012). Evaluating the Integration of Jing Screencasts in
Feedback on Written Assignments. Paper presented at the 15th annual conference on interactive
collaborative learning (ICL), Villach, Austria.

Henderson, M., & Phillips, M. (2014). Technology Enhanced Feedback on Assessment. Paper presented at
the Australian computers in education conference, Adelaide, Australia.
http://acec2014.acce.edu.au/session/technology-enhanced-feedback-assessment.

Hyland, K. & Hyland, F. (2006). Feedback on second language students’ writing. Language Teaching,
39(2), 83-101.

Hyland, K. & Hyland, F. (2019). Feedback in second language writing: Contexts and issues. Cambridge:
Cambridge University Press.

Ice, P., Curtis, R., Phillips, P., & Wells, J. (2007). Using asynchronous audio feedback to enhance teaching
presence and students’ sense of community. Journal of Asynchronous Learning Networks, 11(2), 3-
25.

Jolly, B., & Boud. D. (2013). Written feedback: What is it good for and how can we do it well? In D. Boud,
and E. Molloy (eds). Feedback in Higher and Professional Education: Understanding It and Doing
It Well,(pp.104-124). Abingdon: Routledge.

623


http://acec2014.acce.edu.au/session/technology-enhanced-feedback-assessment

JETOL 2021, Volume 4, Issue 4, 605-625 Ceylan Capar, M.

Kormos, J. (2012). The role of individual differences in L2 writing. Journal of Second Language Writing,
21(4), 390-403.

Kostka, I. & Maliborska, V. (2016). Using Turnitin to provide feedback on L2 writers’ texts. The Electronic
Journal for English as a Second Language, 20(2), 1-22.

Lamey, A. (2015). “Video Feedback in Philosophy.” Metaphilosophy, 46(5),691-702.

Li, J., Wong, S. C., Yang, X., & Bell, A. (2020). Using feedback to promote student participation in online
learning programs:evidence from a quasi-experimental study. Education Technological Research
and Development, 68, 485-510.

Mahoney, P., Macfarlane, S. & Ajjawi, R. (2019). A qualitative synthesis of video feedback in higher
education. Teaching in Higher Education, 24(2), 157-179.

Mathisen, P. (2012). Video Feedback in Higher Education — A Contribution to Improving the Quality of
Written Feedback. Nordic Journal of Digital Literacy, 7(2), 97-116.

Mayhew, E. (2017). Playback Feedback: The Impact of Screen-Captured Video Feedback on Student
Satisfaction, Learning and Attainment. European Political Science, 16(2), 179-192.

Mese, E. &Sevilen, C. (2020). Factors influencing EFL students’ motivation in online learning: A
qualitative case study. Journal of Educational Technology &Online Learning, 4(1), 11-22.

Moore, N. S., & Filling, M. L. (2012). iFeedback: Using Video Technology for Improving Student Writing.
Journal of College Literacy and Learning, 38, 3-14.

Nillas, L. A. (2008). Challenges in preparing preservice teachers to teach using technology. In K. McFerrin
(Ed.), Society for information technology & teacher education international conference. (pp.4256—
4261). Chesapeake, VA: AACE.

Orlando, J. (2016). A Comparison of Text, Voice, and Screencasting Feedback to Online Students.
American Journal of Distance Education, 30(3), 156-166.

Palloff, R. M., & Pratt, K. (2007). Building online learning communities (2nd ed.). San Francisco: Jossey-
Bass.

Ruegg, R. (2018). The effect of peer and teacher feedback on changes in EGL students’ writing self-
efficacy. The Language Learning Journal,46(2), 82-102.

Sheen, Y. & Ellis, R. (2011). Corrective Feedback in Language Teaching. In E. Hinkel (Ed.). Handbook of
Research in Second Language Teaching and Learning Volume II, (pp.593-610). New York:
Routledge.

Thomas, R. A., West, R. E. & Borup, J. (2017). An Analysis of Instructor Social Presence in Online Text
and Asynchronous Video Feedback Comments. The Internet and Higher Education, 33, 61-73.

Thoms, B. (2011). A dynamic social feedback system to support learning and social interaction in higher
education. IEEE Transactions on Learning Technologies, 4(4), 340-352.

Thompson, R., & Lee. M. J. (2012). Talking with Students Through Screencasting: Experimentations with
Video Feedback to Improve Student Learning. Journal of Interactive Technology, 1.
https://jitp.commons.gc.cuny.edu/talking-with-students-through-screencasting-experimentations-
with-video-feedback-to-improve-student-learning/.

Turner, W., & West. J, (2013). Assessment for ‘Digital First Language’ Speakers: Online Video
Assessment and Feedback in Higher Education. International Journal of Teaching and Learning in
Higher Education,c25(3), 288-296.

624



JETOL 2021, Volume 4, Issue 4, 605-625 Ceylan Capar, M.

Truscott, J. (1996). The case against grammar correction in L2 writing classes. Language Learning, 46(2),
327-369.

Van Beuningen C., De Jong N. H., & Kuiken F. (2012). Evidence on the effectiveness of comprehensive
error correction in second language writing. Language Learning, 62(1), 1-41.

Vardi, 1. (2013). Effectively Feeding Forward from One Written Assessment Task to the Next. Assessment
and Evaluation in Higher Education, 38(5), 599-610.

Vincelette, E. J., & Bostic, J. (2013). Show and Tell: Student and Instructor Perceptions of Screencast
Assessment. Assessing Writing, 18(4), 257-277.

Waller, L. & Papi, M. (2017). Motivation and feedback: How implicit theories of intelligence predict L2
writers” motivation and feedback orientation. Journal of Second Language Writing, 35, 54-65.

Wood, K. A., Moskovitz, C., & Valiga, T. M. (2011). Audio feedback for student writing in online nursing
courses: Exploring student and instructor reactions. Journal of Nursing Education, 50(9), 540-543.

Wright, K. L., Hodges, T. S., & McTigue, E. M. (2019). A validation program for the Self-Beliefs, Writing-
Beliefs and Attitude Survey: A measure of adolescents’ motivation toward writing. Assessing
Writing, 39, 64-78.

Yu, S., Wang, B., Teo, T. (2018). Understanding linguistic, individual and contextual factors in oral
feedback research: a review of empirical studies in L2 classrooms. Educational Research
Review, 24, 181-192.

Yuan, J., & Kim, C. (2014). Guidelines for facilitating the development of learning communities in online
courses. Journal of Computer Assisted Learning, 30(3), 220-232.

625



Journal of Educational

Technology & Online Learning

Volume 4 | Issue 4| 2021
http://dergipark.org.tr/jetol

JETOL

JOURNAL oF EDUCATIONAL TECHNOLOGY &
ONLINE LEARNING

Action research as a tool of teaching ESP in a flipped learning environment

Ogiin Ilter "2, Savas Yesilyurt °

2 Erzincan Binali Yildirim University, School of Foreign Languages, Erzincan, Turkey
b Atatiirk University, Faculty of Education, Department of Foreign Languages Teaching, Division of English Language Teaching, Erzurum, Turkey

Suggested citation: Ilter, O. & Yesilyurt, S. (2021). Action research as a tool of teaching ESP in a flipped learning environment. Journal of
Educational Technology& Online Learning, 4(4), 626-655

Article Info Abstract

Keywords: This study aims to contextualize a flipped learning environment for ESP learners at a
faculty of pharmacy, considering learners’ suggestions and the teacher-researcher’s field
notes and benefitting from the collaboratively problem-solving processes of action
research. Thus, the study was designed as first-person action research, where the teacher-
researcher collaborated with the 38 pharmacy students taking an EOP course in their
third year of study at a university in Turkey. The flipped learning instruction was
evaluated, firstly, during implementation via video-recording 12 weekly three-class-hour
courses, collecting learners’ reflective journals and keeping field notes; and secondly,
after finishing the implementation by holding focus group interviews with the students.
The data were analyzed by inductive content analysis. The findings of the study indicate
that the flipped learning strategy ensured many advantages, including the efficient use of
class time, differentiation and peer interaction as well as bringing adoption problems
derived from teacher dependence and established learning habits. Conducting action
research not only improved the teacher-researcher’s relationships with the students but
also contributed to her professional identity as an ESP practitioner. Considering the
findings of the study, practical implications for professional practice as well as
suggestions for further research were presented.
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1. Introduction

In English-speaking countries, where individuals learn English as a second language (henceforth, ESL), the
English for specific purposes (henceforth, ESP) courses are either designed as English for occupational
purposes (henceforth, EOP) courses for immigrants, refugees, business people and students; or as English
for academic purposes (henceforth, EAP) courses for non-native speakers in the academic sector. On the
other hand, in non-English speaking countries, where the target group learn English as a foreign language
(henceforth, EFL), ESP courses are designed for self-motivated learners who aim at learning English for
academic or occupational purposes to follow their studies or careers in English in international scope
(Garcia Laborda & Litzler, 2015; Johns and Price, 2014). Due to the context-driven differences, the delivery
of ESP courses in EFL settings features certain characteristics, such as learners’ low proficiency level of
English, which necessitates supplementary language support; limited chances to practice English learnt in
ESP classes; and the lack of authentic ESP materials in EFL settings, which accordingly influence the ESP
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course design and related activities that are often limited to time constraints. Therefore, ESP courses in EFL
settings are generated to compensate for learners’ limited access to use English out of class unlike the ESP
courses in ESL contexts, where the tasks can be done in their natural contexts (Garcia Laborda & Litzler,
2015). Besides, there are further obstacles in ESP classes in EFL environments as in the following: the first
is the variety of language backgrounds of learners, which requires individualized learning support for each
learner to reach common ground before ESP instruction; the second is the overcrowded student population
at one setting in a limited time frame, which hinders delivering counselling to learners with different
attention span, learning speed and needs; and the third is the learner profile of Generation Z (Twenge, 2017)
students who communicate knowledge and learn via the medium of technology, which challenges the
conventional ESP instruction as well. To appeal to ESP learners’ interests, attention span, language learning
needs as well as deliver individualized counselling compatible with their mindset and the way they learn in
the 21st century, ESP practitioners are in search of best practices to meet the expectations of the emerging
profile of today’s ESP learners.

2. Literature

The conventional lecture-based instruction in class time is seemingly no more effective to teach any content
to today’s YouTube generation, who reaches information easily online without a teacher dictation, and
accordingly, requests more from educational institutions in valuable face-to-face class time. Within the ESP
context at tertiary level education, ESP practitioners are responsible for catching up with the mindset of
this generation via recent blended learning models, where knowledge is reached through technological tools
outside the class and acquired by active participation in class time, as is the case with the flipped learning.
As Jon Bergmann, one of the pioneers of flipped learning, highlights, ‘flipped learning’ focuses on one
basic question, “What is the best use of face-to-face class time?” (Sahin& Fell Kurban, 2016) that puts the
stages of Bloom’s taxonomy of the cognitive domain in the centre of course design, through which in- and
out-of-class work are organized, as seen in Figure 1 below.

Creating

Evaluating
Traditional Education — Flipped Learning
'lp‘!.'ﬂrli outside the Analysing Work inside the
Classroom Classroom

Applying

Traditional
Education Work
inside the
Classroom

_ | Flipped
) Understanding Learmning
T Work

Classroom

Fig. 1. Aspects of traditional and flipped learning mapped against Bloom’s Taxonomy (Sahin & Fell Kurban, 2016, p. 16)

Basically, in flipped learning terms, the tasks at the lower stages of Bloom’s taxonomy are attained before
class time, which is called ‘individual space’ while those at the higher stages of Bloom’s taxonomy are
achieved in in-class time, which is called ‘group space’. To be more precise, in flipped learning model, the
course content is delivered via short videos and/or supplementary materials on a learning management
system (henceforth, LMS), which enables the application of the lower stages of ‘remembering’ and
‘understanding’ in individual space. As learners interact with learning material and are tested on content
knowledge via short online quizzes, they make sure of their comprehension of the new learning content
before class time. Individual space learning enables individualization and flexibility in learning as learners
can access course content using any media devices they have whenever, wherever, and as many times as
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they want. Since in-class time is freed from the conventional way of content delivery, it becomes possible
for learners to engage in tasks in the higher stages of Bloom’s taxonomy, which are ‘applying’, ‘analyzing’,
‘evaluating’, and ‘creating’, and by doing so, to achieve deeper learning. Since learners come to class
having prepared for course content, they take ownership of their learning, and as flipped learning provides
instructors with more time to deal with the individual learning needs of each student in mini-talks during
class time, the instruction becomes more personalized for each learner (e.g. Oznacar, Kopriilii & Caglar,
2019; Sahin & Fell Kurban, 2016).

In the literature on implementing flipped learning in language learning, it is observed that flipped learning
takes language learning further by engaging students in learning materials before class, where learners are
exposed to authentic use of language more through varied media sources, and by enabling ESP teachers to
mentor through higher cognitive level tasks in class, where learners can put what they learn into practice
(Cunningham, 2016; Mehring, 2016). As well as using authentic language in class, holding content-based
activities, as is the case with ESP teaching, facilitates learners to expand their real-world knowledge and
specific uses of language with the integration of technology and task-based activities in class as well as
making it possible to practice English via several active learning tasks, such as role-plays, simulations,
games, discussion, and presentation in ESP classes (Sakulprasertsri, 2017). As for teaching language skills,
flipped learning is considered to provide EFL teachers with many advantages, including carrying out
communicative activities more in class through teaching grammar via online tools outside the classroom
(e.g. Correa, 2015; Nguyen, 2018; Webb & Doman, 2016); improving learners’ collocation skills (e.g.
Alnuhayt, 2018; Suranakkharin, 2017); enhancing learners’ willingness to communicate and improving
learners’ speaking skill (e.g. Hung, 2015, 2017a; Lee & Wallace, 2018; Lin & Hwang, 2018); increasing
learners’ listening skill proficiency due to the high number of chances to listen to English in individual
space (e.g. Ahmad, 2016; Leis, 2016); enhancing learners’ reading comprehension (e.g. Chavangklang &
Suppasetseree, 2018; Karimi & Hamzavi, 2017); facilitating learners’ composition skills due to receiving
constructive feedback from their teacher in class sessions (e.g. Engin & Donanci, 2014; Pavanelli, 2018);
boosting EFL learners’ proficiency and academic achievement in English (e.g. Basal, 2015; Engin, 2014;
Hung, 2015; Hung, 2017b; Lee & Wallace, 2018); supplying learners with more time to internalize
knowledge before applying it, and thus, encouraging deeper thinking (e.g. Boyraz & Ocak; 2017; Choe &
Seong, 2016; McKeown, 2016; Sun, 2017; Zainuddin, 2017).

As seen in the related literature, teaching ESP in a flipped learning environment seems to pave the way for
learners to acquire content knowledge in individual space and master that knowledge and improve skills
via active learning in group space. It is because flipped learning provides individualized instruction that is
compatible with the emerging learning culture and renewed needs of the 21st century’s ESP learners,
appealing to the expectations of learners from the varied language learning backgrounds, attention span and
learning speed. However, to the knowledge of the researchers, analyzing the existing literature on empirical
ESP research conducted in flipped learning approach, it seems that related research is scarce when
compared to the studies conducted in English for General Purposes (henceforth, EGP) courses.
Additionally, in the narrow literature on ESP teaching in EFL flipped learning settings, it is observed that
no studies are found in Turkey’s EFL context. Therefore, to comprehensively evaluate the dynamics of the
flipped learning environment in ESP teaching practice in EFL settings, further empirical data is needed so
that ESP practitioners can upgrade their teaching practice while adopting the flipped learning approach in
their EFL contexts. The knowledge drawn from such experience seems to contribute to ESP practice in
EFL environments on the development of technologically integrated innovative approaches that are
appealing to today’s ESP learner profile.

As for the current study, one of the researchers, who will be mentioned as ‘the teacher-researcher’
throughout the article, had several challenges in her EOP course at a pharmacy faculty in an EFL setting,
including limited chances to practice pharmaceutical communication skills outside the class; the lack of
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authentic ESP materials for pharmaceutical purposes suitable for her students’ language level and
contextual needs; and finally, various English proficiency levels of learners who needed a great deal of
language support to handle pharmaceutical tasks in English. To deal with these contextual challenges, the
teacher-researcher decided to design an ESP course that is the combination of an EOP course and an EAP
course due to the amount of language support learners needed as well as transforming instruction for
individualized language learning in overcrowded EFL classrooms. As a result, the teacher-researcher aimed
at implementing an English for academic pharmaceutical purposes (henceforth, EAPP) course in a flipped
learning environment to achieve differentiation in the learning environment for pharmaceutical English
learning purposes.

With the abovementioned purpose in mind, this study was based on a part of the doctoral dissertation (ilter,
2020), the purpose of which was to conduct an action research study in collaboration with learners, faculty
members and instructors of English at a faculty of pharmacy to design a syllabus for teaching EAPP in a
flipped learning environment. Within the narrow scope of this article, however, to point out that flipped
learning strategy may be a spot-on solution in ESP teaching, especially in EFL environments with
contextual disadvantages mentioned above, and thus, to highlight the flipped learning dimension of the
proposed EAPP syllabus, the implication of flipped learning strategy is given priority in this paper.

Since the evaluation of the flipped learning practice was realized in collaboration with learners during and
after the implementation process, the purpose of this article is to contextualize a flipped learning
environment for ESP learners at the faculty of pharmacy, considering learners’ suggestions and the teacher-
researcher’s field notes and benefitting from the collaboratively problem-solving processes of action
research. To achieve the purpose of the study, the following research questions are sought to be answered
in the analysis of the data gathered during an action research process:

1. What are the pedagogical dimensions of the flipped learning environment in terms of teaching EAPP?
1.1. What are the strengths of the flipped learning environment in terms of teaching EAPP?
1.2. What are the weaknesses of the flipped learning environment in terms of teaching EAPP? How
can these weaknesses be overcome?
2. What are the views of the learners towards learning EAPP in a flipped learning environment?
2.1. What are the strengths of the flipped learning environment in learning EAPP?
2.2. What are the weaknesses of the flipped learning environment in learning EAPP? How can these
weaknesses be overcome?

3. Methodology
3.1. Research Design

To serve the research purpose of designing a flipped learning environment at the faculty of pharmacy,
where the teacher-researcher challenged her practices as a teacher and made a difference in her teaching
environment via reflective thinking, the current study was designed as first-person (Reason & Bradbury,
2008, cited in Giiler, Halicioglu & Tasgin, 2013) / practical (Creswell, 2005) action research. McNiff,
Lomax and Whitehead (1996) emphasize that the purpose of a first-person/practical action research is to
change one’s thinking, behaviours, and feelings toward a particular issue raised; and to improve their
professional approach in this influence area. To do this, action researchers keep records of their practices
with the help of reflective thinking. As they emphasize the practice rather than a clear and successful
outcome, the action research is set as an example for other practitioners as well to learn from the challenges
and good practices and apply them to their settings by putting reflective thinking into it. Accordingly, in
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this study, the spiral of the action research cycles offered by Yildirim and Simsek (2013, p. 336) was
followed as the methodological framework of the study, as Figure 2 illustrates below:

" 1. Identifying the
Problem Situation
J

Aétion Research
Questions

8.Analyzing and Evalutaing
the Action Plan

Q
3. Literature Review
& Data collection

9. Preparing a
& — New Action Plan Q
7.Implementing & J
Following the Action Plan
3 -

‘4. Data Analysis &
! Interpretation

6. Generating a - —
Follow-up Plan 5. Generating
J

an Action Plan
\J

Fig. 2. The process of action research (Yildirim & Simsek (2013, p. 336)

3.2. Setting

This study was conducted in the teacher-researcher’s ESP teaching context of an EOP course in the third
year of study at the faculty of pharmacy of a medium-sized university in the eastern part of Turkey. The
study was implemented in the 2017-2018 academic year; more precisely, the implementation and evaluation
of the action plan were realized in the spring semester. The implementation lasted for 12 weeks and was
realized in two certain platforms for learning: individual and group space. Group space activities were
handled either in a classroom; or in a computer lab, depending on the course content, large enough for 38
learners to have a seat. As for the individual space learning of the flipped class, the teacher-researcher used
Edmodo as the LMS of the course. Besides, the lecture videos were prepared via the Edpuzzle platform. In
the current study, students could have access to course videos on Edmodo with an Edpuzzle link shared on
the course page on Edmodo. Additionally, Kahoot was used in group space learning either for presenting
new content, practising them or for assessing newly learned items of content or language.

3.3. Data Collecting Tools

In the current study, different types of data collection tools served as parts of a jigsaw puzzle, dimensions
of which added to the understanding of the phenomenon in question, and what could be done best to find
remedies for problematic situations. In this study, data triangulation is adapted to the research design.
That is, multiple sources of data were used to achieve a deeper insight into the phenomenon as seen in

Figure 3 below:
IMPLEMENTATION

» Students' reflective journals
+ Course observation video recordings
* Researcher's field notes

[l EVALUATION

* Focus group interviews with students

Fig. 3. Data collection tools of the current study
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As seen above, the data collection of the present study was realized at two phases; that is, the first phase
was realized as the formative assessment of the flipped learning implementation; and the second phase was
done at the end of the implementation to decide on the revised version of the first implementation. A
detailed explanation of the design and application of each data collection tool used at these two phases are
explained below.

3.3.1.Students’ reflective journals

In the current study, the learners were asked to keep reflective journals at the end of units during the term,
which helped the teacher-researcher to keep track of the outcomes of her actions both in individual and
group space in the eyes of the students. The students were asked to note down their likes, dislikes and
suggestions for the content, lecture videos and group space activities of each week. Analyzing these reports,
the teacher-researcher led mini action plans to improve the flipped instruction formatively throughout the
implementation. This methodology also supported the professional development of the teacher-researcher
in finding immediate solutions to the problems that appeared during the term, or in improving the activities
and lecture videos for the better, taking into consideration the demands and needs of the students.

3.3.2.Course Observation Video Recordings

The rationale behind the video recording of the implementation of the flipped class was that this could help
the teacher-researcher realize whether or not she behaved in contradiction with her values and beliefs about
teaching (McNiff et al., 1996). This enabled reflective practice during and at the end of the implementation,
which led to a constant improvement of weekly instruction. During the 12-week flipped learning
implementation, every three class hours (50 minutes per session) were video-recorded weekly, which
created twelve 150 minute-class sessions, that made 1800 minute-video-record at the end of the term. The
teacher-researcher did not only watch these videos during the term but also at the end of the term to decide
on which tasks were useful in teaching EAPP as well as how flipped learning instruction could be integrated
with the designed EAPP syllabus. During the analysis of the observations, the teacher-researcher used
NVivo 11 Pro, by this means, the teacher-researcher could integrate her observation notes nearby with the
related video segments, and thus, she could capture the moments that provide meaningful data to evaluate
the syllabus in action, through which an outsider look was attained by an insider.

3.3.3. Researcher’s Field Notes

As suggested by McNiff et al. (1996), researchers’ intentional diary keeping for the reflective practice of
their action research helps them to create a time-line for events with their context; to make thick descriptions
of the actions taken in the process; to serve as raw data to be analyzed in making sense of the decisions
made during the implementation; and to show the development of the action research, including personal
reflection of successful and failed actions realized with some personal and professional learning emerged
during the process. Accordingly, the teacher-researcher kept a journal during the term to write down the
field notes to be used whenever an action needed to be taken. Similarly, she made use of these personal
notes during the data analysis process to generate meanings from the events as a reflective practice.

3.3.4. Focus Group Interview with Students

Bogdan and Biklen (2007) recommend preferring focus group interviews to individual interviews when the
researcher thinks that informants may not talk so attentively about an issue in individual interviews; in such
cases, in focus group interviews, participants feel more relaxed to express their opinions as talking in a
group may stimulate talk for oneself. Accordingly, the teacher-researcher held 4 focus group interviews
with 9 to 10 students per group (n=38) at the end of the term. These interviews included 4 questions to find
out students' likes, dislikes and suggestions on the pharmaceutical content and the flipped learning
instruction; the focus group interviews took 1 or almost 2 hours, and they were recorded via a video camera
after taking permission from the participants. In the focus group interviews, each student was given a right
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to comment on the syllabus and flipped instruction managed during the term as well as on their classmates’
speeches, which enriched the data gathered during the interviews. The data obtained from the focus group
interviews helped the teacher-researcher adapt the pharmaceutical content, related activities and linguistic
elements of the designed syllabus to learners’ demands and needs.

3.4. Participants

The participants of the study were composed of 38 students at the faculty of pharmacy and the teacher-
researcher who conducted the action study in her institution. The rationale behind choosing the participants
is the criterion sampling that falls under the purposeful sampling strategies (Patton, 2002). Since this action
research aims to create a flipped EAPP syllabus for pharmacy students, the student participants were
intentionally chosen to meet the criteria of learning English for pharmaceutical purposes. The 38 student
participants were in their third year of study at the faculty of pharmacy, which was the first year for them
to take EOP courses. The EAPP course designed in the current study was aimed at the pre-intermediate
level of English proficiency to find a balance between struggling and high achieving students. Besides, the
teacher-researcher involved in the study as the action research practitioner since she was the teacher who
handled the research in her institution to improve her teaching practice and bring a change to the existing
syllabus of the EOP course.

3.5. Data Analysis

The teacher-researcher followed Creswell’s (2005) model on the inductive process of data analysis via
NVivo 11 Pro qualitative data analysis software program. Accordingly, the teacher-researcher conducted
the data analysis as in the following steps suggested by Creswell (2005): 1) Preparing data for analysis in
folders in NVivo; 2) Examining the data thoroughly to determine meaningful units, relying on what
participants suggested to find answers to the research questions; 3) Coding the data by providing a code
label for selected parts of the files; 4) Searching for similarities and differences among coded texts and
reorganizing the overlapping codes when necessary; 5) Depending on the codes, generating categories and
related themes while disregarding the irrelevant data from the scope of findings; 6) Drawing conclusions
with verification of data by looking for patterns within the findings since the beginning of data collection,
and inductively generating conclusions as analysis proceeds.

3.6. Trustworthiness of the Study

In qualitative research, the term ‘trustworthiness’ is achieved through a series of treatments, which are
termed as ‘credibility’, ‘transferability’, ‘dependability’ and ‘confirmability’ that are respectively
corresponding to the terms ‘internal validity’, ‘external validity’, ‘reliability’, and ‘objectivity’ in
quantitative research methodology (Yildirim, 2010). Accordingly, to achieve ‘trustworthiness’ in this study,
as seen in Table 1 below, the following methods are used.

Table 1.
Trustworthiness Measures of the Study
CRITERIA QUALITATIVE METHODS USED IN THE

RESEARCH STUDY
The exact representation  Credibility e Data triangulation
of reality with research e Longitudinal participation
results e  Constant observation
e  Peer/ expert review
e Researcher’s self-reflection
e Deviant case analysis
Application of research  Transferability e  Thick description
results to other settings
Achieving consistency Dependability e Data triangulation
within the study e  Peer/ expert review

e  Researcher’s self-reflection
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e Research journal
Reaching the saturation point
Using NVivo 11 Pro for data

analysis
Being unbiased in Confirmability e Researcher’s self-reflection
research reports e Recording data via electronic
devices

e Using low-inference
descriptors in the findings
section

3.7. Research Procedures

As MCcNIff et al. (1996) suggest, in the centre of action research lies the action committed by the
researchers’ professional values; one that is informed by their considerations, and one that is intended to
achieve the researcher’s aims. Data gathered in parallel with the implementation of the action are
meaningful only when the researchers themselves can make sense of them, taking into consideration the
research aims, reflecting on their practices and evaluating the overall process to generate a further action
plan for the ideal answer to the need aroused. Therefore, the teacher-researcher conducted a monitoring
process in parallel with the action being implemented. By doing so, it became possible for the teacher-
researcher to take a formative assessment of her practice so that she could make necessary adjustments
accordingly (see Table 2 below).

Table 2.

Data Collection Procedure
Research Questions Related Tool Data Collection Period Phase

RQ1.What are the Students' reflective journals The weeks between the 2"-

pedagogical dimensions of Researcher's field notes 15" weeks of the spring Implementation
the flipped learning Course observation video term

environment in terms of recordings

teaching EAPP?

RQ2. What are the views of Focus group interviews The two weeks just after the
the learners towards learning end of the spring term Evaluation
EAPP in a flipped learning (16" & 17" weeks)

environment?

In the very first week of the beginning of the term, the teacher-researcher explained to the students that she
aimed at teaching the EOP course as the implementation of her study and that their roles as participants
would determine the outcome of the study via supplying their feedback throughout and at the end of the
term. The students were asked for their consent to take part in the process as the participation was on a
volunteer basis. The teacher-researcher always highlighted the importance of the students’ role as
participants not only during the term when they were asked to keep reflective journals to express their
opinions freely without writing their names on the papers but also during the focus group interviews handled
at the end of term when they were asked to criticize the implementation.

In the implementation phase, the teacher-researcher recorded the 12 weekly three-class-hour courses via a
video camera; kept field notes and asked the participants to keep reflective journals on their experiences of
flipped learning during the term. To support the data gathered from the video recordings of the class
sessions, the teacher-researcher kept field notes as well whenever a need, a problematic issue or any new
idea arouse throughout the term to use for the evaluation of the syllabus formatively. Depending on the
diversity of the unit content, almost every Saturday or every second Saturday during the term, the teacher-
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researcher uploaded the lecture video(s) to the Edpuzzle and shared the link to the video(s) on the Edmodo
platform. The students were asked to interact with the lecture videos before the class. When they came to
class, related activities of that unit’s task were done; actually, most of the in-class time was spent on
realizing the task of that specific unit. Some pre-supposed timing of the syllabus schedule changed as the
term went on partly because the students needed some language support more than expected and partly
because the content and/or the task required more or less time than planned. At this phase, the cyclical
actions took place; that is, planning, acting, observing and reflecting stages were followed in designing
lecture videos, tasks and related activities in and out of the class. That is, the teacher-researcher made
necessary modifications to the implementation when needed, relying on students’ feedback and the field
notes she took during the term.

When the implementation finished, the teacher-researcher held 4 focus group interviews with 38 students
in 4 different groups of 9 to 10 students per each group to understand their experience in flipped EAPP
course which helped the teacher-researcher have multiple perspectives to revise and improve the elements
of flipped instruction. Additionally, she watched the 12-week video recordings of the implementation
supported by her field notes and students’ reflective journals with the data gathered from the evaluations
made by the students at the end of the term. This triangulation of data enabled the teacher-researcher to see
the multifaceted reality of her implementation of the flipped class during the term and to suggest a better
version of a flipped English class for students of pharmacy.

4. Findings and Discussions

The findings on the implementation of flipped learning strategy were examined with references to the
participants’ responses to the research questions mentioned above, answering the main question “What are
the strengths, weaknesses and suggestions to overcome the weaknesses of the flipped learning
implementation?” under the two themes, ‘individual space learning’ and ‘group space learning’. The main
categories are shown under these themes in Figure 4 below. In the following paragraphs, the
implementation process of the flipped learning strategy is evaluated from the learners’ points of view and
the teacher-researcher’s field notes and discussed with references to the related literature.

Individual space leammg Group space leammg
hacesiznofiholccius Wa ching oo Learner profile Flipped learning environment
videos videos in class

A v Use of T Closer teacher-
S Edmodo as Ieummg student
lecture videos LMS platform dependence leammg habits atmosphere relationship
Timing of the Diversified :
The length of d Sy Formative
lecture videos lecn:le activities in Assesmsnt
ease class
Use of
Edpuzzle in
lecture videos

Fig. 4. The themes and categories emerged from the evaluation of the flipped learning implementation

To make the findings reader-friendly and to ensure the confidentiality of the participants’ identities
throughout this paper, a specific reference scheme was used to address to learners, who were interviewed
in groups of ten in separate four focus group interviews, e.g. Learner X1, Learner E2, etc., as well as
pseudonyms, e.g. Kerem, etc. In Table 3 below is found the specific reference scheme used to refer to

634



JETOL 2021, Volume 4, Issue 4, 626-655 ilter, 0. & Yesilyurt, S.

learners while excerpting their comments in the findings. To illustrate, if a learner was involved in the first
focus group interview, they were referred to as in the following possibilities, Learner E1, Learner M1,
Learner X1, etc. while if they were involved in the third focus group interview, they were referred to as

Learner E3, Learner M3, Learner X3, etc.

Table 3.
The Reference Scheme of Learners in the Findings

Learners E S P H A R M Y C X

> 1 1 1 1 1 1 1 1 1 1
" Q_.g 2 2 2 2 2 2 2 2 2 2
3 3 E 3 3 3 3 3 3 3 3 3 3
g 5c 4 4 4 4 4 4 4 4 4 4

4.1. The Individual Space Learning of the Flipped EAPP Course

As mentioned above, the findings on the individual space learning appeared in two main categories: the
design of the lecture videos and watching lecture videos in class, as seen in Figure 5 below, each of which
will be dealt with and discussed respectively with references to the teacher-researcher’s field notes and the
learners’ responses as well as the references to the related literature.

Individual space learning

The design of the lecture Watching lecture
videos videos in class

< Use of
i S Edmodo as
lecture videos LMS platform

Timing of the
The leng.th of Llis i
lecture videos

release

Use of
Edpuzzle in
lecture videos

Fig. 5. The categories and subcategories emerged from the theme ‘individual space learning’

4.1.1.The Design of Lecture Videos
4.1.1.1.Accessing to lecture videos

Accessing lecture videos was a problematic issue for some learners in the study, which required a change
in the implementation over time. At the beginning of the term, the teacher-researcher recorded and released
lecture videos on the LMS platform supplied by the distance education centre of her institution. The LMS
platform could enable lecturers to create synchronous or asynchronous online courses where they could
share documents and lecture videos, which were also recorded and released on the LMS, with learners. In
the present study, some of the learners could watch the asynchronous online courses with no difficulty;
however, there was a group of learners who either had problems with system incompatibility between their
smartphones and the LMS or did not have a personal internet connection on their smartphones or Wi-Fi
connection in the places where they lived; therefore, it was difficult for them to watch videos before coming
to class. In the anonymous learner journals gathered during the first few weeks, some learners mentioned
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that it was not practical for them to watch videos on the LMS as it was mostly impossible to use that
platform via their smartphones at that time:

“It 1s difficult for me to reach the lecture videos as I do not have a personal internet connection
nor do I have a PC.” [Anonymous learner journal]

“I had difficulty in watching the videos because of internet connection problems where I stay.”
[Learner P1]

One of the learners also suggested receiving all the lecture videos and related printed documents at the
beginning of the term so that there will not be such accessing problems:

“The course content may be given to us as a package; similarly, the videos may be delivered to
learners at first via a flash drive because the internet connection is a huge problem. The internet
connection problem will be overcome this way. If the printed documents and the videos should
have been given to us at the beginning it would be more efficient.” [Learner A3]

This suggestion may be realized by uploading all the lecture videos beforehand to the online class rather
than releasing them week by week as was the case with the present study. Similarly, the problem of learners’
adaptation to flipped content delivery has been seen in the findings of the previous literature (e.g. Ahmed
& Asiksoy, 2018; Akgayir & Akgayir, 2018; Cevikbas & Argiin, 2017; Ekmekei, 2017; Roehl, Reddy &
Shannon, 2013). The struggle with the use of new technologies especially at the very beginning of the
transition to flipped learning has been experienced by various researchers as well (e.g. Boyraz & Ocak,
2017; ilic, 2021; Turan & Akdag-Cimen, 2019; Webb, Doman & Pusey, 2014). In such cases, the related
literature proposes choosing user-friendly technologies if possible and/or sharing lecture videos through
flash drives at the campus (e.g. Bergman & Sams, 2012; Chen, Wang, Kinshuk & Chen, 2014; Long,
Cummins & Waugh, 2019; Mehring, 2018). As for the present study, after seeing that sharing videos
through the LMS supplied by the university became problematic, the teacher-researcher searched for
alternatives, and finally, discovered that Edmodo was more practical as an LMS platform and switched to
it immediately rather than using the LMS platform supplied by her institution and delivered lecture videos,
which she created using a screenscastifying program, on Edmodo.

4.1.1.2. Use of Edmodo as the LMS platform

As the LMS platform supplied by the teacher-researcher’s institution was not user-friendly for some
learners due to some system incompatibilities with their android devices, etc. as mentioned above, the
Edmodo platform was preferred to communicate with learners and share course content documents as well
as allowing learners to send their assignments through it. Similarly, the teacher-researcher sent the lecture
videos she created to the Edmodo page of the class so that learners had immediate access to the lecture
videos. Learners also stated that they benefitted from the Edmodo platform to have access to course
documents and lecture videos and to communicate with their teacher and classmates more easily:

“Rather than teachers instructing the course content on the board, these lecture videos were
more beneficial. Meeting online and in the class were better and this reinforced learning. For
those who love spending time online-me for example- this strategy was better. | wondered what
your videos included, or what you put on Edmodo, like using social media.” [Learner E3]

“In exam weeks, I almost always lose my course notes. I didn’t feel such anxiety to lose my
notes as | could reach them on Edmodo. It was very good for me to be organized.” [Learner P4]

Highlighting the efficiency of using Edmodo in a flipped learning environment to interact with students
outside the class, to share documents, to engage in course content before coming to group space and to
increase learner autonomy, similar results were reported in the related literature (e.g. Erdemir & Yangin-
Eksi, 2019; Insani, Suherdi & Gustine, 2018; Oznacar, Ko6priilii & Caglar, 2019; Purnawarman, Susilawati
& Sundayana, 2016; Rochmahwati, 2014; Serafim & Meireles, 2019). After all, Edmodo in a flipped
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classroom may be considered useful and effective to a large extent as it creates an interactive and
collaborative digital learning environment.

4.1.1.3. The Length of Lecture Videos

At the very beginning of the term, the teacher used to record relatively long videos for learners. However,
learners asked for shorter videos that contain the core of course ideas instead of unnecessarily long videos.
At first, the lecture videos were longer than 15 minutes, which is reported to be the case for many teachers
who tried flipped learning for the first time (Akcayir & Akcayir, 2018, 340). As emphasized in the related
literature, students found the long lecture videos boring and they lost their attention in the related topic (e.g.
Basal, 2015; Campbell, Planinz, Morris, & Truitt, 2019; Ekmekei, 2017; Gilboy, Heinerichs & Pazzaglia,
2015; Turan & Goktas, 2015), which was also expressed in the present study by the learners themselves in
their journals and focus group interviews as in the following:

“When the videos are long, I have difficulty watching them because of the low internet
connection.” [Anonymous learner journal]

“When I had a look at your first videos on the LMS system, as they took time, I got bored, and
I decided not to watch the videos in the very beginning. It was good that you shortened the
videos. Now the lecture videos are clear and short, so | do not face any difficulty in watching
them.” [Learner C1]

On the issue of shortening the length of lecture videos, Correa (2015) suggests keeping the duration of
video lessons less than 15 minutes and avoiding monotony by using multimedia as well as asking students
to take notes or answer short questions in a short online quiz, for instance, to keep learners active and
engaged in lecture content. In addition, Campbell et al. (2019) suggest optimizing video length by adding
instructor notes in the forms of preview and/or highlights; breaking down the video into shorter parts to
deliver key points piece by piece, and embedding meaningful questions to increase student engagement
while watching lecture videos. Having collected learner journals at the end of units on learners’ own
experiences of the flipped class during the implementation, the teacher-researcher took into consideration
the suggestions made by the learners who demanded shorter lecture videos that contain the core of the
course content. Therefore, after conducting a meticulous search for interactive video sharing platforms, she
switched to the Edpuzzle platform to design more engaging and interactive lecture videos in shorter lengths.

4.1.1.4. Use of Edpuzzle in Lecture Videos

Concerning the issue of the length of lecture videos, the teacher-researcher contemplated on creating
interactive lecture videos, and she discovered Edpuzzle, where videos either curated from the video-sharing
platforms, such as YouTube or Khan Academy or created by the teacher, can be tailored by teachers via
embedding multiple-choice and open-ended questions, trimming and voicing over lecture videos. While
watching the lecture videos, learners answer the suddenly-appearing questions on Edpuzzle in the course
of a video stream, and by this means, they interact with the content rather than passively watching the
videos. Here the teacher-researcher observed that the learners found Edpuzzle more interesting and
informative for interacting with the content of the lecture videos:

“When the learners are asked questions on video content, they want to learn more. The question-
and-answer method is more informative. Even if a student does not know the answer, when
they see the answer, they will remember it more.” [Learner C3]

“Edpuzzle videos are better because you give your attention as questions will suddenly appear,
and you want to answer them correctly. That will be in your mind.” [Anonymous learner
journal]

Similarly, in the related literature, Edpuzzle was found to be effective (e.g. Bakla, 2017; Campbell et al.,
2019; Zou & Xie, 2019), in that it makes it possible for learners to understand the key information of the
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videos whenever a question arises as a sign of an important point in the content, and thus, they get more
motivated to learn, which leads to better learner autonomy while engaging in individual space activities.

4.1.1.5. The Timing of Lecture Videos Release

As is the case with the first attempts to transition to flipped learning, the timing of the video release has
also been an issue for practitioners (e.g. Turan, 2015; Schwartz, Andridge, Sainani, Stangle & Neely, 2016).
Therefore, the teacher-researcher searched for alternatives to help the learners who had difficulty watching
lecture videos before the class, which also affected the flow of the course. Then the timing of the release of
the lecture videos appeared to be very crucial in this process, which was reflected in the teacher-researcher’s
field notes below:

“I now see that releasing lecture videos in time means a lot in this strategy. It is because each
student has different time schedules, and they need time to watch the videos and get prepared
beforehand. As a teacher, | may also have shared all the lecture videos at the beginning of the
term so that some fast-paced learners would not get bored, and they could have access to the
lecture videos long before the schedule reached that content. It would also be useful to enable
the learners to have a general view of the course syllabus.” [The researcher’s field notes,
February 21%, 2018]

Some learners also expressed that the timing of video release was crucial in their watching videos
beforehand as seen in the following:

“If you could prepare the content at the beginning of the term after the courses finished every

week you could release the videos, maybe we could watch the videos during the week.”
[Learner X4]

“When you upload the lecture videos, we had better receive notifications, and the timing of the
video release should be at a specific time on a specific day of the week.” [Learner S3]

Turan (2015) suggests releasing lecture videos at least one week before group space activities to enable
them to schedule their time to engage in group space activities as much as possible. In that sense, it can be
claimed that the earlier the better principle is at work when it comes to video release. Moreover, Schwartz
et al. (2016) argue that although both approaches have merits to advocate (i.e., “releasing the entire content
at once versus releasing it module by module”), it is found out in their study that the gradual release of
materials enables instructors to be more flexible to adapt their course content to the current class. Similar
to Turan (2015), Schwartz et al. (2016) recommend releasing current course materials before the face-to-
face sessions of the following week course content so that with the flexibility they have, learners will be
able to arrange their busy weekly schedule across other courses and responsibilities to engage in individual
space activities before attending group space sessions.

In sum, it is concluded that at the tertiary level, when the lecture videos are kept shorter than 15 minutes;
released almost a week before face-to-face sessions; delivered through customized video sharing platforms,
such as Edpuzzle, where learners are engaged in lecture videos rather than passively watching them; and
shared on a user-friendly LMS platform like Edmodo, learners are more likely to participate in individual
space learning activities.

4.1.2. Watching Lecture Videos in Group Space

Emerged from the category, ‘individual space learning’, the findings under the subcategory, *watching the
lecture videos in group space’ will be presented and discussed with the related literature below. In the
course of time, the teacher-researcher observed that learners at the faculty of pharmacy needed their
teacher’s support more than expected to help them understand the lecture videos; and that relatively a small
majority of the class frequently kept watching the lecture videos while for others this was not the case due
to time constraint for their intensive course schedule changing biweekly at the faculty at that time.
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Therefore, the teacher-researcher spared some class time for such learners to watch the videos in class
before doing related exercises. Below are her observations on the issue:

“As some learners do not watch lecture videos before the class, I have to let them watch the
videos in class time, which interferes with the idea of delivering the content to the learners for
the first time in individual space. On the other hand, for learners who did not come to class for
a certain week, lecture videos have been beneficial to keep them connected to the flow of the
course.” [The researcher’s field notes, February 28", 2018]

Similarly, the learners stated that watching lecture videos was more difficult and took more time for them
to understand when compared to watching them in assistance with their teacher in class. They liked to take
notes and study for them with their peers:

“When we watched the video with you again in class today, we remembered the new words
more easily then. When we watch it alone at home, it takes more time, we cannot go deeper.
Besides, even if the words belong to our area of study, we don't understand them in English.
But with you helping us to understand the video, that course was very efficient for me.” [Learner
H3]

Even if there was a group of learners who kept watching lecture videos from the very beginning, over time,
partly because of some learners’ low proficiency in English to understand lecture videos, and partly because
of the limited time due to their biweekly changing schedule, some learners made the habit of coming to
class unprepared, which resulted in their watching lecture videos in class, and this transformed the
traditional flipped class into a partly in-class flip by itself. In the beginning, the teacher-researcher thought
this process was an unsuccessful attempt of a flipped class; however, as a part of the action research, she
searched for the alternatives of flipped class implementations. At the end of the term, she had a clear idea
in her mind that an alternative for such a student profile would be an “in-class flip” as a response to the
unique needs of the learning culture. In-class flip- a term coined by Jennifer Gonzalez (2014)- is an
alternative for teachers who have tried flipped learning but ended up with having their learners coming to
class unprepared as well as for those whose school regulations require a no-homework policy. As clarified
by Ramirez (2018) in-class flip refers to learners having access to content delivery through one of the
stations in class and applying what they have learnt within other application stations in class; that is to say,
teachers bring individual space activities into the class by making use of a stations-set up. This station
configuration is seen as a combination of flipped learning, as the content is delivered through lecture videos
or other kinds of media, and station-rotation model, as learners rotate the stations where various kinds of
activities are handled to complement content learning and/or skill mastering (Tucker, 2016). While the
students who have engaged in individual space learning before coming to class may skip the flip station(s)
and continue with the practice stations in group space, those who need to cover content may again visit flip
stations in the classroom. Depending on the course content, learning outcomes, or class size, the
configuration may vary. As Gonzalez (2014) points out, through in-class flipping, teachers are able to make
sure whether the learners are exposed to initial lecture content as they watch the lecture videos in class
settings. Likewise, teachers can respond to their students’ immediate questions while learning lecture
content for the first time. All in all, through in-class flipping, flexibility can be gained to address
differentiation among students in terms of not only learner characteristics, such as language background or
attention span, but learning culture as well, such as needing a knowledgeable person to support their
learning, or resisting pre-class work, while implementing the flipped learning strategy.

4.2. The Group Space Learning of the flipped EAPP Course

As mentioned earlier, the findings on the group space learning appeared in two main categories: ‘Learner
profile’ and ‘flipped learning environment’, subcategories of which are shown in Figure 6 below, each of
which will be discussed below respectively with references to the teacher-researcher’s field notes, the
participants’ comments and the previous research in the related literature.
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Fig. 6. The categories and subcategories emerged from the theme ‘group space learning’

4.2.1. Issues Related to Learner Profile

Having analyzed the participants’ responses and the teacher-researcher’s field notes, the findings that
emerged from the subcategory, ‘learner profile’ will be presented and discussed with the related literature
in the following paragraphs.

4.2.1.1. Teacher Dependence

Learners showed a tendency towards being delivered the course content in class via teacher leading. Even
if they loved the idea of lecture videos, it took time for them to get used to watching the lecture videos
without teacher counselling before coming to class. It is observed that learners held a strong dependence
on their teacher while learning new content for the first time; in other words, they were used to traditional
content delivery:

“I don't like watching videos, I like the teacher telling me the content, and I like taking notes
while listening to the teacher, and I study for my notes later. When a PC or smartphone is used
in content delivery, | cannot concentrate. | should have the document of the lesson with me and
the teacher in front of me teaching me to learn the content.” [Learner X2]

The teacher-researcher also challenged herself on continuing to be the guide on the side in her new flipped
teaching environment rather than having the central role in content delivery as in the past:

“Even if all the learners complained about the traditional system of instruction, they got used
to that system so much that they went on their old learning habit; expecting whole class
instruction and being led by the teacher. [...] I now think that as we challenge ourselves to
become a flipped teacher, we had better always remind ourselves that we are about to change
our old habits as a teacher in traditional class as well [...] by letting learners lead their learning.”
[Researcher field notes, April 25, 2018]

Similarly, in the related literature, learners initially showed resistance to flipped learning model as they
were not receptive to new ways of teaching, and thus, they viewed teacher-led instruction as superior to
lecture videos due to their past rigid learning habits, which is depending on their teacher in content delivery
(e.g9. Ahmed & Asiksoy, 2018; Chen, et al., 2014; Doman & Webb, 2016; Elmaadaway, 2017; Long,
Cummins & Waugh, 2017; Roehl, et al., 2013; Sams & Bergmann, 2013; Webb, Doman & Pusey, 2014).
Therefore, learners can show some resistance to change due to established passive learning habits, and they
may have some adoption problems (e.g. Ahmed & Asiksoy, 2018; Gasmi, 2016; Long, Logan & Waugh,
2016; Long, et al., 2017; Mehring, 2015; McNally et al., 2017; Nguyen, 2018; Sun, 2017; Zainuddin,
Haruna, Li, Zhang & Chu, 2019). In such cases, Long, et al. (2019) suggest helping learners to form flipped
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learning habits by teaching them some self-directed learning strategies. In such situations, it is suggested
to help learners adopt active learner habits through self-directed learning strategies, such as giving
immediate feedback on their submissions, and compliments upon their accomplishment, etc.; encouraging
learners to make decisions on their learning by asking them to write what difficulties they faced during
learning and what they suggest to overcome these via brainstorming; and gradually switching to flipped
learning model with less amount of pre-class work and less challenging in-class work (Bergmann and Sams,
2012; Chen et al., 2014; Elmaadaway, 2017; Long, at al., 2019; Mehring, 2018). It can be concluded that
having gradually gained such active learner habits, basically having self-regulation in their learning, and
slowly taking control of learning itself with gradually increasing workload, learners may acquire the
necessary active learner skills more easily as they engage in the flipped learning environment in each
intervention group.

4.2.1.2. Changed Learning Habits

Even though the learners in the study were reluctant to engage in either individual space activities, or in
group space activities that require more workload on behalf of the student, and thus, caused resistance to
change their old learning habits, there was an increasing number of learners who mentioned a change in
their learning habits in the flipped learning environment with time:

“As the flipped method is based on individual learning, I can say I started to learn in class this
time. | am glad that as learners we are active in class.” [Anonymous learner journal]

Learners also expressed that coming to class getting prepared beforehand helped them learn the content
better:

“Rather than just listening to someone telling me the course content in class, I put effort to learn
something about a topic, which was very efficient to learn something.” [Learner S4]

Learners also stated that the chance of listening to the course content whenever suitable for them was also
an advantage during the term:

“When I do not understand a part of the lecture video, | rewind the video stream, or when | get
bored, I stop the stream and watch it later, so the content delivery becomes more efficient for
me.” [Anonymous learner journal]

Learners also remarked that the content delivery outside the class saved in-class time for doing tasks:

“We save time for making a lot of exercises in class via listening to content delivery outside the
class.” [Anonymous learner journal]

The study results on learners’ satisfaction with the flipped learning environment are in line with those in
the related literature as well. As is the case with the students in the present study, learners were pleased
with the outcomes of this new learning strategy, which are better preparation for the course (e.g. Basal,
2015; Boyraz & Ocak, 2017; Kocabatmaz, 2016; Turan, 2015); more time for practising contextual skills
and content knowledge in group space (e.g. Adnan, 2017; Caliskan, 2016; Cevikbas & Argiin, 2017; Filiz
& Benzet, 2018; Gilboy, et al., 2015; Kocabatmaz, 2016; Nguyen, 2018; Turan, 2015; Webb & Doman,
2016); self-paced learning (e.g. Basal, 2015; Chen Hsieh, Wu & Marek, 2017; Cetin- Koroglu & Cakir,
2017; Hung, 2015); and easier comprehension of the content (e.g. Choe & Seong, 2016; McKeown, 2016;
Sun, 2017; Zainuddin, 2017; Boyraz & Ocak, 2017; Kocabatmaz, 2016). Even though it took time to
develop active learner habits in the flipped learning environment, the learners in the current study
emphasized a change in their learning culture as the time they spent in the flipped class increases.
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4.2.2.1ssues Related to the Flipped Learning Environment

Having analyzed the participants’ responses and the teacher-researcher’s field notes, the findings under the
subcategory, ‘flipped learning environment ‘will be presented and discussed with the related literature
below.

4.2.2.1. Active Learning Atmosphere

Learners engaged in practising the flipped content and strove to master the occupational tasks in the group
space. They were pleased with the active learning environment of the flipped class:

“In a traditional class, we feel that the proficient students keep the course busy and let it go, we
do not feel obliged to participate in class activities. But now, as we study individually, we feel
the need to do it as our work in class will help us learn.” [Learner Y4]

Learners stated that by dealing with the pharmaceutical tasks actively in class time, they acquired the
necessary knowledge and ability to perform certain tasks in their field:

“We spent hours to finish the tasks in class. I think we remember some words from these tasks
now. Dealing with the tasks in the class led us to attend courses more.” [Learner C4]

“I think this flipped method that is based on practising language skills in pharmaceutical content
helps us remember what we learn more easily, which also makes it more enjoyable and
catchier”. [Learner M2]

Additionally, the majority of the learners stated that they enjoyed and benefitted from the flexible
environment of the class:

“The class atmosphere was not tiring, that was good for us. The format was enjoyable and
different from the traditional style.” [Learner Y2]

“The flexible class environment, in which learners work in groups and are free to ask questions
one another when they have questions, makes them relax and feel free from stress. That
atmosphere is good to stimulate their learning.” [Researcher field notes, April 25, 2018]

The results on the active learning environment of flipped learning strategy are in line with those in the
related literature as well. To begin with, flipped learning has been found to allow efficient use of class time,
which leads to active learning (e.g. Bishop & Verleger, 2013; Chen, et al., 2017; Correa, 2015; Cevikbas
& Argiin, 2017; Elmaadaway, 2017; Fulton, 2012; Karagol & Esen, 2019; Lo & Hwang, 2018; McNally et
al., 2017). Second, since flipped content is delivered outside the class, more time is dedicated to active
learning tasks; and thus, the active learners in a flipped class get engaged in deep learning of the subject
matter, as is the case with the current study (e.g. Ahmad, 2016; Gasmi, 2016; Karagél & Esen, 2019; Roehl,
et al., 2013; Wagner-Loera, 2018; Wang, 2017). This promotes learners’ academic achievement and skill
development as well (e.g. Abaeian & Samadi, 2016; Zainuddin, et al., 2019). Finally, the advantages of the
flexible learning environment of a flipped class have also been mentioned in the previous studies. The
flexible atmosphere in the flipped learning environment, as defined by Flipped Learning Network (2014),
creates learning spaces where learners are free to choose whenever and wherever they prefer to learn, and
where instructors switch physical arrangement to adapt to tasks handled as either individual or group work
in class sessions, thus, making a variety of learning modes possible in class sessions. This flexibility
facilitates learning because learners use the opportunity to rewatch lecture videos and review activities in
class as many times as they need to fully understand the content (e.g. Caliskan, 2016; Ekmekei, 2017,
Doman & Webb, 2016; Hung, 2017b; Kang, 2015; Wagner-Loera, 2018).

4.2.2.2. Diversified Activities in Class

In the flipped learning environment, the key point in designing learning spaces is to bind flipped content to
the group space activities in a way that enables learners to practice what they have learned in lecture videos
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in face-to-face sessions. Therefore, the practitioners of flipped learning should bear this in mind while
designing their group space activities. The teacher-researcher also observed this in her courses:

“The group space activities are very effective to understand the course content. No matter how
effectively a teacher may prepare a lecture video, when the group space activities are not
reinforcing and efficient for practising the content, learning will not occur as desired. [...] the
group space activities should be designed accordingly so that the students could practice what
they have learned by using their content knowledge in English.” [The researcher’s field notes,
March 7, 2018]

At the beginning of the term, for the first unit, the major focus was on generating a pamphlet for common
diseases by firstly reading a sample pamphlet, and then, searching for common diseases, etc. The learners
were engaged in writing a pamphlet in class time while receiving feedback and support from their teacher.
As the task of writing a pamphlet itself took up time, learners expressed that group space activities had
better be diversified rather than studying the specific task of that unit. Having considered the learners’
feedback, the teacher modified her activities to be as varied as possible for the following units, including
online quiz games and more group works in class, for instance:

“I loved it when we have online quiz games on content and/or target vocabulary in addition to
some translation works and in-class practices of some pharmacy-related dialogues.”
[Anonymous learner journal]

“It is great and makes it easy for us to do tasks that we have moved to the computer lab for
about two weeks now for the occupational English course so that we can prepare our pamphlets
there on computers and finish the tasks in class settings.” [Anonymous learner journal]

The group space activities in flipped learning are aimed at learners’ using higher-order cognitive skills,
which are application, analysis, synthesis and evaluation in class sessions, either at the individual level or
in collaborative works at the group level. The teacher-researcher observed that collaborative works in class
serve for these purposes in the flipped class:

“Learners help each other do the tasks in class, using the content and the related language points
and consult teacher when necessary. The teacher's role in the class should be guiding not
interrupting or taking all the responsibility of content delivery. Learners study together to figure
out the content. | see that before they ask me a question, other students in the group try to answer
that question. When they could not give the right answer I may interrupt, guide and answer.”
[The researcher’s field notes, March 21%, 2018]

Learners also stated that they enjoyed engaging in group works in class, which in turn contributed to their
learning through peer learning:

“Group work was good. My friend may teach me something | do not know when we study
together.” [Learner X1]

“Kerem and his friends were asking questions to one another while practising the passive form on the
exercise sheet. That helped them learn from each other in groups. The learners may give feedback to one
another, give interesting ideas, discuss something, and evaluate others' work, etc. while studying in groups.
When designing the activities, the teacher should take those possibilities of peer learning into account and
design in-class activities accordingly.” [The researcher’s field notes, February 21, 2018]

Peer interaction has also been found to reinforce learning in a flipped learning environment in the related
literature (e.g. Bergmann & Sams, 2012; Filiz& Benzet, 2018; Fulton, 2012; Lo & Hwang, 2018; Wang,
2017). As well as in collaborative activities in group space, such as group discussion, collaborative reading
and/or writing tasks, etc., Wang (2017) suggests peer interaction can also be achieved via technology-
supported collaborative activities, such as online discussions through forum or chat, and asynchronously
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handled collaborative writing tasks through LMS systems. In addition to facilitating content mastery,
learners improve teamwork and leadership skills, and they receive social support from their peers as well,
all of which provide benefit among peers in the learning process in group work (DeLozier & Rhodes, 2016).

At the end of in-class sessions, as the pharmaceutical content was delivered in English, learners in the study
expressed a need for feedback for their understanding of the content. Additionally, in the introductory
course of a new topic, the teacher-researcher also felt the need to check learners’ comprehension of this
new content. In the search for alternatives to confirm learners’ grasping the new content in English, she
found “Kahoot!” as a valuable tool to assess learners’ comprehension and application of the concepts they
learned in the flipped class. Learners enjoyed Kahoot! exercises in class so much that they asked for a
Kahoot! quiz at the beginning and end of almost every class session.

“Kahoot! was wonderful. I watched the lab equipment on a lecture video, but I didn't remember
them much later when we tried to answer questions on Kahoot! quiz, we saw the incorrect
answers and the correct ones, which was very beneficial for me. | remembered them more easily
later on.” [Learner E4]

“Having a Kahoot! quiz after videos stimulated our interest in lecture videos more. I learned
the terminological words we frequently use in our profession.” [Learner S2]

Learners stated that Kahoot! converted classroom atmosphere into a livelier one by inviting everyone to
join in the activity in the class, which indirectly led to the active participation of the learners:

“Kahoot! was good. Everyone gets involved in the class activity. [...] We pay more attention
and we learn. It is enjoyable and we feel the need to do the quiz because of the rivalry among
us to score best on the quiz.” [Learner S4]

“I think when the learning material is enjoyable, we learn it easily and as we feel comfortable

while enjoying ourselves, the things stay in our minds longer. Kahoot! was good in that sense.”
[Learner H2]

The student response systems (SRS), in other words, clickers, have been found efficient to activate class
atmosphere in the literature, noting its benefits on learning, such as providing instant feedback, increasing
learners’ engagement in class, and promoting retention (e.g. Chien, Chang, & Chang, 2016; Hunsu,
Adesope, & Bayly, 2016). As for Kahoot!, a cloud-based SRS application that can be freely accessed by
any device with a web browser, it has been widely preferred in flipped classrooms to date due to its reported
positive aspects to the learning environment, namely, stimulating learning, promoting participation,
motivation and enthusiasm, creating a rivalry environment in class due to its game-like features, and
supporting retention (e.g. Douligeris, Seralidou & Gkotsiopoulos, 2018; Hung, 2017c; Pinna, Mena &
Funes, 2017; Wang & Qi, 2018). Such elements contribute to in-class dynamics of a flipped class, and
Kahoot! may be used in many alternative ways in flipped language courses, such as checking for any
misunderstandings and mislearning of the content in individual space; assessing learners’ content
knowledge in ESP dimension; vocabulary and grammar knowledge in EGP dimension at the end of the
class; and checking learners’ listening comprehension by exposing them to authentic listening texts in
language courses. All in all, Kahoot! may be very useful to check, practice, and even expose new content
and language input in flipped language classrooms.

4.2.2.3. Closer teacher-student relationship

Learners stated that they were pleased with their teacher’s utilizing class time to help them individually
while they were doing the tasks. Especially, when there is a huge gap between high and low achiever
students in the class, this differentiated learning made it possible to meet the needs of different learner
profiles:
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“I could remember when you told me where to use a specific word in a sentence. In a traditional
class, we don't have such a chance to ask you that many questions. For me, the advantageous
part of the flipped class was translating and having close interaction with the teacher.” [Learner
Y1]

“In a traditional class, teachers instruct and then go away without checking students’ learning.
While doing these tasks in class, you can have a closer relationship with us, when | have a very
complicated sentence to form in English, you can help me simplify it. That motivated me that |
could translate texts in English.” [Learner C1]

The teacher-researcher also felt satisfied with helping her learners on an individual basis in the flipped
class:

“When students have questions to ask me, they can immediately take my support. As they see
I help them on an individual basis, they become more willing to attend the class activities. The
teacher is there when needed for practising the content and crosschecking understandings, etc.
Learning is facilitated in this way.” [The researcher’s field notes, March 21, 2018]

The issue of differentiation in the flipped learning environment has been mentioned in the previous studies
as well (e.g. Correa, 2015; Cunningham, 2016; Filiz & Benzet, 2018; Gilboy et al., 2015; Mehring, 2018).
Bergmann and Sams (2012) emphasize reaching out especially the struggling students to assess their
learning of the key concepts of course content. On the other hand, for students who grasp the content
quickly, Bergmann and Sams (2012) suggest engaging such students in more advanced topics in fewer
activities. All in all, using the face-to-face time to walk around the room to support students along a wide
range of abilities help teachers personalize the learning for all, which enables learners to receive immediate
feedback that reinforces their learning (e.g. Amiryousefi, 2017; Choe & Seong, 2016; Lee & Wallace, 2018,
Zainuddin, 2017). Additionally, due to the extra time obtained by removing content delivery from in class
sessions, instructors connect personally with their students; and thus, they gain insight into their students’
learning (e.g. Correa, 2015; Filiz & Benzet, 2018; Lo& Hwang, 2018; Marks, 2015). As Bergmann and
Sams (2012) emphasize, those mini conversations held with individuals or particular groups, who have
difficulty in the same content, result in just-in-time instruction when learners feel exactly ready to learn. As
a result, students learn better because teachers know their students better and build better relationships with
them, as expressed in one of the journal entries of the teacher-researcher:

“Flipped learning makes learning personalized; that is, the teacher can direct each group of
learners to answer to their needs, as some are faster while some are slower to do a task, and the
support they may ask for may be either on sentence building or on vocabulary. As a teacher, |
feel pleased to be able to help and support different types of learners who need different kinds
of support.” [The researcher’s field notes, May 2", 2018]

4.2.2.4. Formative Assessment

As the syllabus under study was based on handling occupational tasks on particular pharmaceutical topics,
the assessment was handled accordingly; that is, the task performances were taken into consideration in the
passing grade. The main idea behind this decision was to focus on students’ learning of the pharmaceutical
content and occupational skills in English while they were engaged in specific tasks in class. In addition,
the teacher-researcher could give individual or group feedback and assistance to her students in mini-talks
she had with them while they were engaged in these occupational tasks; when she had Kahoot! quizzes in
group space; and when the students submitted their works to her.

As the assessment of learner performances relied on the tasks they completed in class, the feedback on
their assignments was as important as the task itself. The stronger side of the flipped method is that it
enables the teacher to give immediate feedback to each individual formatively during the term, which may
not be that efficient and possible in the summative form of assessment when learners’ performances and/or
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homework are assessed at the end of the term. When learners receive immediate feedback on their
performances, they learn while doing the tasks. By this means, the assessment becomes a part of the learning
process:

“The teacher helps motivated but underachieving learners a lot in this method. When I contact
them and give individual answers to their questions while doing something in English and when
I give immediate feedback to their work on-site, this stimulates their willingness to participate
in tasks in English. In flipped instruction, the in-class time is managed to a great extent to meet
learners’ situational and personal needs.” [Researcher field notes, April 18", 2018]

As Graney (2018) states, the formative assessment in flipped classrooms also differs since more in-
class time is available for active learning activities and giving feedback to students. In a flipped classroom,
student progress is evaluated constantly in the group learning space, which is the reverse in a traditional
class where the teacher makes use of tests to determine where learners are at the time of assessment. In a
flipped class, however, the formative assessment shows the teacher how well learners are doing on their
way to learn as the assessment is ongoing; that is, the evaluation does not focus on a result, but on the
process itself. As is the case with the findings of the present study, formative assessment in the flipped
learning environment has been found to enable teachers to perform scaffolding, individualization, and
differentiation in various ways, including mini-talks between students and teachers, pop quizzes held during
the term, and using online tools or applications on smartphones. In these assessments, teachers adjust their
teaching and learning material to help the unique needs of their students as well as giving them individual
feedback and assistance, which makes it characteristic in flipped learning environments to hold assessment
“for learning”, rather than for evaluating achievement (e.g. Graney, 2018; Khalil & Fahim, 2016; Onodipe
& Ayadi, 2020; Zhang, Chen, Ge, Hung & Mei, 2019). In sum, it is observed in the present action research
that not only the dimensions of flipped learning strategy played role in the dynamics of the learning
environment under study but the learner profile also affected the implementation process. Therefore, it can
be concluded that present results related to the individual and group space activities may have occurred due
to the characteristics of the particular group of learners as well.

5. Conclusion and Suggestions

Based upon the first flipped learning practice, the teacher-researcher derived lessons from the experiences
in a flipped ESP class. These lessons are presented in the order of individual space and group space learning
settings. Accordingly, it is concluded from the individual space learning experience that at the tertiary level,
when the lecture videos are kept shorter than 15 minutes; released almost a week before face-to-face
sessions; delivered through customized video sharing platforms, such as Edpuzzle, where learners are
engaged in lecture videos rather than passively watching them; and shared on a user-friendly LMS platform
like Edmodo, learners are more likely to participate in individual space learning activities. On the other
hand, in-class flipping may be an alternative for teachers who have tried flipped learning but ended up with
having their learners coming to class unprepared as well as for those whose school regulations require a
no-homework policy. Therefore, flexibility can be gained to address differentiation among students in terms
of not only learner characteristics, such as language background or attention span, but learning culture as
well, such as needing a knowledgeable person to support their learning, or resisting pre-class work, while
implementing the flipped learning strategy.

As for group space learning experience, first of all, teacher dependence may be a challenging issue in
flipped learning for the first time. In other words, learners may initially show resistance towards learning
new content by watching lecture videos before coming to class due to their passive learning habits, and
they may have some adoption problems as a result of increased pre-class workload for the first flipped
learning experience. The researchers suggest for the first-time practitioners of flipped learning to gradually
transform their traditional classes into flipped classes by teaching their students to adopt flipped learning
habits via a series of hands-on self-directed learning strategies such as rehearsing notetaking while watching
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lecture videos in face-to-face sessions, sending online questions to their teacher, etc. with their teacher
demonstrating them in the introductory week, then it will probably help them acquire the new learning
habits more easily.

Secondly, the active learning atmosphere of the flipped learning strategy allows efficient use of class time,
which promotes learners’ academic achievement and skill development as well. It is because learners can
find chances to better prepare for courses owing to lecture videos they got engaged in before face-to-face
sessions; to improve self-paced learning because of the flexible learning environment. Because more time
is dedicated to active learning tasks by practising contextual skills and content knowledge in group space,
the active learners in a flipped class get engaged in deep learning of the subject matter. Thirdly, peer
interaction has been found to reinforce learning in a flipped learning environment. It is because in addition
to facilitating content mastery, learners improve teamwork and leadership skills, and they receive social
support from their peers in collaborative activities in the learning processes of the group space.

Finally, the issue of differentiation is one of the strongest dimensions of the flipped learning strategy. Using
face-to-face time to walk around the room to support students along a wide range of abilities help teachers
personalize the learning for all. Due to the extra time obtained by removing content delivery from face-to-
face sessions, instructors connect personally with their students; and thus, they gain insight into their
students’ learning. Accordingly, when learners receive immediate feedback on their performances, they
learn while doing the tasks. By this means, the formative assessment becomes a part of the learning process.
Therefore, in a flipped class, the assessment shows the teacher how well learners are doing on their way to
learning as the assessment is ongoing. As is the case with the findings of the present study, formative
assessment in the flipped learning environment has been found to enable teachers to perform scaffolding,
individualization, and differentiation in various ways. In these assessments, teachers adjust their teaching
and learning material to help the unique needs of their students as well as give them individual feedback
and assistance, which makes it possible in flipped learning environments to hold assessment “for learning”,
rather than for evaluating achievement. Considering the findings of the present research, the practical
implications for practice are presented below, in the hope of the study providing beneficial suggestions for
practice in the field.

5.1. Implications for Teachers who are interested in Flipped Learning

First of all, in the flipped learning environment, the key point in designing learning spaces is to bound
flipped content to the group space activities in a way that enables learners to practice what they have learned
in lecture videos in group space learning, then learning is reinforced by this way. Therefore, the practitioners
of flipped learning should ask themselves the question, “What is the best use of my face-to-face class time
with students?”, and they should bear this in mind while designing their group space activities. Accordingly,
taking the flipped learning version of the Bloom’s Taxonomy into consideration (Sahin & Fell Kurban,
2016) while the individual space activities are supposed to be aimed at achieving the tasks of ‘remembering’
and ‘understanding’, the group space activities in the flipped learning environment should be aimed at
learners’ using higher-order cognitive skills, such as ‘applying’, ‘analyzing’, ‘evaluating’ and ‘creating’.
This simple rule of thumb will pave the way for designing diversified activities that promote active learning
in a flipped class.

Secondly, before starting to teach a flipped class, an introductory week to engage learners in a flipped
environment should be considered. As mentioned earlier, the self-directed learning strategies may be
introduced to the learners at the very first weeks of the semester. The activities should demonstrate learners’
responsibilities in a flipped learning environment, such as engaging in lecture videos/texts in class and
taking notes on what they watch/read. This rehearse will most likely promote their forming flipped learning
habits in their first experience. All in all, teachers are responsible for fostering learners’ attendance in
individual and group space learning. By following a slow progression in the level of difficulty or terms of
quantity in the design of the assignments, teachers may increase the participation of students in the flipped
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learning atmosphere. Thirdly, the practitioners who would like to try in-class flipping can transform group
space activities into stations in class and learners rotate the stations where various kinds of activities are
handled to complement content learning and/or skill mastering in addition to the flip station where content
is delivered through lecture videos or other kinds of media in class.

Finally, regarding the unexpected scenarios that may result in having less face-to-face time with students
in the teaching environment, as is the case with the COVID-19 pandemic, the flipped learning practitioner
should keep asking themself the question, ‘What is the best use of my face-to-face class time with students
in these unexpected situations?’, such as teaching all remote, in some form of hybrid or face-to-face. As
mentioned above, at this point, the levels of Bloom’s taxonomy should be set as a rubric to design learning
spaces. That is to say, lower levels of Bloom’s can be done when students study the easier stuff
independently in the individual space, and higher levels of Bloom’s taxonomy can be done when students
are in a synchronous class studying hard stuff in the group space. In either case, as there will most likely
be less face-to-face class time with students, due to sanitary measures, it is the teacher’s responsibility to
provide support for students in the individual space that will probably increase in time. In either case,
flipped learning strategy enables teachers the flexibility to adapt to such unexpected scenarios, with its key
principle to consider the best use of face-to-face time with students, keeping in mind the use of Bloom’s
taxonomy while designing the learning spaces.

5.2. Implications for Language Teachers who are interested in Flipped Learning

What the flipped learning strategy supplies teachers with is to enable differentiation in the design of learning
materials and tasks in teaching practice. Accordingly, teachers having learners of varied language
backgrounds may create a supplementary archive of lecture videos on basic grammar rules, pronunciation
tips, or instructions on sentence making, depending on the learners’ needs and demands in addition to the
lecture videos related to the specific content.

As the authentic listening experience plays a huge role in improving EFL learners’ listening comprehension,
in a flipped language class, teachers may expose learners to listening audio or video clips in the individual
space. Similarly, online platforms can be more socialized through forums for extra listening, speaking and
writing practice for learners; for instance, learners may be asked to send audio files to rehearse occupational
skills in an ESP course. To handle such interactive exercises, online tools can be utilized, especially for
speaking and listening practice.

As the formative assessment is ongoing in the flipped learning environment, to serve for the ‘assessment
for learning’ principle, flipped language teachers may ask learners to keep a portfolio or webfolio to
evaluate their performances by supplying individualized feedback to reinforce their learning. By
performing scaffolding, individualization, and differentiation through making use of a portfolio or webfolio
in a flipped class, teachers adjust their teaching and learning material to help the unique needs of their
students as well as give them individualized feedback and assistance.

Researchers may benefit from action research design as a powerful tool of professional development for
in-service teachers who are interested in flipped learning strategy as well as in any other aspects that are
aimed to be developed in their professional identity. To realize action research on developing a flipped
learning environment, teachers may collaborate on syllabus design, implementation and evaluation phases
of course development. Within the ESP domain, action research on needs analysis, program evaluation, or
developing innovative teaching methods in classes can be conducted as well as digitalizing their learning
environment to create flipped learning experience better, especially, regarding the unexpected scenarios
that may result in differences in teaching practice, as is the case with the COVID-19 pandemic.

Finally, researchers who would like to conduct action research in a similar context may benefit from the
limitations of the current action research, which needs to be considered in future research. Mainly, the
present action research depends solely on qualitative data sources, depending on participants’ meaning-
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making of their experiences to have multiple perspectives to suggest a practical solution that may satisfy
the expectations of all. However, in case researchers wish to concentrate on the efficiency of the learning
outcomes of the syllabus, the present study may need supporting quantitative data as well. Researchers may
conduct studies in mixed-methods design to determine the efficiency of learning outcomes on specific
learner characteristics via attitude scales, achievement tests or portfolio assessment so that the practitioners
can contribute to the variety of activities in the syllabus according to the evaluation of learner characteristics
of the particular group of learners.

To conclude, the teacher-researcher mainly benefitted from the ongoing evaluation phases of the action
research which also coincided with the steps in designing and implementing a flipped learning environment.
As the teacher-researcher faced her weaknesses in her teaching practice and focused on remedies to mend
and reform the problematic situations in practice, she gained an understanding of her previous practices.
To do so, she followed the basic four-step cyclical process in action research, which are planning, taking
action, evaluating the action, and leading to further planning. Through this dynamic process, she handled
the cycles concurrently, which means gathering scientific knowledge while simultaneously involving in
action. Therefore, the teacher-researcher acknowledges the contributions of the reflection cycles in action
research design to her professional development. It is hoped that the study will be set as an example of an
action research process as a model of professional development practice on the design, implementation and
evaluation processes of teaching an ESP course in a flipped learning environment at a tertiary level EFL
setting.
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The present study, which was conducted during the COVID-19 pandemic, aims to
investigate college students’ opinions regarding online and face-to-face education. The
study, which is based on an explanatory sequential mixed-method approach included
quantitative and qualitative data. The data were collected from 85 prospective English
language teachers enrolled in a teacher-training program at a government university in
Turkey. They were ranged in age from 18 to 47. The participants responded to an online
two-part questionnaire. In the first part, the participants provided socio-demographic
information regarding their gender and age. In the second part, they stated their previous
experiences about online education, how they accessed their courses, and their frequency
of participation in the courses. Additionally, they expressed their opinions about the
advantages and disadvantages of both online and face-to-face learning as well as the
effects of both learning platforms on their educational knowledge, skills, and social
competencies. A thematic analysis approach was also used in the form of semi-structured
interviews to explain the quantitative results. Interviews were conducted with six
participants. Descriptive statistics was used to analyze the quantitative data. According
to the results, the participants favored online lessons because of their accessibility even
after their regular scheduled time but disfavored the lessons due to the fact that they had
to look at a screen for a long time, had technical problems such as Internet connection,
insufficient interaction with the course instructor and classmates. Moreover, the
participants reported that they benefited more from face-to-face learning than online
learning in terms of gaining new knowledge, skills, and competencies. To solve the
issues that arise in online education, they suggested prolonging the duration of the exams
but shortening the duration of the lessons due to connection problems.

1. Introduction

Due to Covid-19 Pandemic, restrictions and lockdown of certain facilities all around the world marked the
transformation of education from traditional classes to online learning systems at an alarming rate.
Measures taken by World Health Organization (WHO) about social distancing forced governments to
implement large scale restrictions in their countries. In Turkey, March 2020 marked the beginning of
lockdown, which ended up in teachers and learners working and learning from home using online
technologies. This emergent transformation mostly ignored that fact that online lessons require more time
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to prepare than traditional lessons since learner presence must be assured with social elements and
interaction between learners, teachers and activities. Furthermore, learner abilities have changed in terms
of technical knowledge and interacting with their peers and teachers in addition to coping with the pandemic
(Handel et al., 2020). Some universities also had to adopt their courses by lowering their syllabi and
decreasing education content and lesson time. In fact, both educational institutions and learners
experimented with new methods until they found what was suitable for them to teach and learn. The
psychological effects of Covid-19 cannot be ignored as it affects learners and can cause burnout in teachers
due to excessive workload. For instance, loss of interaction and social distancing caused half of people in
China covering 194 cities, including learners to experience psychological repercussions (Wang, Horby,
Hayden, & Gao, 2020). This fact is supported by WHO (2020) that showed the scale of psychological
effects on people all around the world. Triggering such a reform in education has brought both opportunities
and obstacles to learning, the former being creativity in learning and teaching and the latter leaving
stakeholders with technological expenses and difficulties both in pedagogy and reaching uninterrupted
education. While distance education has been implemented in many universities and higher education
programs, application at all levels of education was unprecedented. According to Online Learning
Consortium (2015), distance education remained critical for higher education administrators and a recent
report of NCES (2020) stated that 84% of learners changed in their enrollment by moving online only for
some or all classes. In this situation, it is not possible to understand the efficiency of distance education
programs during Covid-19 period without learner perceptions that would lead to frameworks and usability
studies. Perception studies can be recognized as the first step in validating learners’ opinions about and
attitudes towards new technologies or methods. That is why this study aims to compare distance and face-
to-face education in terms of their weaknesses and strengths and their effect on learners’ knowledge, skills
and social competencies by analyzing learner perceptions with the following research questions:

a) What are the college students’ opinions regarding the advantages and disadvantages of online
learning?

b) What are the effects of distance and face-to-face education on the students’ educational
knowledge, skills, and social competencies, as reported by the participants?

¢) What kinds of solutions do the participants provide to the problems that arise during online
learning?

1.1 Frameworks of online learning and distance education

Dabbagh (2005) states that e-learning framework consists of a pedagogical model, teaching strategies and
what we use as technology such as Moodle, Teams, Zoom. Today, when we think about online learning or
distance education, this e-learning framework manifests itself in the form of distributed learning as learning
became ubiquitous whether synchronously or asynchronously. While it is not easy to form a knowledge
building community, with enough support from peers, administrators and partnerships in this respect with
other universities, it is possible to build online organizations where people with similar interests can benefit
and boost their online learning through collaboration.

Another constituent of the e-learning framework is the instructional strategy. While it is appropriate that
every learning situation begs for a different instructional strategy, in emergent online education, it may be
that every learning situation is treated as similar to each other. Therefore, few instructional strategies were
used and that may have destroyed the novelty of online education, decreased interactivity and resulted in
monotonous online sessions. Instructional strategies are highly important because they are the keys to
enabling learners’ involvement and using learning strategies. First of all, instructional strategies and
learning technologies should be paired as not all strategies can be used with all learning technologies and
there are limits to technology. Aparicio, Bacao, and Oliveira (2016) showed how learning technologies
match with instructional strategies. Online courses require more work and more detailed activities to make
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up for the lack of social interaction that naturally occurs in face-to-face education and tracking of students
as it is difficult to monitor students and how they react to lessons synchronously or asynchronously.
Through instructional strategies, teachers implement learning strategies into learners and they consciously
use these strategies because their content is scaffolded or is interwoven with metacognitive strategies, or
the content is carefully organized so the output of one lesson becomes the input of another activity. Also,
supporting multiple perspectives through collaborative activities motivates learners upon achievement,
adds to their culture that becomes part of their learning and encourages learners to participate in knowledge
building communities.

As our target learners are university students for online learning, we must also include the principles of
effective adult learning as it is appropriate for the mindset of distance learners. Chin and Williams (2006)
lay down the principles of adult learning that are relevant to distance or online learning frameworks in their
study. The most obvious principle that comes from adult learning is that adults learn a content much better
if they can relate it to their professional or personal life or interests, which can also be seen in experiential
learning. In other words, the content of an online lesson should be built in a way that has clear purposes
and motivates the learner by giving examples of what the learner will experience. This kind of motivation
can lead the learner to owning his/her learning if properly supported by activities of reflection, prompting
and monitoring because another principle of learning states that the adult learner should participate in
his/her own evaluation and planning of learning. The transfer of learning depends on the design of authentic
learning activities with tangible outcomes. Therefore, real-world examples and scenario-based outputs
where learners can see the result of their actions help learners retain knowledge. In this way, learning can
happen from different sources and that is why this framework views learning as a holistic phenomenon.
Connectivism (Siemens, 2004) also adds to online learning frameworks by supporting the idea that learning
requires different perspectives and deciding on what steps and content to learn is important.

We can see social and teacher presence in the community of inquiry model of learning (Garrison, Anderson
& Archer, 2000) that values interaction among teachers and learners through communicative media.
Pedagogical Purpose Model developed by Bosch (2016) adds to this framework by stating that using
multiple modalities in activities and approaches is effective in making sure that every learner benefits from
one activity or another as different media and technologies are used. Figure 1 shows the components of an
integrated model of distance education. In this model, the social emotional part and self-paced study are
left out and communicative part for collaborative work, reflection and discussion are supposed to increase
interaction between content and learner, learner and learner and teacher and learner.
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Learning Community

Fig. 1. Integrated Model of Distance Education (Picciano, 2017, p.20).

2. Literature Review

In this section, recent studies about learner perceptions of advantages and disadvantages of learning and
their possible effects, especially during Covid-19 are presented with an emergent online transformation
perspective. As there are major differences between online and face-to-face learning when instructional or
platform support is not enough there can be problems originating from the lack of interaction, social
presence and Internet skills of learners and teachers. Blaine (2019) performed qualitative content analysis
of student and teacher focus groups and found differences between teacher and learner perceptions of
interaction leading to social presence. Social presence of learners points to the degree of their participation
in online class activities socially and emotionally. As interaction is a major influencer of social presence,
in this study, teachers experienced favorable interaction whereas learners did not like the kind of interaction
with their peers and teachers. They also found that the cause of low interaction was related to learners’
motivation, initiative, and lack of community presence and high interaction was related to face-to-face
classroom with appropriate pace and increased motivation. The researcher concluded by saying that
learners’ expectations as guidance were not met and they had difficulty in navigation and using self-
regulatory strategies. Furthermore, Richter and Schuessler (2019) used qualitative methods to find out
perceptions of learners with their online learning experiences and found that technological proficiency and
time turned out to be barriers to online learning and they needed a better friendly instructional platform
with increased instructional support.

When the learners’ preferences in terms of taking online courses are taken into consideration, Sellnow-
Richmond, Strawser and Sellnow (2020) reported that most learners wanted to take online courses again
stating that they could learn at their own pace. In addition, less competition in online learning motivated
them. Similar results were obtained in Ni et al. (2021) who also found that online learning eliminated face-
to-face challenges but at the same time, it enabled learners to feel social presence and trust in the online
teaching system. Sellnow-Richmond et al. (2020) used open-ended questions to understand advantages and
disadvantages of online learning and found interaction to be less than face-to-face learning. Moreover,
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learners experienced decreased class time while struggling to complete assignments within required time.
For interaction to be valid, Sellnow-Richmond et al. (2020) stated that learners needed to know their peers
and more guidance from their teachers. In Dunford and Miller’s (2018) study, learners also experienced
lower quality interactions with less exposure to effective teaching practices. In addition, learners who took
online courses previously were more likely to engage in quantitative reasoning but were less likely to
engage in collaboration and student teacher interactions.

There are also obstacles to online learning that can impair communication and interaction and result in poor
motivation hence decreased participation. For instance, Allo (2020) used semi-structured interviews to
understand the perceptions of learners in online courses, and found problems such as Internet access,
guidance and communication. Even with problems, the learners still liked online learning and preferred
individual assignments. Dost, Hossain, Shehab, Abdelwahed, Al-Nusair (2020) performed a large scale
survey including 40 schools and 2170 learners and found out that distraction of learners and poor Internet
connection were the disadvantages but the flexibility of online learner remained an advantage. The
researchers suggested using team-based and problem-based learning with discussions. In Gongalves, Sousa,
and Pereira’s (2020) study, the learners were satisfied with online learning and evaluation but there were
obstacles to learning such as excess activities as well as time and concentration problems.

Studies that emphasized Covid-19 in terms of online learning focused on advantages and disadvantages and
provided suggestions to overcome barriers to learning. For example, Muthuprasad, Aiswarya, Aditya and
Jha (2021) used an online survey to understand learners’ preferences and perceptions of online learning.
The majority of learners stated that they favored online classes during the pandemic. Learners reported that
they preferred recorded classes with quizzes. In addition, they reported Internet connection issues as a
disadvantage and convenience and flexibility of online learning as advantages. Similarly, Internet
connection was found to be a major limitation in Xhelili, Ibrahimi, Rruci, and Sheme (2021). The authors
found that high performance learners and learners in technology-based programs had better learning
experiences whereas learners, in general, preferred to take classroom lectures instead of online lessons
because of lack of familiarity with online learning. A study by Serhan (2020) investigated learners’
perceptions of an online conference tool for distance education learners. The results showed that the
learners, in general, had negative opinions about the tool, but they found the flexibility of the tool as an
advantage. Flexibility of online learning was also reported as an advantage by Laili and Nashir (2021) who
also found the cost of Internet and low motivation among students to be major obstacles in their intensive
English classes.

Another study by Baczek, Zaganczyk-Baczek, Szpringer, Jaroszynski, and Wozakowska-Kapton (2021)
that analyzed the perceptions of 814 medical students found learning at one’s own pace and convenience
as advantages of online learning during Covid-19 and disadvantages as technical problems and lack of
interaction. They also stated that online learning was not as effective as face-to-face learning in terms of
skills and social competencies. Examining the determinants of learners’ perceived learning in his study,
Baber (2020) concluded that interaction, motivation, and course structure are positive influencers on learner
satisfaction. A study by Shawagfeh et al. (2020) found that the majority of the learners were prepared to
take online courses, had positive attitudes towards online learning but one-third of the learners experienced
barriers to learning. Moreover, while all learners were ready for online education in Mohalik and Sahoo’s
(2020) study, they did not agree that online education was a good alternative to face-to-face learning. The
majority of the learners felt stressed and isolated with poor confidence in online platform.

A comparison of online education before and during the Covid-19 pandemic shows that interaction,
connection and communication problems are major obstacles to learning. Digital skills of learners appear
less of a problem with learners who are in technical departments while learners in other departments
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learners also feel ready for online education, but they need more guidance to reach that level of digital
competence and gain social competencies.

2.1. Studies in Turkey

Research in Turkey includes both large and small samples as case studies targeting both platforms, lesson
as awhole and strategies used in emergent distance education. These studies show disadvatages, advantages
about distance education and learner perceptions and their improvement of skills. In a study carried out by
Aydm (2020) about the evaluation of Turkish lessons through EBATV platform, where mixed research
method was used, quantitative results showed that the students generally enjoyed Turkish lessons and were
able to follow lessons. However, as they stated in their interviews that the duration allocated for the lessons
was insufficient and there weren’t enough sample problems solved in lessons. They also stated that they
couldn’t ask the teacher any questions, the lessons were fast-paced and they couldn't adapt easily to having
different teachers.

In their study, Timkaya, Kayiran, Tanhan, and Arslan (2021) used Online Interpretive Phenmenological
Analysis and Online PhotoVoice to collect and analyze data to investigate higher education learners’
problems and support resources of online education. They also used an online questionnaire for descriptive
purposes. Most of the learners preferred face-to-face education to online education and they were not
satisfied with online education experience during Covid-19. They used smart phone more than personal
computer for online lessons. Also, most learners selected low motivation, too much homework and
technological insufficiency as barriers to learning.

Karadag and Yiicel (2020) found that most of the learners used their computers or tablets rather than their
smart phones to follow online education while some learners could not attend online education. The study
was performed with questionnaires sent online to about 18000 participants which is a good representation
of population size of universities in Turkey. They also found that learners were not satisfied with the digital
content used in online lessons and faculty/university management and their perceptions were neutral about
satisfaction with synchronous lessons and technical framework.

Another study by Arik (2021) that used Distance Education Learning Environments Scale with a sample of
over 3000 learners from 66 universities discovered that learners preferred online education to face-to-face
education. Students who received offline distance education were neutral whereas online distance education
learners could adapt to distance education and they were significantly more positive in terms of student
interaction and collaboration and instructor support. Also, students who attended the lessons with
computers rather than mobile phones had more positive opinions regarding distance education.

Investigating the impact of emergency distance education, the study by Karakas and Tuncer (2020) focused
on advantages and disadvantages for sustainment of language skills and most affected skills. In their
thematic analysis, the researchers identified themes from data gathered via open-ended items with a sample
of 118 pre-service teachers. The results showed that while half of the themes offered no advantages, the
sustainment of skills was related to content and implementation of online courses, free time at home and
comfortable medium for learning. The students stated that having exams as assignments caused more
legible materials and improvement of writing and speaking skills and having a comfortable learning
medium ensured learning at one’s own pace and away from stress and noise. In addition to these, having
free time gave learners good opportunities to search and read as well as summarize content and practice
pronunciation at their own time. The disadvantages were found to be the lack of peer interaction, too much
homework and technical issues.

3. Methodology
In this section, the method, data collection tools and process of data analysis will be explained.
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3.1. Research Model/Design

The present study, which is based on an explanatory sequential mixed-method approach incorporated both
quantitative and qualitative data. This method is used to support and further explain quantitative results in
more detail with qualitative data (Wisdom & Creswell, 2013). The quantitative data were in the form of
questionnaires and the qualitative data were in the form of semi-structured interviews, which were analyzed
according to the thematic analysis approach.

The quantitative data were collected via two questionnaires adapted from Baczek et al. (2020). The
guestionnaires were translated into Turkish. The translated questionnaires were consolidated by a translator
in terms of meaning, idiomatic expressions, cultural context, and concepts. In the first questionnaire, which
included 10 statements, the students were asked to state their gender, age, year of study, ability to use the
Internet and certain Microsoft Office programs such as PowerPoint, Word, Excel as well as applications on
tablet, computer or phone. Additionally, the students were asked to respond to whether or not they had any
previous experience with online or distant education. They also stated the devices they used for the online
courses. In the second questionnaire, the students responded to a total of 8 items. The first two items were
about the advantages and disadvantages of online education. The students were allowed to choose more
than one option out of 6 options. The rest of the items were about the effects of both online and face-to-
face education on the increase of knowledge, educational skills, and social competencies. The responses
were graded from 1 ‘not effective at all’ to 5 ‘extremely effective’. The questionnaires were administered
online using googleforms during class hours.

The qualitative data, which were collected to contribute to the findings of quantitative data, involved semi-
structured interviews conducted with 6 students (three males and three females) selected from different
years of study within the same sample. The interviews, which were in Turkish, were conducted online on
Microsoft Teams platform. The students were asked to state the advantages and disadvantages of online
education during the pandemic and how online education can be improved. Additionally, they stated their
preferences regarding online and face-to-face education. Each student interview conducted on Microsoft
Teams lasted for about 25 minutes. The students provided their opinions about the following four open-
ended interview questions.

1. What are the advantages that online education offered during the Covid-19 pandemic?

2. What are the disadvantages that online education offered during the Covid-19 pandemic?

3. What can be done to solve the problems that arise during online education?

4. Do you prefer face-to-face or online education in terms of increase of knowledge and
development of social and academic skills?

In order to increase the accuracy and validity of the qualitative study, the researchers used respondent
validation, which is referred to as technique that allows researchers to increase the credibility, accuracy,
and validity of a study (Yanow & Schwartz-Shea, 2006). The interviews were conducted by a trained
graduate student who was enrolled in the English Language Teaching program. During the interviews, the
graduate student listened to the participants first, and then summarized their responses to check for
accuracy. At times, she asked participants some questions for clarification purposes.

3.2. Sampling or Study Group

The present study was conducted on 85 undergraduate students, including 34 first-year, 38 second-year,
and 13 third-year students, enrolled in the English language teaching department of a government university
in the western part of Turkey. Out of the 85 students, 47 were female and 38 were male. The students were
homogeneous in terms of their age and socio-economic status. They were all Turkish speakers. Regarding
the age distribution in the sample, the majority of the students were in the 18-21 age range. 4 students were
24 years old; 3 were 22; 1 was 23; 1 was 26 and 1 was 28. There were only 7 students between the ages of
31 and 47. The following table shows the age distribution.
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Table 1.
Learner age distribution.

Age Group 18-21 22-28 31-47
Learners 58 10 7

3.3. Data Analysis

During the quantitative analyses, descriptive statistics were used to calculate the rates of the items in the
guestionnaire. As for the qualitative analyses, the thematic analysis approach was used. Thematic analysis,
according to Braun and Clarke (2019), is a method for analyzing qualitative data that include searching
across a data set to identify, analyze, and report repeated patterns. After the interviews were transcribed,
the following procedure was implemented to analyze the data: first the codes were assigned to the topics in
the interview questions; the most frequently used codes were determined; the codes were classified into
themes and sub-themes; the most relevant themes and sub-themes were determined; the themes were named
and reported.

3.4. Findings and Discussions
This section presents the findings with respect to the quantitative and qualitative analyses and provides a
discussion of the results. We first turn to the quantitative findings.

3.4.1 Quantitative Analyses

The following tables present findings related to the learners’ computer skills, their access to the Internet,
previous online experiences, devices used to enter classes, and frequency of attendance in the online
Ccourses.

Table 2.

Learner skills in using the Internet, office programs and other applications.

Skills Beginner Intermediate Advanced
MS Office 14 % 59 % 27 %
Internet 5% 45 % 50 %
Other applications 4% 57 % 39 %

As seen in Table 2, most of the learners think of themselves as skilled to the degree of advanced or
intermediate in using the Internet, MS Office and other applications. As for the ability to use the Internet,
50 % of the students considered themselves as advanced, while 45 % of the students considered themselves
to be at an intermediate level. The remaining 5 % considered themselves to be beginners. Additionally, the
majority of the students reported that they were at an intermediate level in using different applications on
their computer, tablet or phone. As for using the Microsoft Office programs such as Word, PowerPoint, and
Excel, the majority of the students were at an intermediate level while 27 % were advanced.

Table 3.

Learner access to Internet and previous online experiences.

Yes No
Access to Internet 93 % 7%
Previous Online Experience 14 % 86 %

Table 3 shows that most of the learners had Internet access. Their previous online experiences were as low
as 14%.
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Table 4.

Devices used to enter classes.

Devices Usage rate
Computer 87 %
Phone 72%
Tablet 4 %

Table 4 shows the usage rate of the devices that learners used to enter online classes. While computer was
the most frequently used device, tablet was the least used.

Table 5.

Course attendance.

Attendance Rate
Always 38 %
Often 40 %
Usually 17%
Rarely 5%

According to Table 5, only 38 % of the learners attended the online course regularly. Here it is prudent to
explain that some of the universities in Turkey took online attendance and used it to decide whether the
learner passed or failed. Here however, the question regarding the attendance was asked to add to the
validity of learner perceptions. We now turn to the findings related to the advantages and disadvantages of
online education. Table 6 presents the perceptions of learners about the advantages of online learning.

Table 6.

Advantages of online learning.

Advantage Rate

Access to classes offline 94 %
Attending classes from home 62 %
Access to online materials and resources 57 %
Access to classes from anywhere 55 %
Attending classes in a comfortable setting 54 %
Learning at one’s own pace 31%

As the table shows, the most common advantage was accessing the classes offline, followed by attending
classes from home, access to online materials and resources, access to classes from anywhere, attending
classes in a comfortable setting, and learning at one’s own pace. Table 7 shows the disadvantages of online
learning according to the learners.

Table 7.

Disadvantages of online learning.

Advantage Percentage
Looking at a screen for a long time 84 %
Technical problems 80 %
Little interaction with the course instructor 66 %
Little interaction with classmates 64 %
Inability to participate and provide self-learning discipline 52 %
Social isolation 49 %
Poor learning environment at home 46 %
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According to the participants, the biggest disadvantage was looking at a screen for a long time. This was
followed by technical problems, insufficient interaction with the course instructor, insufficient interaction
with classmates, inability of the student to participate in the lessons and provide self-learning discipline.
Let us now consider the participants’ opinions regarding the effects of online and face-to-face learning on
their knowledge, skills and social competencies.

Table 8.

Effects of online and face-to-face learning on knowledge, skills and social competencies.
Knowledge, skills and social ~Extremely Very Moderately Somewhat Not effective
competencies effective(%0)  effective(%)  effective(%0) effective(%0) at all(%0)

The effect of online

learning on the increase of

knowledge 7 14 42 29 8
The effect of face-to-face

learning on the increase of

knowledge 18 47 30 4 1
The effect of online

learning on the increase of

skills 5 9 39 34 13
The effect of face-to-face

learning on the increase of

skills 28 46 22 4 0
The effect of online

learning on the increase of

social competencies 1 0 14 18 67
The effect of face-to-face

learning on the increase of

social competencies 55 24 15 4 2

As seen in Table 8, face-to-face learning was more effective than online learning in terms of increase of
knowledge, skills, and social competencies.

3.4.2 Qualitative Analyses

As this is an explanatory study, the analysis was done in a deductive manner and aimed to support the
quantitative results. Four themes were identified based on the analyses of the interviews with the students.
These were accessibility of online classes, Internet connection problems, duration of the lessons and exams,
and socialization and interaction in face-to-face education.

Accessibility of online classes

Regarding the first interview question, the most frequently emphazised theme was the accessibility of
online classes. According to all the students, being able to access the recorded course material was the
biggest advantage of online education. As one of the students stated:

“One of the most important advantages of online education is that our classes were recorded, so
even if we could not enter the classes on time, we still had a chance to listen to the lectures later. In
my case, my father who had a barber shop had to close his business due to the pandemic. | had to
work to support my family and therefore, most of the time, | could not enter the classes on time, but
I was able to listen to them when I had time later” (Male, third-year student).
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Internet connection problems

One of the most commonly mentioned disadvantages of online education was the Internet connection
problems.

“One disadvantage of online education is the Internet connection. Due to the insufficient
infrastructure in Turkey, | had serious connection problems. One time | had to complete an exam
earlier than | was supposed to because | was afraid that my Internet would disconnect again. In
addition to the insufficient infrastructure, my financial situation was another reason for the Internet
disconnection. Sometimes, my family could not afford to pay the monthly fee for the Internet”
(Male, second-year student).

Duration of the lessons and exams

As for the third interview question, almost all the students were of the opinion that duration of the lessons
should be shorter because their attention spans tend to be shorter during online education.

“The lessons last for at least two hours. Sometimes, instructors do not even take breaks. I cannot
focus on the lessons for more than an hour. Lessons should be shorter.” (Female, first-year student).

The students also suggested that the duration of the exams should be longer. This was due to the fact that
the students had Internet connection problems.

“Exams need to be at least two hours, which is enough time to finish an exam just in case we have
Internet connection problems. For example, | have two brothers who are younger than me. Since
their lessons are not recorded, they have to attend every lesson synchronically. We have only two
computers at home and they had to use both computers to enter their lessons. If the duration of the
exams is longer, I would still have time to finish the exams even if my brothers use the computers.
They would give one of the computers back to me after their lessons were over” (Male, third-year
student).

Socialization and interaction in face-to-face education

With respect to the fourth question, all the students preferred face-to-face education. They not only
emphazised the importance of socialization with other students but they also mentioned that lack of
interaction with the instructor in online lessons prevented them from learning the subject-matter. One of
the students stated that:

“I prefer face-to-face education. | am looking for a social environment. | cannot socialize during
online education. Additionally, I do not have enough interaction with the instructors. Sometimes, |
do not get a chance to ask questions to them. In classrooms, instructors are more accessible, of
course” (Female, first-year student).

3.4.2 Combining Qualitative and Quantitative Results
Within the lines of explanatory mixed methods, the interpretation is based on how qualitative results were
used to give more depth and provide insight to quantitative results (Creswell & Creswell, 2018). Qualitative

results enabled us to further our inquiries about the quantitative results and revealed several background
issues. Access to online materials and recorded lessons even they couldn’t attend the lesson was a big
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convenience in the pandemic situation for learners because some learners had to make efforts to support
their family. While quantitative data shows that most of the learners have internet connection, the quality
of internet connection matters in keeping learners motivated and learning without interruption. This same
situation applied to having low internet connection as it was not affordable due to insufficient funds for
better internet connection. Also, we learn that in some parts of the country and cities, the infrastructure is
not strong enough to support a sustained internet connection for online lessons. This also affected the time
needed for online exams and affected assessment as some learners had to carry on exams at a faster pace
being afraid of losing internet connection. Qualitative results also supported that long lessons without a
break made it difficult for learners to focus on content. In fact, this was the biggest disadvantage revealed
by quantitative analysis such that looking at the screen for a long time, the learners lost motivation and
when combined with technical problems, this disadvantage gave learners hard times. In crowded houses
with learners of different ages, the participants had problems in sharing their computers as the the hours of
online lessons coincided with their relatives. We can understand that the problems explained with the results
of the quantitative analysis are related to each other from the results of the qualitative results. In this respect,
the qualitative analysis made it possible to connect the questionnaire items to other items and actually found
the cause of the problem of a few quantitative results. Due to low interaction with classmates and teacher
during the lesson, the learners could not find the social environment to become motivated and this prevented
them from asking questions to understand concepts better.

In the following, we discuss the findings related to both the quantitative and qualitative analyses. The
quantitative and qualitative analyses unearthed several important factors related to the benefits and
drawbacks of online and face-to-face learning as well as their effects on the students’ knowledge, skills,
and social competencies. The first research question focused on the advantages and disadvantages of online
learning. Both the quantitative and qualitative analyses revealed that the most important advantage of online
learning was the opportunity to access the classes offline. The participants reported other advantages of
online learning such as attending classes from home, access to online materials and resources, access to
classes from anywhere, attending classes in a comfortable setting, and learning at one’s own pace. Being
able to access online courses that were recorded and accessible for a period of time was especially important
for those who had to work during class hours to support their families and could not access the courses at
their regular scheduled time due to poor internet connection. These findings are supported in Muthuprasad
et al., (2021) and Baczek et al., (2021) where the flexibility of learning online in terms of time and place
was listed as an advantage. Truly, the availability of recorded lessons and means of evaluation is successful
in carrying education to learners when they are most available and ready for learning. These results are also
supported by the work of Serhan (2020), Dost et al. (2021), Laili and Nashir (2021), and Sujarwo et al.
(2020) in which learners had positive perceptions of online learning due to its flexibility and ubiquitous
access during the Covid-19 pandemic. According to Serhan (2020), this flexibility comes from written
communication which makes it possible to ask questions without publicly speaking and asking real-time
questions without going to instructors’ offices during online office hours. Access to online materials and
learning at one’s own pace were also highly rated by learners in Baczek et al. (2021). However, it is also
important to note that factors such as lack of learner confidence in using technology and usability of online
platforms may cause frustration in learners, which may prevent online learning from being an alternative
for face-to-face learning, as reported in Mohalik and Sahoo’s (2020).

When the disadvantages were considered, looking at a screen for a long time, technical problems such as
internet connection, insufficient interaction with the course instructor and classmates, inability to participate
in the lesson and lack of self-learning discipline, social isolation, and poor learning environment at home
were the most commonly reported disadvantages. The quantitative results showed that the most important
disadvantage was looking at a screen for a long time. This finding was also emphasized in previous studies.
For instance, Laili and Nashir (2021) reported that looking at screen for a long time and thus insufficient
use of skills lowered learners’ enthusiasm. According to the authors, certain skills such as conversational,
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psychomotor and practical need better environments than online meetings can provide. Similarly,
Yigitalieyna (2021) found focusing too much on a screen to be a disadvantage of online learning.

Another important disadvantage reported by the participants in the present study was technical problems
such as Internet connection, which caused serious learning problems for the students. This was a finding
that both the qualitative and quantitative results revealed. This result was also reported in previous studies
by Dost et al. (2020), Laksana (2021), and Mohalik and Sahoo (2020) where only 25 % of learners had
good Internet access. According to the participants in the present study, the technical problems occurred
due to the insufficient infrastructure in Turkey and lack of affordable access to the Internet, which prevented
the students from accessing the courses for extensive periods. The other disadvantages were insufficient
interaction with the course instructor and classmates. The participants stated that not being able to ask the
instructor questions in person made it difficult for the students to understand the lessons. Additionally, lack
of interaction with classmates prevented socialization. Similar results were obtained in Dunford and Miller
(2018), Sellnow-Richmond et al. (2021) and Blaine (2019) who reported a relationship between high
interaction and face-to-face education with increased motivation. The participants, therefore, preferred
face-to-face education, which gives them the opportunity to interact with their peers as well as instructors.

Lack of interaction with both peers and instructors is a major problem as reported by researchers in previous
studies (Blaine, 2009; Dunford & Miller, 2018; Laksana, 2021; Sellnow-Richmond et al., 2020; Serhan,
2020). Since the Covid-19 pandemic, learners in their daily lives have been interacting with others much
less than before so it seems quite normal that interaction and poor learning environment at home as well as
social isolation are all related to one other and affect learners’ perceptions of online learning. Interaction in
online courses is found to be a major influencer on success and motivation. It may also be the origin of
many problems when it is not supported through proper interfaces and support mechanisms. Blaine (2019)
showed that teachers and learners had opposite perceptions of interaction. Sellnow-Richmond et al. (2020)
tied low interaction to decreased class time and time in completing assignments. While learners need all
types of interaction with any programs they use and with their teachers and peers, the design of the lesson,
the activities, the method of presentation, the degree of difficulty and learning styles of learners affect
interaction in terms of asking questions and carrying on an activity. According to Serhan (2020), interaction
is one the main differences between online and face-to-face lessons, where in online learning, learners are
mostly not in synch with one other whereas in face-to-face learning it is easier to understand if a learner is
having difficulty. Here, the instructor’s responsibility is to draw the learners' attention and overcome the
distractors and barriers to online learning, however, as mentioned before, if the learning platform is user-
friendly, this eliminates some of the problems. Nevertheless, the instructor still has to develop special
interaction modes such as discussions and examples about the learning material that relates to the real-
world. This was also mentioned in Dunford and Miller (2018) who attributed lack of interaction to less
effective teaching practices. Furthermore, Sellnow-Richmond et al. (2020) added that interaction may
increase if learners know one other more via collaborative activities or other means and if they receive more
guidance from their teacher.

Contrary to these results, Laili and Nashir’s (2021) research revealed that online learning made interaction
simpler and easier using Whatsapp and other social media for discussion. In the study, most of the learners
felt more courageous to discuss their arguments and opinions than in face-to-face learning. However, they
suggested that a good online teaching strategy was needed to avoid communication problems. Moreover,
learners stated that direct explanation as in class, could make it easier to understand course materials and
instructions. Adding to this research, the learners in Laksana’s (2021) study rated the quality of academic
interactions as high as 70%.

When we apply the Integrated Model of Distance Education, as mentioned in section 1.1, to our research,

we can speculate that the usage of a blog, peer review and discussion board could further increase social
presence and interaction between learners but for this to happen, also the content should be motivating with
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the use of media and feedback. In Ellis and Bliuc’s (2019) research, student perceptions were found to be
strongly related to student achievement. While our research did not look at learner achievement, social
isolation and low interaction show problems of integration of online learning with context, thus falling
behind traditional education. This can also explain why learners perceived that they gained less knowledge,
skills and social competencies as opposed to face-to-face learning. However, this requires more research to
understand whether they were overwhelmed by workload or they perceived task completion negatively or
tasks were not compatible with online learning environment in the way they should be. The inefficiency of
teaching practices in emergent online education from the results obviously shows the absence of a
pedagogical model lacking the necessary interaction between peers and a common learning culture.
Everyone learned and practiced without the advantage of collective learning, learning from others and
reflecting on their own practices. Therefore, learners could not set and see good examples of each other or
share a vision beyond the limits of their online course. To support these kinds of activites, in an e-learning
framework, the teacher always must be ready to offer more and challenging content to learners when
needed.

The second research question explored the effects of both learning types on the students’ educational
knowledge, skills, and social competencies. The results showed that face-to-face learning was more
effective than online learning in terms of increase of knowledge, skills, and social competencies. Since
learners had problems with interaction with both their peers and instructors, it is understandable that social
competencies did not increase with online education. Low interaction resulted in a decrease in
communication levels and increase in social isolation. This finding is supported by Alawamleh et. al (2020)
who found that online learning had a negative impact on communication. Likewise, Muilenburg and Berge
(2005) found social interaction to be the strongest influencer on learning enjoyment. They also stated that
learners’ decision to take more online courses and the number of online courses taken were related to social
interaction in online courses. Zhang et. al. (2020) emphasized lack of discipline as a barrier to increase in
knowledge and competencies due to the fact that materials were not prepared systematically but suddenly
in line with emergent transformation in learning.

The third question was related to the possible solutions to the problems that arise during online education.
This question was explored in the qualitative part of the study. According to the participants, duration of
the exams and lessons needed improvement. This result is in line with previous studies that found time to
be a major barrier to learning in online education (Richmond et al., 2021; Richter & Schuessler, 2019). The
students were of the opinion that the duration of the exams should be longer due to the Internet connection
problems and the lessons should be shorter because of the students’ short attention span.

4. Conclusion and Suggestions

The purpose of the present study was to examine college students’ opinions regarding the advantages and
disadvantages of online learning, the effects of online and face-to-face education on the students’
educational knowledge, skills, and social competencies and determine solutions for the problems that arise
in online education. Regarding the first research question which explored the advantages and disadvantages
of online learning, both the quantitative and qualitative analyses showed that the most important advantage
of online learning was the accessibility of the online lessons after their regular scheduled time. Looking at
a screen for a long time, technical problems such as Internet connection, insufficient interaction with the
course instructor and classmates were reported as the major disadvantages by the learners. As for the second
research question, which was about the influence of both learning types on the students’ educational
knowledge, skills, and social competencies, the learners reported that face-to-face learning increased their
knowledge, skills, and social competencies more than online learning. Finally, the third research question
was related to the solutions to the problems that occurred in online education. To solve the problems, the
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learners especially emphasized the importance of prolonging the duration of the exams but shortening the
duration of the lessons due to Internet connection problems.

In light of the lessons learned from emergent online education, the researchers suggest the following for
what could have worked in this phase:

e If the delivery method is synchronous, we can not expect to deliver as much content as we deliver
in-class so content should be less in online lessons. Most of the online content should be delivered
asynchronously as long lessons prevents learning.

e To create social learning medium, instructors should use more discussion, collaborative work and
possible means of peer assessment.

e Some online lessons should be dedicated to consolidation to understand the progress of learners and
listen to their problems.

e Learners should receive feedback from their peers and teacher on a regular basis about their projects
and works.

e The instructor should make use of media and certain useful social learning platforms in lessons for
group and individual work.

e There should be detailed instructions and assessment scales throughout the course.

e Leaners should have more control over what they learn so the use of self-regulated learning and
metacognitive strategies should be implemented by the instructor.

The study is not without limitations. Students were selected from one area of study only. Further studies
can also include students majoring in other areas such as engineering or medicine. Future studies can also
include different age groups such as secondary and high school students. Finally, the students in the present
study came from a relatively low socioeconomic background. A further study can explore the perceptions
of students from higher socioeconomic status and compare the two groups of students in terms of e.g. access
to the Internet.
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Avrticle Info Abstract

Keywords: Int_err_lational Civil Aviatipn Or_ganizatio_n recognizes English proficiency tests for the
) aviation personnel. Despite this, no universal test has yet to be developed for this

Language testing purpose. There are only local tests available on the market. Among them is a computer-

Civil aviation delivered English proficiency test which is administered for a globally recognized flight

Computer-delivered tests company in Turkey. This test is implemented for flight attendants and has important

consequences such as suspending flights until the required level of English is achieved
in the test. Thus, test-takers' perceptions of the test are significant as they experience
these impacts first-hand. This study, therefore, explored flight attendants' test-taking
experiences. 26 flight attendants participated in this study. Semi-structured interviews
and two focus group sessions were held to collect data and evidence. The findings
showed that the respondents had concerns for test administration including the issues
such as physical conditions of the setting, timing of the test, and test format. Although
they agreed that the test had a representative sampling of the language, they thought it
lacked relevant components in accordance with their needs and level. They also reported
Research Article the test content did not reflect work-related context. The study, therefore, provided
implications and suggestions to improve the test considering the aviation context.

1. Introduction

As highlighted in International Civil Aviation Organization (ICAQO, 2009), English proficiency, especially
the interaction skills of the aviation personnel are of great significance. This emphasis is understood from
ICAQ’s regulations of English proficiency tests. Accordingly, speaking and listening skills should be
involved in the tests rather than measuring grammar or vocabulary knowledge (ICAO, 2009). Thus,
improvement of these skills is important for aviation personnel, particularly for flight attendants, since they
are the first encounters for the passengers in the cabin. They are required to enable safety and security and
communicate well with the passengers by listening to them actively, speaking clearly, and suggesting
solutions to in-flight problems. Given that the passengers are often international, they should do these
responsibilities while interacting in English. This highlights the need for them to have improved listening
and speaking skills.

To explore whether/to what extent the flight attendants have this language performance required for the
aviation settings, language testing is paramount. Thus, ICAO (2009) states that it recognizes English
proficiency tests for the evaluation of language skills. It also maintains that these tests have high stakes as
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they have important consequences in terms of the safety and future of the industry. For this reason, the tests
should adhere to the highest testing standards (Alderson, 2010). However, as emphasized by ICAO (2009),
no standard universal test has yet to be developed; instead, regional or local testing procedures have been
implemented for measuring English proficiency. As a result, it is of utmost importance to examine the
quality of the language tests that are administered currently (Farris, 2016). Among them is a computer-
delivered English proficiency test for flight attendants, which is implemented by a Turkish flight company
with a globally eminent status. However, no studies have investigated this test in Turkey. This study fills
this research gap by exploring the flight attendants’ self-reported test-taking experiences concerning the
test. In so doing, implications are provided throughout the study focusing on the validity, reliability, and
authenticity of the test.

2. Literature

2.1. General Issues for Language Testing

Certain aspects are related to the quality of language tests. Among them are validity, reliability, and
authenticity (Bachman & Palmer, 1996). According to Hughes (2003), a test is valid if it reflects a good
sampling of the language skills, forms, or other aspects that it means to measure. Otherwise, the decisions
based on the test results will not be accurate (Green, 2014). The other important aspect that highly impacts
the quality of language tests is reliability. Bachman and Palmer (1996) explain reliability as the consistency
of test results and maintain that potential factors that cause inconsistency should be minimized. Among
those factors are physical conditions of the testing place, time of the testing, test-takers' background
knowledge of the test content (Bachman & Palmer, 1996), test-takers' feeling fatigued, and poorly written
test items (Neukrug & Fawcett, 2015). These factors may cause differences in the test performance across
test-takers, thereby generating test bias (Bachman, 1990).

Another concern for language testing is the authenticity that is related to the “relationship between test task
characteristics, and the characteristics of tasks in the real world” (Fulcher & Davidson, 2007, p.15). These
tasks are specifically developed to mirror authentic activities that the test-takers might be required to come
across in real life (Shohamy, Or, & May, 2017). For example, filling a form, writing a report, and
simulations are deemed authentic test tasks. Bachman and Palmer (1996) relate this concept to the Target
Language Use (TLU), thereby incorporating test-tasks that address a particular purpose and specific
language use domain. For example, within the context of this study, several TLU tasks can be identified for
flight attendants such as making announcements, writing briefings, telling emergency procedures, and
offering meals. These tasks have a language-specific domain and work-related characteristics.

2.2 Issues for Language Testing in Aviation Context

Thanks to globalization, English has become the lingua franca of the world. Thus, it has become the
intermediary language that enables communication among individuals from diverse language backgrounds.
This eminent status of English coupled with the growth in the aviation industry and competition in the
market to ensure safety and provide better service has made communication in English significant for
aircraft personnel (Aiguo, 2007). Especially the flight attendants are required to use the language efficiently
because they have various responsibilities in the aircraft: Taking care of handicapped and/or sick
passengers, dealing with unexpected problems because of delays, in-flight meals, and other passenger
complaints (Cornwall & Srilapung, 2013). In so doing, they are expected to communicate in English while
providing service of high-quality for international passengers. This is of great concern for flight companies
to have a leading role in the airline industry in such a competitive context.
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Flight attendants should have a 'sufficient' English language proficiency to maintain a good interaction in
the aircraft to offer the best service to the passengers. Therefore, there is a need for a language test to
provide proof of their English proficiency. In response to this issue, ICAQO introduces international language
proficiency requirements and accordingly requires test-takers to demonstrate language skills in speaking
and listening (ICAO, 2009). Although it is deemed a valuable endeavour for aviation language testing, there
are some issues to be considered such as the quality of the tests (Farris, 2016) because there is no universal
system of language testing in the aviation industry but there are many local language testing certification
programs. Therefore, a question mark hovers over the validity and reliability of these tests implemented in
different places in the world. For this reason, in this study, particular emphasis is given on providing
implications for test developers to improve the validity, reliability, and authenticity of the English
proficiency tests implemented for flight attendants.

3. Context of the Study: A Computer-Delivered English Proficiency Test for Flight Attendants in
Turkey

ICAO only recognizes proficiency tests for measuring English language skills of the personnel in the
aviation community and these tests aim to assess the test-takers’ performance on listening and speaking
abilities (ICAQO, 2009). In response to this issue, one of the eminent Turkish flight companies developed an
English proficiency test for flight attendants.

Flight attendants are classified into their ranks and responsibilities: The chief flight attendants (CFAS) are
in the leader position in the cabin and are responsible for managing the cabin crew to enable safety and
delivery of good service to the passengers (Dibakanaka & Hiranburana, 2012). Similarly, cabin attendants
(CAs) are required to perform safety and security procedures and assist passengers. CFAs and CAs in a
Turkish flight company are required to take a computer-delivered English proficiency text periodically to
offer evidence of their English proficiency. The venue for this test is the test centre affiliated with the
Turkish flight company in Istanbul, Turkey. A group of CFAs and CAs are accepted in this test centre and
they are placed in test sessions where they take the test using a computer. Items in the test are randomized
so that each test-taker is given a different set of test items. The perfect score for the test is 100 points. If the
test-takers get 50 points and below, the company implements several sanctions such as suspending one’s
flights. When the test-takers get scores between 90-100 points, they are required to take the test after three
years; however, for the points between 70-89, the test-takers are asked to sit for the exam after two years
(Celebi, n.d).

This test consists of a total of 11 questions in four sections and takes 25 minutes. The test-taker is allowed
15 seconds for thinking time and 75 seconds for giving a response to each question. The test mainly
measures listening and speaking and it includes the following sections (Birebirlngilizce, 2018; Celebi,
2018):

(1) General section: There are five questions in this section. For each question, the test-takers are given 75
seconds to respond to the computer prompts. The questions are open-ended and they focus on general issues
from real-life (e.g., Which one is important for you- professional career or family life?, What are the
advantages and disadvantages of studying abroad?). The intended aim is to evaluate whether/to what extent
the test-takers understand the prompts and respond to them orally by paying attention to pronunciation and
appropriate vocabulary.

(2) Picture description: Two pictures are shown to the test-takers on the computer screen and they are asked
to describe each picture in 75 seconds. Test-takers are asked to provide as many details as possible about
the pictures. The pictures can be related to any context such as animals, people, and holidays. For instance,
test-takers can be shown a picture where the people are celebrating an event and they are asked to list some
details such as telling what they are doing, how they are feeling, and what kind of clothes they are wearing.
In so doing, the intended aim is to evaluate the test-takers’ speaking skills through considering
pronunciation, fluency, grammar and task completion.
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(3) Scenarios: The test-takers are provided with two scenarios where they are asked what they would do in
the described situations. The test-takers are required to respond to each computer prompt in 75 seconds.
Such a sample scenario can be given: “You ordered food through a digital platform and when it was
delivered, you realized that it went bad. What would you do?” The intended aim of such items is to evaluate
whether/to what extend the test-takers understand the prompts and respond to them. In so doing, the test-
takers should provide a reasonable oral answer by paying attention to pronunciation and correct forms.

(4) Re-telling: Two reading passages are reflected on the computer screen. These passages have 90-120
words and they are about news or current affairs. The test-takers are asked to read the passages and re-tell
them with their own words in 75 seconds.

Overall, the intended aim of the test is to evaluate whether/to what extent the test-takers recognize and
understand the prompts by reading and listening and respond to them through demonstrating the speaking
skills. Accordingly, the test-takers are evaluated on pronunciation, vocabulary, comprehension, fluency,
structure, and interaction (Celebi, 2018).

Considering that this test has serious professional consequences for flight attendants, this present study
aims to investigate their test-taking experiences as they experience these impacts first-hand. In doing this,
general principles for language testing (validity, reliability, and authenticity) are focused. This study is
therefore deemed significant in that it also explores how this test can be improved in terms of these
principles.

4. Methodology
4.1. Participants

A total of 26 (8 males, 18 females; age range: 23-45) flight attendants who work at a Turkish flight company
were recruited for the study. Convenience and snowball sampling techniques were used respectively in the
selection of the participants. First, the researcher found some members of the population from her network
based on their availability; then, the snowball sampling technique was adopted by reaching out to further
participants. Snowball sampling was assumed to be appropriate to this study as it facilitated obtaining rich
information from different participants (Patton, 2014); thereby, overcoming problems concerning data
collection from hard-to-reach populations (Etikan, Alkassim, & Abubakar, 2016; Sadler, Lee, Lim, &
Fullerton, 2010).

The participants included CFAs (n=9) and CAs (n=17). They have a graduate degree in a wide range of
fields including Civil Aviation, English Language Teaching, American Language and Culture, Chemistry,
Accounting, Business, and Administration. Written consent was received from all participants for
participating in this study.

4.2. Data Collection Tools
4.2.1. Semi-structured interviews

Semi-structured interviews were held with the participants to develop a deeper insight into the respondents'
test-taking experiences (McGrath, Palmgren, & Liljedahl, 2019). The piloting of the interviews (n=10)
resulted in minor changes in wording (See Appendix A). Interviews were conducted in the participants’
native language (Turkish) for promoting a comfortable expression of their perceptions.

4.2.2 Focus groups

Apart from semi-structured interviews, two focus group interviews were also conducted. The main purpose
in using focus group sessions was that they encouraged group interaction and provided opportunities of
exploring why and how the respondents thought (Kitzinger, 1995). Focus group sessions were held in two
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groups: The first group interviews were conducted with CFAs (n=5) while the second group interviews
were conducted with CAs (n=12). Administering focus group interviews with two separate groups was
because both groups were different in terms of years of experience and number of sitting for the language
tests in the company; as a result, they might have different perspectives, thereby enabling discussion of
various aspects of the test. Focus group interview sessions were held in Turkish after semi-structured
interview analyses were done. They were moderated, recorded, and transcribed by two researchers
(including the author).

4.3. Data Analysis

Thematic analysis was employed for investigating the qualitative data in this study. All interviews were
transcribed verbatim and translated. The translated data were then checked by an independent researcher
who is bilingual in Turkish and English to ensure a correct translation. The data analysis was made in two
rounds. In the first round, semi-structured interviews were analyzed. Two researchers including the author
worked on the analysis. In the first cycle, each researcher made an initial analysis of the data to generate
data segments. Then, these segments were read and each researcher wrote analytic memos when they coded
the data (Saldana, 2013). In the second cycle, these codes and memos were grouped and classified into
certain themes. The researchers gathered to check the agreement/disagreement with this categorization of
the codes into themes. In case of any disagreement on a code/theme, this disagreement was discussed till a
final code/theme was produced. As a result, Cohen’s kappa showed a substantial rate of agreement between
coders (k=.802) (Landis & Koch, 1977). The final themes were used to investigate the data from the focus
group sessions. Table 1 illustrates themes and subthemes with examples from flight attendants’ words.

Table 1.

Themes, Subthemes with Illustrative Examples

Theme Subtheme Examples
Administration of the test Testing conditions Not enough silence; broken equipment
Testing format Human interviewer needed instead of computer
prompts
Timing of the test Too early or late
Test content Authenticity The real use of English needed
Range of structures and Wide range of structures and vocabulary covered
vocabulary
The difficulty of test tasks More visuals; questions with related background
5. Results

This section points out the key findings derived from the qualitative data in interviews and focus group
sessions. Illustrative quotations from the flight attendants are also presented.

5.1. Administration of the Test

The qualitative data obtained from the interviews and focus group sessions were investigated to find out
how the flight attendants felt about the administration of the computer-delivered English proficiency test.
Accordingly, subthemes based on the data were: a) Testing conditions, b) Testing format, and ¢) Timing of
the test. Results on each subtheme are presented below and pseudonyms are used throughout this study for
confidentiality.

5.1.1. Testing conditions
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All respondents (n=26) in this study reported that they had some issues related to the test administration.
Among them, testing conditions were the most referenced aspect. The participants mentioned that there
was not enough silence in the testing setting as each test-taker was required to answer the questions that
were directed by the computer within the given time. They often indicated that there was a lot of noise
when everyone spoke at the same time and that this was aggravated due to the headphones that were not
noise-cancelling enough. They maintained that their performance was sometimes affected negatively as
they were distracted by this noise and had difficulties in concentrating on the test tasks, as illustrated in the
following excerpt:

“We are required to respond to computer prompts in a very short time. So, I try my best to collect my
thoughts and pick the right words to utter. When | hear the test-taker speaking next to me, I really cannot
focus on the questions and get anxious. Then, when the test ends, | realize that I could speak more about
the tasks and feel sad for not showing my true performance.” (Melis, CA)

For this reason, they noted that the headphones should have more effective noise cancellation, thus, the
test-taker would not be disturbed by another test-taker sitting next to him/her while s/he was responding to
the computer prompts. Additionally, they commented that as the test measured speaking skills and each
test-taker was required to speak, external noise in the setting was understandable but it should be avoidable
as much as possible. Therefore, they suggested that a small number of test-takers could be allowed to sit
for the test in the same room and that they can be seated far apart from each other.

Apart from noise problems in the test setting, two participants also indicated in the focus group sessions
that there could sometimes be broken equipment, which sometimes caused failure in the test. For example,
one of the CFAs talked about her experience with broken equipment during the test. She said:

“At the beginning of the test, the computer system asks for testing the microphone whether it works properly
or not. Although | tested the microphone and it worked properly, it was suddenly broken down towards the
end of the test. Thus, I could not answer the questions and I failed the test.” (Zeynep)

Along similar lines, another CFA also commented:

“Because of the sudden failure of the microphone, while I was once in the test, I could not show my true
oral performance and got a lower score.” (Ali)

As a result, testing conditions were reported to have a significant impact on the respondents’ test
performance. Among them, external noise and broken equipment were the most referenced factors.

5.1.2. Testing format

Many flight attendants (n=21) reported that they would prefer a human interviewer rather than a computer
in the English proficiency test. In the focus group sessions, some respondents mentioned their reasons for
disapproval of undertaking computer-delivered testing, as illustrated in the following excerpts:

“Responding to computer prompts is something very mechanic and dull. You just sit before a computer; it
reads the questions for you and you are required to answer the question. Although the test measures
speaking, it is not interactive in itself. Therefore, a human interviewer would enable more interactive
assessment.” (Kemal, CFA)

“I would prefer a face-to-face assessment because if I didn't provide enough answers to the questions, the
human interviewer would change the topic or ask further questions. This would be a more realistic speaking
assessment.” (Orhan, CA)

“This computer test stresses me a lot. | always feel worried if things suddenly get out of control such as
being disconnected from the system, equipment breakdown, etc. So, I think my speaking skills can be
assessed by a human rater.” (Dilara, CFA)
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“The computer reads the question before | am expected to answer them. Then, a timer appears on the
screen and the count-down starts. It is too mechanical and pressurizing. When | respond to the prompts, |
always look at the timer. I get anxious. For this reason, a human interviewer would be more suitable as
s/he won't be that pressurizing.” (Deniz, CA)

“I become worried about any technical faults that can happen during the test. This fear distracts me a lot
when | answer the questions in the test. If the test was administered by a human, I would be more relieved. ”
(Nida, CA)

While a majority of the flight attendants (n=21) thought that they felt uncomfortable due to the computer-
delivered tests, only a few respondents (n=5) indicated that they enjoyed responding to computer prompts
during the test. They said they would not prefer human interviewers as they believed they would be
pressurized. For instance, Gizem (CA) said:

“I would not like to be interviewed by a human. Speaking English gets more difficult when someone is
looking at me, waiting for me to answer. This stresses me out. As a result, I cannot speak comfortably,
which may have a negative impact on my oral skills. Now, I just take this test and it is more practical.”

Echoing Gizem, Dogan (CFA) also says: “I prefer computer-delivered tests as they are more practical and
time-saving. It is also more convenient to read the questions on the computer screen and respond
accordingly .

The findings with illustrative prompts above mainly showed that most of the respondents preferred a
human-to-human interaction during the test. They believed that a human interviewer would be more
motivating in responding to the questions and make the testing procedures more authentic and interactive.
Also, they noted that they feared potential technical problems that can happen during the test. Only some
respondents indicated that they preferred computer-delivered tests as they believed these tests are more
convenient and practical.

5.1.3. Timing of the test

Ten flight attendants in the interviews noted that the tests were sometimes administered at the very early or
late time of the day. They thought that the timing of the test had a negative influence on their performance.
For example, Can (CA) says:

“We have a busy flying schedule, so we often need rest to refresh our minds and body. However, this test is
sometimes administered at very early or late times of the day. This causes fatigue for me and leads my
scores to decrease because I cannot concentrate easily.”

Similar to what Can expressed, Sibel (CA) also said:

“After long hours of flight, if the test is run very early next day, this stresses me more. | am afraid that I
won’t be able to get enough rest and answer the questions at those times. When | am extremely fatigued, |
can’t give my full attention to the test.”

Interestingly, when this issue was brought into the agenda in focus-group interviews, most of the
respondents (n=13) agreed that the time of the test was not an issue that directly impacted their test
performance. For instance, Dilek (CA) expressed her opinion:

“I think the timing of the test is not a problem for me because the test duration is short. Therefore, | can
take such a short test regardless of its timing.”

In addition, Cemal (CFA) indicated a different viewpoint where he said: “We are flight attendants. We are
used to waking up early at night and late at noon as a requirement of our profession. Thus, it is not a big
deal for me to take this test in the early or late time of the day.”
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To conclude, among the flight attendants, there were two opposite viewpoints towards the timing of the
test. Some of them reported that the early and late sitting of the tests had an impact on their test performance
as they had already busy flight schedules and became increasingly fatigued. Therefore, they believed that
preparing a test plan considering the flight schedules should be made to minimize fatigue. With a similar
view, one of the CAs, introduced a solution concerning this issue during focus groups: “If it is possible, we
can take a day off before the testing day so that we can have rest.” (Mustafa). On the other hand, several
respondents considered test timing suitable. As such, they reported that they were already used to a hectic
life as a part of the profession and that the test did not take too much time to complete. Thus, they thought
that they could sit for the test at any time.

5.3. Test Content

Concerning the test content, the flight attendants indicated some issues that can be grouped under the
following subthemes: 1) authenticity, 2) range of structures and vocabulary, and 3) difficulty of test tasks.

5.3.1. Authenticity

The majority (n=22) reported that the test content did not reflect the real language use they mostly needed
or experienced during the flight. During the focus-group sessions, some respondents commented that
authenticity must be prioritized in the test, as illustrated in the following excerpts:

“Sometimes, English in the test does not reflect the real situations that we met during flight. For example,
in the test, we can be asked whether/when someone tells lies as a general question, but this is not something
directly related to our sector. Instead of it, there can be questions that are closely linked to the aircraft
such as problems faced with the passengers.” (Dilek, CA)

“As we are an international company, we carry many international passengers from every part of the world

such as India, France, Germany, Africa...They all speak English with different accents. I sometimes find it
difficult to understand their English. Therefore, some questions can include different accents, so we can
develop a familiarity with them and we prepare for the test accordingly.” (Ayhan, CFA)

“We often experience issues with passengers such as delayed flights and meal service. Therefore, the test
questions could include more of these cases. This will help us be prepared for these cases and when they
occur, we can pick the most appropriate English words and expressions. In case of such cases during
flights, we should address the problem as quickly as possible. So, there should not be any language
problem.” (Ezgi, CA)

On the other hand, a couple of respondents (n=4) thought that the test content reflected an authentic use of
language. One of them said:

“There are several items concerning the language use that we may face during the flight. Some items in the
Scenario part of the test ask the test-taker what to do in a problematic situation in the cabin. These items
are directly related to our profession.” (Nillfer, CA)

As a result, the majority of the respondents thought that the test tasks should reflect more potential problems
they may face in the aircraft. They believed that these tasks could help them develop a familiarity with the
appropriate words, structures, and expressions that can be used during those problems.

5.3.2. Range of structures/vocabulary

Range of structures and vocabulary was another most referenced subtheme that was reported as contributing
to test validity. Accordingly, all of the respondents agreed that the range of English including grammar and
vocabulary is quite comprehensive. One of the cabin supervisors during focus group sessions indicated that
although he had taken this test several times, he felt he must study very hard before each test. He said:
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“In different parts of the test, there are questions with many structures and many groups of vocabulary like
nouns, adjectives, adverbs. If you want to achieve in this test, you should master them. It measures speaking
skills by including a wide range of language components (Sadi, CFA).

Similarly, Beril (CA) echoed:

“Even though this test measures oral skills, it touches on different parts of the English language as well.
For example, there is a variety of grammatical structures from simple present to if-clauses. This is the same
for vocabulary. You can find words regarding many topics. Therefore, you should know a good range of
vocabulary o respond to the prompts in the test.”

Overall, the respondents felt that the test covered a large number of vocabulary and grammar items of
English. Therefore, they believed that this was a positive side of the test as they reported that they needed
to demonstrate a speaking performance by talking about a variety of topics with the passengers during the
flight.

5.3.3. The difficulty of test tasks

The difficulty of the test tasks is another most cited subtheme in this present study. Responses are
characterized by different aspects concerning the test task difficulty. Among them is the use of advanced
vocabulary in the test (n=10). One of the respondents explained:

“Especially the paragraphs can sometimes be difficult to understand because of advanced vocabulary. |
don’t think that preparing for high-level vocabulary contributes to my language level as | will not likely
use them in my professional life.” (Selma, CFA).

Echoing this comment, another respondent mentioned: “The vocabulary in the test items should be
functional. If it is advanced and higher than my proficiency level, the test becomes intricate for me. Thus,
it gets difficult for me to understand the items and provide a response.” (Sertap, CA)

In addition, several other respondents (n=11) agreed that some pictures in the picture-description section
were not open for interpretation, which they thought might hinder talking further about the pictures. These
thoughts were also captured in the focus group sessions, as illustrated in the following excerpts:

“For example, think that there is a picture in the test. In the picture, there is a teacher with students in a
room. You should look at the picture and talk about it, but I think there are not many details to talk about
it except saying ‘I can see a teacher and students. They are in a room’. But [ am expected to talk much
longer than this in the test. This makes me nervous.” (Ahu, CA)

“The pictures should have been more open to interpretations. Some art pictures can be used to promote
imagination, for example. There is always much to talk about them.” (Ada, CA)

Another aspect is linked to the use of field-specific words in the test content. Some respondents (n=6)
explained that there were rarely technical words concerning other fields of study. For example, Cansu (CA)
commented:

“In the test where I was once attended, there was a paragraph about diseases. | found it too difficult to
comprehend the passage because | am not familiar with the medicine and field-specific words."

Overall, although the respondents indicated that the inclusion of a wide variety of vocabulary and structures
in the test was beneficial for their oral skills because they had to study for a comprehensive list of them,
they thought that the words used in the test should not be too advanced. In this aspect, the respondents
considered the difficulty of test tasks in terms of the frequency and usefulness of the language based on
their professional needs. They also suggested that more incentive pictures should be used to encourage
them to speak further in English.
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6. Discussion and Implications

This study investigated flight attendants’ experiences of the computer-delivered English proficiency tests
that they had to take periodically to provide evidence for their language proficiency. In doing this, the
qualitative data obtained from interviews and focus group sessions were used. Accordingly, the main
themes that emerged are 1) Test administration (testing conditions, test format, and timing of the test), and
2) Test content (authenticity, range of structures/vocabulary, and difficulty of test tasks).

6.1. Administration of the Test

The findings in the present study showed that all respondents had some concerns about the administration
of the test. Firstly, they noted that the testing setting had inappropriate conditions such as noise problems
and broken testing equipment. They described instances where there was so much external noise that they
hardly concentrated on the computer prompts and there were inconclusive tests due to the sudden
breakdown of the microphone or headphones. As a result, they reported that these conditions had a negative
impact on their test performance. This finding resonates with some studies that show noise is an influential
distractor for test-takers (Kim, Baydar, & Greek, 2003; Mullis, Bohrnstedt, Preuschoff, Reyes, Stancavage,
& Martin, 2012; Shu'Aibu,2021). Therefore, it is suggested that distracting sounds should be removed from
the testing environment to ensure more reliable testing and assessment (Hughes, 2003). Equipment
breakdown during the test is also a problem that impacts the test-takers’ performance. According to Green
(2014), it is one of the widespread problems occurring in testing practices. He considers this situation ‘very
paradoxical’ because the test itself is not examined carefully while it aims to examine the test-takers'
performance. Therefore, the testing equipment must be checked before the test is administered and
necessary precautions must be taken. In case of any technical problem during the test, the invigilators must
address the problem appropriately. Therefore, invigilators should also receive training for test
administration and related problems.

Concerning test format, the majority of the flight attendants indicated their preference for human-to-human
interaction instead of a computer-assisted language test. They believed that a human interviewer would
make the test more interactive. This finding could be explained by the impact of personality traits on human-
computer interaction (Pocius, 1991). Accordingly, introverted people can perform better in computer-
related settings than extroverts as they do not need real people to interact with. Other respondents also
mentioned that they feared technical faults that can happen during the test and they were distracted by this
thought. This finding is in line with Schult and Mclntosh’s (2004) study which pointed out that the test-
takers who were used to taking tests in traditional settings reported more anxiety about the thought of taking
computer-assisted tests. Similarly, Taylor, Jamieson, Eignor, and Kirsch (1998) compared two groups of
test-takers’ English scores in a computer-assisted language test. The results showed that the group with
more familiarity with computers had high test scores than the group with less familiarity. These similar
findings could be explained by unfamiliarity with online testing or extra responsibilities undertaken during
the test such as connecting to the system, running it properly, and taking the test online (Stowell & Bennett,
2010). Such findings highlight a need to develop the digital competence of the test-takers. Therefore,
technological courses can be developed and provided for flight attendants for their in-service training. Also,
they can be provided opportunities where they can periodically attend computer-delivered tests during their
in-service training programs to develop a familiarity with this format.

Another remarkable finding concerning the test administration is the timing of the test. Whereas some
respondents indicated that the timing of the test was not a big deal for them as they were already used to
irregular work schedules as part of their profession, some of them mentioned that very early and late sitting
of the tests was not appropriate for them as they felt they did not rest enough after long hours of flight
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before taking the test. This finding shows the evidence of fatigue effect on the test-takers (Karimi & Biria,
2017) and calls for an appropriate timing in accordance with the flight schedules of the flight attendants.

To sum up, testing conditions including external noise, broken equipment, and timing of the test can impact
the test reliability. As these conditions change from settings to settings, -that is not identical for every test-
taker, there could be inconsistency in the test results. For example, in case of equipment breakdown, the
test-taker’s score is likely to be negatively impacted. Therefore, uniform conditions should be enabled by
minimizing the differences between the sets of test administration (Hughes, 2003).

6.2. Test Content

Another main theme derived from the focus group sessions and interviews based on the flight attendants’
experiences concerning the test was test content. It mainly includes aspects related to the authenticity of the
test, the range of structures/vocabulary covered in the test, and the difficulty of test tasks. The findings
revealed that most of the respondents thought the test tasks should reflect English that they can encounter
in their professional contexts. This shows the significance of authentic tasks in testing languages (Hughes,
2003; Wigglesworth & Frost, 2017). Accordingly, the test tasks should represent authentic use of language
that the test-takers may face in the professional life beyond the test. This finding points toward a need for
TLU tasks (Bachman & Palmer, 1996) and the tasks that promote ‘genuine interaction’ (Lewkowicz, 2000).
ICAO (2009) names these tasks as ‘work-related’ tasks and accordingly problem-solving activities,
simulations, and briefings can be generated as tasks to test English proficiency for flight attendants.

English has become the intermediary language for people regardless of their language background
(Erarslan, 2021). This points out the need to promote English as a lingua franca thanks to rapid globalization
(Galloway & Numajiri, 2020). One of the respondents in this study highlighted this need as she agreed that
it would be better to reflect other accents of English in the test as it can promote their awareness towards
different accents. Given that the passengers have various accents of English, it is of crucial importance to
consider English used in the aviation context as a lingua franca and to include the communication strategies
for effective interaction with speakers from different language backgrounds (Kim & Elder, 2009).
Therefore, an important implication for the test developers is that rather than focusing only on measuring
English proficiency, communication strategy tasks should be integrated to evaluate whether/to what extent
the test-taker deals with the problems in a work-related context. This could help prepare flight attendants
for using English effectively in work-related problems.

Findings in this study also show that all of the respondents agreed that the test covers a wide variety of
vocabulary and structures. The significance of wide sampling of English in terms of test validity is
discussed (Green, 2014; Hughes, 2003). Accordingly, the test should represent the language as much as
possible. Therefore, the test on which this study reports can be said to have content validation as it includes
a proper sampling of the language. In so doing, the findings showed that it includes various functions of
the language. If certain structures/words are only allowed in a test, the test may not be valid enough, thereby
requiring very little test-taker preparation. This will end up with a negative backwash effect, which refers
to the negative outcome of the test on how test-takers learn (Shohamy, Donitsa-Schmidt, & Ferman, 1996).
For example, if the test recognizes a limited sampling of language components, the test-takers are likely to
ignore the language components that are not covered in the test. Thus, it may have a negative impact on
language learning.

Another remarkable finding of this study is that the majority of the respondents said some test tasks,
especially, retelling tasks, were difficult for them. They thought that some passages were incomprehensible
because of advanced words. This finding is not surprising as the respondents reported that there was a wide
variety of vocabulary/structures in the test. Therefore, it is understandable that the level of vocabulary or
structures might sometimes be more advanced than some test-takers’ actual English proficiency. Therefore,
this finding may imply the importance of the usefulness of test content according to test-takers’ needs and
experiences (Cobb & Laufer, 2021). According to Hughes (2003), a representative sampling of the language
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is significant but the test should include the relevant components in accordance with the testing purposes.
Therefore, he maintains that it cannot be expected for a test to include the same sampling for intermediate
and advanced English learners. In this case, the test in the present study may include a proper sampling by
recognizing the test-takers’ language proficiency.

Concerning test difficulty, some other participants also indicated they sometimes had no/little prior
knowledge about the passages; thus, they had difficulty in understanding and retelling the text. The positive
contribution of prior knowledge to reading comprehension has been highlighted by several studies (e.g.,
Schuler, 2018; Yakut & Aydm, 2017). It is widely agreed that the prior knowledge of the topic helps the
test-takers derive meaning easily and ease the comprehension. As highlighted by ICAO (2009), the
language tests in the aviation industry should be designed to assess speaking and listening; it can thus be
concluded that this test on which this study reports is not developed to assess reading. Therefore, reading
passages can be added pictures to enhance comprehension (Canning-Wilson, 2001) or more
comprehensible texts can be used for the flight-attendants so that they can be motivated to speak about them
as the main aim of the test is to measure speaking skills. This can make the test more reliable as it minimizes
advantaging certain groups of test-takers having prior knowledge of the text. Additionally, the test will
become more valid as it focuses on encouraging test-takers to speak rather than relying on reading texts.
Thus, it can measure what is intended.

Furthermore, for picture-descriptions tasks, a group of test-takers explained that some pictures used in the
test were not open to interpretation; thus, they did not have too much to talk about them during the given
time. This finding, therefore, sheds light on the design of the pictures in speaking skill tests for the aviation
industry. Although pictures are non-verbal sources and are often used in the test to encourage the test-takers
to speak, they should be designed carefully. In so doing, the pictures should be designed in a way to act as
stimuli to elicit interpretative responses and infer and predict information (Canning-Wilson, 2001). It can
also be suggested that the number of picture-description tasks can be increased to provide more chances of
speaking for the test-takers, thereby improving the reliability of the test. As the number of observations
increases in the test, a more precise understanding of the test-takers' performance can be obtained (Green,
2014).

7. Conclusion and Suggestions

Language testing in the aviation context has high stakes and is within an ‘unregulated industry’; therefore,
its adherence to good practices of testing by considering validity and reliability is of high importance
(ICAO, 2009). For this reason, this study has contributed to the limited literature on language testing in this
industry as it is the first study that examines flight attendants’ first-hand experiences in Turkey. Drawing
on the empirical research, the findings of the study have contributed to the expansion of the understanding
of test takers’ experiences considering reliability, validity, and authenticity in language testing. In so doing,
the study shed light on the test design and administration. Thus, the present findings may be helpful for test
developers for designing more authentic and field-specific English test tasks and mitigating the problems
reported by the test-takers to improve testing conditions.

Although this study develops insights into the flight attendants’ test-taking experiences, its limitations must
be acknowledged. First, this study is a small-scale study conducted with a certain group of respondents;
therefore, there can be a potential limitation with the transferability of the results. Future studies thus should
focus on larger groups of respondents. Second, the study relied on the test-takers’ perceptions, future studies
thus should include the perceptions of test administrators and developers about the test design,
implementation, and scoring. Third, this study employed convenience and snowball sampling techniques
based on non-probability sampling. Although both techniques are useful in generating a sample and
practical in collecting data, the sample may not be sufficiently representative of the target population
thereby resulting in biased interpretation. Therefore, future studies with a similar focus are recommended
to use purposive sampling.
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Appendix A: Semi-structured interview protocol

1. Could you please provide information about your age, rank (cabin attendant or chief flight attendant),
years of professional experience and department of graduation from the university?

2.What do you think about the design of the test?

2a. What do you think of the difficulty of the test?

2b. Which part of the test is most difficult for you? Why?

3. What do you think about the administration of the test?

3a. How do you feel taking this computer-delivered English proficiency test?

4. What do you think are the factors that have an impact on your test performance?

5. Do you have any further comments and/or suggestions?
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Article Info Abstract

Keywords: Gastronomy shows a continuous development as a branch of science that aims to meet
the socialization needs of individuals as well as their physical needs. Considerable
importance is attached to the level of technological integration as the most fundamental
variable that can accelerate this development. However, scientific findings on the
technological transformation experienced today and the effects of this transformation on
sectoral development have not been encountered, especially in the field of in-service
gastronomy education.The main purpose of this study is to determine the feasibility of
in-service training as a dimension of non-formal education in the field of gastronomy
education as hybrid. In this context, hybrid training on gastronomic tendencies was given
to chefs working as section chefs in cold, hot and ala carte departments in the kitchen
units of food and beverage businesses. In the training plan, the study group was divided
into two and a pre-test and post-test study was conducted to measure their knowledge of
gastronomic tendencies. Teaching about new gastronomic trends was given to one group
through mutual training, and to the other group 50% of the trainings were given face-to-
face and 50% via internet-based distance education. In this context, the comparative
advantages and weaknesses of hybrid education and face-to-face education were
Research Article compared in terms of gastronomy education.

Gastronomy
Gastronomy education
Hybrid education

1. Introduction

The word gastronomy, which has been translated into our language from French, is defined by the Turkish
Language Association (Turkish Language Society, 2020) as "the curiosity of eating well" and "healthful,
well-arranged, pleasant and delicious cuisine, food order and system". When the etymological origin of the
word is examined, it is stated that it is derived from the Greek words gastros (stomach) and nomas (related
to knowledge or law). For this reason, it is stated that gastronomy refers to rules and/or norms about eating
and drinking. In addition, gastronomy, which focuses on art and science, is defined as art and the science
of good-delicious eating in many dictionaries (Santich, 2004: 16; Zahari, Jalis, Zulfifly, Radzi, & Othman,
2009: 66; Sezen, 2020: 3).

Santich (2004: 15), who described the concept of gastronomy as a difficult process to explain and define,
defined gastronomy as a field related to advice and guidance on what to eat and drink with whom, when,
how, in what situations and combinations. There are other explanations and definitions made by many
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experts for this term. Considering the connection of this field, which has a long history, with different
disciplines, it is stated that the existence of different definition trials about it is not surprising (Sarugik and
Ozbay, 2015: 264).

While the first definitions of this concept were generally about the preparation of food and beverages, other
aspects of gastronomy were also mentioned in the later definitions (Ozbay, 2017: 2). Gastronomy is a field
that deals with the production, preparation, presentation and consumption of all food and beverages (N.
Onur and F. Onur, 2016: 472) and covers the entire process from the production to consumption of all these
products (Sever, Ozkan Buzlu and Yildiz, 2016: 117). Gokdeniz, Erdem, Ding and Celik Uguz (2015: 16),
on the other hand, defined gastronomy as bringing out the pleasure of nutrition by combining food science,
culinary art and flavor creativity.

Although there are different definitions about gastronomy, the common point of all of them is that it is
related to the taste and experience of food and beverage, which is the reflection of certain cultures (Ozbay,
2017: 4; Sergeoglu, Boztoprak, & Tirak, 2016: 96). Food is considered as a universal activity that includes
production knowledge, cooking, serving and eating concepts and practices in order to design, process and
make food suitable for human consumption (Hegarty, 2005: 10). While it is thought that eating and drinking
is at the core of gastronomy, the contemporary understanding of gastronomy expands the scope of the study
to food and beverage production and preparation, how, where, when and why it is consumed (Santich, 2004:
16).

Methods and tools applied in different disciplines are used in order to create knowledge and make important
developments in the field of gastronomy. It is also stated that gastronomy is an interdisciplinary branch of
science. It interacts with science and social sciences such as chemistry, physics, biology, anthropology,
sociology, marketing, management and business (Sarnsik and Ozbay, 2015: 266). However, since
gastronomy is a multidisciplinary science, it has had difficulty in being an academic discipline (Scarpato,
2002: 55).

2. Literature
2.1. The Case of Gastronomy Education

Gastronomy education is defined as training personnel for the sector and also investing in people, culture
and the future. The food and beverage industry, like all other industries, needs specialized personnel.
Universities providing gastronomy and culinary arts education aim to respond to this need and provide
qualified graduates (Sarioglan, 2014a: 261; Bostan Sarioglan and Deveci, 2021). Since gastronomy is an
interdisciplinary field that requires practice, gastronomy education is expressed as a difficult and important
science for both institutions and educators.

It is known that gastronomy education, which was first seen with the development of restaurants, occured
with the master-apprentice relationship, as in many professions. Many cooks have learned the profession
through apprenticeship. Chefs who learn the job practically from their experienced masters are often
deprived of the theoretical knowledge behind the cooking of meal (Glass, 2005: 3; VanLandingham, 1995).
It is stated that these apprentices in Europe usually start working with a chef at the age of 12-14 for low
wages. Apprentices are at the bottom of the hierarchy and generally learn from their masters in exchange
for food and accommodation (Brown, 2005: 49). It is stated that at the beginning of the culinary education
in Turkey, as in the rest of the world, it is given with the master-apprentice relationship, that is, with the
ahi-order (Kiling, 2012: 70).

The 19th century is described as an important turning point for gastronomy education. Educational
institutions opened in Europe and America during this period became leading schools for professional
gastronomy education and contributed to the development of gastronomy education (Gorkem and Sevim,
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2016: 979). It is known that formal gastronomy education started and developed in Turkey as of the 20th
century.

Today, it is seen that the number of institutions providing gastronomy education is increasing (Sarioglan,
2018: 272). There are several reasons for this interest. In this sense, the aims of the institutions that provide
gastronomy education should be well understood. It is said that one of the main purposes of gastronomy
education is to train qualified workforce for the food and beverage industry. Employees with the skills
needed in this sector can only be trained by providing a quality education and training. It is stated that with
gastronomy education, quality can be increased in businesses and profitability can be increased by reducing
costs (Arikan, Altinéz Siirlici and Arman, 2018: 593; Denk and Kosan, 2017: 55-56). In addition,
considering today's economic conditions, it is stated that businesses do not have the opportunity to spend
money or time to train their newly hired personnel (VanLandingham, 1995: 7).

When gastronomy education is considered as vocational education, it is possible to say that it has all these
features. VanLandingham (1995: 9) states that with the spread of gastronomy education in the USA, new
employees who start working in the sector are better educated and will be even better. In order to meet the
needs of the industry, today's chefs should have knowledge about food science, food technology, food
consumption and applications (Zahari et al., 2009: 67). In this sense, it can be stated that the most important
purpose of gastronomy education is to contribute to the food and beverage industry by raising qualified
individuals.

2.1.1. Cuisine Trends

Today, the diversification of food and beverage production and the rapid increase in their quantities have
made gastronomy gain commercial value. For this reason, the fact that gastronomy has become an important
sector and the diversification of products has led to the emergence of new trends.

Table 1.

Descriptive Explanation of Cuisine Trends

Key Concepts Descriptive Explanation
(Cuisine Trends)

Fusion Cuisine It is considered as a trend that is described as the union of the east and west,
north and south of the world in the same cuisine (Newman, 2014: 8;
Sarioglan & Sezen, 2017).

Molecular Cuisine It is the use of scientific methods to better understand the molecular,
physicochemical and structural changes that occur in the preparation and
consumption of food and beverages (Vega and Ubbink, 2008: 372).

Avant-Garde Cuisine It is the use of many methods, ingredients and recipes from different
cuisines in the same kitchens as a result of the acceleration of cultural
interactions (Scarpato, 2003: 303-306).

Note by Note Cuisine Although the first purpose of the use of pure compounds was to improve
the food, it was aimed to make the meals completely from the compounds
(This, 2013: 3).

Slow Food Although it is defined as a food cooked over low heat, it refers to the
communication between the producer and the consumers, the food itself,
the consumer and the individuals at the table (Tencati and Zsolnai
2012:348).

Vegetarian Cuisine Vegetarianism, which is generally defined as not consuming meat or
animal foods, is a dietary habit that has been maintained for many years in
Asia and the USA, especially by communities who believe in Hindu,
Buddhist and Jain religions (Melina and Davis, 2010: 2).
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Vegan Cuisine

Digital Cuisine

Green Cuisine

Nouvelle Cuisine

Living Cuisine

Street Cuisine

Haute Cuisine

Gourmet Cuisine

Robotic Cuisine

Glocal Cuisine

Regional Cuisine

Dark Cuisine

Vegetarianism is a type of diet in which no animal meat (red meat, chicken,
fish and other sea animals) is included, and in some cases, products derived
from animals (eggs, milk and dairy products) are consumed in limited or
optionally (Kansanen, 2010). : 4)

Digital gastronomy, which is based on digital online information, is the
trend that allows us to change the materials and methods to be used
according to our personal and social preferences as well as the nutritional
contents (Zoran and Coelho, 2011: 428).

While the experienced climate changes trigger environmental issues, local
development and the continuity of societies also form the basis of the
understanding of sustainability (Yusof and Jamaludin, 2014: 502).

With Nouvelle Cuisine, that is, with the new culinary trend, the freshest
and best quality of foodstuffs, which emphasizes the concept of serving
healthy meals, has begun to be used (Civitello, 2019: 225).

The living cuisine phenomenon is expressed as combining the cuisine with
recreational activities and offering a different and new service to its guests.
It is aimed to provide a different eating and drinking experience in the
restaurants where guests go, which is considered as a part of the kitchen in
living kitchens (Erdem and Akyiirek, 2017).

Street food usually includes the consumption of local cultural foods. Street
food, which is generally consumed in standing places, increases
interpersonal communication and socialization compared to places that are
consumed by sitting at the table and indoors (Solunoglu and Nazik, 2018:
41).

It can be expressed as a trend where heavy sauces are replaced by sauces
that are balanced in taste and appearance; meat, fish and vegetables started
to be consumed fresh as transportation opportunities increased; and the use
of herbs such as chervil, bay leaf, sage, tarragon and thyme has increased
instead of exotic and strong spices (Rebora, 2013: 5; Beaugé, 2012).

It is a movement aimed at individuals who have a sensitive palate, have a
high cultural background in food and beverage, are keen on food,
understand the kitchen, have knowledge about the exoticism and harmony
of the ingredients in a meal or beverage, cooking methods and subtleties
(Ozdogan, 2016: 1).

With the acceleration of the digitalization phenomenon, it can be expressed
as a trend developed to target standardization with the use of robots in the
production process in kitchens.

Glocalization (global-localization) refers to the adaptation of products and
services that appeal to the whole world, formed by combining the words
globalization and localization, to local markets and different cultures
(Hwang et al. 2018: 3670).

It is possible to define local dishes as foods that contain cultural elements
of societies, shaped by religious or national influences, obtained from
products belonging to the region, produced by using local tools and
cooking styles, and also revealing the diet of the local people (Sengiil and
Turkay, 2017: 228).

When dark foods are basically considered under two groups, the first is
natural black foods, which are stated to be healthier than other colored
vegetables and fruits, and the second is foods that are prepared and
presented in completely black color with the use of products such as
activated charcoal, bamboo charcoal and cuttlefish. Bozok and Yaln,
2018: 254).
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2.1.2. The Concept of In-Service Training and Hybrid Training

In-service training is planned training activities that increase the level of knowledge, skills, behavior and
productivity for the employee throughout her working life, in addition to the basic vocational and skills
training given to the workforce, on the purpose of increasing efficiency, productivity and quality in
production and service, reducing the errors and accidents that may occur in the production and consumption
process of the product, reducing the costs, ensuring qualitative and quantitative improvement in sales and
service delivery, increasing profits, tax revenues and savings. In other words, in-service training is the
process of educating or training himself for his profession from the first day he started the profession to the
day he left the profession. In the most common and comprehensive expression, in-service training is the
training given to individuals who are employed or working in workplaces belonging to private and legal
persons for a certain salary or wage, in order to gain the necessary knowledge, skills and attitudes related
to their duties (Oztiirk and Sancak, 2007).

Hybrid education is generally teaching 50% of a course face-to-face in real classrooms and 50% using
distance education techniques (Lago, 2000: 5-7, Gilroy, 2001: 43). Blended learning, also known as hybrid
learning, and mixed learning, in its simplest definition, is defined as the enrichment of traditional education
method with online education materials, that is, blending. In addition to the technologies used, the use of
different educational philosophies in the traditional learning environment is defined as blended learning
(Alnajdi, 2014).

3. Methodology

The method used as a research model is an experimental method with a widely accepted pre-test post-test
control group, in which the number of groups participating in the study, control measures, and the time and
number of observations on the independent variable are taken into account (Campbell & Stanley, 1966). In
the study, pre-test and post-test were carried out in five-star hotel businesses operating in Istanbul with 42
hot, cold and ala carte section chefs who had previously received gastronomy training at various levels and
are still operating in the food and beverage industry. In this context, two main groups were formed, each of
which consisted of twenty-one people. While the first group was given face-to-face training on culinary
trends, the other group was given distance online training. An unstructured interview form was used as a
data collection tool. In the data collection form, culinary trends used in international gastronomy
terminology were asked as a key concept. All employees were pre-tested through the data collection form.
After the pre-test, 42 section chefs were divided into different groups of 21 people and a training on culinary
trends was applied for each group. After the trainings were applied, the form applied in the pre-test was
applied to the study group as a post-test.

The data obtained after the application of face-to-face and online trainings on culinary trends to two
different study groups were divided into four basic categories: Sentences containing scientific information,
sentences containing non-scientific or superficial information, sentences containing misconceptions and no
answers. By calculating the frequencies of the sentence numbers in these categories, it is aimed to determine
the general tendencies of the section chefs regarding the culinary trends and to determine which training
method is effective in which culinary trend.Data Collecting Tools

Data collecting tools should be explained. Lorem ipsum dolor sit amet, consectetur adipiscing elit. Fusce
ac fringilla nisi. Vivamus nibh mi, pretium sed est sit amet, lacinia ultrices nunc. Aliqguam laoreet ut massa
vitae consequat. Nunc luctus nisi quam, vitae placerat justo vulputate ac. Donec iaculis eu nibh nec
venenatis. Maecenas lobortis bibendum sem et interdum. Phasellus et eg