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ABSTRACT

AN ACTION STUDY ON COLLEGE STUDENTS’
EFL WRITING SKILLS DEVELOPMENT THROUGH FLIPPED
CLASSROOM ENVIRONMENTS

Tuna, Gozde
M.Sc., Department of Educational Sciences
Supervisor: Assoc. Prof. Dr. Hanife Akar

December 2017, 192 pages

Writing skills development in EFL classes is difficult as it is a challenging process
because it requires time, efforts and the improvement of several subskills. The main purpose
of this action study is to investigate whether flipped classroom with a mixture of product and
process approaches to writing could be an effective way to overcome the difficulties faced in
the development of EFL writing skills.

It is necessary to discover new ways to increase the effectiveness and efficiency of
English language education. Flipped classroom is an educational environment which is
gaining popularity among educators all around the world and this flipped classroom
environment changes the places of what is traditionally done in class with what is
traditionally done as homework. By incorporating flipped classroom into English language
education in Turkey, this action study is expected to have some valuable implications over
educational practices.

To this end, |, as the teacher-researcher designed an action study with a seven-week
flipped writing classroom and conducted it with students in an English preparatory class of
one private university in Turkey (n=24). The flipped classroom was evaluated formatively
by the researcher (me) in a researcher reflection journal, by four non-participant teachers in

classroom observations, and by students in the flipped classroom through student feedback



documents. Also the summative evaluation of the action study was done through a student
survey, student focus group interviews and a writing quiz which was applied to twenty four
students in flipped classroom (n=24) and another twenty-four students in traditional
classroom (n=24). Both qualitative and quantitative data analyses revealed that students had
positive perceptions over developing writing skills in EFL flipped classes. Results also
showed that flipped classroom was an effective way of developing students’ EFL writing
skills as it caused a significant increase in students’ writing performance compared to the
students in non-flipped class.

All in all, this action study showed it was possible to improve college students’
perceptions over English writing skills development and their writing performance by
flipping a class and combining product and process approaches to writing.

Keywords: Flipped Classroom, English as a Foreign Language, Writing, Curriculum,
Instruction
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UNIVERSITE OGRENCILERININ INGILIZCE YABANCI DIiL BECERILERININ TERS
YUZ SINIF ORTAMLARINDA GELISTIRILMESI UZERINE BIR EYLEM
ARASTIRMASI

Tuna, Gozde
Yiiksek Lisans, Egitim Bilimleri Boliimii

Tez Yoneticisi: Dog. Dr. Hanife Akar

Aralik 2017, 192 sayfa

Ingilizce yazma becerilerinin gelisimi; oncelikle farkli bircok alt-becerinin
gelistirilmesini, dolayisiyla ¢ok zaman ve c¢aba gerektirdiginden zorlu bir siirectir. Bu
sebeple; bu calismanin temel amaci, yazmada hem f{iriin odakli hem de siire¢ odakl
yaklagimlarin kullanildigi bir ters-yiiz simif uygulamasinin, ingilizce yazma becerilerinin
gelistirilmesinde karsilasilan sorunlar1 agsmada etkili bir yol olma ihtimalini arastirmaktir.

Ingilizce Ogretiminin verimliligini ve etkinligini arttirmak igin yeni yollarm
kesfedilmesine ihtiyag vardir. Ters-yiiz sinif ortamlar1 giiniimiizde diinyanin hemen hemen
her yerindeki egiticimler arasinda hizla yayginlasmaktadir. Bu egitim ortaminda, geleneksel
olarak sinifta yapilan etkinlikler evde; evde ddev olarak yapilanlar ise sinifta yapilmaktadir.
Bu caligma da ters-yiiz simif yontemini Tiirkiye’de ingilizce egitimine uyarlayarak egitim

uygulamalarina degerli katkilar sunmay1 hedeflemektedir.

Bu amagla gretmen-arastirmaci olarak yedi hafta siiren bir ters-yiiz yazma dersinin

uygulandigi bir eylem c¢alismasi tasarladim ve Tirkiye’de bir vakif tiniversitesinin bir
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hazirhik sifindaki yirmi dort dgrenci ile bu ¢alismayn yiiriittiim. Oncelikle, bu ters-yiiz yazma
dersi halen uygulaniyorken Ogretmen-arastirmaci olarak benim tarafimdan arastirmact
giinltigii, dort gozlemci-6gretmen tarafindan sinif gozlem formu ve ters-yliz simiftaki yirmi
dort 6grenci tarafindan da Ogrenci geri bildirim kagitlar ile degerlendirilmistir. Ters-yiiz
yazma dersinin uygulanmasi bittikten sonra da 6grencilerin bu derse yonelik goriisleri,
ogrenci anketi ve odak grup goriismeleri ile alinmistir. Ayrica dgrencilerin yazma becerisi
gelisimleri de hem ters-yliz simiftaki Ogrencilere (n=24) hem de geleneksel siniftaki

ogrencilere (N=24) yazma sinavi1 yapilarak dl¢tilmiistiir.

Hem nitel hem de nicel verilerin ¢dziimlenmesi, ters-yiiz sinflarda yazma becerilerinin
gelisimine dair 6grencilerin olumlu bir goriise sahip oldugunu ortaya ¢ikarmistir. Sonuglar
ayrica, ters-yliz smif Ogrencilerinin yazma basarilarinda geleneksel (ters sinif olmayan)
smifin dgrencilerine kiyasla daha yiiksek basari gosterdigini, dolayisiyla ters-yiiz simif
uygulamasinin ingilizce egitiminde yazma becerisinin gelisiminde etkili bir yol oldugunu

gostermistir.

Sonug olarak, bu eylem arastirmasi, iniversite 6grencilerinin yazma becerilerinin
gelistirilmesine karsi olan algilarinin ve yazma performanslarinin, sinifi ters-yiiz ederek ve
yazmaya yonelik {iriin odakli ve siire¢ odakli yaklasimlar1 birlestirerek gelistirilebilecegini

gostermistir.

Anahtar Kelimeler: Ters Yiiz Smnif, Ingilizcenin Yabanci Dil Olarak Ogretimi, Ingilizce

Yazma Becerisi, Miifredat, Ogretim
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CHAPTER 1

INTRODUCTION

This chapter introduces the background of the study and provides the statement of the
problem. Then, it explains the purpose of the study together with the research questions
guiding this study. Lastly, it presents the significance of the study and definition of the terms
used throughout the study.

1.1 Background of the Study

By the end of the twentieth century, English had already started to become a lingua
franca, the most commonly used language when two people want to communicate with each
other but their first language is different (Harmer, 2007b, p. 13). Since the twenty-first
century, English as being a lingua franca is now spoken “by at least a quarter of the world’s
population” (Harmer, 2007b, p. 18) and is used as the language of economics, academic
discourse, tourism, and popular culture (Harmer, 2007b). That is, many people now desire to
learn English and there are several purposes of it. For example, knowing English increases
one’s chances of getting a better job in companies both in their own country and abroad.
Besides, English is not only necessary for professional development, but one might also
want to learn English for personal growth such as to travel to foreign countries and to
communicate with people from different cultures. Also, one might want to learn English as it
opens the world of science or technology.

It is now of great importance around the world, also in Turkey, to learn English as a
foreign language (EFL). Students in Turkey are provided English education from
kindergarten level to college level serving for different purposes as mentioned above.
English is sometimes offered as a compulsory or elective foreign language course. It might
also be offered as a separate one-year preparatory class, or could be integrated into education
as the medium of instruction. Although students are given foreign language education in
different stages of their lives and also in several forms, language education in Turkey,
unfortunately, fails to meet the expectations. The Ministry of National Education (MNE),
which has been responsible for the national curricula including its planning and delivery for

years, is generally criticized for not performing its duty effectively (Kirkgoz, Celik, &

1



Arikan, 2016). Also, results of the study done by the Ministry of National Education (MNE)
in 2011 revealed students, teachers and administrators do not think the current foreign
language teaching curriculum in Turkey equips learners with necessary knowledge and skills
to communicate well in a foreign language. Those stakeholders of the curriculum who took
part in the study rated the statement “the current educational system prepares students to
communicate well in a foreign language” as among the least agreed four statements out of 36
statements. In other words, students, teachers, and administrators do not have positive
perceptions over the current foreign language education and think that some changes need to
be made. In addition, the 2015 report by Education First (EF) indicated “the EF English
Proficiency Index (EF EPI), a worldwide benchmark for measuring and tracking adult
English proficiency over time” was “very low” in Turkey and Turkey was ranked as the 50th
country out of 70 countries which participated in the research. In short, the study done by the
Ministry of National Education (MNE) in 2011 and the 2015 report by Education First (EF)
show that some changes are necessary to be done in English as a Foreign Language
curriculum in Turkey.

All in all, English education in Turkey seems not to be achieving its goals although
many people desire to learn English. To tackle this problem, it is essential to find new ways
of teaching English and also issues now being researched need to be “revisited” if the quality

of foreign language education is wanted to be increased (Reid, 2001, p. 32).

1.2 Statement of the Problem

Writing in English as a productive skill is crucial because it is one of the four skills in
English together with reading, listening, and speaking skills. Therefore, writing skills
development is an indispensable part of language learning. According to Byrne (1988),
writing teachers’ major aim is to make students aware that one writes to communicate
something. Also, in order to develop good writing skills students need to understand the
purpose of the writing and the audience, organize their ideas, and use appropriate logical
devices as well as grammatical ones (Byrne, 1988).

However, learning how to write in EFL classrooms is challenging for students most of
the time as writing is a complex process which requires the learners to adopt and use
different components of language correctly and appropriately (Biria & Karimi, 2015; Brown,
2001; Bryne, 1988; Ekmekei, 2014; Hedge, 2005). According to Hedge (2005), the



complexity of EFL writing results from a variety of things that effective writing requires.

They are:

a high degree of organization in the development of ideas and information; a high degree of
accuracy so that there is no ambiguity of meaning; the use of complex grammatical devices
for focus and emphasis; and a careful choice of vocabulary, grammatical patterns, and
sentence structures to create a style which is appropriate to the subject matter and the

eventual readers (Hedge, 2005, p.7).

As a matter of fact, the complexity of writing causes challenges for learners such as
low achievement, boredom, lack of motivation, participation and interest (Ekmekgi, 2014);
the difficulty in finding correct grammar structures and vocabulary (Raimes, 1983); the
difficulty in generating and expressing new ideas (Byrne, 1988; Raimes, 1983); its being
time-demanding (Biria & Karimi, 2015; Zamel, 1982); negative learning experiences
brought from the past and lack of interaction (Byrne, 1988); and the focus on more
functional English than academic writing in colleges (Craig, 2013).

To begin with, the complexity of writing generally results in low writing achievement
and negative student perceptions or attitudes towards EFL writing. More specifically,
Ekmekgi (2014) stated this hardship affects student writing performance to a great extent and
might eventually lead to “boredom™ as well as “a lack of interest, participation, and
motivation in the classroom” (p.2).

In addition, Raimes (1983) mentioned students’ complaints about the difficulty of
finding correct grammar structures and vocabulary. According to her, even if their English
proficiency is good enough, students generally face problems in “communicating” their
ideas while writing (Raimes, 1983, p. 13). That is, generating and expressing new ideas
appropriately could be a great challenge for writers. Byrne (1988) raised a similar issue and
remarked finding new ideas becomes difficult when students are forced to write on a specific
topic. If students are given a topic and told to write immediately, they cannot come up with
anything as they feel “obliged to write” (Byrne, 1988, p. 5).

Also, writing is a process which requires a lot of time (Biria & Karimi, 2015; Zamel,
1982) and students are generally not given enough time due to time constraints of the
program (Shukri, 2014). Besides, students might have “frustrating” or ‘“unrewarding”
learning experiences from their previous writing classes in their mother tongue, which they

may bring to their foreign language writing classes with them (Byrne, 1988, p. 6). Those



learning experiences result in negative perceptions of the writing classes, make students
afraid of writing, and demotivate students even if they want to write.

According to Byrne (1988), what also makes writing difficult for students of English
as a Foreign Language is that writing is essentially regarded as an individual activity which
requires you to write on your own (p.4). This, in turn, reduces the interaction among
students. However, learning is a collaborative activity in which individuals learn through
interaction with others as social constructivists like Vygotsky (1978) believe; and the lack of
interaction obviously leads to a failure in writing (Byrne, 1988).

Lastly, as reported by Craig (2013) students in most English preparatory classes do
not have enough time to advance their academic writing skills due to the emphasis on more
functional English skills (p. 4). Even worse, departments expect the English preparatory
classes to have taught those students the necessary academic writing skills; and enough time
for the development of writing is not allotted by departments, either (Craig, 2013, p. 4),
which results in low student writing achievement even when they graduate from college.

In summary, developing EFL writing skill is difficult as it is a challenging process
requiring time, efforts and improvement of several subskills. Therefore, all of the above-

mentioned challenges need to be eliminated if a higher quality of writing program is aimed.

1.3 Purpose of the Study

Flipped classroom, which is “a unique educational environment ... quickly gaining in
popularity among educators worldwide” (Obari & Lambacher, 2015, p. 434), might also
become successful in improving English classes. It leads to a shift in the instructional design
where “that which is traditionally done in class is now done at home, and that which is
traditionally done as homework is now completed in class” (Bergmann & Sams, 2012, p.13).
In other words, students in the flipped classrooms learn the content through videos or any
other materials out of the class and come to the class to do practice through individual or

group activities.

On the one hand, flipped classrooms might worth trying for several reasons. First,
flipped classrooms create more time for the development of higher-order skills by moving
the step of learning the content to outside the class (Alsowat, 2016; Engin, 2014; Gilboy,
Heinerichs, & Pazzaglia, 2015; Johnson & Renner, 2012; Kvashnina & Martynko, 2016;
Nawi et al., 2015; See & Conry, 2014; Talbert, 2012; Talley & Scherer, 2013). They might



also allow for more time for teachers to adopt more process-focused approaches. Second, in
the literature, it is presented that flipped classrooms cause an increase in student
engagement, motivation and satisfaction (Clark, 2013; Davies, Dean, & Ball, 2013; Earley,
2016; Enfield, 2013; Gaughan, 2014; Herreid & Schiller, 2013; McLaughlin & Rhoney,
2015; Strayer, 2012), lack of which pose great obstacles for learning to occur. Third, flipped
classrooms lead to an increase in interaction (Brown, 2012; Clark, 2013; Johnson & Renner,
2012; Lage, Platt, & Treglia, 2000; Marrs & Novak, 2004; Murray, Koziniec, & McGill,
2015; Nawi et al., 2015; N. Schullery, Reck, & S. Schullery, 2011; Roach, 2014; Ronchetti,
2010; Yemma, 2015) because of its social-constructivist roots (Alsowat, 2016; Basal, 2015;
Bishop and Verleger, 2013; Butzler, 2014; Clark, 2013; Collins, 2015; Davies, Dean, and
Ball, 2013; Davis, 2013; Jaster, 2013; Long, Logan, and Waugh, 2016; Merrill, 2015; Nawi
et al., 2015; Oyola, 2016; Speller, 2015; Tétreault, 2013; Yemma, 2015). By reinforcing
interaction, flipping a class transforms the traditional classroom into a more active learning
environment for students (Prince, 2004) which means teachers stop acting as the “sages on
the stage” but rather become the “guides on the side” (King, 1993, p.30). According to King,
in traditional classrooms, teachers transmit the knowledge to students and students absorb
that knowledge only to use in the exams later, but often fail to elaborate on it (1993, p. 30).
He thinks traditional classrooms prove to be ineffective with twenty-first-century students
who are supposed to construct knowledge by themselves. Therefore, by flipping the
instruction and making the curriculum more process-oriented, the current study might prove
to be effective as it places students to the center in which they actively participate in class

activities while making meaning out of them for themselves.

Along with the positive results, there are, however, some negative perceptions over
flipped classrooms cited in the literature. For instance, videos were thought to be boring or
too long by some students (Mull, 2012), instruction through videos was criticized for the
lack of interaction between the teacher and students (Milman, 2012; Ronchetti, 2010), and
also students might resist to flipped classroom as it is something new (Rotellar & Cain,
2016). As there are different opinions over flipped classrooms around the world, what

students in Turkey would think of flipped classrooms is an important issue to be researched.

In addition, it is still not clear whether flipped classrooms affect students’ skills
development. Although there are some studies which found an increase in student
achievement after the implementation of the flipped classrooms (Bates & Galloway, 2012;

Missildine, Fountain, Summers, & Gosselin, 2013; Nawi et al., 2015; Talley & Scherer,



2013), there are also some other studies in which flipped classrooms did not cause a
significant change in student achievement as a result of the implementation of this new
method (Braun, Ritter, & Vasko, 2014; Butzler, 2014; Clark, 2013; Findlay-Thompson &
Mombourquette, 2014; MacDonald, 2015; Saunders, 2014; Willis, 2014). Therefore, more
studies need to be conducted to understand the impact of flipped classrooms on student

achievement.

In the light of the discussions in the literature, two research questions guided this

action study are:

R.Q.1: What are students’ perceptions of flipped writing classroom in a private
university English preparatory class?

R.Q.2: How does flipped classroom affect EFL students’ writing skills
development in a private university preparatory class?

In line with these two research questions, this action study is designed. And its main purpose
is to investigate whether flipped classroom with a mixture of product and process approaches
to writing could be an effective way to overcome the difficulties faced in EFL writing
instruction. Those difficulties are actually common problems in EFL education. That is why
this study, in a broader sense, intends to improve not only writing instruction in English but

also English language education in general.

1.4 Significance of the Study

This study is significant in several aspects. First of all, it is designed as an action study
through which it is expected to find effective solutions (Stringer, 2007) to the previously
mentioned problems that students face in the class. Therefore, it can be said that this study is
important in providing effective solutions enhancing students’ English learning experiences
and their skills development. Besides, action study is a kind of research that seeks the
improvement of the lives of those all involved (Stringer, 2007, p.3). Thus, findings of the
current study are expected not only to enable me (the teacher-researcher) improve my
teaching practices but also to have implications for the instructors in the institution where the
study took place. Accordingly, the study would have a significant impact on program

development because program developers in this particular institution can benefit from



participants’ perceptions and suggestions over flipped writing classroom and improve the

quality of their curriculum.

Also, after the comprehensive review of the literature in Turkey, it can be said there is
a huge gap in the research on flipped class, a newly emerging instructional model. There are
very few studies (Boyraz, 2014; Ceylaner, 2016; Caliskan, 2016; Ekmekgi, 2014; Gok,
2016; Koroglu, 2015; Saglam, 2016; Umutlu, 2016) performed on flipped classroom
investigating it in foreign language education contexts in Turkey, therefore, results of this
action study are thought to make contributions to a knowledge base regarding teaching and
learning in flipped class environments. In addition, from the results of the study educators in
the field might develop several insights into EFL writing instruction in general and make use
of the sides which are relevant to their classes. According to Reid (2001) “the specialization
of English L2 writing is a relatively new area of inquiry” (p. 32), and has been neglected by
researchers and educators for years. Therefore, new methods and techniques need to be
discovered in order to develop EFL learners’ writing skills. This study is expected to have
some valuable implications over EFL practices by offering new possible ways to increase the

effectiveness of those practices.

1.5 Definition of the Terms

The terms defined in this section will refer to the following meanings throughout the

study:

Flipped classroom: It is a learning environment where the instructional design is reversed. In

other words, students learn the content outside the class through teacher-made videos and do
homework related to the content explained in videos. Then, students come to class to

practice through activities.

Traditional/Non-flipped classroom: It is a learning environment where students learn the

content in the class through teacher instruction and practicing with writing tasks. Due to the
lack of time, completing a full paragraph writing may not be possible, so it is generally set as
homework. In this study, the terms traditional classroom and non-flipped class have the

same meaning and are used interchangeably.



English as a Foreign Language (EFL): Learning English as a Foreign Language (EFL)

means studying English at schools and institutions in one’s own country where his/her

mother tongue is not English (Harmer, 2007a, p. 39).

Four pillars of flipped classrooms: These are four components of the flipped classrooms

without which flipped instructional design would prove to be unsuccessful: flexible

environment, learning culture, intentional content and a professional educator (FLN, 2014).



CHAPTER 2

LITERATURE REVIEW

This study investigates college students’ perceptions of flipped classroom in EFL
writing classes and the effect of flipped classroom on their writing skills development. This
chapter tries to provide a rationale for the use of flipped classroom in EFL contexts while
developing writing skills. It is divided into two sections. The first section is about
developing writing skills in EFL classes but first starts with a general description of what
writing is and what two main approaches to teaching writing are. The second section
introduces flipped classrooms in general, and then gives in-depth information on four pillars
of flipped classroom and its historical evolution. Later in this section, reasons for flipping a
class are reviewed and criticism over flipped classrooms are listed together with some

suggestions to improve them.

2.1 EFL Writing

As the starting point of this action study is to find a more efficient and effective way
for writing skills development, the following part of this chapter aims to provide detailed

information on writing skills development in EFL contexts.

2.1.1 What is Writing?

Writing is clearly much more than the production of graphic symbols just as speech is more
than the production of sound.
Byrne, 1988, p.1

Those symbols in writing form words, then words form sentences, and then sentences
are arranged to form a text. In addition to being used to communicate, writing is a process of
self-discovery during which one tries to find a meaning in his life (Murray, 1973, p. 1235). It

is used more to discover than to report. Besides, writing is thinking because by manipulating



those symbols we are able to “see what we have said, reconsider it, refocus it, reconsider it-
think” (Murray, 1973, p. 1235). Writing might also be seen as an art which is a “making,
creating, building” experience (Murray, 1973, p. 1235).

As it serves to a variety of purposes, writing can take many forms ranging from a
shopping list to academic texts, from song lyrics to e-mails, from letters to recipes, etc.
According to Harmer (2007a), not only the purpose and type of writing affect writing
process, but the content (subject matter) and the medium it is written in (pen and paper,
computer word files, live chat, etc.) are also influential factors in writing process generally in
the planning part (p. 4).

After mentioning those factors that may affect writing, Harmer (2007a) suggests four
main elements /stages of writing: planning, drafting, editing (reflecting and revising), and
the final version. In the planning part, writers decide what they are going to say considering
the purpose, the audience, and the type of writing. Some may take detailed notes while
others write notes with only a few jotted words. Although some prefer to write them down,
for some planning in their heads is enough. When it comes to drafting, the first version of a
text is created and waits for editing. In the editing part, changes are made by first looking at
the overall structure, then concentrating on details; by adding, moving, or removing some
parts; by checking for grammatical and mechanical accuracy, ambiguous or wrong words,
and coherence and unity in content; or by getting help from other readers. In the last part,
writers produce their final version of the writing and present it to the audience. Harmer
underlines that these stages are not connected to each other in a linear fashion, but the
process is rather recursive which means writers may re-plan, re-draft, or re-edit if they need
(2007a). Once they think it is the final version, they may publish it. In addition, the first
three stages of writing sometimes take no time at all as writers plan, (re)draft, or (re)edit
while writing the final product.

Brown states “written products are often the result of thinking, drafting, and revising
procedures that required socialized skills, skills that not every speaker develops naturally”
(2001, p. 335). He emphasizes the difference between writing and speaking implying while
speaking skill develops naturally, writing is something that must be taught otherwise cannot
be known. Although there are several approaches to teaching writing, only two of them are

relevant to this study and will be discussed next.
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2.1.2 Product and Process Approaches to Writing

Twenty-five years ago, writing instruction was characterized by an approach that focused on
linguistic and rhetorical form. Since then, we have gone into the woods in search of new
approaches, focusing in turn on the writer and the writer's processes, on academic content, and

on the reader’s expectations.

Raimes, 1991, p. 407

In literature, debates over the effectiveness of product and process approaches to both
L1 and L2 are being done (Harmer, 2007b; Horvath, 2001; Raimes, 1991; Zamel, 1982).
However, the big problem is seeing the process and product approaches as “cither/or rather
than both/and entities” (Raimes, 1991, p. 415). Teachers of L2 writing do not have to choose
one but might integrate two into their teaching through giving importance to both the
product and process (Brown, 2001).

Process approach to writing appeared in the late 1960s and the early 1970s as a
reaction to the product approach in which students were made to do “model writing” which
were evaluated in terms of “content, organization, vocabulary use, grammatical use, and
mechanical considerations such as spelling and punctuation” (Brown, 2001, p. 335). In the
product approach, what was expected from student writers were to write texts which « (a)
meet certain standards of prescribed English rhetorical style (b) reflect accurate grammar,
and (c) be organized in conformity with what the audience would consider to be
conventional” (Brown, 2001, p. 335). The products were graded by the teacher without
giving feedback or an opportunity to revise (Matsuda, 2003, p. 67). Deqi (2005) describes an
EFL writing class of the past as being essentially, if not entirely, a language or a grammar
class; and textbooks for EFL writers as resources filled with guided writing activities
focusing on language structures instead of engaging learners in construction of knowledge or
composing itself (p. 67 and 68). With the emergence of process approach to writing, students
were supposed to create a text, but this time not only the product but also the process - “what
L2 writers actually do as they write” - gained importance (Raimes, 1991, p. 409). Borrowing
techniques from English writing class, EFL teachers in the early 1980s began to adopt the
process approach and textbooks were prepared to present EFL learners the “real writing
experience” (Deqi, 2005, p. 68).

In the process approach to writing, students are expected to be aware of their writing

process going through the stages of writing. In a writing class taught with process approach,
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students are encouraged to discover their own voice; to choose their own topic; to have
something important to say; to get teacher and peer feedback; and to make revisions
(Matsuda, 2003, p. 67). As they write, they think about their readers, but those are “known
readers inside the language classroom” because peers and teachers respond to the ideas in
their writing (Raimes, 1991, p. 412). According to Shih (1986), revisions are in the center of
writing classes taught with the process approach and teachers intervene in the writing
process rather than reacting only to the final product (pg. 623). After getting feedback from
the teacher or peers, students either make revisions on the draft or create anew. That is, the
stages of writing are “transactional and overlapping” (Zamel, 1982, p. 201). However, one of
the disadvantages of process approach is that it takes time (Harmer, 2007b, p. 326). Students
need time to do some language study; to brainstorm or research ideas; to discuss and choose
those that will be used; to write drafts, edit, review; to re-draft or re-edit if needed, which
cannot be done in a few minutes. In addition, interacting with teacher or peers for feedback
requires a considerable amount of time, but revision “with little guidance and commitment”
would make “little sense for the writer - or the reader” (Raimes, 1987, p. 461). Spending so
much time in the process is problematic most of the time because most of the teachers have
to follow rigid curricula or their students might not appreciate the value of it and would
rather finish writing straight away. Therefore, it is suggested to explain the aim of the
process approach to students well and to encourage them by training in using correction
symbols, doing checklists, or involving in collaborative writing (Harmer, 2007a, p. 10).

They should be taught to follow these stages even in the exam (Harmer, 2007b, p. 327).

2.1.3 Writing in English as a Foreign Language (EFL) Classes

First of all, it is necessary to explain what it means to learn English as a foreign
language. In the context of this study, EFL learners are those whose mother tongue is not
English and “who are studying general English at schools and institutions in their own
country” (Harmer, 20073, p. 39). Although they know how to write in their mother tongue, it
should not be assumed “the ability to write in mother tongue can be transferred to the foreign
language” (Byrne, 1988, p. 5). In addition, knowing how to write in mother tongue does not
necessarily mean they are proficient in their mother tongue and they can write effectively.
Actually, most of them are “basic writers in that they are likely to have received little

practice and little instruction in writing in any language” (Raimes, 1987, p. 441). Therefore,
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they may lack some necessary organizational skills for writing and they will not be able to

write effectively in a second language, either.

In addition to its being one of the four skills of English language, there are several
reasons to teach writing in EFL context: a) It serves for different learning styles and needs.
b) It satisfies a psychological need by giving some evidence of progress to learners though it
cannot be a real sign of their acquirement. c) It creates a more effective learning
environment through integrating skills and thus providing an opportunity for exposure to the
target language through more than one medium. d) It provides variety for both in-class and
out-of-class activities. €) It is generally needed for both formal and informal testing (Byrne,
1988, p. 6 and 7). Byrne (1988) adds writing texts might be used as contexts for learning at
high levels of language proficiency. Also, writing may even become a goal depending on the
general structure of the educational program.

After deciding on the necessity of writing, need for an effective design and
implementation of writing raises. Ferris and Hedgcock (2005) in their book titled as
Teaching ESL Composition: Purpose, Process and Practice write about the principles of

syllabus design and lesson planning as follows (p. 106):

« A clear understanding of learners’ backgrounds, needs, expectations, styles, and
strategies, as well as institutional requirements (as identified in systematic and
ongoing needs analysis) is crucial to the formulation of achievable course goals and

instructional objectives.

« The most effective syllabi, course outlines, and lesson plans are those that
accommodate multiple, recursive writing processes by allowing adequate time for
reading and exploring genres, composing and revising drafts, giving and using

feedback, and exploring new content.

« Maintaining a clear sense of instructional objectives in constructing daily lesson
plans enables the teacher to affect coherent instruction by connecting tasks within

lessons and by linking each lesson to past and future lessons.

Flexibility is essential in all aspects of instructional planning.

It is impossible to undermine the importance of writing as a skill, but learning it is

difficult and challenging for most learners. Therefore, teachers of EFL writing must help
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their students in the writing process by teaching these micro-skills for writing suggested by
Brown (2001, p. 343) in Table 2.1:

Table 2.1
Micro-skills for writing

1.

2
3.
4

10.

11.

12.

Produce graphemes and orthographic patterns of English.
Produce writing at an efficient rate of speed to suit the purpose.
Produce an acceptable core of words and use appropriate word order patterns.

Use acceptable grammatical systems (e.g., tense, agreement, and pluralization), patterns,
and rules.

Express a particular meaning in different grammatical forms.

Use cohesive devices in written discourse.

Use the rhetorical forms and conventions of written discourse.

Appropriately accomplish the communicative functions of written texts according to form
and purpose.

Convey links and connections between events and communicate such relations as main
idea, supporting idea, new information, given information, generalization, and
exemplification.

Distinguish between literal and implied meanings when writing.

Correctly convey culturally specific references in the context of the written text.

Develop and use a battery of writing strategies, such as accurately assessing the
audience's interpretation, using prewriting devices, writing with fluency in the first drafts,
using paraphrases and synonyms, soliciting peer and instructor feedback, and using
feedback for revising and editing.

When designing an EFL writing instruction, it is crucial to use a variety of techniques

in order to appeal to different learner styles and needs. And some of these techniques are

mentioned by Brown (2001) for those teachers who adopt a more process-oriented approach
(p. 348):

Before Writing:

Brainstorming

Listing

Discussing a Topic or Question

Reading extensively/Skimming/Scanning a Passage
Conducting Some Outside Research
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e |nstructor-initiated Questions and Probes, etc.

While and After Writing:

® Optimal Monitoring of One’s Writing (without premature editing and diverted
attention to wording, grammar, etc.)

® Peer-reviewing for Content (accepting/using classmates’ comments)
Using the Instructor’s Feedback

Editing for Grammatical Errors

Proofreading

While designing an EFL curriculum it should not be forgotten that although skilled
writers are able to use well-developed methods in their writings, less skilled ones need to be
taught some pre-writing strategies or invention techniques (Zamel, 1982, p. 203).
Furthermore, Raimes (1987) suggests an ESL writing curriculum should take into account
that some students may have already internalized writing strategies, “not all of which may be
facilitative, which may need to be developed, refined, or changed” and therefore may need to
be exposed to more instruction and practice with strategies (p. 460).

2.1.4 Teaching Paragraph Writing in EFL Classes

According to Hyland (2004), the focus is generally on the text functions when one
teaches how to write paragraphs and prepare students for academic writing at the college or
university (p. 6). The aim is to guide students in composing effective paragraphs with well-
written topic sentences, supporting sentences, and concluding sentences. Along with
structural entities, students are also taught some organizational patterns such as narration,
description, and exposition. Typically, each task starts with sentence-level activities as
reordering sentences to form a paragraph, correcting mistakes in a given text, selecting the
appropriate sentence to fill the gap in a paragraph. Later, teachers check student
understanding on a model text and provide scaffolding activities for writing to improve their
language skills (e.g., grammar, vocabulary, and spelling). These activities might include

mechanical exercises, developing an outline, clustering, free writing, reading etc.

However, Hyland mentions a criticism over this product-oriented approach with these
words: “Writing, however, is more than a matter of arranging elements in the best order, and
writing instruction is more than assisting learners to remember and execute these patterns”

(2004, p. 7). It may be concluded that the focus of writing should not be on merely text
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functions, but also on the writer and writing process. Zamel suggests that teachers should
help students realize “decisions about form and organization only make sense with reference
to the particular ideas being expressed” (1983, p. 181). According to him, students should be
taught to explore ideas and to decide the best way to communicate those ideas and they
should be given enough time to have their “intention and expression become one” in their
final draft (1982, p. 205). They should also be reminded to approach writing as a problem-
solving process where they have to use some strategies or micro-skills to solve problems in

their writings.

Besides, teachers in EFL writing classes should not be just demonstrators or
resources, but also they should be motivators, feedback providers/responders, and/or
evaluators from time to time. Below are the roles of the EFL writing teachers explained in
detailed:

Demonstrator: One of the most important roles of an EFL writing teacher is to demonstrate
the essential writing conventions and genre functions specific to the type of the writing tasks
(Harmer, 2007a, p. 41). However, it is crucial to note that this demonstration does not mean

to teach them explicitly, but to make students aware of them.

Motivator: Student motivation is not essential for writing if they are motivated to write
(Murray, 1973, p. 1236). That is, teachers have the responsibility to motivate their students
in order to make them successful writers. This can be accomplished through creating the
appropriate environment for the generation of ideas in the pre-writing stage, convincing
them for the usefulness of the assigned tasks, encouraging them to do their best, etc.
(Harmer, 2007b, p. 330).

Resource: Writing teacher as a resource must be ready to provide learners with information,
language, advice, or suggestions where and when necessary (Harmer, 2007b, p. 330). This

requires a great deal of time and commitment, especially during extended writing tasks.

Feedback Provider/Responder: Although approaches to writing instruction have changed

throughout the years, the never-changing emphasis has been on the feedback which is seen
as the “critical, nonnegotiable aspect of writing instruction” by both teachers and students
(Ferris & Hedgcock, 2005, p. 185). In most EFL/ESL contexts, whether to give feedback or
not is not currently being discussed but the issue is more to do with “how” (Erel & Bulut,

2007, p. 399). According to Horvath, “the amount and type of feedback, the timing, the
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mode, the provider, and the subsequent application of it continues to pose research design
and pedagogical problems” (2001, p. 27). Following some principles suggested by Ferris and
Hedgcock (2005) when responding to student writing might eliminate those problems as
much as possible (p. 190-192):

1. The teacher is not the only respondent.

2. Written commentary is not the only option.

3. Teachers need not respond to every single problem on every single student draft.
4. Feedback should focus on the issues presented by an individual student and his
or her paper, not on rigid prescriptions.

5. Teachers should take care to avoid “appropriating,” or taking over, a student’s
text. Final decisions about content or revisions should be left in the control of the
writer.

6. Teachers should provide both encouragement and constructive criticism through
their feedback.

7. Teachers should treat their students as individuals, considering their written
feedback as part an ongoing conversation between themselves and each student
writer.

Related to the first principle mentioned above, peer response is being discussed in the
literature (Ferris & Hedgcock, 2005; Hyland, 2004; Ren & Hu, 2012). Chen (2016) asserts
that there is an increasing support for peer response in EFL/ESL contexts in the past 20 years
from four theoretical frameworks: process-oriented writing approach, Vygotsky’s
sociocognitive theory of learning, collaborative learning theory, and interactionist theory of
L2 acquisition (p. 366). Supporters of peer response mention some of the advantages of it
which could not be disregarded. It encourages the learners to work collaboratively; helps
them in the challenging work of editing and revising (Harmer, 2007a, p. 115); is much more
available and immediate than that of teacher’s (Hung & Young, 2015, p. 251); decreased the
writing anxiety (Yastibag & Yastibas, 2015); and increased the student writing achievement
and involvement (Miftah, 2016). On the other hand, opponents of the peer response state that
it does not work when students do not value their peers’ opinions; when they do not want to
work with their peers or they cannot work well with others (Harmer, 2007a, p. 117); when it
is less reliable and valid than that of teacher’s (Hung & Young, 2015, p. 251); and when it
allows for only surface corrections in the language used (Ren & Hu, 2012, p. 4). To make
peer response activities work, it is suggested to be made the integral part of course instead of
regarding it as an isolated part of the pedagogical practice; to be modeled or supported with
teacher input; to build peer response skills throughout the course, not only in one activity; to
carefully structure the peer response tasks and to vary them considering individual students’
needs; to hold students accountable for giving feedback and thinking critically on the

feedback they have received from their peers; and to plan the logistics concerning the size
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and the form of the peer response groups, the mode of delivery, etc. (Ferris & Hedgcock,
2005).

Evaluator: The issue should not be assessing what is being taught, but teachers should
evaluate the written works of students in order to tell both students and themselves how well
they have done (Harmer, 2007a, p. 42). This should be done through the articulation or
implication of “clear, specific, unambiguous criteria” of evaluation (Reid & Kroll, 1995, p.
22). According to Hamp-Lyons (2001), the first three generations in writing were direct
testing, multiple-choice testing, and portfolio-based assessment (p. 117). However, this does
not mean they are not currently being used. All those three types and the fourth one which is
likely to be technological, humanistic, political, and ethical are possible types of assessment
for educators of today. The common problem with all types of writing assessment is its
being “a wholly human endeavor,” therefore, assessing process needs to be designed
carefully considering the task, the writer, the scoring procedure, and the reader (Hamp-
Lyons, 1990, p. 82). Test development and its validation, test taking, and test rating are
critical issues to pay attention in the evaluation process.

2.2 Flipped Classrooms

There is a growing instructional trend in developing language classrooms in a flipped
environment. Therefore in this section | will try to define what a flipped classroom is;
explain how the idea of flipping a class started and changed throughout the time; and lastly
talk about the reasons why/why not educators flip their classes together with some

suggestions for those who might want to flip their classes based on the literature.

2.2.1 What is Flipped Classroom?

Flipped classroom, in a very broad sense, can be described as a concept in which
students learn the course content out of the class and spend in-class time with their teacher
and peers doing practices. In other words, it is an educational setting where “that which is
traditionally done in class is now done at home, and that which is traditionally done as

homework is now completed in class” (Bergmann & Sams, 2012, p. 13). The main aim in
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flipping a class is to make students learn basic knowledge outside the classroom and then
come to class to deepen that knowledge (Love, Hodge, Grandgenett, & Swift, 2014, p. 318)
or to apply. Outside classroom activities may vary from “watching videos” to “visiting
course-related websites, listening to audios, reading related references etc.” and inside
classroom environment enhances “pair work, group work, hands-on activities and high-level
thinking activities” (Alsowat, 2016, p. 109).

In literature, there are different terms used for flipped classroom. Lage, Platt, and
Treglia were among the very first researchers who wanted to create a learning environment
to appeal to a variety of learner types “without inordinately increasing contact time or
sacrificing course coverage” and they called that new learning environment as an “inverted
classroom” in which students from the five sections of a microeconomics class were
assigned multimedia lectures to study at home and to come to class for discussions and
experiments or labs (2000, p. 31). Similar idea to flipped classroom was referred by Novak,
Patterson, Gavrin, and Christian in 1999 in their book Just-In-Time Teaching: Blended
Active Learning With Web Technology as “just-in-time teaching” (as cited in Marrs &
Novak, 2004, p. 49) where students use materials posted on the Web to prepare for class and
they do warm-up assignments whose results are used by faculty members to design an
interactive classroom environment (Marrs & Novak, 2004, p. 49). Another term referring to
the flipped classroom was “inverted learning” used by Davis (2013) who defines it as an
instructional model organizing the design and delivery of instruction in a way that students
learn before coming to class and the instructor can spend class time with application
activities (p. 241).

Lastly, Flipped Learning Network, comprising experienced flipped educators,
suggested a new term “flipped learning” and described it as “a pedagogical approach in
which direct instruction moves from the group learning space to the individual learning
space, and the resulting group space is transformed into a dynamic, interactive learning
environment where the educator guides the students as they apply concepts and engage
creatively in the subject matter” (2014). However, it is important to note that Flipped
Learning Network makes a distinction between these two terms - flipped classroom and
flipped learning - stating “flipping a class can, but does not necessarily, lead to flipped
learning” (2014). That is, flipping a class means more than the shift in course design and
teachers adopting flipped learning approach must consider four pillars of F-L-I-P (FLN,

2014) which would be described in the next subsection.
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2.2.2 Four Pillars of Flipped Classrooms

There are four pillars of flipped classrooms proposed by Flipped Learning Network -
FLN (2014). First is a flexible environment which provides students different ways to learn
the content and demonstrate mastery. In addition, enough space and time frames are assigned
for interaction with others and for their reflection on what they have learned. In the flexible
environment of flip, teachers also make adjustments in the learning environment after
observing and monitoring students. The second pillar is learning culture which is learner-
centered and created through meaningful, scaffolded and accessible learning activities
provided by the teacher. The third one is intentional content which is prepared to develop
students’ conceptual understanding and procedural fluency. It is also differentiated and made
relevant and accessible to all students. The fourth and the last one is a professional educator
who is expected to give immediate and appropriate feedback, conduct both formative and
summative assessments, and connect with other educators to improve instruction. Without

these above-mentioned pillars, flipping a class fails to be successful.

2.2.3 A Brief History of Flipped Classrooms

Despite its being popularized with the publication of Bergmann and Sams’s book Flip
Your Classroom: Reach Every Student in Every Class Everyday (2012), flipped classroom
approach has evolved from the works of various educators, theoreticians, and researchers
such as Baker (2000 and 2011), Khan (2012), Lage, Platt, and Traglia (2000), Mazur (1996
and 2009), and Strayer (2007).

History of flipped classroom could be traced back to the late 1990s when Lage, Platt,
and Traglia inverted their microeconomics classes in Miami University and found that the
course format “allows the instructor to present options that appeal to most learning styles
while still maintaining control over course coverage and content” (2000, p. 41). Around the
same time with them, J. Wesley Baker decided to send his slides to students, in his
multimedia program screen design class, to read before the class instead of wasting time in
class to just copy them down. He complained “the information on the slides is going from
the screen to your notes without passing through either of our brains” (2011) and designed
his first “The Classroom Flip” where he used technology to move the transmission of

knowledge outside of classroom and in-class they had time to follow these four steps
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“clarify, expand, apply, and practice” while he was there to see what they were experiencing,
why they were struggling, or what questions they had (2000).

Another important figure in the history of flipped classroom approach was Harvard
professor Eric Mazur who had published a book in 1996 introducing a new teaching strategy
called “peer instruction” to eliminate the problem in traditional presentation of knowledge
“nearly always delivered as a monologue in front of a passive audience” (p. 9). With peer
instruction method, students were expected to read materials at home; and answer questions
first through clickers and then in-class discussions together with their peers. According to
Mazur, this method gave students time to assimilate and think (1996) because it engaged
students actively in the learning process and provided frequent and continuous feedback to
both students and instructors regarding the level of understanding of the subject (2009).

Later, in 2004, Salman Khan started posting his math’s lessons online, in his words, to
experiment with some ideas which are “new incarnations of well-proven principles” (2012,
p. 5). Five years later, he decided to establish an academy - named Khan Academy - where
he aimed to “provide a free, world-class education for anyone, anywhere” (2012, p. 5).
When it came to the year 2012, more than six million students every month watched the
lessons online and this number grew by 400 percent every year (2012, p. 8).

Later, in 2007, in his dissertation “The effects of the classroom flip on the learning
environment: A comparison of learning activity in a traditional classroom and a flip
classroom that used an intelligent tutoring system” Strayer wrote about his experiences of
comparing one inverted introductory statistics class with the traditional class. He found that
students in the flipped classroom were less satisfied as the structure of the classroom lead to
feelings of unsettledness, which suggests students need some time to adjust to flipped
classrooms (2007, p. 181).

Lastly, as mentioned above, flipped classroom approach has gained popularity with
and is usually attributed to two chemistry teachers from Colorado, Bergmann and Sams. In
their book, they tell their story of how flipped classroom was born with one question: “What
if we prerecorded all of our lectures, students viewed the video as ‘homework,” and then we
used the entire class period to help students with the concepts they do not understand?”
(2012, p. 5). To see whether it would work, they prerecorded their all chemistry and
Advanced Placement (AP) chemistry lectures and sent them to their students during the
2007-08 school year. They admit the fact that they were not the first educators to use
screencast videos as an instructional tool, but were “early adopters and outspoken
proponents of the tool” without which the flipped class would not have been possible (p. 6).

Students watched those videos as homework and in the class, Bergmann and Sams could

21



spare more time for both the labs and the problem work time. After the implementation of
flipped classroom for one year, they stated their contentment with how their students were

learning.

2.2.4 Research on Preferences for Flipping Classrooms

Research on preference for flipping classrooms can be put into four main categories:
developing higher order thinking skills; increasing achievement; increasing both teacher-
student interaction and student-student interaction; and lastly increasing student engagement,
motivation, and satisfaction.

The first and most important reason why researchers (Alsowat, 2016; Engin, 2014;
Gilboy, Heinerichs, & Pazzaglia, 2015; Johnson & Renner, 2012; Kvashnina & Martynko,
2016; Nawi et al., 2015; See & Conry, 2014; Talbert, 2012; Talley & Scherer, 2013) adopt
flipped classroom is to have students apply higher-order thinking skills suggested in
Bloom’s Taxonomy. Bloom’s taxonomy is a framework for classifying educational
objectives into the categories getting higher from simple to complex and from concrete to
abstract (Krathwohl, 2002, p. 212). In the revised version of Bloom’s taxonomy, lower-order
thinking skills are remembering, understanding and applying while higher-order skills are
analyzing, evaluating, and creating. Those who have decided to flip their classroom, as cited
above, all complain that in traditional classrooms learning does not go beyond the lower-
order thinking skills. As a result of their studies, it was found that flipped classroom
approach is effective in increasing students’ higher-order thinking skills. According to them,
the reason for that is in flipped classes students remember, understand, and apply the content
at home through videos, readings or audios etc., and they have time to analyze, evaluate, and
create a content in class through activities done together with peers and the teacher.

Aiming to make students achieve higher-order skills is related to the second
preference for flipping a class: increasing achievement. Looking through the literature, it
could be seen that results regarding the impact of flipped classroom on students’ academic
performances are varied. In some studies (Bates & Galloway, 2012; Boyraz, 2014; Cakir,
2017; Caligkan, 2016; Ekmekgi, 2014; Missildine, Fountain, Summers, & Gosselin, 2013;
Nawi et al., 2015; Saglam, 2016; Talley & Scherer, 2013), students in the flipped classroom
had statistically higher exam grades than those in the traditional classroom. For instance;
Missildine et al. did a research with nursing students. Examination scores were higher for the

flipped classroom of lecture capture with innovative classroom activities despite the fact that

22



students in this group were less satisfied with the flipped classroom method (2013). Another
study was done by Talley and Scherer (2013) together with their undergraduate psychology
students at a mid-Atlantic historically Black college and university. Comparing the final
course grades of the flipped classroom to the traditional class from previous semesters, their
study revealed that flipping a class along with learning techniques - self-explanation and
practice testing - increased the final course grades. However, in literature there are also some
studies (Braun, Ritter, & Vasko, 2014; Butzler, 2014; Clark, 2013; Findlay-Thompson &
Mombourquette, 2014; MacDonald, 2015; Saunders, 2014; Willis, 2014; Yavuz, 2016) in
which researchers reported nonsignificant or no change in students’ exam performances. For
example; Clark (2013) flipped a secondary mathematics classroom in order to improve
student academic performance but no significant changes were found between the flipped
and traditional classrooms. Another study was done by Saunders in 2014 to examine the
effect of the flipped classroom in high school mathematics. Results of the study showed that
the flipped classroom did not prove to be successful in increasing student academic
performance. More surprisingly, there are even some studies finding an increase in student
performance from the flipped classroom when measured once, but no change in another
measurement. For example; Love, Hodge, Grandgenett, and Swift (2014) in their study
conducted with two sections of an applied linear algebra course found that students in the
flipped classroom had a more significant increase between the sequential exams compared to
the students in the traditional lecture section, while performing similarly in the final exam.
Similar results were found in Marlowe’s research (2012) where he reported that exam grades
in Environmental Systems and Societies (ESS) course did not show significant improvement
although semester grades did. All those studies mentioned above explored the effect of
flipped classroom on achievement through quantitative methods. In addition, there were
some qualitative studies investigating the effect of flipped classroom on academic
performance through students’ or teachers’ perceptions. For example, Findlay-Thompson
and Mombourguette (2014) interviewed seven students from the flipped class and some
students said they think they earn better grades after attending this flipped classroom
although the statistical analysis of exam grades does not support students’ views of their own
learning. Another study was done by Foertsch, Moses, Strikwerda, and Litzkow (2002)
results of which revealed that 59% of students believed that moving the lectures outside of
classroom through eTEACH had a positive effect on their learning; 25% of them felt it did
not make a difference, and only 16% said it had a negative effect. As it can be seen, the
current literature on flipped classroom presents mixed results regarding its impact on

students’ skills development. Therefore, further research is needed to be conducted to better
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understand whether flipped classroom could be an effective way of increasing student
achievement or skills development.

Third reason for flipping a classroom is increasing interaction not only between
teacher and students but also among students (Brown, 2012; Clark, 2013; Johnson & Renner,
2012; Lage, Platt, & Treglia, 2000; Marrs & Novak, 2004; Murray, Koziniec, & McGill,
2015; Nawi et al., 2015; N. Schullery, Reck, & S. Schullery, 2011; Roach, 2014; Ronchetti,
2010; Yemma, 2015) because it has social-constructivist roots and it leads to a more active
learning requiring engagement of students in the learning process (Prince, 2004, p. 1).
Ronchetti (2010) did an experiment with pre-recorded lectures of an introductory
programming course that students were supposed to view and understanding before the
class. The purpose of this experiment was to make in-class time and teaching more
interactive through open discussions, collective exercises, clarifications and question
answering. Survey results showed that pre-recorded videos allowed for more interaction
among students and teacher and doubled the time students spend with the teacher (p. 47). In
their research article Lage, Platt, and Treglia (2000) reported two instructors’ positive
perceptions of the flipped classroom as there was more time for one-on-one interaction with
students in the classroom without sacrificing the course coverage. Both instructors were
satisfied with the approach stating that students generally liked the idea of working together
and seemed to learn from other students. They also added students were not afraid of asking
guestions in class, most probably due to the increased opportunity for one-on-one interaction
with the instructor. Besides, they found teaching more stimulating saying: “every day was
different and required active involvement with the students” (p. 37). Besides, Nawi et al.
(2015) concluded that interaction created in the flipped classroom allowed the teacher to
better identify students’ capabilities and the levels of understanding, and to help them in the
areas they are struggling. They also wrote that the students in their flipped classroom
believed the student-teacher interactions gave them the opportunity of asking questions to
their teacher one-on-one. According to the study done by Yemma (2015) “twenty-first
century skills such as collaboration and cooperation were fostered through the flipped
classroom models interaction levels” (p. 180). Gannod, Burge, and Helmick (2007) listed
three reasons to flip a classroom and all three are related to increased opportunities for
interaction. The first is that lessons could be focused on the interaction with students. The
second is flipped classroom can be filled with hands-on activities which increase student and
teacher engagement. The last one is the opportunity to build interactions between students

and guest speakers through podcasting.
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Fourth and the last main preference for flipping a class is cited as an increase in
student engagement, motivation and satisfaction (Clark, 2013; Davies, Dean, & Ball, 2013;
Earley, 2016; Enfield, 2013; Gaughan, 2014; Herreid & Schiller, 2013; McLaughlin &
Rhoney, 2015; Strayer, 2012). For example, Earley (2016) flipped his graduate qualitative
research methods class so as to have more time with his students and more time for his
students to engage in doing qualitative research instead of hearing it. Strayer (2012) reported
that students in the flipped class were more willing to work together; to engage in class
activities; and to explain concepts to their peers than the students in the traditional
classroom. In their study, McLuaghlin and Rhoney (2015) measured engagement with the e-
learning tool through the pages loaded and the number of days accessed and found that
engagement is positively related to academic performance. Davies, Dean, and Ball (2013)
also found technology enhanced flipped classroom was both effective and scalable
facilitating learning than the simulation-based training; and students thought it is more
motivating and satisfying as it provided more opportunities for greater differentiation of
instruction.

In addition to these four main preferences for flipped classrooms mentioned above,
there are also some others cited frequently in literature. One of them is flipped classroom
may better serve for a wide range of learning styles. For example, Lage Platt, and Treglia
(2000) decided to flip their classroom to appeal to various learning styles; provided their
students with such multiple ways to study and practice the content as watching the
videotapes, listening to the PowerPoint with sound presentations, reading a textbook,
worksheets and reviews, old exams, quizzes, or a chat room; and let their students choose the
tool that worked best for them. Another is improving self-efficacy in student ability to learn
independently (Baker, 2000; Enfield, 2013) through videos at home, differentiated
instruction, increased interaction in flipped classrooms, or in short four pillars of flipped
learning.

Besides, Fulton (2012) in her article wrote ten reasons - some of which were similar to
those mentioned above - why a southern Minnesota school district flipped its math

classrooms:

1. Students move at their own pace.

2. Doing “homework” in class gives teachers better insight into student difficulties and
learning styles.

3. Teachers can customize and update the curriculum, and provide it to students 24/7.

4. Students have access to multiple teachers’ expertise
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5. Teachers flip professional development by watching each other’s videos and learning from
each other.

6. Classroom time can be used more effectively and creatively.

7. Parents have a window into the coursework.

8. Student achievement is increasing, so is interest and engagement in higher-level math.

9. Learning theory supports the new approaches.

10. The use of technology is flexible and appropriate for 21st century learning.

Lastly, Bergmann and Sams to whom flipped classroom is mostly attributed listed
some reasons different from those mentioned above why one should flip his/her classroom
(2012). They stated flipping helps students to move at their own pace through pausing and
rewinding their teacher; and it helps those who miss the class, who are busy, who are
struggling, and who want to excel regardless of their abilities. According to them, flipped
classroom is effective as it speaks the language of today’s students engaging them in their
learning. They also wrote some other reasons which affect teachers such as increasing their
interaction with students; giving a chance to get them know better; making their classroom
transparent with an access to their teaching through the internet; and changing the way for
classroom management as flipping diminishes the number of bored, distracted, and

unmotivated students.

2.2.5 Criticisms and Suggestions for Flipped Classrooms

Despite numerous reasons for a preference over flipped classrooms, there also some
criticisms cited in literature such as teachers’ fear of losing their authority, problems with the
videos (e.g. too long or boring, lack of interaction, unable to ask questions to the teacher,
students’ coming to class without watching), lack of technological devices, lack of teacher
training, student resistance to something new, etc.

To start with, according to Mull (2012) first criticism done by teachers is that in
flipped classrooms they think their role becomes less important as students take the control
of their own learning. However, teachers actually have more responsibilities like learning
how to manage technology, making sure that students do out-of-class activities, and
producing rich resources for their students. Rotellar & Cain (2016) recommends those
teachers should be encouraged to “offer something that students cannot get by reading a

book or watching a video” (p. 6). They emphasize the fact that those who see themselves as
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“great teachers” before will continue to be as good or perhaps even better teachers regardless
of the teaching environment (p. 6).

Second, students would not want to watch videos finding them boring or long (Mull,
2012). In order to eliminate this problem, teachers should keep their videos short (five to ten
minutes) and they should use different methods of instruction. In addition, the out-of-class
part of the flipped classroom is criticized lacking student-teacher interaction in video
lectures (Milman, 2012; Ronchetti, 2010). In a study done by Gilboy, Heinerichs, and
Pazzaglia (2015), students complained about not having the professor available when they
wanted to ask questions while studying at home (p. 112) so an online discussion board where
the teacher could answer questions is suggested. Mull had another suggestion: forming “a
cycle of inquiry” where students ask questions or discuss the parts they could not understand
(2012).

In addition, students might not have the necessary technological devices, therefore,
before flipping the classroom teachers should make sure that all students access to the
content one way or another (Roach, 2014; Mull, 2012). Depending on the resources teachers
have, this might be done through preparing DVDs for students who do not have the Internet,
or schools open their computer labs for self-study, etc.

Also, as mentioned in Braun, Ritter, and Vasko’s study, if you do not have time to
watch videos at home time spent in class is useless (2014, p. 5). And according to Mull, one
of the concerns over flipped classroom is teachers cannot know whether students complete
the out-of-class assignments. However, this risk is always present for homework part in
traditional classrooms (2012). In order to diminish this risk, teachers in flipped classrooms
should have control over their students by asking every student to submit quizzes,
reflections, questions, etc.

Another criticism over flipped classrooms is teachers might not have the time or lack
training to teach in this kind of classroom, which is “time-consuming and requires a
commitment on the part of the teacher” (Findlay-Thompson & Mombourquette, 2014, p. 66).
Mull (2012) suggests teachers should start small, flipping one course once or twice a week.
They might cooperate with other teacher adopting a team approach and getting involved in
ways with which they feel comfortable. Flipping a class requires more time and energy
investment on the side of the teacher, but this will be only in the development phase and will
theoretically return to ‘normal levels’ the following years (Rotellar & Cain, 2016, p. 6).

In addition to those mentioned above, Ronchetti (2010) stated criticism over flipped
classrooms that they cannot be applied universally. For example, it would not be applicable

to courses that change from one year to the next maybe because they use evolving
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technologies or research topics needed to be updated (p. 48). Besides, students in the study
conducted by Braun, Ritter, and Vasko (2014) said that the inverted classroom should not be
used exclusively as it is not suited for all topics or all courses (p. 4). It is suggested that
before adopting the flipped classroom, one should make sure that curriculum goals would be

achieved through applying that kind of instructional design (Rotellar & Cain, 2016, p. 6).

Another concern regarding flipped classroom is student resistance to a new approach.
Most studies report that educators and students appreciate the change with flipped
classroom, but generally only after it has occurred. Before flipping starts, “Several years of
ingrained habits and beliefs must be overcome,” and both educators and students need to be
convinced that this change will be advantageous for both sides (Rotellar & Cain, 2016, p. 5).

Given all the benefits and drawbacks of flipped classroom, it appears that there is still
a need to do more research. And, considering the nature of this study it is necessary to do a
research on flipped classroom’s efficacy and effectiveness, particularly in EFL writing
classes. Therefore, it is important to have a look at the literature in EFL contexts.

2.3 Summary of Literature

This chapter reviewed the relevant literature on EFL writing and flipped classrooms
through discussing their importance in the field of education. It also included examples from
the studies done both in Turkey and around the world.

First, this chapter provided an overview of how writing skills are developed in EFL
classes and touched upon the big problem of seeing the process and product approaches to
writing as “either/or rather than both/and entities” (Raimes, 1991, p. 415). Therefore, along
with its main purpose, this action study is designed so as to integrate the product and process
approaches in the EFL writing curriculum for preparatory school of the university.

Literature has also revealed a growing instructional trend - flipped classrooms - for
skills development in education. Research on preference for flipping classrooms showed
teachers flip their classes for different reasons such as to develop students’ higher-order
thinking skills; to increase achievement; to increase both teacher-student interaction and
student-student interaction; and lastly to increase student engagement, motivation, and
satisfaction. However, results vary and it is still not clear whether flipping an EFL class is an

effective way for the development of writing skills. Therefore, this action study aims to fill
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the gap in the literature. This study is designed to investigate what students’ perceptions are
over flipped classrooms and how this newly-adopted instructional trend might affect writing
skills development.

In the light of the literature reviewed, flipped writing classes for this action study are
formed considering the four pillars of flipped classrooms - flexible environment, learning
culture, intentional content and professional educator - with which flipping a class proves to
be successful (Flipped Learning Network, 2014). In addition, the cited criticisms and
suggestions provided valuable insights for the flipped classes in this study such as teachers’
fear of losing their authority, problems with the videos - e.g. too long or boring, lack of
interaction, unable to ask questions to the teacher, students’ coming to class without
watching — (Mull, 2012), lack of technological devices (Roach, 2014; Mull, 2012), lack of
teacher training (Mull, 2012), student resistance to something new (Rotellar & Cain, 2016).

In short, this action study aims to fill the gap in the literature by examining the role of
flipped classrooms on college students’ skills development in EFL writing classes. It is
hoped that results of this action study will contribute to the field of language education both
in theory and practice. Next chapter provides detailed information on how this action is

designed and conducted.
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CHAPTER 3

METHOD

This chapter first presents the design of the study; participants and role of the
researcher. Next, it provides detailed information on instruments used in the data collection
process. Then, implementation of the flipped and non-flipped classes are described together
with the procedures for data collection and analysis. Lastly, the method of the study is
discussed under the headings of the trustworthiness and limitations of the study.

3.1 Overall Research Design of the Study

This study is designed as an action study in which mixed-methods data collection
tools were employed to investigate how college students’ writing skills could be developed
in flipped classrooms and how those students would perceive the flipped EFL writing
classes. The purpose of the study is to improve teaching and learning in EFL classes.

It is formed as an action study, a systematic research with an aim to find effective
solutions to people’ problems they face in their everyday lives (Stringer, 2007, p. 1).
Therefore, it seeks to investigate whether flipping a class could be an effective way to solve
the problems students face in EFL writing classes. Action study is chosen as it is a type of
research which is widely used in education by teachers or institutions who hope to improve
their performance (Hien, 2009). That is, main goals of this action study are professional
development and school improvement through making necessary changes in the curriculum.
In addition, action study is thought to be advantageous because one does not need to wait
until the end to make changes in an action research. As Hien (2009) states, action study has a
cyclic process which enables teachers to learn about their teaching; to make changes and put
them into action; and then to learn what happens, thus going through the cycle again (p.105).
The action research model suggested by Kemmis and McTaggart (as cited in Kemmis,
McTaggart & Nixon, 2014) is thought to be appropriate for the design of this action study. In
the model, the study involves “a spiral of reflective cycles” and moves along the steps of
planning, acting, and reflecting to re-planning, re-acting and re-reflecting. Therefore, the

design of this action study is divided into three phases: pre-implementation phase,

30



implementation phase, and post-implementation phase. The figure 3.1 shows the model for

the design of the study:

Pre-implementation Implementation Post-Implementation

Planning Acting _ Reflecting
(Actual Study)

A 4 A

Acting
(Pilot Study)

l

Reflecting

l

Re-planning

Figure 3.1 A brief model of the design of the study

Pre-implementation phase contained “planning a change” through informal needs
assessment and adaptation of classroom activities; “acting and observing the process and
consequences of the change” for the pilot study (n=9) conducted for 3 weeks during summer
school; and “reflecting on these processes and consequences” (Kemmis, McTaggart &
Nixon, 2014, p. 18). Pre-implementation phase also had a “re-planning” step where the
actual study was re-designed in the light of the pilot study, data collection tools for the actual
study were developed, and a writing quiz was applied as a pre-test both to the flipped class
(n=24) and non-flipped class (n=24). Then, implementation phase was a re-acting step
including twenty-four students as the action group, one teacher-researcher (N=1), four
teachers as classroom observers (N=4) and two teachers as raters (N=2) participated in the
study. As the teacher-researcher of this study, | implemented the flipped writing class for
seven weeks and did the formative evaluation of the flipped classes through researcher
reflection journal (N=1), classroom observations (N=4) and student feedback documents
(n=24). Data collected for the formative evaluation of the flipped classes were subjected to
content analysis. And post-implementation phase included a re-reflecting step in which
results of the actual study were evaluated and reported. In this phase, a student survey

(n=24) and student focus group interviews (n=10) were conducted to investigate what
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students’ experiences in flipped classrooms were and what they thought of developing their
writing skills in those classes. For the data from the student survey and focus group
interviews, descriptive statistics was calculated and also a content analysis was performed.
In the post-implementation phase, the same writing quiz was applied as a post-test both to
the flipped class (n=24) and non-flipped class (n=24) in order to understand how students
develop their writing skills in flipped classes. For the data collected from the writing quiz, t-
tests were conducted.

In the current action study, | utilized mixed-methods data collection tools through
which both quantitative and qualitative are collected. The mixed-methods is adopted to
obtain a better and more holistic understanding of research problems than does the use of
either of them alone (Fraenkel, Wallen, & Hyun, 2011, p. 557). In other words, mixed-
methods are preferred to utilize the strengths of both quantitative and qualitative research
which complete or contradict each other by focusing on different aspects of the phenomena
under investigation. Besides, problems regarding EFL writing classes addressed by this
study are complex ones as in most social and human sciences. Using only quantitative or
gualitative method would not be sufficient to address this complexity (Creswell, 2009, p.
203). In this action study, qualitative methods are given higher priority; and guantitative
methods are used to validate and extend the results collected through qualitative methods
(Fraenkel, Wallen & Hyun, 2011, p.560).

Research questions of the study are:

R.Q.1: What are students’ perceptions of flipped writing classroom in a private
university English preparatory class?

R.Q.2: How does flipped classroom affect EFL students” writing skills development in

a private university preparatory class?

Pre-Implementation Phase

An informal needs assessment was conducted through everyday interactions with
students and weekly meetings of teachers. Therefore, flipped lesson plans were prepared to
allow more time for practice and production rather than presentation. For the lesson plans, |
shot videos through which | presented the writing content to the students. Also, | adapted the
classroom activities. Then the flipped writing class was piloted with a small group of

intermediate level EFL students at the same institution (n=9) for three weeks during 2015-
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2016 summer school. Both formal and informal feedback was collected during the pilot
study, and changes were done accordingly. More information on the pilot study could be
found in the next part.

In addition to the pilot study, three data collection instruments (a writing quiz, a
student survey, and a focus group interview protocol) were developed during the pre-
implementation phase. The literature was reviewed and expert opinions were taken several
times until data collection instruments were brought to their last versions though piloting
was unfortunately not possible due to time constraints. Before the implementation took
place, students in both flipped (n=24) and non-flipped class (n=24) were given a writing
quiz as a pre-test to measure their writing skills development. All steps in the pre-
implementation phase lasted for about seven months.

Implementation Phase

Following the pretest, students in the flipped classroom were introduced to the
flipped classroom. Then, the teacher-researcher started to conduct the flipped writing
classroom in one EFL class (n=24) for a total implementation period of seven weeks for two
class hours. At the same time, non-flipped class continued to learn in traditional classes.

During the implementation, formative evaluation of the flipped classes was seen
necessary to understand what was going well or what needed to be changed while it was
still being implemented. For this purpose, | as the teacher-researcher asked other instructors
to observe my classes; kept a journal and asked students to evaluate the things they have

done up to that time.

Post-Implementation Phase

The seven-week-implementation ended with the same writing quiz which students in
both flipped (n=24) and non-flipped (n=24) students were given to measure their writing
skills development again. The aim was to see whether there was a significant difference in
their writing performance before and after the implementation.

Figure 3.2 below presents the overall design of this action study:
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Figure 3.2 Overall design of the action study

In the post-implementation phase, all of the students in the flipped classroom (n=24)
were also asked to fill in a student survey with both close-ended and open-ended questions.
The purpose was to investigate their perceptions of flipped writing classes. To serve the
same purpose, some of the students in the flipped class attended focus group interviews
(n=10). A total of two focus group interview sessions were held: the first one was formed
out of students who showed higher and medium level of English proficiency, and the second
one involved students with medium and lower level of English proficiency. Participants of
the focus group interviews were asked open-ended questions to reflect on their overall

flipped writing class experience. Their answers were recorded and transcribed. Results from
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the student survey and focus group interviews were analyzed considering the two research
guestions.

All phases of this action study lasted for a total of eighteen months which started in
May 2016 and ended in May 2017. Please, see Appendix A which shows the detailed
timetable of the study. In the first six months (pre-implementation phase), literature review
and needs assessment were done. In addition, | adapted the class activities and shot videos
which were also piloted during the summer. Then, | developed the data collection tools for
the research. In December 2016, implementation of the flipped classes started. It ended in
January 2017 with the application writing quiz, student survey and focus group interviews.
Then, the data collected was analyzed and the results were reported for five months.

School Context

This action study was conducted in the School of Foreign Languages of one private
university, in Turkey which provides language education to approximately a thousand
students in English, German, and French. The majority of them are English learners to
whom the School of Foreign Languages offers instruction in academic and occupational
English as a compulsory part of the curriculum. The academic year in this institution
generally starts in September and ends in June. It consists of two semesters, fall and spring
semesters, with a semester break which is usually in January or February.

At the beginning of each semester, students take a proficiency exam which is prepared
in line with the descriptions of Common European Framework of References for Languages
(CEF) and administered by the university itself. Students who get at least sixty points in the
exam go directly to their department. Those who cannot pass the exam are placed into
classes according to their English language level. The school offers courses for two levels: A
level (from beginner to elementary) and B level (from pre-intermediate to intermediate). The
language programs for these two groups are different with regards to the materials and in-
term exams. However, during the semester students in both groups take twenty-three hours
of English in each week and their course syllabuses integrate all four skills of English with a
balanced emphasis on each. Both groups are also required to attend 80% of classes, mainly
follow their course books, and do some extra teacher-prepared activities. They do not have
to prepare any presentations, writing or speaking portfolios, or any kind of projects, which
means students are not graded formatively during the semester. They are only required to

take in-term exams and score sixty out of a hundred points from them in order to enter
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English Proficiency Exam held at the end of the semester. Therefore, transitions between
levels are possible at the end of the semester.

In this institution, each language instructor works with partners, that is, two teachers
teach one class. Each of them teaches for a different number of hours in a day ranging from
two hours to five hours. But most of the instructors teach for around twenty hours in a week.
On Mondays, Tuesdays, and Thursdays the school time is divided into two sessions
(morning and afternoon). The morning session is consisted of three class hours starting from
ten to one o’clock while afternoon session lasts for two class hours from 14.00 to 16.00. On
the other hand, on Wednesdays and Fridays, there is only one session which starts at nine

o’clock in the morning and finishes at one o’clock in the afternoon.

3.2 The Pilot Study

Everyday interactions with EFL students in a preparatory school of the private
university and weekly meetings of teachers formed the basis for an informal needs
assessment. While teaching in the same institution for three years, | as the teacher had an
opportunity to ask students about their opinions on the EFL program regarding its content,
delivery, timing, etc. and challenges students faced while learning English. In addition, it
was in the weekly meetings that | listened to the teachers who shared and discussed their
classroom experiences about EFL writing.

In the light of the feedback taken from teachers and students, it was seen necessary:

1. To integrate a process-oriented approach into the existing product-oriented
curriculum.

2. To spend more time for practice and production rather than presentation.

To make those changes, a comprehensive literature review was done. Then, I, the
teacher-researcher chose some EFL writing sourcebooks which were appropriate both for the
goals of the flipped class mentioned above; and for students’ needs, interests and
expectations. In the adaptation or the development of course materials, the content and
objectives of the traditional writing classes were taken into account. In this process the
existing writing curriculum, which had had product-oriented activities (e.g. fill in the blanks,
find or (re)write topic/body/concluding sentence(s), choose the best topic or concluding

sentence), was adapted by adding process-oriented activities (e.g. brainstorming, mind
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mapping, order the sentences, one topic another supporting, self-editing, and peer editing).

Figure 3.3 Steps towards the new flipped in-class writing activities:

Brainstorming

Mind mapping Order the sentences

One topic another supporting

Self-editing Peer-editing

B

Choose the best topic or
concluding sentence

The
Find or (re)write s | Existing
topic/body/concluding Activities
sentence(s)

Fill in the blanks

Figure 3.3 Steps towards the new flipped in-class writing activities

In addition to the adaptation and development of new activities, videos were shot in
which | presented the writing content to the students. The videos were recorded with a
software program called Screencast-O-Matic, which was chosen as it was of high quality and
user-friendly.

The pilot study of the flipped classes was conducted with a small group of
intermediate level EFL students (n=9) at the same institution for three weeks during 2015-
2016 summer school. All types of the flipped activities were piloted and informal feedback
on the piloted classroom activities were taken from students. Results of the informal
feedback revealed that flipped activities which were piloted worked well. Therefore, nothing
was changed. Besides, formal feedback was collected for one of the videos. The aim was to
make videos better for the further implementation of the flipped classrooms. Students were
posed nine close-ended questions and Table 3.1 below shows the quantitative results of the

pilot study:
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Table 3.1
Pilot study video evaluation questions

Questions Student Answers

Yes (f) No (f) N
1. Is video long? 1 8 9
2. Is video boring? 1 8 9
3. Is seeing the teacher in the video useful/good? 7 - 7
4. Do you think teacher should speak faster? - 9 9
5. Do you think teacher should speak more slowly? 3 6 9
6. Can the words in the slides be read easily? 9 - 9
7. Is the language used in the video comprehensible? 4 3 7
8. Are the visuals in the video interesting/catchy? 7 1 8
9. Did you watch the video at home? If not, why? 4 5 9

As also can be seen from Table 3.1 above most of the students (f=6) could not watch the
video, so they were asked to watch the video in the class to give feedback. After watching
the video, they answered Pilot Study Video Evaluation Questions given in the table above.
From the results, it was seen that video length (10 minutes) was good (f=8); video content
was not boring (f=8); it was good/useful to see the teacher in the video (f=7). In addition, all
of the students (f=9) stated teacher should not speak faster, but three of them said that
teacher should speak even more slowly. Therefore, | decided to shoot videos again speaking
a bit more slowly. The results also revealed that slides were eligible (f=9). Besides, visuals
were thought to be interesting/catchy (f=7) by almost all of the students, but the number of
visuals and examples was planned to be increased, as suggested by one of the students.
Lastly and most importantly, it was understood that it is vital to train students on how to
access the video link because four of them could not watch the video as they could not open
it. Also, one student reported that (s)he could not watch the video as (s)he did not have the
Internet at that moment. Thus, it was understood that it is important to remind students they

could get videos on flash discs or CDs.

3.3 Participants
During 2016-2017 Academic Year Fall Semester, intermediate level EFL students

(n=24) studying in an intensive, compulsory English language program in English Language

Preparatory Department of private university participated in this study.
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a. The action group

The action group who attended flipped lessons consisted of twenty-four students
(n=24). They were reported by pseudonyms such as S4F or S24M (S stands for Student; the
number in the middle is a sequence number assigned to them arbitrarily; F is an abbreviation
of Female and M of Male). As for the sampling procedure, random selection of subjects was
unfortunately not eligible. Therefore; convenience sampling strategy was applied which
means the study was conducted with “individuals who (conveniently) are available for
study” (Fraenkel, Wallen, & Hyun, 2011, p. 99). However, it is important to provide detailed
information on the background of the student participants to increase the transferability of
this study. There were fourteen female students (n=14) and ten male students (n=10) in the
flipped classroom. Also, the age range in the action group was from 18 to 23.

Students in the action group graduated from three different types of high school: some
students from private high school (n=14), some students from public high school (n=3), and
some students from Anatolian high school (n=7). None of the students graduated from
vocational and technical high school or other types of high school. And, students in the
flipped classroom were studying in English preparatory class during the study but they were
enrolled in different departments as a major. There were 12 different majors in the flipped
classroom. As can be seen from Table 3.2 below, five students were enrolled in Law, three
in Psychology, three in Dentistry, two in English Language Teaching, two in Mechanical
Engineering, two in Political Science and International Relations - English, two in Business
Administration - English, one in Business Administration - Turkish, one in Guidance and
Psychological Counseling, one in American Culture and Literature, one in Biomedical

Engineering, and one in Computer Engineering.

Table 3.2

Majors of the students in the flipped class
Majors Number of Students
Computer Engineering 1
Biomedical Engineering 1
American Culture and Literature 1
Guidance and Psychological Counseling 1
Business Administration(Turkish) 1
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Table 3.2 Majors of the students in the flipped class (Continued)

Majors Number of Students
Business Administration(English) 2
Political Science and International Relations(English) 2
Mechanical Engineering 2
English Language Teaching 2
Dentistry 3
Psychology 3
Law 5

Regarding the background information of the students from the flipped classroom, the last
thing which is important to stress upon is none of the flipped classroom participants have
attended flipped writing course for English preparatory classes before. That is, flipped
classroom model was totally new to them when the study started.

b. The focus interview group

Some of the students (n=10) in the flipped classroom also attended focus groups
interviews. A purposive sample was needed specifically for focus group interviews as
academic performance of the students during the study could be a determining factor in how
they perceive the new instructional model - flipped classroom. Therefore, two focus groups
were formed according to their academic performance determined through the graded
writing tasks (see Appendix T): the first group with five students who were among the most
successful and moderately successful students of the class and the second group with five
students chosen among moderately successful and the least successful students of the class.
In order to keep the confidentiality, pseudonyms were used during the interviews, which are
Seda, Elif, Dilek, Ciineyt, Ali, Zeynep, Sule, Aylin, Ozan and Batu.

c. The control group

One more class (n=24) was set as the control group of this action study. There were

twelve female students and twelve male students in the non-flipped classroom and the age
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range was from 18 to 23. They continued participating in the non-flipped lessons. For this
action study, they were only asked to take a writing quiz both as a pre-test and post-test.
Data from the writing quiz were used to investigate how flipped classroom affected EFL

college students’ writing skills development when compared to the non-flipped classroom.

3.4 Role of the Researcher

The researcher of this study (me) is one of the instructors who has been teaching
English in preparatory classes at this particular university for three years. While pursuing my
master degree, | had been to Germany as an Erasmus student and there first heard of the
flipped classrooms. After doing detailed research on flipped classrooms, | started to think
that flipped classrooms could be appropriate for EFL writing courses offered in college
preparatory classes. First of all, it was assumed that flipped classrooms might open more
space for language practice and production in the class because topics are presented to the
students out of the classroom through videos. In this way, | thought it would be possible to
adopt a more process-oriented approach which requires a great deal of time for planning,
revising and editing activities (Harmer, 2007b, p. 326). In addition, one of the biggest
problems in writing classes was that classroom activities for production stage were mostly
set as homework due to the rigid curriculum teachers had to follow. | presumed flipped
classrooms would allow students to write in the class and they would not struggle with the
hardest part of writing — production- at home alone. | thought writing in the class with the
help of teacher and peers would be easier for students.

The teacher-researcher of this action study played a prominent role throughout the
research. According to Nunan (1992), “the teacher-researcher movement is alive and well
and gathering strength” (p. XII). 1 was the one who conducted the research and also the one
who implemented the flipped classes with the students. That is, | had two roles: teacher and
researcher.

As the teacher of the students, | was always with them during their learning processes;
arranged the learning environment; developed materials and activities; did both in-class and
out-of-class exercises with them; provided constant feedback; and assessed learning. In
addition, | always tried to motivate and encourage them whenever they felt like they could
not succeed. Students were aware of my great support and help not only inside but also

outside the classroom.
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As the researcher, | was sometimes “ a detached observer” while at other times | was
fully involved - or as Fraenkel, Wallen and Hyun call “immersed” - in events/things during
the research (2011, p.11). This fact put me under an obligation of reflecting progressively
about my values, theory, and practice; and my role as a researcher forced me to transform

them if necessary.

3.5 Data Collection Instruments

In order to answer the research questions of this study, a variety of quantitative and
gualitative data collection instruments were used including a student survey, student focus
group interview protocol and a writing quiz for summative evaluation; observation schedule,
student feedback documents and researcher reflection journal for formative evaluation; and

pilot study video evaluation questions for the pilot study.

3.5.1. Student survey

The purpose of the survey was to examine, in-depth, students’ perceptions of
developing writing skills in a flipped writing classroom at this particular institution.
Considering this, the survey consisted of three major parts. Before developing a student
survey, initial literature review (Alsowat, 2016; Clark, 2013; Johnson, 2013) was conducted
about student surveys especially about the flipped classroom. It was done to guarantee that
this data collection instrument addressed to most appropriate issues regarding flipped
classrooms for validity. Based on the literature review, a Flipped Classroom Survey for
Students (see Appendix B) was developed by me (the researcher); and an expert in the field
of education who has a PhD degree and also teaching experience as an EFL instructor
checked the survey to ensure its face and content validity making sure that the items written
were in line with the theories and research on flipped classroom and writing skills
development.

The first part of the survey collected background information the sex, age, and
department of the students; type of high school they graduated from; and whether they
attended flipped writing course for English preparatory classes before. The teacher-
researcher collected background information on flipped classroom participants considering

the transferability issue of this action study.
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In the second part of the survey, survey participants were expected to answer Six
open-ended questions and write about their experiences in flipped writing class in general;
about their evaluation of the quality of both videos and in-class activities in detail; about the
things they liked or did not like; about the things they would like to change in their flipped
class; and lastly about their preference over traditional classes, flipped classes, or both in
their future classes. The second part of the survey ended with a close-ended question with a
Likert-type scale with five points (“completely agree”, mostly agree”, “moderately agree”,
“slightly agree” and “disagree”) which asked how much they agree with this statement: “I
think flipped classroom is useful in developing my writing skills”. With this question in the
second part of the survey, | wanted to learn student participants’ own perceptions of their
writing skills development and performance in flipped classes.

The third part of the survey asked information about the study time for online videos
as | wondered about the space and time students got engaged in flipped home tasks. They
were expected to answer two close-ended questions. The first question was: When did you
watch the videos? And the second question was: Where did you watch the videos? There
were several items for the different times (e.g. before the exam and when they missed the
class) and places (e.g. at home and on the bus) they might watch the videos (see Appendix
B). Students were supposed to rate each item in both questions from a Likert-type scale with
five points (“never”, “rarely”, “sometimes”, “often” and “always”). In addition, students
were asked to specify any other time or place than provided in the survey. | wanted to learn
more places or times when students watched the videos if there were any.

The survey ended with one last open-ended question asking for any other comments
or suggestions regarding skills development through flipped classrooms. And responses to
the student survey aimed to provide invaluable data on understanding how students benefited

from the flipped classroom and how writing classes using this method could be improved.

3.5.2 Student focus group interview protocol

Focus group interviews were held to collect more in-depth information regarding
students’ perceptions of the flipped classroom in writing classroom as they allow interviewer
ask interviewees for further elaboration on their ideas. Besides, it was intended to get some
evidence of validity by comparing the student survey results with interview responses to the
same content. two focus group interviews were held with 5 students in each (n=10). Student

participants of the focus group interviews were chosen according to their academic
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performance levels. Each participant was put into a specific group by making sure that their
academic performance level would be similar to the others in their group. In this way,
participants were expected to feel more comfortable in expressing their opinions because
general academic performance might be a controlling variable over students’ perceptions of
flipped classes.

For student focus group interviews, | prepared an interview protocol which is “a set of
guestions to be answered by the subjects of the study” (Fraenkel, Wallen, & Hyun, 2011, p.
119 and 120). The student focus group interview protocol (See Appendix C) was prepared in
line with the Student Survey mentioned above, but student focus group interview protocol
was semi-structured in which the interviewer has a general opinion of the direction that the
interview will go and has some guiding questions which will not necessarily be used
depending on the course of the interview. Semi-structured interviews were preferred because
according to Nunan (1992) “this form of interview gives one privileged access to other
people’s lives” (p. 150). As the reason for conducting interviews was to collect in-depth
data on students’ perceptions of the flipped classroom in writing classroom, the semi-
structured form was appropriate.

Student focus group interviews started with some warm-up questions like “Have you
ever attended a flipped class before?” continued with exploration questions regarding
students’ perceptions over learning through videos, writing paragraphs in the class together
with their teacher and peers, content and delivery of the flipped classrooms, learning process
and skills development, things they liked or they would like to change about flipped
classrooms. The protocol ended with exit questions such as “What would you like to do
differently in your flipped writing classroom?” and “Could you give any suggestions for
future flipped classes?” Besides below are some of the follow-up questions that were not in
the interview protocol but came out of during the interviews:

« How do you evaluate your flipped classrooms? What will you keep? What will you
change?

« What are your opinions on language level in the videos/watching videos shot by some
other teacher than yours?

» Would you use flipped classroom in your future career? Why/Why not?

« How would you feel if your classmate gave you peer feedback?

« What kind of activities would you suggest to be used in flipped classrooms?

As it can be seen from the follow-up questions, one of the advantages of conducting semi-

structured interviews was the flexibility it provided for the interviewer. Another advantage
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was that it allowed for clarification or explanation of the questions to the interviewees when

needed.

3.5.3 Researcher reflection journal

| kept a researcher reflection journal recording my experiences, observations, and
conversations with the students. It included detailed information on the instruction such as
date of the classes; number of students who watched or did not watch the videos; how many
points students got from their video-related tasks and in-class writing tasks; materials,
activities, language or language skills used; what aspects of the lesson | was most happy
about and | was not happy about. Data collected through researcher reflection journal were
used to modify subsequent lessons and more importantly “as a supplement to other tools”
(Nunan, 1992, p. 132). It aimed to provide valuable insights into the flipped writing
classrooms by gathering evidence that could be used to help answer the critical questions
raised within the study about the nature and results of the flipped classroom (Kemmis,
McTaggart, & Nixon, 2014, p. 106). In addition to being “a verifiable audit-trail of the
research process”, this researcher reflection journal aimed to help the researcher discover
through “developing cognitive skills and critical thinking” (Jasper, 2005, p. 250 and 251).
Therefore, this self-reflection had a critical effect on the implementation of the newly
designed writing classes because it helped me to be aware of what functioned bad or well
and to intervene before the implementation finished. A sample page from researcher

reflection journal could be seen in Appendix G.

3.5.4 Observation schedule

To see the behaviors and activities of the participants in the flipped class,
“qualitative observations” were scheduled and held (Creswell, 2009, p. 181). The qualitative
observers of this study were non-participant observers, which means they did not participate
in the activities but rather watched (Fraenkel, Wallen, & Hyun, 2011, p. 446). There were
four observers who were English instructors at this particular university each of whom
observed one lesson for one class hour. They took field notes and recorded the “important
elements of the lifeworld of the participants” (Stringer, 2007, p. 76) at the research site
through the Observational Protocol (see Appendix E). The Flipped Classroom Observation
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Questions were given to the observers beforehand so that they would take their notes under
the guidance of these questions (see Appendix E). The open-ended guiding questions asked
the observers to comment on the warm-up stage of the lesson (introductory questions and
feedback on video-related tasks), classroom activities, the instructor, students. The last
guestion was about the changes the observer-teachers would make if they were to teach the
same lesson. After observation, each teacher looked through their field notes and answered
flipped classroom observation questions. Then, they met with me to go over the field notes
and observation questions. This provided an opportunity for me, as Stringer (2007) stated, to
check the credibility of my own observations.

3.5.5 Student feedback documents

To learn students’ opinions on “a curricular innovation” (Long, 1984, p. 417) - in the
context of this study it is the implementation of the flipped class - was of great importance.
As possible changes brought by the flipped class were under investigation in this action
study, four questions in total were posed to participants of the flipped class regarding the
newly implemented instructional materials in the fourth week. In each question, they were
asked to evaluate respectively: the video, feedback given for video-related assignments, in-
class activities, and peer feedback and evaluation activity. Formative evaluation of the
flipped classes from students’ perspectives was seen necessary to “assist in its development
and improvement” (Cranton & Legge, 1978, p. 464); and was thought to provide an
opportunity for making changes while it was still in progress. A sample page from student

feedback documents could be seen in Appendix F.

3.5.6 Writing quiz

To understand how flipped classroom affect students’ writing skills development in
EFL classes, a writing quiz (see Appendix D) was developed. In this writing quiz, students
(n=48) were asked to write a paragraph of about 120-140 words on “Advantages of Learning
English in an English-Speaking Country”. It was applied to both flipped (n=24) and non-
flipped (n=24) classes before and after the study with an aim to compare two groups in
terms of their skills development and to decide whether flipped classroom improved their

writing skills. It is important to stress upon the fact that the same writing quiz was applied
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each time in order to prevent the risk of corruption in data that topic selection might cause.
However, there was a risk of testing effect as students might remember the question from the
pre-test and do well in the post-test. However, this would not cause a problem for the results
of this study as students were not informed that the same exam would be used again and as
writing is a productive skill it would not create any difference even if they realize that it is

the same question.

3.5.7 Pilot study video evaluation questions

During the pilot study, students were asked to give formal feedback on one of the
flipped classroom videos. The aim was to investigate students’ opinions on the teacher-made
video. Students answered nine pilot study video evaluation questions which were close-
ended questions: 1. Is video very long? 2. Is video boring? 3. Is seeing the teacher in the
video useful/good? 4. Do you think the teacher should speak faster? 5. Do you think the
teacher should speak more slowly? 6. Can the words in the slides be read easily? 7. Is the
language used in the video comprehensible? 8. Are the visuals in the video
interesting/catchy? 9. Did you watch the video at home? If not, why? Data collected were
used to evaluate the effectiveness and efficiency of the video and to make subsequent videos
better.

3.6. Procedures

3.6.1 Procedures for Non-flipped and Flipped Writing Classes

a. Non-flipped writing classes

The control group set for this action study continued their usual writing classes in
which they went through an instruction with teacher explanations of the content first and
followed by in-class activities. Most of the time they began to write a paragraph in the class,

but they had to finish writing at home as two hours of writing instruction was not adequate.
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The content in their course syllabus that they were supposed to cover in 7 weeks was as

follows:

Table 3.3
Writing course syllabus
Week 1 A paragraph in general
Week 2 Paragraph parts: Topic sentence, Supporting sentences, Concluding sentence
Week 3 Opinion paragraph
Week 4 Cause paragraph
Week 5 Effect paragraph
Week 6 Advantage paragraph
Week 7 Disadvantage paragraph

These non-flipped classes aimed to improve students” writing skills regarding content,
organization, language use, and mechanical accuracy. They did the same activities as the

flipped classes did, but some of them had to be set as homework due to the time limit.

b. Flipped writing classes

The action group set for this study attended flipped writing classes in which they
followed the same writing course syllabus with the non-flipped class shown above in Table
3.3. However, there were differences. The first difference between non-flipped and flipped
classes was the design of the instruction. The flipped class included a pre-teaching of the
content to the students through teacher-made videos outside the class (see Appendix H) and
students came to class to practice what they had learnt. Table 3.4 below illustrates the

flipped instructional design of the writing class together with that of the non-flipped writing

class:

Table 3.4

Instructional designs for the flipped and non-flipped classes

Non-Flipped Writing Class Flipped Writing Class
Warm-up activity: 5 min. Discussion on assignments through PowerPoint
presentation + Question and answer time on video
First hour in + Teacher feedback: 10 min.
the class . - . .

Teacher explanation of the In-class activities for practice: 30 min.

content: 45 min.

Writing the paragraph: 10 min.
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Table 3.4 Instructional designs for the flipped and non-flipped classes (Continued)

Non-Flipped Writing Class Flipped Writing Class

In-class activities for Continued writing the paragraph: 20 min.
practice: 30 min.
Second hour

in the class Writing the paragraph: 20  Revising their writing through a self-edit checklist

min. (not enough to finish and reviewing their peer’s writing: 30 min.
writing)
Out of class Finishing the paragraph: 30 Watching videos and doing the pre-class
min. Revising their writing assignments: 15 min.

through a self-edit checklist
and peer editing form: 20
min.

This flipped writing class was designed not only with a shift in the design of
instruction but also considering the four pillars of a flipped classroom - flexible
environment, learning culture, intentional content and professional educator - discussed in
depth in the literature review part of this study. Besides, it is crucial to note that the listed
advantages, disadvantages and suggestions of the flipped classroom in the literature were
taken into account while developing, implementing, and evaluating this flipped classroom
for EFL students in preparatory classes at this university.

As the flipped class required students to watch videos outside the class, it was ensured
that all students had the Internet and the necessary technological devices to watch the videos.
After providing students with the instructions to access the video resources, the teacher
asked them to go to Edmodo (an online course management system), find the link for the
videos, and watch those videos outside the class.

In this flipped class, students were expected to learn the content from the videos and
complete the pre-class assignments while or after watching the videos. A sample of these
pre-class assignments could be seen in Appendix I. Pre-class assignments served as a
mechanism to check whether students watched the video and how much of the content they
were able to accomplish on their own. Video-related tasks were designed to provide
exposure to the content before the class as well as to foster self-regulation. They were
assigned to be handed in one day before the class and they were graded by the teacher to
encourage students to complete the assignments. They also give an opportunity to the
students to follow their own development.

In-class time was first devoted to returning graded assignments back to students. The

teacher-researcher reflected PowerPoint presentations on the common mistakes students had
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made in their assignments and provided feedback (see Appendix J). Students together with
their teacher discussed correct answers and had a chance to ask the parts that they were not
able to grasp during their self-study at home. This discussion part on assignments was
planned to act as a bridge between out-of-class and in-class learning expected to be
combined in this blended learning environment.

After the discussion, students moved onto in-class activities including pre-writing
activities (brainstorming and mind mapping); while-writing activities (fill in the blanks,
choose appropriate topic/body/concluding sentence/s, rewrite the sentences, order the
sentences, and cross out the irrelevant sentence); and post-writing activities (self-editing, and
peer feedback and evaluation). Through these activities students would improve their writing
skills regarding content, organization, language use, and mechanical accuracy; generate and
organize ideas for writing; edit their own writing through the self-edit checklist (see
Appendix K); review their peers’ writing with the peer editing worksheet (see Appendix L).
All activities done in flipped classes could be seen in Appendix M.

Unlike the students in non-flipped classes who were assigned to finish their writing at
home, students in the flipped class finished writing their paragraph in the class and
submitted to the teacher for feedback. Obviously, students in the flipped classroom had
enough time to finish their paragraphs in the class because the flipped instructional design of
the class allowed for more practice time in the class through moving the explanation and
study of the content out of the class. Please see Appendix N for an example of flipped lesson
plans.

It is also important to note that material development and adaptation processes in this
action study were inspired and guided through the goal of combining product and process
approaches to writing. For example, brainstorming activity was designed not only to help
students who had trouble in generating ideas to put in their writing but also to create a room
for an opportunity to hear different ideas and/or points of views on the topic. The self-editing
part where students were expected to develop their revising skills, as well as their writing
performance, was chosen to put emphasis on the fact that writing is a process. In addition,
peer-editing activities were put into flipped classes where the teacher is not the only source
of feedback and where students are expected to develop their critical thinking,
communication, collaboration, and cooperation skills. The whole flipped writing class

program is presented in the table below:
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Table 3.5

Flipped writing class program

Weeks

Content

Obijectives

Week 1

What is a Paragraph?

to get familiar with the basic structure of a paragraph and the
main idea of a paragraph

Week 2

Paragraph Parts
(Hamburger)

to learn what is a topic sentence, supporting sentences, and a
concluding sentence
to learn how to organize ideas in a mind map

Week 3

Opinion Paragraph
(OREO)

to write an opinion paragraph by stating your views or
beliefs about a topic and support these opinions with specific
reasons and examples

to use opinion paragraph related linkers and transitions

to learn how to write a concluding sentence with a
restatement or a summary

to develop self-editing skills

Week 4

Cause Paragraph

to write a cause paragraph by explaining the reasons why
something happens and support them with specific reasons
and examples

to use cause paragraph related linkers and transitions

Week 4

Cause Paragraph

to learn how to write a concluding sentence with a
suggestion, a prediction, or an opinion
to develop self-editing skills

Week 5

Effect Paragraph

to write an effect paragraph by explaining the results of an
event, situation, or decision and support them with specific
reasons and examples

to use cause paragraph related linkers and transitions

to develop topic-related vocabulary (effects of smoking)
to develop self-editing and peer editing skills

Week 6

Advantage Paragraph

to write an advantage paragraph by explaining the positive
sides of an event, situation, or decision and support them
with specific reasons and examples

to use advantage paragraph related linkers and transitions
to develop topic-related vocabulary (advantages of
technology)

to develop self-editing and peer editing skills

Week 7

Disadvantage
Paragraph

to write a disadvantage paragraph by explaining the negative
sides of an event, situation, or decision and support them with
specific reasons and examples

to use disadvantage paragraph related linkers and transitions
to develop topic-related vocabulary (disadvantages of being a
celebrity )

to develop self-editing and peer editing skills
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3.6.2 Procedures for Data Collection

This section aims to provide information on why, how and when data were collected

using the data collection tools explained in Data Collection Instruments section of this

chapter. Table 3.6 below shows the data collection processes for pre-implementation,

implementation and post-implementation stages of this action study:

Table 3.6

Data collection processes

Stages

Weeks

Data Collection
Instruments

Reason(s) for Data Collection

Pre-
implementation

Pilot Study Video
Evaluation Questions

to investigate students’ opinions
on the teacher-made video

Writing Quiz (pre-test)

to check students’ writing
performance before the
implementation

to investigate how flipped
classroom affects students” writing
skills development in EFL classes

Implementation

1, 2,and 4

Classroom Observation
Schedule (Observational
Protocol+Flipped Class
Observation Questions)

to learn instructors’ perceptions of
the students, the instructor, class
activities, and warm-up stage of
the flipped lessons

to evaluate the effectiveness of the
flipped classes from the observers’
points of view formatively and
make changes if necessary

Student Feedback
Documents

to learn students’ perceptions of
the video, feedback given for
video-related assignments, in-class
activities, and peer feedback and
evaluation activity

to evaluate the effectiveness of the
flipped classes from the students’
points of view formatively and
make changes if necessary

Researcher Reflection
Journal

to learn the teacher-researcher
perceptions of the flipped lessons
to evaluate the effectiveness of the
flipped classes from the teacher-
researcher’s point of view
formatively and make changes if
necessary
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Table 3.6 Data Collection Processes (Continued)

Stages Weeks Data Collection Reason(s) for Data Collection
Instruments

e to check students’ writing
performance after the

7 Writing Quiz (post-test) implementation

e toinvestigate how flipped
classroom affects students’ writing

Post- skills development in EFL classes

implementation

e toinvestigate students’ perceptions
7 Student Survey of writing skills development in
EFL flipped classrooms

e toinvestigate students’ perceptions
7 Student Focus Group of writing skills development in
Interviews EFL flipped classrooms

During the pre-implementation stage in which the flipped classes were piloted, mostly
informal feedback on classroom activities from students in the class and from instructors in
the weekly meetings was taken. Formal feedback was asked from students once when they
evaluated the teacher-made video for out-of-class study time.

Just before the implementation started, brief information was provided to the students
about flipped classrooms (their goals, content, materials, and assessment together with the
necessary instructions to access the videos on Edmodo) through a PowerPoint presentation
(see Appendix O) and got necessary permissions to participate in the study through having
consent forms signed (see Appendix P). Then, writing quiz was applied to both classes as a
pre-test. The aim of the writing quiz was to check students’ writing performance before the
implementation. | was in my class (flipped class), and the non-flipped class was with their
teacher in their own classroom. The quiz lasted 30 minutes and students submitted their
paragraph to be graded.

During the implementation, four classroom observations in total were held: one in the
first week, one in the third week, and two in the fourth week - each of which lasted for 50
minutes. The purpose of the classroom observations was to learn instructors’ perceptions of
the students, the instructor, class activities, and warm-up stage of the flipped lessons; and to
evaluate the effectiveness of the flipped classes from the observers’ points of view
formatively and make changes if necessary. Each observation was held in three parts. In the
first part, a short meeting was held with each observer prior to the observation so as to
negotiate the place, time, and goals of the observation; and to explain data collection

procedures for it. Each observer was given Observational Protocol which they would fill in
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while observing the lesson and Flipped Class Observation Questions to reflect on the lesson
they observed (see Appendix E). The second part was the day of the observation when |
entered the class together with the observer and introduced the observer to the class.
Students were made aware of the presence of the observer but during the observation, they
forgot and acted naturally. The third and last part was after the observation when | met each
observer again to go over the field notes written down by the observer and answers (s)he
provided for observation questions. Figure 3.4 below presents the summary of the
procedures followed in each observation:

PART 1: PART 2: ) PART 3
Short meeting before the || Classroom Observation || Discussion of field notes
observation + answers for observation

questions

Figure 3.4 Procedures for observation schedule

From the first week to the fourth week, student participants of this action study were
reminded to make comments regarding what they liked or disliked in the videos and what
suggestions they had for the improvement of videos. However; as the teacher-researcher
could not get a reasonable amount of feedback from students online, it was decided to be
done in a written format. Also, another aim was to have more detailed feedback not only
about videos but also about the in-class activities. Therefore, in the fourth week of the
flipped class, students were asked to answer questions mentioned in detail in the Student
Feedback Documents subsection in this chapter. The aim was to learn students’ perceptions
of the video, feedback given for video-related assignments, in-class activities, and peer
feedback and evaluation activity; and to evaluate the effectiveness of the flipped classes
from the students’ points of view formatively and make changes if necessary. It was
gathered in the fourth week for two reasons. First, it was the halfway throughout the study so
students had started to construct their own opinions on the flipped classroom based on their
experiences. Second, it was from the fourth week on that the newest and most challenging
component of this flipped class for students - peer feedback and evaluation - was used and
needed to be evaluated concerning its effectiveness. Data collection process lasted for about
30 minutes in their usual class-time under my guidance.

Throughout the implementation stage, | regularly documented the things/events
occurred during the lessons in my journal after each class. The aim of this journal was to
investigate what was going well or bad in the flipped writing classes and to change things

before it was too late. The researcher reflection journal was kept on the computer for
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practical reasons such as having it always nearby in case something important comes into
my mind; feasibility of editing and analyzing; and reliable storage conditions. It was written
in the first person and is, therefore, “essentially subjective” (Jasper, 2005, p. 250). However,
it was not a mere recording of what happened in the class but a reflection done by
interpreting the things/events based on the evidence collected through experiences,
observations, and conversations with the participants.

In the post-implementation stage, students were asked to do the same writing quiz
they did at the beginning. The same procedures for the pre-test explained above were
followed for the post-test, too. Purpose of the writing quiz was to investigate how flipped
classroom affects students’ writing skills development in EFL classes. After the writing quiz,
students in the flipped class (n=24) were asked to fill in a student survey explained in the
Data Collection Instruments section of this action study. The aim of the survey was to
investigate students’ perceptions of writing skills development in EFL flipped classrooms.
The students were in their own classroom with me reminding them to respond to all items in
the survey carefully and honestly. Allotted time to complete the surveys was one hour and
when the time finished all participants handed in their completed surveys.

Following the student survey, ten students from the flipped class were asked to
participate focus group interviews and they voluntarily agreed to (n=10). The purpose of the
focus group interviews was to investigate students’ perceptions of writing skills
development in EFL flipped classrooms. Participants of the focus group interviews were
divided into two groups: the first group with five most successful and moderately successful
students and the second group with five moderately successful and least successful students.
Interview place was the same for both groups - a classroom at the institution where research
participants study. Interview time was announced to the first group as 2 p.m. and to the
second group as 3 p.m. All participants were on time for the interviews. Before they arrived,
I, as an interviewer, had arranged the seats in C-Shape with a table and two recorders in the
middle. | also put a sign warning others not to disturb while focus group interviews were in
progress. In addition, some posters were put on the walls reminding participants the flipped
classroom. Water bottles for each participant and also OREO biscuits which were used to
teach opinion paragraph were placed into the classroom before the participants arrived.
When interviewees came in, they were all given a warm welcome and thanked for agreeing
to be a part of the focus group. They were also said how much their willingness to
participate in the focus group interview was appreciated. Before starting with the interview
guestions, | went through some guidelines that would be followed during the interview.

They were said to respond to each question sincerely and share their ideas openly no matter
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they agree or disagree. They were reminded that there were no right or wrong answers and
that everyone’s experiences and opinions were important for the study. They might take
turns to answer, but I (the researcher) might also call on them if they had not contributed yet.
They were reminded to use their nicknames for ethical reasons and got their permission to
tape-record the interview. After mentioning all guidelines, | started to ask questions in the
interview protocol (see Appendix C). When the first interview ended, | thanked all
participants for their great effort. All procedures were followed for the second focus group
interview, too.

3.6.3 Procedures for Data Analysis

This part, first, reports the results of qualitative analysis based on inductive content
analysis and next the quantitative analysis results.

a. Qualitative data analysis

The qualitative data in this action study were collected through a student survey,
student focus group interviews, observation schedule, student feedback documents and
researcher reflection journal. While doing a qualitative analysis, | followed “three concurrent
flows of activity” suggested by Miles and Huberman (1994, p.10): data reduction, data
displays, and conclusion drawing/verification.

Before data reduction started, the focus group interview was first transcribed. | did it
on my own rather than hiring someone because | wanted to gain insights and clues for the
findings of the study (Merriam, 2009, p.174). Then, I read through all student surveys and
focus group transcripts to conduct data reduction through “selecting, focusing, simplifying,
abstracting, and transforming” (Miles & Huberman, 1994, p. 10). In the data reduction step,
content analysis technique was used which leads to the identification of “core consistencies”
and to the constructions of meanings (Patton, 2002, p. 453). To conduct content analysis |
read the text and took notes in the margins about the parts which seemed relevant and
important (Samples for qualitative analysis could be seen in Appendix R). This process of
assigning codes is called “open coding” where the researcher should be as “expansive” as
possible because it is the beginning of “category construction” (Merriam, 2009, p. 178).

According to Patton (2002), this process is a “logical” one in which potential categories are
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created, and one of each is crossed with another (p. 469). That is, | worked back and forth
between the data and my codes to put them into constructed categories and/or subcategories
which included first feelings and thoughts, flipped classroom experience in general, likes
and dislikes about the in-class or out-of-class activities, future class preferences, and
suggestions for future flipped classes. Two tables, one for student surveys and one for focus
group interviews, were prepared. According to Milan and Huberman, data displays are
important because they allow for conclusion drawing/verification (1994, p.25).

The tables given below (Table 3.7 and Table 3.8) presented the summary of the
qualitative data analysis process, but data analysis is more than the description of the data
(Merriam, 2009). Patton (2002, p.465) calls the next step as “interpretative phase”, and Miles
and Huberman (1994) call it as drawing conclusion/verification where inferences,
comparisons, conclusions are drawn out of the data. Findings and inferences which are made
out of the information collected through focus group interviews and surveys are presented
together in next chapter as it can easily be recognized from Table 3.7 and Table 3.8 that the
categories, subcategories, and codes emerged from student survey data have a lot in common

with those from focus groups interviews.

Table 3.7
Categories and subcategories for student survey

Categories Subcategories

Flipped classroom experience -

in general
Out-of-class activities
Likes .
In-class activities
Out-of-class activities
Dislikes

In-class activities

Future class preferences -

Future English teachers

Suggestions for future classes -

Emergent categories and subcategories which came out from focus group interviews

are as follows:
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Table 3.8
Categories and subcategories for focus group interviews

Categories Subcategories

Positive first feelings and thoughts

First feelings and thoughts Neutral

Negative first feelings and thoughts

Flipped classroom experience -

in general
Out-of-class activities
Likes L
In-class activities
Out-of-class activities
Dislikes

In-class activities

Future class preferences ;
Future English teachers

Suggestions for future classes -

The same procedures were also followed for the researcher reflection journal,
classroom observation notes, and student feedback documents. The data collected through the
researcher reflection journal, classroom observations and student feedback documents in-
depth was analyzed immediately in order to check whether the program ran smoothly and
effectively as it seemed to be. Qualitative analysis was done through driving codes out of the
most commonly repeated ideas and outlining major emerging themes regarding the
relationship between the codes (Yildirnm & Simsek, 2016). Besides, the guiding questions in
the Observational Protocol were used in data analysis process of observation documents and
also the guiding questions in the student feedback documents were used in data analysis
process of student feedback documents. Results from the researcher reflection journal,
classroom observation schedule and student feedback documents were discussed and
presented separately as they were utilized for formative evaluation purposes of the flipped
classrooms.

Finally, in the reporting of the results of the qualitative data analysis some direct
guotations were used which are defined by Patton (2002, p. 21) as “a basic source of data in
qualitative inquiry, revealing respondents’ depth of emotion, the ways they have organized
their world, their thoughts about what is happening, their experiences, and their basic

perceptions.” Those direct quotations were thought to reflect the participants’ perceptions or
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sayings over flipped classroom better. Besides, direct quotations were utilized to support and

explain inductive content analysis.

b. Quantitative data analysis

The quantitative data in this action study were collected through a writing quiz, a
student survey, and pilot study video evaluation questions.

To start with, a writing quiz was applied to flipped and non-flipped classes both
before and after the implementation. The writing quiz was scored out of ten measuring the
adequacy of four dimensions: content, organization, language use, and mechanical accuracy.
Two instructors from the institution where this study was conducted were given copies of the

student writing quizzes to score. Table 3.9 gives information about the raters:

Table 3.9
Background information on teacher participants
Gender  Age Master Degree Teaching Experience (in years)
Rater 1 Female 26 No 3
Rater 2 Female 26 Yes 3

They were chosen among those teachers who were willing to grade the quiz and they were
reported as “Rater 1”” and “Rater 2” throughout the study. They rated and returned the scored
papers back in one week. Please, see Appendix W for the scores given by the raters and
sample pages of the graded quizzes. As the scores from the writing quiz provided ratio data,
Pearson Product-Moment Coefficient was thought to be appropriate and also it is “the one
most frequently used” (Fraenkel, Wallen, & Hyun, 2011, p. 208). I, as the researcher,
checked and ensured the inter-rater reliability of the scores given by two raters by looking at
Pearson Product-Moment Coefficients which were r=.97 for pretest and r=.98 for the post-
test (see next chapter for detailed information).

It can be clearly seen in Table 3.10 below that both the coefficient for the pre-test
(r=.97) and the coefficient for the post test (r=.98) were higher than .81. That is, scores
given by Rater 1 and Rater 2 in both pre and post-tests had “a very sizable relationship,”
which meant they were highly correlated and so very reliable (Fraenkel, Wallen & Hyun,
2011, p. 253).
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Table 3.10
Pearson Product-Moment coefficients

Rater 1 Rater 2

Pre-test Rater 1 1 ,969
Rater 2 ,969 1

Post-test  Rater 1 1 ,980
Rater 2 980 1

After checking the inter-rater reliability, the scores given by two raters were
calculated by averaging them and entered them in Excel to be transferred to the SPSS 20.0
(Statistics Package for Social Sciences) data analysis program.

Figure 3.5 presents the summary of the data analysis process for the writing quiz:

Pearson Product-Moment

Independent Samples Coefficient Independent Samples T-
T-test for Post-tests T / test for Pre-tests
Writing Quiz Scores
Paired Samples T-test Paired Samples T-test
for Pre- and Post-tests for Pre- and Post-tests
of the Non-flipped of the Flipped Class
Class

Figure 3.5 Data analysis for writing quiz

As also can be seen above, independent samples t-test in which the mean scores of
two different groups were compared was conducted to determine the significance level of
pre-tests between the flipped class and the non-flipped class (Fraenkel, Wallen, & Hyun,
2011, p. 234). It was done to check whether two groups were the same in terms of writing
performance prior to the implementation. Then, paired samples t-test which compares the
mean scores of the same group before and after a treatment was conducted (Fraenkel,
Wallen, & Hyun, 2011, p. 236) because it was necessary to determine if any significant
difference was observed. One for the flipped class and another for the non-flipped class was
done separately to check the possible change in the performance scores within the same
group. Lastly, another independent samples t-test was done with the post-test results of the
flipped class and the non-flipped class, which would show whether there is/is not a

significant difference between the performance scores of the two groups when compared
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with each other. It is important to note that the significance level for t-tests was set as the
.05. Results for the statistical tests will be presented in next chapter.

Secondly, student surveys done on flipped classrooms provided quantitative data for
this action study. Quantitative analysis was done for the close-ended question in the student
survey where students were asked about their opinion on to what extent they agree with the
statement: “I think flipped classroom is useful in developing my writing skills”. Students
chose one of the five options from Likert-type scale: “Completely Agree”, “Mostly Agree”,
“Moderately Agree”, “Slightly Agree” and “Disagree”. Data collected were tallied and
entered into SPSS. As it is a positively stated item (Ary, Jacobs & Sorensen, 2010, p.210),
completely agree was scored 5, mostly agree was scored 4, moderately agree was scored 3,
slightly agree was scored 2, and disagree was scored 1. To get the quantitative results for
this question, descriptive statistics (frequencies) were tabulated. The same data analysis
procedures were followed for other two close-ended questions in the student survey: a.
When did you watch the videos? b. Where did you watch the videos?

Lastly, data collected through pilot study video evaluation questions were subjected
to quantitative analysis in which students’ answers to yes-no questions were tallied and

frequencies were calculated.

3.7 Trustworthiness

According to Stringer, an action research should be “trustworthy” which simply
means it is not biased and not simplistic (2007, p. 57). Lincoln and Guba (1985) assert
trustworthiness of a research is its power of persuading the reader and also yourself that it is
“worth of paying attention to” (p. 290). Rigor in traditional experimental research is about
establishing the validity and reliability of the research, but action study, being fundamentally
gualitative, utilizes a different set of criteria (Stringer, 2007, p.57) to ensure trustworthiness
of the research: credibility (internal validity), transferability (external validity), dependability
(reliability) and confirmability (objectivity) (Lincoln & Guba, 1985 and 1988).

The credibility of the study depends on how credible results it has achieved. This
can be done in several ways including prolonged engagement, persistent observation,
triangulation, referential adequacy materials, and peer debriefing. The first way, “prolonged
engagement”, is spending adequate time in the research site to see and check the things

going around in their contexts. This was quite achievable for me as | was working at the
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institution where the study was conducted. During the whole semester (for almost 5 months),
I was in the flipped classroom for 18 hours a week and also available during my office
hours. This enabled me to be with and question the participants continuously; and reflect on
the practices of the research anytime, which in turn provided me with credible data. The
second way to increase credibility “persistent observation” is completely related to the
prolonged engagement as Lincoln and Guba (1985) stated “if prolonged engagement
provides scope, persistent observation provides depth” (p. 304). The third way is
“triangulation” which involves data collection from different sources and/or through
different methods (Lincoln & Guba, 1985). There were three data sources in this study: me
as the teacher-researcher, students both in the flipped and non-flipped classes, and also
instructors who observed flipped classes and provided feedback. Besides, different methods
were utilized through several data colletion tools: quiz scores, student surveys, student focus
group interview transcripts, the researcher reflection journal, observation notes and forms,
and student feedback documents. Though formal member-checking of the qualitative results
was not possible, using several data collection instruments was expected to increase the
credibility of this action study. Also, the quantitative data collected through the writing quiz
were scored by two raters and the interrater reliability was found to be r=.97 for the pre-test
and r=.98 for the post-test, which means scores were highly reliable. Additionally, all data
collected including audio-recordings of the interviews, observation forms filled by
observers, graded exam papers, student feedback documents, online comments for the
videos, etc. were archived properly to be used as “referential adequacy” materials any time
needed. Another technique used to increase credibility was “peer debriefing”. During the
implementation, four non-participant observers visited my flipped classes. Table 3.11

presents background information:

Table 3.11
Background information of non-participant observers
Gender Age  Master Degree Teaching Experience (in years)
Observer 1  Female 22 No 1
Observer 2  Female 26 No 3
Observer 3  Female 31 Yes 8
Observer 4 Female 61 Yes 39

The first observer was the person who was assigned to observe my class for that semester by
teacher trainers as a part of the compulsory teacher training program of the School of
Foreign Languages in the university. The second observer who was also one of the raters

wanted to take part in the observation voluntarily. The third and fourth class observers were
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teacher trainers at the university who have arranged teacher training workshops, newly-
recruited teacher orientation sessions, classroom observations and meetings at the university
for many years. | came together with each of the observer one by one and discussed
important elements of the flipped class model and how it was implemented in this particular
institution. This provided a chance to realize the effectiveness of my practices and areas to
be improved. In summary, the credibility of this study was ensured through these five ways:
prolonged engagement, persistent observation, triangulation, referential adequacy materials,
and peer debriefing.

Lincoln and Guba (1988) states that transferability of the study enables readers to
make inferences which are applicable to their own situation(s) (p.18). It depends on the
similarities shared “between sending and receiving contexts” (Lincoln & Guba, 1985, p.
297). One way suggested to increase the transferability of the study is to give detailed
descriptive information. And in this study, all stages followed throughout the study are
explained in depth together with relevant participant characteristics, the role of the
researcher, the school context, all procedures followed in flipped and non-flipped classes,
and also methods and techniques used for data collection and analysis. By this way, it is
thought that findings of this study could be enlarged to and used in different settings by
“potential appliers” after making necessary judgments of their own (Lincoln & Guba, 1985,
p. 316).

Dependability is very much related to credibility and is concerned with the quality of
trust on the results of the study conducted. To build this trust, data collection tools were
intended to be reliable and valid. For example, content validity of the writing quiz was
ensure by developing the quiz in accordance with the goals and assessment criteria of the
program. Also, one expert who was one of the associate professors in Middle East Technical
University and two instructors from the university where this action study was conducted
were consulted to ensure the reliability and face validity of it. Also, the literature review was
done and expert opinions were gathered during the development of student survey and focus
group interview questions. Great efforts were made to prepare short, simple, and clear
questions which were neither leading nor dichotomous (Fraenkel, Wallen, & Hyun, 2011).
Necessary changes were done in the light of the feedback obtained. In addition,
implementation of the tools was done in a meticulous way. For instance, | tried to “be
natural” as much as possible and “develop appropriate rapport with participants” during the
interviews (Fraenkel, Wallen, & Hyun, 2011, p. 454). Also, the timing for the data collection

processes was arranged intentionally for the very last days of the semester so that
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participants would not feel the pressure of the presence of the data collector who was also
their teacher. Furthermore, several precautions were also taken to ensure the dependability of
this action research after the data were collected: choosing appropriate methods to analyze;
and most importantly triangulating the results obtained through the writing quiz, student
survey, focus group interviews, observations, student feedback documents, and researcher
reflection journal. In addition, writing quizzes were graded by two scorers and checking for

inter-rater reliability. All in all, dependability issue was paid great attention in this study.

Confirmability is suggested by Lincoln and Guba (1985) as an equivalent in more
conventional paradigm for objectivity which means getting rid of personal biases. To
increase the confirmability of the study, all procedures followed in data analysis were
explained in detail in the Procedures for Data Analysis section of this chapter. In addition, all
of the codes for each category in the analysis of student surveys and focus group interviews
are presented in Chapter 4. Second way put forth by Lincoln and Guba (1985) to increase
confirmability is triangulation. Data in this action study are collected from different data
sources such as the teacher-researcher, students, and instructors. Besides, data collected by
one method are confirmed by another method used. For instance, students expressed their
perceptions in a student survey were also asked to participate in focus group interviews so
that data collected by one instrument could be triangulated with another. Also, feedback
received from students as formative evaluation of the classes was checked with the data
collected from instructors who observed flipped classes or confirmed from the reflexive
journal the teacher-researcher kept. In addition, students were asked in the student survey
about their perceptions of skills development in EFL flipped classes. The results from the

student survey were also confirmed with the results of the writing quiz.

Moreover, to increase the trusthworthiness of the study pictures from in-class
activities were used in the report of the results of the study. Besides, sample pages from the
documents which were subjected to qualitative and quantitative analysis were added as

appendices of this thesis.

Another issue related to the trustworthiness of the study is to assure that study is
conducted in an ethical way. For ethical considerations, the approval was taken before the
study began from the Applied Ethics Research Center in Middle East Technical University
where this thesis would be submitted (see Appendix S). It was to ensure that the study would

not cause any kind of harm to study participants as a result of their participation in the
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research (Stringer, 2007, p. 54). Also, necessary permissions were also taken from the

university where this action study would be conducted.

In addition, students in the flipped classroom were asked to fill in two consent forms
if they would participate in the study voluntarily (See Appendix P). The first consent form
acquainted students with the purpose and scope of the study; the researcher; all the
procedures that would be followed; and rights and responsibilities of the participants
including attending both in-class and out-of-class instruction, doing two writing quizzes and
filling in a student survey. The second consent form was for the focus group interview
giving information on the study briefly, but on the interview in detail. Although only ten
students would participate in the focus group interviews at the end of the semester (n=10),
all students in the flipped class were asked to sign the second consent form at the beginning
of the semester (n=24). That was because I, as the researcher, wanted to announce those ten
people who would be chosen for the focus group interview only after the implementation
ended in order not to reduce the interest of the rest of the students for the study. For ethical
concerns of this research, it is crucial to highlight that both forms consisted of information
guaranteeing no risk for the participants.

Not only in the consent forms but during the whole study participants were also
reminded that participation was voluntary and they could withdraw from the study whenever
they wanted to. They were not provided with any sort of incentives for attending the study.
They were also told the anonymity of their identity and confidentiality of the data they
provided for analysis would be ensured both during and after the study. For example, student
surveys were submitted in closed envelopes and there were not any names on. Also, before
the focus group interviews, all participants were given nicknames and addressed each other
with their nicknames when the interview was being tape-recorded. Lastly, all research

records were stored securely and only the researcher had access to the records.

3.8 Limitations of the Study

This action study has some limitations. The first limitation is that there was only one
teacher (the researcher) who taught the flipped classroom. Another study could be

implemented by multiple practitioners in the school. In this way, it would be possible to

65



shoot more professional videos by forming teacher teams. It was not necessary to make
professional videos for this study as it was done for the improvement of in-class practices.
However, videos are needed to be professionalized if they would be used in all of the classes

in the institution.

Besides, researcher bias could also be thought as a limitation because the researcher
was also the instructor. However, in order to minimize the researcher bias, | tried to act as
“the reflective practitioner” of an action study who took experiences and perceptions of the
clients - in this they were students and instructors- into account (Schon, 1984). For this aim,
data was collected through using multiple methods including the researcher reflection
journal; and | tried to analyze them in the most scientific and transparent way. Several other
instructors were asked to observe my classes and give feedback on my practices. Therefore,
this action study is important in understanding college students’ perceptions over developing
their writing skills in EFL classes and the impact of flipping a class on EFL learners’ writing
skills development.
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CHAPTER 4

RESULTS

The purpose of this study is to explore flipping in an EFL writing class. More
specifically, it investigates to what degree students in the flipped class developed their
writing skills compared to those in the non-flipped class; and how students describe their
experiences in the flipped class. This chapter presents the results of the study that were
obtained through several data collection tools: a student survey, a focus group interview
protocol, a researcher reflection journal, student feedback documents, an observation
schedule, and a writing quiz. Both qualitative and quantitative results are provided under the
relevant headings. And at the end of this chapter, a summary of the results is given.

4.1 Student Survey Results

A student survey, which aimed to reveal college students’ perceptions over writing
skills development in flipped classes, was utilized as a means for the summative evaluation
of this action study. Data collected through the student surveys were subjected to content
analysis in which categories and codes emerged and they are presented in tables under the
relevant subtitles. While reporting the results, the anonymity of participants was tried to be
kept for ethical considerations. Therefore, pseudonyms for the survey participants are used
such as S1F (Student-1-Female) or S10M (Student-10-Male).

4.1.1 Flipped Classroom Experience in General
In the student survey, students were asked: How would you evaluate/describe your

flipped classroom experience in general? Codes emerged from the qualitative analysis of the

student surveys are given in Table 4.1:
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Table 4.1
Flipped classroom experience in general

Codes f
effective 24
fun 24
better 24
writing becomes easier 24
get help from others 24
time saver 7
opportunity for more practice 17
increase in students’ writing skills development 15
permanent learning 13

All of the survey participants responded they found the new method more effective
and fun than traditional class. They think flipped class is better than traditional class because
learning in flipped class becomes easier when you write paragraphs in the class together with
your teacher and classmates. They believe one can get help from others more in the flipped
classroom than traditional class. For example, S5F thinks writing your own paragraph is
difficult. However, when you do it with your friends and your teacher, it is better and makes
more sense to use class time like that.

Besides, some of the students stated that flipped classroom is time saver making them
learn the content in 8-10 minutes through videos, thus allowing them practice more in the
class. S17M explained why he thinks flipped classroom is effective and stressed upon the
importance of practice with these words: While learning how to write paragraphs in English,
practice is more important than learning the content. Learning the content in the class would
be good, but practicing in the flipped class is much more effective than traditional class.

In addition, most of the students asserted a noticeable increase in their writing
performance as a result of attending flipped classroom. S23M responded: “While | used to
get 6-7 points out of 10 points for my writing in traditional class, now in flipped class |
always get 9-10 points.” S21M even claimed to be writing relatively good now stressing the
fact that he could not write anything before. There were others who mentioned the

development in their writing skills:

I could not learn much when we had writing classes in a traditional way. In flipped class, we

were able to study the content more in depth and more carefully. (S20M)

I used to find writing classes difficult before, but now | feel very comfortable in writing

paragraphs with 120 words. (S7F)
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For me, the flipped class experience turned out to be a really successful one though I thought
the idea was useless and nonsense at first. | think flipped classroom was useful and made a big

contribution to my writing skills development. (S24M)

Related to the topic of the development of students” writing skills, some of the survey
respondents mentioned that flipping a class leads to permanent learning. For example, S15M
thinks the opportunity to practice and revise in the flipped class together with activities,
visuals and examples made the content difficult to forget.

All in all, most of the students who attended flipped writing classes think flipping a
class is an effective way to develop their writing skills because it saves classroom time by
introducing the content out-of-the class; it creates more space for practice with the teacher
and peers; it leads to an increase in their writing performance; and it helps develop

permanent learning.

4.1.2 Students’ Positive Perceptions of Flipped Activities Used Outside the Class

In the student survey, students were asked: What did they like about out-of-class
activities in their flipped classroom? Data collected could be put into two subcategories:
videos (content, techniques, examples, visuals, sound, language level, and others) and
video-related tasks. Codes for the category of students’ positive perceptions of flipped

classroom activities used outside the class are presented in Table 4.2 below:

Table 4.2
Positive perceptions of flipped activities used outside the class
Codes for the Videos f
content: educational, short but enough to understand the topic 22
techniques: impressive, engaging, interesting 24
examples: very good and catchy 23
examples: permanent learning 13
visuals: quite good, enough, fun, easy to remember 22
sound: good, enough 14
language level: appropriate, comprehensible 21
video length 6
to be able to watch again 24
Codes for the Video-Related Tasks f
short but enough 17
lead to more practice 18
very useful 18
prepared us for in-class activities 15
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Videos

After the analysis of the student surveys, it was revealed that students had very
positive perceptions of the videos used in the flipped classroom. Most of the students (f=22)
said that content of the videos was “educational” and “short, but enough to understand the
topic”.

As for the techniques used by the teacher in videos such as presentation through
PowerPoint, questioning, use of visuals and metaphors, examples given from teacher’s own
life, and the teacher being seen in the video; all of the students who completed the survey
(f=24) stated that techniques used were “really good”, “impressive”, “engaging” and
“interesting”. They think teaching techniques were varied and helped to keep students
interested in the videos.

About the examples given in the videos, almost all of the students (f=23) who filled in
the student survey stated that examples were “catchy” and some stated exaples “made
learning more permanent such as OREO and hamburger” (f=13). They emphasized the fact
that they still remembered all of the examples, which made them remember the content
easily. Only one student (S4F) suggested increasing the number of examples and another one
(S13F) responded she would prefer more interesting examples.

All students except two (f=22) think visuals used in videos were quite good and
enough. For example, S15F asserted: “Visuals were enough and helped me to remember the
content”. S13F wrote: “Some visuals were quite fun. Their number could even be more”.

Fourteen students out of twenty-four who completed the survey stated that sound
guality and level in the videos were good and enough. They added that they did not have any
difficulty in hearing what the teacher explained. In addition, about the language level of the
videos, almost all of the students (f=21) asserted it was “intermediate”, “appropriate for their
level” and “comprehensible”.

In addition to the content, techniques, examples, visuals, sound, and language level of
the videos mentioned above, students touched upon two more points about the videos: video
length and an opportunity to watch the videos again.

Six students out of twenty-four who completed the survey raised the issue of the
length of the videos. Three of them (S1F, S5F and S7F) stated that video length was quite
good. For example, S5F responded: “Video length was quite good. If it were longer, | could
get bored. If it were shorter, it could not be enough to cover the topic”.

Regarding the opportunity to watch videos as many times as they can, all of the

students (f=24) stated that they liked being able to watch the videos again and again In the
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student surveys, five students (S2F, S3F, S7F, S9F, and S24M) responded they liked the
possibility of watching videos many times and at any times and four students (S4F, S6F,
S10F, and S21M) mentioned they liked the opportunity to watch videos again when they
cannot understand the content. Besides, S18M asserted that he liked the possibility of
watching videos again to remember the content when he forgot. S19M agreed with S18M

and also added that he could watch the videos again when he missed the class.

Video-Related Tasks

About the tasks given to do after watching the videos, the first thing to mention is
almost all of the students submitted the tasks before they come to the flipped class. Names of
the students who did those tasks and grades they got for the tasks could be seen in Appendix
T.

In the survey, most of the students (f=18) said they liked the video-related tasks. Some
of them stated that tasks were “enough to understand the topic”, “very useful”, “helped them
practice the things they learnt in the videos” and “prepared them for in-class activities”. For
example, S10F explained how she got prepared for the next class with these words: “The
homework helped me do practice, prepared me for the next lessons, and | learned the content
completely before going to the class”. S23M mentioned the usefulness of the feedback given
for video-related tasks stating that he liked the way their mistakes in the homework were
shown through PowerPoint presentation in the class. He also expressed very positive
opinions towards the discussion parts of the mistakes and the fact that they corrected those

mistakes all together.

4.1.3 Students’ Negative Perceptions of Flipped Activities Used Outside the Class

In the student survey, students were asked: What did not they like about out-of-class

activities in their flipped classroom? After the analysis of all of the student surveys, it was

noticed that there were only a few negative opinions towards the out-of-class activities

(videos and video-related tasks).
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Videos

Two (S2F and S8F) out of twenty-four students found the content of the videos a
little short and suggested adding more examples. And one student also stated that sample
paragraphs given in the videos were a little bit long, so they should be shortened. Out of
twenty-four students, S1F and S7F expressed negative opinions towards visuals complaining
that the number of the visuals was not enough (f=2).

The thing students most complained about was the sound quality and language level
of the videos. Almost half of the students (f=10) said they did not like the sound. Some of
them (S14F and S18M) complained sound quality was not so good while others (S3F, S9F
and S15M) mentioned sound level was a little bit low. Two of them (S12F and S15M)
criticized the sound in the video stating that it was like coming from depths. And, other three
students (S13F, S16M, and S23M) out of those ten also complained there were sometimes
echoes in the sound. Table 4.3 below shows the codes:

Table 4.3
Negative perceptions of flipped activities used outside the class
Codes for the videos

content: a little short

sample paragraphs: a little bit long for the video

not enough visuals

sound: bad / low / echoes

language level: high/low

video length: short/long

Codes for the video-related tasks

not related to the videos

not useful

need help to understand

P NR= s wBE NN

Three students complained about the level of the language used in the videos. S10F
stated the language used was comprehensible but rarely too fast. Another student (S12F)
found the language difficult and suggested teacher could speak more slowly whereas another
student (S22M) suggested it could be more sophisticated, but still comprehensible.

Although low in number, there were some negative opinions on the video length. Two
students (S10F and S11F) found videos a little bit short. Also, S10F suggested videos could
be a little (a few minutes) longer. Another student (S13F) stated: “I wish long videos had
been more fun or some videos had been shorter. | was afraid when | saw a video 8-minute-
long on YouTube”.
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Video-Related Tasks

Among those who filled in the survey, just a few students (f=4) expressed negative
opinions about video-related tasks. One student (S4F) complained that some tasks set as
homework were not related to the videos. Another student (S3F) expressed her criticism over
those tasks by stating that they did not make the content in the videos clearer for her. She
expressed her feeling of obligation to get help from her friends because she had difficulty in
understanding the tasks. Also, two students (S17M and S8F) disliked some of the tasks
because they believed the tasks were not useful.

4.1.4 Students’ Positive Perceptions of Flipped Activities Used in the Class

In the student survey, students were asked: What did they like about in-class activities

in their flipped classroom? Codes for the theme of students’ perceptions of flipped

classroom activities used in the class are presented in Table 4.4 below:

Table 4.4
Positive perceptions of flipped activities used in the class
Codes f
meaningful and useful tasks 24
fun 24
prepared for the exam 6
group work 13
individual work 20
peer teaching 19
peer feedback 13

Data collected could be put into five subcategories: general writing tasks, group work,

individual work, peer teaching, and peer feedback and evaluation.

General Writing Tasks

All of the students (f=24) who completed the survey liked the general writing tasks

they did in the flipped classroom. They used such words to describe these tasks as “useful”,

“enough”, “meaningful”, “very good”, “fun” and “educational”. Six of them (S3F, S10F,
S15M, S16M, S18M and S21M) stressed upon the fact that those writing tasks developed
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their writing skills and prepared them for the exam. Three of them (S1F, S6F and S20M)

mentioned writing tasks helped them do more practice on the topic they were trying to learn.

Group Work

Thirteen students liked group work and found working in groups “good”, “effective”
and “useful”. Five students out of those thirteen students explained why they liked group
work by saying they could exchange ideas with those in the group while writing (S3F, S4F,
S5F, S11F and S20M). They also added that they had opportunity to hear different points of

view when they work in group, which in turn made learning experience easier and more fun.

Individual Work

The majority of the students (f=20) expressed their preferences towards working
individually in the class and no one said they did not like individual work. Most of them
described individual work as “useful”, “effective” and “an activity that helped them develop
their writing skills”. Besides, ten students compared individual work to group work and
stated that they would prefer individual work over group work. They asserted that individual

work is “better”, “more effective” and “more useful”.

Peer Teaching

Most of the students (f=19) stated they liked peer teaching. They used such words to
describe their peer teaching experience as “useful”, “effective” and “good”. Ten out those
nineteen students wrote that the reason why they liked peer teaching was they were not only
able to get help from their peers, but also they were able to help their peers. S16M used these
exact words to describe his peer teaching experience: “There were things | learned and also |
taught”. S23M also stated: “Our peers helped us when teacher was not present and they

acted as an extra source”.
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Peer Feedback and Evaluation

Over half of the students (f=13) asserted that they liked peer feedback and evaluation
because they believed it was useful. Some of them (S9F, S12F, S15M and S24M) stated it
was good to see their peers’ opinions on their writings. Some of them (S1F, S6F, S10F, S4F
and S21M) were in the opinion that evaluating their peers’ work helped them improve their
own writing skills as they became more aware of the mistakes and as they learnt how to
correct them. One student compared peer feedback and evaluation to other classroom
activities and stated: “This was the most effective one. We evaluated our peers’ papers and
they evaluated ours. It was good to get feedback from someone who is not a teacher”.
Another student touch upon a different aspect stating: ““I think, discussing things with our
peers after the feedback made learning more permanent”.

4.1.5 Students’ Negative Perceptions of Flipped Activities Used in the Class

In the student survey, students were asked: What did not they like about in-class
activities in their flipped classroom? The codes emerged for the category of students’
negative perceptions of flipped classroom activities used in the class are presented in Table
4.5 below:

Table 4.5
Negative perceptions of flipped activities used in the class
Codes f

challenging
time limit
group work
peer teaching
peer feedback
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Results showed that there were few negative opinions of the in-class activities in
flipped classroom. There were two negative opinions towards general writing tasks. The first
was done by S9F who said that she found the writing tasks sometimes challenging accepting
the fact that they were educational. The second was by S8F who complained about the time
allotted for activities. She stated that she wished to do the general writing tasks more slowly.

Besides, there were S6F, S11F and S12F who did not like peer teaching. S11F thought

peer teaching was unnecessary and added that teacher instruction was enough. Agreeing with
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S11F, S12F also stated that peer teaching was unnecessary and that she could not trust her
peer’s knowledge.

Moreover, eight students believed peer feedback was unnecessary. Two of them
(S11F and S22M) thought it was unnecessary because teacher should evaluate their papers
and give feedback; because teacher would already evaluate their papers (S5F); because it
was better to evaluate papers together with the teacher (S13F); and lastly because their
peers’ English level was similar to their own level (S3F, S7F and S14F).

The thing students complained most was group work. Almost half of them (f=14) did
not like group work. Two of them (S8F and S12F) complained some students did not
contribute enough to the tasks when they were done in groups. Besides, S15M asserted:
“Group work was something different and something | was not used to... | did not quite like
it because there was a chaos in the class when we did group work”. S6F agreed with S15M
and stated there was too much and uncontrolled chatting in the group. He complained that it

was not possible to concentrate when there was too much noise in the class.

To sum up, Table 4.6 shows a summary of the frequencies for positive and negative
perceptions on the out-of-class and in-class activities done in the flipped classroom:

Table 4.6
Positive and negative perceptions from student surveys

Positive perceptions (f)  Negative perceptions(f)

Content 22 -

Techniques 24 -

Examples 23 -

Videos Visuals 22 2
Sound 14 10

Language Level 21 1

Others: Video length 3 3

Video-related tasks 18 4
General Writing Tasks 24 -
Group Work 13 14
Individual Work 20 -
Peer Teaching 19 3
Peer Feedback and 13 8

Evaluation
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Looking at Table 4.6, it can be concluded that almost all of the students liked the flipped
classroom except for some who did not like the sound quality of the videos and group work.
There were also some who expressed their dislikes for visuals in the videos, language level
of the videos, length of the videos, video-related tasks, and peer teaching. However, their

number was very low.

4.1.6 Future Classes (Flipped, Non-flipped, or Both)

In the student survey, students were asked: For your future English classes if you had
a chance, which one would you prefer: Flipped, Non-Flipped, or Both? Most importantly,
they were also told to explain the reasons for their choice.
The majority of the students (f=18) who attended flipped classroom asserted they
would prefer flipped classroom for their English classes in the future if they were given a
chance to choose. They wrote several different reasons for their preference. Four of them
(S6F, S7F, S12F and S19M) especially stressed upon the time issue stating learning the
content in the non-flipped class took minimum 30 minutes of class time whereas in the
flipped class they learned the content in 7-10 minutes through videos. S12F complained
about non-flipped classes: “In non-flipped class, we used to lose a lot of time in trying to
learn the content only”. However; as S19M emphasized, learning the content at home in
flipped classes opened up a space for more activities and practice in the class through which
they could learn the content better. Three out of eighteen students who preferred flipped
class (S4F, S21M and S24M) liked to learn through videos as it was possible to stop the
video and watch it again if they did not understand something. Some of them (S4F, S11F,
S21M and S24M) also mentioned another advantage of flipped class, which was the
opportunity to ask questions to the teacher or friends while writing in the class. In addition to
those mentioned above, there were other students who explained the reason why they prefer

flipped class for their future classes with these words:

I would prefer flipped classroom because it is more effective when you learn the basics at
home and learn more complex structures in the class which could easily be forgotten if not
practiced. (S13F)

I would prefer flipped classroom because we learn the content at home, which is a very

comfortable learning environment. Lessons are also fun when they are flipped. (S24M)
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I would definitely choose flipped classroom. | think flipped classroom is more effective. We
get prepared before we go to the class. The only thing we are supposed to do in the class is
practice. In this way, | enjoy writing classes. And when you enjoy the classes, your skills
develop faster. (S10F)

Before | was introduced to the flipped class, | learned in non-flipped classes and it was not
useful for me. Actually, after learning in the flipped class, my English improved. (S23M)

I would prefer flipped classroom. It is not only an appropriate model for our age, but also it

makes the content more comprehensible. (S18M)

Below are the codes and frequencies for students’ preferences over their future English

classes:
Table 4.7
Preferences over their future English classes
Codes f
Flipped 18
Non-flipped 2
Both 4

As it can be seen in Table 4.7, only four students out of twenty-four stated they would prefer
both, which is the combination of flipped class and non-flipped class. Below are the direct

guotations of their opinions:

I would prefer both of them. Flipped class teaches through practice. Non flipped class teaches

in a traditional way. (S17M)

I would prefer both of them because both have advantages. In one of them we do not need to

revise. In the other, we can do homework to revise. (S15M)

Both of them can be merged into one implementation because we can increase the possibility

of learning if different teaching styles are applied. (S16M)

I would not prefer flipped class much because it puts too much responsibility on students’
shoulders (e.g. watch videos, learn the content at home, do homework, work in groups in the

class, and write a paragraph on your own). Flipped class requires students do everything.
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Therefore, 1 would want some methods used in flipped class are integrated into the non-
flipped class. (S3F)

Only two out of twenty-four students asserted that they would prefer to continue to be
taught in non-flipped class. S1F stated she would actually prefer non-flipped class because
the instructional design in which you learned the content in the class and wrote the paragraph
at home after having a rest was more suitable for her. S2F explained the reason why she
preferred non-flipped class with these words: “I prefer non-flipped class because it is the one
I am used to and have been exposed to since | was six years old. But videos and examples in

the flipped class were very useful”.

4.1.7 Suggestions for Future Flipped Classes

Students who completed the survey were asked to provide suggestions or advice for
flipped classes that would be implemented in the future. Codes emerged as a result of the

qualitative data analysis were:

Table 4.8
Suggestions for future classes

Codes

—h

continue to be implemented as it is

a recording device

online video-related tasks

less group work

further implementation for other skills and schools

~N ok ©

As also can be seen in Table 4.8, most of the students (S5F, S7F, S10F, S11F, S19M,
S21M, S22M, S23M and S24M) stated in the survey that there was not anything they would
like to change or replace in the flipped classroom. They suggested that flipped writing class
should continue to be implemented as it was. There were very few students who came up
with suggestions. One of them wrote a recording device rather than the one in the computer
could be used while shooting the videos so as to increase the sound quality of them.
Moreover, there were four students (S6F, S15M, S18M, and S20M) who suggested that
increasing the number of online video-related tasks could be increased.

In addition, some of the students (f=10) did not like working in groups. Some of them
(S1F, S2F, S6F, S14F and S17M) asserted that there should not be any group work activities
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in the class whereas some others (S4F, SO9F, S10F, S13F and S16M) stated that the number
of group work activities should be lessened.

There were also other students (f=7) who recommended that flipped classroom should
be implemented for other skills and/or in other institutions. On the other hand, there were
two students (S5F and S14F) who advised not using flipped classroom model for grammar
and one student (S14F) for vocabulary.

All in all, looking at the qualitative results of the student survey, it can clearly be seen
that students who attended flipped classroom held very positive opinions towards it. Most of
them would choose to be the part of a flipped class in the future if they were given a chance.
It can also be understood that students were content with almost all of the components of the
flipped writing classes, and they have some suggestions only to make it better. To have more
in-depth results over students’ perceptions and to triangulate the results of the student
surveys, more qualitative data was collected through student focus group interviews. Results

of these interviews are presented in the next section.

4.1.8 Students’ Perceptions of the Development of the Writing Skills through
Flipped Classroom

In the student survey, twenty-four students who attended flipped classroom were
asked how much they agree with this statement: | think flipped classroom is useful in
developing my writing skills. They were expected to answer this close-ended question by
choosing from a five level Likert type scale (completely agree, mostly agree, moderately
agree, slightly agree, and disagree). The results were overwhelmingly positive (M=4.38,

SD=.92) as can be seen in Table 4.9 below which presents the frequencies for Likert item:

Table 4.9
Frequencies for Likert item in the survey
Item f
Disagree 0
Slightly Agree 1

I think flipped classroom

is useful in deVeIOping Moderately Agree 4
my writing skills.

Mostly Agree 4
Completely Agree 15
Total 24
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Fifteen students out of twenty-four students completely agreed with the statement that
flipped classroom helped them develop their writing skills. Four of the students who
completed the survey mostly agreed with the statement. And four other students said they
moderately agreed with the statement. Only one student responded that she slightly agreed
with the sentence. No one out of twenty-four students reported that they disagreed.

It can be concluded that all students who attended flipped class think flipped
classroom in one way or another improved their English writing skills. It is also consistent
with the quantitative results of the writing quiz in which flipping a class was found to be a

better way of improving student writing performance when compared to non-flipping.

4.1.9 Flipped Learning Environment through Videos

In the student survey, students (n=24) were asked when and where they watched the
videos sent by the teacher in order to understand whether flipped classroom allowed for

personalized learning.

When Students Watched the Videos

In the survey, students were given six different possible times regarding when they
watched the videos: a. after it was set as homework b. one day before lessons c. a few
hours/minutes before lessons d. for review before exams e. during lessons f. when (s)he
missed class. In addition, there was one last item stating “Other, please specify” in order to
give students an opportunity to express their personal preference for the time they watched
the videos. Students were made to choose the frequency for each item from a five level
Likert type scale (never, rarely, sometimes, often, and always). Table 4.10 below represents

the frequencies:
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Table 4.10
When students watched videos

Never Rarely Sometimes Often Always Mean N

a. After it was set as homework 3 5 6 6 4 3.08 24
b. One day before lessons 3 3 8 8 2 313 24
c. A few hours/minutes before 13 4 4 2 1 192 24
lessons

d. For review before exams 6 6 6 4 2 258 24
e. During lessons 15 6 2 1 - 154 24
f. When (s)he missed class 13 3 4 2 2 204 24
g. Other, please specify: When | do 1 - - - - 1 1
not want to.

As it can be seen from Table 4.10 above, it is hard to draw conclusions from the results of
this part of the survey. There seems to be a balance between the number of those who always
or often prefer to watch videos just after they were set as homework and the number of those
who never or rarely prefer to watch videos just after they were given as homework. It might
be due to the fact that majority of the students (f=10) always or often prefer to watch them
one day before lessons. It is good that majority of the students (f=21) never or rarely watch
videos during lessons, which means most of the participants of this flipped classroom come
to class prepared watching the videos and learning the content beforehand. The small
number of students who came to class without watching videos could also be seen in
Appendix T. However, it is interesting that half of the students (f=12) never or rarely watch
videos to revise before the exams. Only six of the students in this flipped class always or
often watch videos to study for exams. It is also surprising that more than half of the class
(f=13) said they never watched videos when they missed the class. But this might be due to
the fact that most of the students in this flipped class had never missed the classes (See
Appendix T). Last thing to mention is only one student (S7F) specified one other time to
watch videos which was “when | do not want to watch videos and do the video-related
tasks”. However, she chose “never” from the Likert type scale, which means she did not

actually come up with a different time to watch videos.
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Where Students Watched the Videos

Survey respondents were provided six different possible learning environments and
asked where they watched the videos: a. at home b. in the dorm c. in a cafe d. on transport
with headphones e. in a quiet environment f. in a noisy environment. In addition, there was
one last item stating “Other, please specify” in order to give students an opportunity to state
a particular place where they watched the videos. For each item, students were asked to
choose among five frequencies from a Likert type scale (never, rarely, sometimes, often, and
always). The following table indicates frequencies of students’ responses:

Table 4.11
Where students watched videos

Never Rarely Sometimes Often Always Mean N

a. At home 3 2 1 5 13 400 24
b. In the dorm 19 - - 1 4 179 24
c. In a cafe 21 2 1 - - 117 24
d. On transport with headphones 20 3 - 1 - 125 24
e. In a quiet environment 4 1 3 3 13 383 24
f. In a noisy environment 15 5 4 - - 154 24
g. Other, please specify: 1 - - - - 100 1
Shopping mall

As it can be seen from Table 4.11, 19 students stated they always, often, or sometimes
watched videos at home, which is equal to the number of students who never watched videos
in the dorm. This might be interpreted as nineteen students out of twenty-four live at home
while five of them live in a dorm. Besides, looking at the table it can easily be noticed that
frequencies for the number of students who never watched videos in a cafe (f=21) or on
transport with headphones (f=20) are quite high, which means almost all of the participants
of this flipped class preferred to watch videos in a place where they live. This could also be
proved by the fact that none of the students stated any other place where they watched
videos. There was only one student (S7F) who chose “never” from the Likert type scale
writing “shopping mall” as an answer, which means she did not actually suggest a different
place to watch videos. Last point to mention is majority of the students in this flipped class
(f=16) always or often watched videos in a quiet environment whereas none of the students

(f=0) stated they always or often watched videos in a noisy environment. Besides, the
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majority of the students (f=19) reported they never or rarely preferred noisy places to watch
videos. That is, most of the students in this flipped classroom preferred quiet environments

to learn the content through videos set as homework by their teacher.

4.2 Student Focus Group Interview Results

Qualitative data for the summative evaluation of this study were also collected
through a student focus group interview protocol (n=10) which aimed to investigate college
students’ perceptions over writing skills development in flipped classes. Data collected
through student focus group interviews were subjected to content analysis in which different
categories and codes emerged. Those categories and codes are presented in the relevant
subtitles below. Also, while reporting the results, the anonymity of participants are kept for
ethical considerations. Therefore, pseudonyms of the focus group interviewees (e.g. Seda,
Ciineyt, and Ozan) are used.

4.2.1 Initial Feelings and Thoughts

As a warm-up question in the focus group interview, students were asked: How did
you react when you first heard of flipped class? What were your first thoughts? Answers
given for flipped classrooms revealed both positive and negative reactions towards flipped

classroom before its implementation. Table 4.12 below shows the codes:

difficult
impossible to implement

Table 4.12
Initial feelings and thoughts
Codes f
Positive  happy 2
Neutral - 1
Negative afraid 1
4
1

On the one hand, six students out of ten did not like the idea of developing writing
skills in a flipped class. For example, Seda asserted that she made fun of the new method
and thought it was impossible to implement flipped class because they had been taught with

traditional methods for years. Ozan stated that he was surprised as it was the first time he
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had ever heard such a method. Two other participants confessed that their first intention was
coming to the class without watching the videos. Some others expressed their fear of not
being able to understand the videos if they are difficult.

On the other hand, three students out of ten thought the method could be effective.
Some of the interviewees (f=2) felt happy as thinking flipped classrooms would lead to
student autonomy. And lastly one out of ten students were neutral towards flipped class.

Table 4.13 presents the frequencies of first reactions of the students towards flipped class:

Table 4.13
First reactions over flipped class

Dislike 6

First reactions over )
flipped class Like 3
Neutral 1

From the results showed in Table 4.13, it can be concluded that most of the students might
dislike the idea of flipping a class when they first hear about it while some others might react
to it positively. To interpret the results for this category, it is necessary to investigate
whether there has been any change in students’ perceptions of the flipped class after
attending it, which will be discussed in the rest of this chapter.

4.2.2 Flipped Classroom Experience in General

In the focus group interviews, students were asked: How would you evaluate/describe

your flipped classroom experience in general? Codes emerged from the qualitative analysis
of the data is presented in Table 4.14 below:

Table 4.14
Flipped classroom experience in general
Codes f
effective 10
fun 10
better 8
get help from others 8
time saver 3
increase in writing performance 6
increase in students’ skills self-confidence 2
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All of the focus group interviewees (f=10) stated they found the new method more
effective and fun than traditional class. Most of them (f=8) believe flipped class is better
than traditional class because learning in flipped class becomes easier. In flipped class, you
write paragraphs in the class together with your teacher and classmates, so you can get help
from them. For instance, Ciineyt responded: “When | cannot write anything, somebody from
the class says something. This helps me to come up with a new idea”.

In addition, some of the interviewees (f=3) stated that flipped classroom is time saver
making them learn the content in 8-10 minutes through videos, thus allowing them practice
more in the class. Sule mentioned how flipping a class creates more time for classroom
practice stating “Learning the content in the class takes 40-50 minutes, but if you learn the
content through videos at home, it saves a lot of time.” She believes practicing the content is
the most difficult part of learning and she was glad that they were able to practice their
writing skills with the teacher and their classmates in flipped classes.

Also, most of the students (f=6) reported an increase in their writing performance
after attending flipped classroom. For example, Ali stated how his grades increased day by
day from 5 points to 10 points. Others also talked about how they became more successful in
writing by doing out-of-class and in-class activities.

In addition, two focus group interviewees stressed upon the change in their self-
confidence level as a result of the development in their writing skills. For instance, Dilek
narrated how she turned to be a more self-confident writer in the flipped class with these
sentences: “As | enjoyed watching videos with headphones and as | was able to understand
the content from the videos, | liked flipped classroom. The time required to come up with
new ideas even decreased. Before, | could not think of and write. But later | became more
self-confident in writing”. By making comparisons between non-flipped and flipped classes,
Seda also reported that before attending flipped writing classes she could not even think of a

writing topic, but she started to be more creative while writing in the flipped classes.

4.2.3 Students’ Positive Perceptions of Flipped Activities Used Outside the Class

In the focus group interviews, students were asked: What did they like about the out-
of-class activities in their flipped classroom? Data collected could be put into two
subcategories: videos (content, techniques, examples, visuals, sound, language level, and
others) and video-related tasks. Codes for the category of students’ perceptions of flipped

classroom activities used outside the class are presented in Table 4.15 below:
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Table 4.15
Positive perceptions of flipped activities used outside the class

Codes for the Videos f
content: enough, clear, easy to remember 10
teacher in the video 5
good examples and metaphors 10
permanent learning 10

perfect visuals, easy to remember
language level: appropriate
video length: appropriate
to be able to watch again
Codes for the Video-Related Tasks
positive opinions
difficulty level: appropriate
online
good feedback for video-related tasks
graded

P wkroBl—woowon

Videos

All of the students (f=10) who attended focus group interviews stated content of the
videos were enough, clear, and easy to remember. They did not express any negative
opinions on the content of the videos. In addition, students did not express any negative
opinions as to the techniques used by the teacher in the video.

Interestingly, both focus groups raised the issue of teacher-made videos and discussed
whether it was good to see the teacher in the video or not. In the first group, three students
(Ozan, Batu, and Zeynep) thought there was no need for teacher-made videos as they could
also learn from other teachers’ videos. They were in the opinion that it might be good to see
different teaching styles. On the other hand, two students out of five (Sule and Aylin)
believed each teacher should shoot their own videos for their own classes although the
content of the videos could be prepared by different teachers.

In the second focus group interview, teacher-made videos were also discussed. Ali
stated he liked to see the image of the teacher on the right corner of the screen because he
could understand the important parts in the content through the teacher’s mimics and
gestures. Seda was in the same opinion with Ali and responded that seeing the teacher in the
video was really good as it created a classroom environment in which one wants to watch the
video seeing the teacher’s mimics and gestures. Dilek also expressed her positive opinion of
seeing the teacher in the videos with these words: “When | started to find concentrating
difficult, you made a joke and attracted my attention. Maybe this would not be the case if

another teacher shot the video”. Ciineyt stressed upon the fact that they were used to their
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teacher’s teaching style and that helped them to learn easier. He continued saying:
“However, we would need time to get used to...2-3 videos...if other teachers shot the
videos”. Lastly, Elif agreed with all the other interviewees stating that seeing their own
teacher in the video made learning easier for them. In summary, all of the five students in the
second focus group think teacher-made videos are better. However, one of them asserted that
videos could be shot by some other teachers as students would get used to those teachers
after 1-2 videos.

Regarding the examples given in the videos, all focus groups interviewees (f=10)
reported examples were good. One student, Seda, even said exactly this: “I still remember
OREO, hamburger...I liked these examples very much. Because, it has been almost two
months. If 1 have not forgotten yet, that means they were really good and unforgettable
examples and metaphors”. Another participant, Aylin also emphasized that the thing she
liked most about the videos was examples and metaphors like OREO and hamburger which
she thinks made classes more fun; and helped them learn the content step by step. She also
added there were very good and interesting examples, sometimes jokes which helped to keep
her interest in the videos more.

As to the visuals used in the videos, some of the participants of the focus group
interviews expressed positive opinions. For example, Elif thinks visual memory helped them
remember the content in the videos. Ciineyt mentioned: “Visuals were just perfect. Like I
said before, we still remember them”.

Also, language level of the videos were discussed in the second focus group
interview. Three students out of five (Sule, Zeynep, and Aylin) think the language level was
good. Sule emphasized the fact that language level of the videos was appropriate for
everyone in the class stating that some of her classmates’ English is closer to lower
intermediate whereas some others’ English is closer to higher intermediate even if they are
all in the intermediate class. Besides, Zeynep and Aylin agreed with each other that it was
good teacher speak slowly and clearly. On the other hand, two students out of five (Ahmet
and Ozan) found the language level of the videos a little bit low. They did not complain
about it but they suggested that language could be made more sophisticated.

In addition to the content, techniques, examples, visuals, sound, and language level of
the videos mentioned above, students touched upon two more points about the videos: video
length and an opportunity to watch the videos again.

Students who attended focus group interviews expressed differing ideas on the video
length. Sule responded: “I actually think length of the videos was quite good. When it lasted

over 10 minutes, | started to get bored and it finished when we could understand the content.
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I mean, 8-9 minutes videos very really appropriate”. On the other hand, Aylin and Batu said
some of the videos were a little long.

During the focus group interviews, Zeynep stated that it was useful to have a chance
to watch videos again. She also added that when she missed the class she was able to watch
videos and learn the content. Seda emphasized the fact that watching videos again and again
made her learn better and she believed that her writing skills developed more. Ciineyt
asserted that the best thing for him in the flipped class was to be able to watch the videos
even five times when he could not understand the content. He also reminded that he could
have asked the teacher maximum twice if he were in non-flipped class. Elif stated flipped
classroom with videos was great because she watched videos again before the exams for
review. And, Dilek watched the videos again because she wanted to make comparisons
between how much of the content she understood for the first time and how much she
understood after some time when she watched it for the second time.

Video-Related Tasks

Participants of the focus group interviews shared the same positive opinions on video-
related tasks done at home. None of them made any negative comment about the tasks given.
For example, Aylin mentioned she was very content to do homework as it helped her to
practice the content she learnt in the videos. Ciineyt stated he liked the last online video-
related task most. He thinks it was short, but educational. He also added he liked the
examples in the homework like “... you are here at home, baby” which he believed were
really good. Elif stated she did not face any problem while doing the homework. She added
that she found the homework useful in developing their writing skills as they practiced with
the homework after watching the videos. She could not find anything in the homework she
did not like. Seda raised a different topic regarding the homework stating that she liked to
see the video-related task in the video and suggested the teacher should continue to put the
task at the end of the videos. She also added it was good to rewind the video to find answers
for those tasks. In addition to liking the videos, students found the difficulty level of the
tasks appropriate to their English level. Five students from the first focus group answered
“no” when they were asked whether they had any problem in understanding the tasks. Also,
Ciineyt from the second focus group reported that only the first video-related task was
problematic for him because adapting to the new instructional design took time. He did not

have any difficulty in the following ones.
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Focus group interviewees not only liked the video-related tasks but they also
expressed quite positive opinions on the feedback given to the tasks. One student from the
first group (Sule) and three students from the second group (Ali, Dilek and Elif) said they
liked the feedback. They believed it was really good to see on the board the common
mistakes made by them and their classmates; and also to be able to have their mistakes
corrected and discussed in the class. Elif also agreed that feedback given in the class through
PowerPoint slides was good and added that “seeing the general mistakes my friends made
improved my writing skills a lot”. Dilek from the second group also agreed with Ali and Elif
with these words: “I liked the feedback in which we all together corrected the common
mistakes in the class”. She added that the feedback given by the teacher through grading
their homework papers was also quite useful as she thinks graded assignments made learning

more permanent.

4.2.4 Students’ Negative Perceptions of Flipped Activities Used outside the Class

Focus group interviewees did not express negative opinions over video-related tasks,
but, six students out of ten mentioned the sound of the videos among many other things. One
of them (Ciineyt) remarked: “Sound quality was not that good. | mean, there was a little
sizzling in the sound. It was not preventing me from hearing, but was a little disturbing”.
Seda and Elif were in the same opinion with Ciineyt and thought there were echoes in the
sound. On the other hand, Zeynep, Ali and Dilek responded the sound was okay. Table 4.16

presents the codes:

Table 4.16
Negative perceptions of flipped activities used outside the class
Codes for the Videos f
bad sound 3
Codes for the Video-Related Tasks f
- 0

4.2.5 Students’ Positive Perceptions of Flipped Activities Used in the Class
In the focus group interviews, students were asked: What did they like about in-class

activities in their flipped classroom? Data collected could be put into three subcategories:

general writing tasks, individual work and group work, and peer feedback and evaluation.
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Codes for the category of students’ positive perceptions of flipped classroom activities used

in the class are presented in Table 4.17 below:

Table 4.17
Positive perceptions of flipped activities used in the class

Codes

brainstorming

order the sentences

one topic another supporting
group work

peer feedback

AP WOoo—

General writing tasks

Focus group interview transcripts provided more detailed information on students’
perceptions over the general writing tasks done in the flipped classroom. There were three
activity types mostly mentioned by the interviewees: “brainstorming”, “order the sentences”
and “one topic another supporting”.

First, the participants of the interviews stated that the type of classroom activity they
liked most was brainstorming (see Figure 4.1 below). Ali responded “yes” when he was
asked whether brainstorming prepared them for writing a paragraph. Dilek and Ozan really
liked brainstorming because writing a paragraph became easier after they got inspired from
their classmates’ ideas. Seda and Dilek added: “It was like playing a game. It was not only
fun, but also it made learning more permanent”. Zeynep also asserted she found
brainstorming really useful because there was an opportunity to discuss ideas for

topic/supporting/concluding sentences and to discuss relevant/irrelevant ideas.
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Picture 4.1 Brainstorming activity
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Second, the interviewees talked upon order the sentences activity (see Appendix U).
Ali narrated about his experiences with this type of activity stating this kind of activity
helped us to learn sentence types in a paragraph like the topic sentence, body sentences and
the concluding sentence. Seda and Elif confessed they first found this type of activity
difficult. Seda stated she could not do “order the sentences” activity at the beginning of the
flipped class, but she got used to it. She now believed one could learn better with this kind of
activities. Elif also talked about her own experience with order the sentences activity: “First,
| tried to order the sentences according to their meaning, which did not work because | made
mistakes as | ordered them with my own ideas. Then, the more we did this kind of activities,
the easier it became to both order the sentences and to do all writing tasks in general”. Two
more interviewees, Dilek and Samet, asserted they liked order the sentences activity.
Additionally, Samet explained the reason why he liked with these words: “It was fun
because it was like doing a puzzle”.

Third, interviewees discussed over one topic another supporting activity (see
Appendix V). Ali described how they were supposed to do this kind of activity. He said he
wrote one topic sentence and his classmate sitting next to him wrote one of the supporting
sentences appropriate to the topic sentence he wrote. He added that in order to make a whole
paragraph, they should not write any irrelevant sentences, which means they need to think
carefully. According to him, this kind of activity improved their critical thinking skills and
also they were able to benefit from different ideas of their classmates. Zeynep and Sule

agreed with Ali and asserted that they both liked one topic another supporting activity.
Individual and Group Work
Individual work and group work was not discussed much in the focus group
interviews. Most of the students just stated that they would prefer individual work to group

work. Only Batu reported he liked being in groups and working in groups saying: “I enjoyed

group work because | could help my classmates”.

Peer Feedback and Evaluation
Some of the students (Dilek, Ali, Zeynep and Ciineyt) who attended focus group

interviews expressed positive opinions on peer feedback and evaluation while some of them
(Elif, Seda, Sule, Aylin and Ozan) did not quite like it. Those who liked it stated that peer
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feedback and evaluation was useful. For example, Dilek and Ali believed that peer feedback
improved their writing skills; and that correcting their peers’ writings was good as they
became more aware of their own mistakes while they were writing. Zeynep reported getting
feedback from peers was not useful, but giving feedback to her peers was really beneficial as
it developed her writing skills. Ciineyt was also one of those who liked peer feedback and
evaluation because he could ask more questions to his peers who had more time for the
feedback than their teacher did. He warned that peer feedback and evaluation was good if
taken seriously and done seriously. However, he also confessed that he and his peers
sometimes filled in the feedback form quickly so that they would be done for that day.

4.2.6 Students’ Negative Perceptions of Flipped Activities Used in the Class

As also can be seen in Table 4.18 below, some of the focus group participants
expressed negative opinions over some of the in-class activities. For example, Batu stated
that it was not necessary to do one topic another supporting activity as a group activity. Batu
suggested each student wrote a full paragraph and another student wrote another paragraph
as an answer to his/her peer’s writing. Besides, Dilek and Elif thought one topic another
supporting activity was challenging. Dilek complained she had difficulty in this activity
because she felt more comfortable in individual work. Elif agreed with Dilek on the fact that
it was a difficult activity; and she confessed that she believed she could not do this activity

and would need to get help from the teacher.

Table 4.18
Negative perceptions of flipped activities used in the class
Codes f
one topic another supporting 3
group work 4
peer feedback 5

Some others (f=4) complained about group work. For example, Zeynep admitted the
fact that she liked individual work more than group work, because people in her groups
chatted a lot. She responded “yes” when she was asked whether group work should be
removed from the flipped writing classes. Ozan and Aylin responded “no” to the same
question, but they suggested some changes. Ozan claimed some group work activities should
be kept in the flipped classes, and Aylin suggested that competitions between groups might

be added into the flipped classes so that it would be more fun. The issue of group work was
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not discussed in the second focus group, but only one student (Seda) mentioned it once
saying: “Not everyone was interested in the task in group work”.

Regarding peer feedback and evaluation activity, Elif complained that sparing time for
peer feedback at the very end of the writing lesson was not a good idea because everyone in
the class tried to write something and hand it in so as to have a break. According to her, they
did not pay much attention to what they wrote. In addition, Seda, Sule and Ozan asserted
peer feedback was not a good class activity not only because their English level was similar
but also because the things they know might not be true. Aylin and Ozan also did not believe
peer feedback was quite necessary adding that they would prefer to get feedback from the

teacher in one-to-one sessions.

4.2.7 Future Classes (Flipped, Non-flipped, or Both)

Interviewees in focus groups discussed about their preferences over flipped, non-
flipped, or the mixture of both flipped and non-flipped classes. They expressed their
preferences for their future classes, which mostly consisted of preferences over flipped
classes.

Looking at the Table 4.19, it can clearly be seen that all five students in the first focus
group preferred flipped classroom in the future. For example, Dilek stated she would prefer
to be in flipped classes in the future because she believed she was more motivated to learn in
the flipped class than she was in non-flipped class. Elif also reported she would prefer
flipped classroom because it developed their English skills better and allowed to learn
individually. Most importantly, all of the five students suggested that flipped classroom
model should be implemented to teach not only writing skills but other skills (reading,
listening and speaking) as well. One student (Ali) even suggested flipped classroom for
subject teachings in the departments of the universities with these words: “I have been
learning English for eight years, but | have learnt more in this flipped class now than | had
learnt in those eight years before. Therefore; | would choose to be in the flipped class in my

department, too”.
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Table 4.19
Preferences over future classes

Student Flipped Non-flipped Both
Name
Dilek all skills in English - -
First Focus Group Elif all skills in English - -
Ciineyt all skills in English - -
Seda all skills in English - -
Ali English and all subjects - -
Aylin  English and science subjects non-science -
subjects
Sule only writing in English grammar in -
Second Focus Group English
Zeynep all skills in English - -
Batu all skills in English - -
Ozan - - English

When looked at the second group in Table 4.19 above, it can be seen that Aylin
preferred flipped class for all skills of English and also for science subjects in her department
because she thought she learned better in flipped classes whereas she chose non-flipped class
for non-science subjects in her department. Sule thought flipped classroom was effective for
writing skill, but might not be effective for grammar because she would like to ask her
guestions immediately. Zeynep and Batu would prefer flipped class for all skills in English
as it had many advantages whereas Ozan wanted to be in a class where both flipped and non-

flipped classroom techniques were used as they would appeal to different learning styles.

Future Classes (Flipped, Non-flipped, or Both) of the Future English teachers

In the focus group interviews, there were two students who want to be an English
teacher in the future. They were asked whether they would implement flipped classroom
model into their teaching. Batu said if he were allowed to do, he would only use flipped
classroom model. Zeynep also stated she would definitely applied flipped classroom model
to her future classes because this model made everything easier and saved a lot of time from

the class-time for practice.
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4.2.8 Suggestions for Future Flipped Classes

Students who attended focus group interviews (f=10) were asked to provide
suggestions or advice for flipped classes that would be implemented in the future. However,
there were not many suggestions got from focus group interviewees. After the qualitative
analysis of the transcriptions, some codes emerged from the interviews which could be seen
in Table 4.20 below:

Table 4.20

Suggestions for future classes
Codes f

technology-related 5

decrease in the number of students 5

Zeynep reminded although they did not have such kind of problems, the possibility of
students without computers and access to the Internet should be taken into account while
designing new flipped classes. Regarding this technological issue, Sule suggested videos
could be given in flash-discs or CDs to the students who do not have the internet and Aylin
recommended PCs could be given to students by the department in private universities. Ozan
stated the environment where videos were shot could be changed to a class in order to make
videos seem more professional. And Dilek proposed different software programs could be
used to shoot different videos and so to lessen the chance of students’ getting bored. In
addition, Batu offered to prepare videos which could be used for all classes in the institution.
He believed it was better teachers work together, prepare videos and make videos better as
much as possible. This would not only make things easier for teachers (Batu), but also lead
to standardization in the content delivered in that institution (Sule and Aylin). In the second
focus group, all interviewees (Ali, Cuneyt, Dilek, Elif and Seda) advised reducing the
number of students in classes if it is to be flipped. Seda and Ali stressed upon that they were
supposed to do a lot of group work in flipped classes, so it would be easier to control the
groups if they were smaller.

All in all, data from obtained from student surveys and focus group interviews were
triangulated. Table 4.21 below shows triangulated categories and codes for student surveys

and focus group interviews:
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Table 4.21

Triangulated categories and codes for focus group interviews and surveys

Categories

Codes

Flipped classroom experience in general

effective

fun

better

writing becomes easier

opportunity for more practice and get help from others
increase in students’ skills development

time saver

Positive perceptions of
flipped classroom activities used outside
the class

Videos:

good examples and metaphors, permanent learning
good visuals

good sound

language level

video length

to be able to watch again

Video-related tasks::
positive opinions

Positive perceptions of
flipped classroom activities used in the
class

good examples

one topic another supporting
brainstorming

getting help from others

group work

peer feedback
Negative perceptions of Videos:
flipped classroom activities used outside  bad sound

the class

low/high language level

Video-related tasks:

Negative perceptions of
flipped classroom activities used in the
class

one topic another supporting
group work
peer feedback

Future class preferences

flipped, non-flipped, both

Suggestions for future classes

technology

4.3 Researcher Reflection Journal Results

As part of the formative evaluation of this action study, | kept a journal for seven

weeks while implementing the flipped writing class. Please, see Appendix G for a sample
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page from the journal. In the journal, I noted down what happened during the classes and
what comments students made on classroom activities. After each lesson, | reflected on my
notes. Also, | recorded how many students watched videos, did their homework, submitted
their paragraphs at the end of the lessons, and how many points they got for the assignments
(see Appendix T). Results of the data analysis were mostly in line with the above-mentioned
results of classroom observations done by other instructors and feedback got from students
as part of the formative evaluation of the study.

In the very first week of the journal, it was mentioned how excited students got and
how they reacted positively towards flipped classroom after watching the first video. Two
students were recorded with their positive comments they made. One said she had watched
the video with her family and they all liked it. Another stated she had watched the video with
her sister and her sister had thought education must be like this in every school adding that
the software used for the videos was a really good one.

In the following weeks, | began to realize changes in my lessons. Students came to
class prepared for lessons and answered all questions about the videos. | wrote: “Especially,
the thing that really made me happy as a teacher was their success in listing without any
hesitation all parts of the hamburger referring to the parts of a paragraph which they learnt in
the video.” Besides, students were reported to be more engaged in classroom activities; and

more motivated while they were writing. | noted down:

Emre, one of the weakest students in my class, seemed interested in writing his paragraph. He
asked me and his peers for an advice for his topic sentence. What was more surprising for me

was Servet, who is also one of the least motivated students, helped Emre with his writing.

Also, it can be seen from the words above that students were able to get help from
others while they wrote their paragraphs. | reported that my class was more collaborative and
interactive than before. Students worked in their groups asking questions to each other and
getting help from their peers. | wrote: “They got help from each other and asked me
guestions only if they cannot decide on with their peers. That was a big relief for me as | did
not have to deal with simple questions”. | also stated | had had a chance to talk to all
students, even the quietest ones. | observed that each tried to contribute more in order not to
let their group members down. However, in the sixth week | noted down that | had to warn
some groups so that everyone would contribute equally.

In the journal, I also wrote how much the students’ writing scores increased. During

the fourth week, | reported to be happy when most of the students had gotten six points out
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of ten and also when | realized that students were able to use transition signals correctly and
effectively. Also, in the sixth week, | mentioned about two weakest students of the class and
how they were able to hand me in a full paragraph for the first time in the semester. Lastly,
in the seventh week I reported that most of the students got their highest point of the
semester.

Moreover, it was written that students had problems with self-edit checklist and peer
editing worksheet at first. One of the problems was students could not understand how to use
those forms as it was the first time they saw such things. | wrote: “If | were to teach these
two lessons again, | would train my students more in how to use the forms by giving
examples.” Second problem was that some of the students thought filling in those forms was
unnecssary and they were not eager to do it. In addition, one student did not want to do peer
editing and evaluation as he thought his friend wrote a paper without any mistakes. But, |
said to the student that he would have read a good piece of writing even if he cannot find
anything to be changed. Then, he was convinced and was later seen taking notes for himself.
After that lesson, | wrote in my journal that | had done a big mistake by adding those two
activities (self-editing and peer feedback) into the syllabus. However, | also wrote that |
decided to keep on doing them after | had read the forms and seen how useful feedback
students were able to give each other. For example, one student was able to find the

problematic usage of “the” in her peer’s writing and correct it.

PART 2: Write your comments and suggestions below. 1. I liked that you used various
tenses.
L okl fene  Jollonuler  yapmamsevdim. 2. If 1 were you, | would write
a longer paragraph and be
2. Senin yerinde olsam [he) careful about the usage of
“the”.
dulbmlonng  dibbod ecbedlr M\V/ * | 3. Your topic sentence is really
3. Girig ciimlen bence _pp, o1 {uF! . good. If | were you, | W(.)u'd
7 0/ prefer a topic sentence like

this: Smoking is one of the
most dangerous habits that you
e e . have.

: 4. | think your concluding
sentence is good. If | were you,
I would change it with this

Ben olsam goyle bir giris ciimlesini tercih edebilirdim:

4. Sonug ciimlen bence

211817, 19 A U LA IV, (97 0 0 s =5 a5 222

Ben olsam sonug ciimlesini su sekilde degistirirdim: sentence: Smoking is a very
harmful activity which
- r l( i . .| damages you.

Picture 4.2 Peer feedback example in Turkish and English

Another student suggested his peer to study prepositions more. One other student

suggested her peer could give more specific examples. On the other hand, some students
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unfortunately provided wrong feedback, which made me think about checking all peer
editing forms at home. Students got better and better in peer evaluation in time. In the last
week, | wrote: “This time as they knew how to evaluate and give feedback, they did not ask
me a lot of questions. | was able to monitor them continuously and this time | was sure of the

progress they made.”

4.4 Non-Participant Teacher Observation Results

Four instructors from the same institution visited the flipped classroom to observe and
take field notes on the flow of the lessons; and then attended a post-meeting with the
researcher (me) to evaluate lessons by discussing their notes and answers to the flipped
classroom observation questions.

Analysis of the field notes and the qualitative data collected through observation
guestions showed that all lessons were carried out as they had been designed. Observers
remarked that the teacher had started each lesson by checking whether students watched the
videos before coming to the class; asking questions about the videos to activate their prior
knowledge; and giving feedback on video-related tasks to show students how well they did.
They believed adequate time was devoted to each activity and time was mostly allocated for
production.

According to the observers, each activity reached its aim as students were able to
connect theory to practice. Most of the students were reported to come to the class prepared:;
attentive during the tasks; motivated to learn; exchanged and discussed ideas with their
peers; got help from their peers and the teacher; corrected their peers’ mistakes and provided
feedback to them.

Observers also mentioned the teacher was interested in lesson; made use of a variety
of teaching techniques such as individual, pair and group work; was the facilitator who only
guided students when they needed rather than spoon-fed them; monitored students
continuously; answer students’ questions; provided constant feedback; and encouraged
students to be interested in tasks and work together.

All in all, all of the observers (N=4) thought flipped nature of the classroom solved
the common problems faced in the writing class by creating a positive and effective learning
atmosphere in the class. However, results also revealed two areas that needed improvement.
One was about supplementary vocabulary activities related to the topic, so | prepared extra

vocabulary tasks. Another was about a change in the second part of the peer editing form
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where some example sentences were suggested to be added so that students would be able to
evaluate their peers’ writing more effectively. It was thought the form with sample sentences
could demotivate students with too much information on it, and it was decided to train

students more by giving examples on the board in the following week.

4.5 Student Feedback Document Results

As part of the formative evaluation, students in the flipped class were asked to
evaluate the video, feedback given for video-related assignments, in-class activities, and peer
feedback and evaluation activity. After the analysis of student feedback documents, it was
seen that results were mostly in line with those of the researcher reflection journal and the
classroom observations.

It was revealed that students liked the video because they thought it was educational
and made learning permanent with good and catchy examples, visuals, and caricatures in it.
They also liked video length and language level used in the video. One student expressed his
opinions with these words: “Video was really good. Our teacher spoke fluently and she had
the full knowledge of the subject. | did not get bored even for a second while watching the
video and | learnt a lot”. On the other hand, some of the students complained about the
sound level of the video. Therefore, the teacher-researcher made the recording voice higher
for the following videos.

Results regarding the feedback given to the video-related tasks were positive,
therefore, nothing was changed. All students reported that feedback given for video-related
tasks was really useful in developing their writing skills as it enabled them not to repeat their
own mistakes in their own paragraphs. Through the feedback given on the video-related
tasks, they were able to see the common writing mistakes made by others. What they found
most beneficial about the feedback on video-related tasks was the good atmosphere it created
through discussions. One of them wrote: “it was really useful to discuss our mistakes
because this lead to permanen learning”. Also, another student commented on the way the
feedback was given stating: “I think it was good to see our mistakes on the slides. It was also
good that they were the original sentences that | and my friends wrote in the tasks”. What
was confusing for me about the feedback part in the student feedback documents was that
some students found it a little bit long whereas some others suggested keeping them even

longer. Therefore, it was decided to keep them as they were.
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Results for the classroom activities showed that students held positive perceptions
over classroom activities such as vocabulary exercises (fill in the blanks, find the opposite
words, complete the missing part in a phrase, and find the jumbled words), brainstorming,
and writing a full paragraph on a template with a mind map. Students stressed upon the fact
that those exercises were sueful and made them love the writing classes more than before.
Students also reported playing vocabulary games made learning fun and effective. For
example, one student stated: “Playing games contributed a lot into our learning. It also lead
to permanent learning. If we hadn’t done play vocabulary games our writing performance
would not have increased that much”. Another student reported: “Vocabulary games and
exercises were good for writing a paragraph as they prepared us for the paragraph. | learned
new words and used them in my paragraphs”. Two students suggested doing more
vocabulary exercises, so it was decided to add more vocabulary activities into the flipped
writing class. Other students also said that brainstorming and using a mind map before
writing a paragraph made writing easier. Although some students thought activities done
before writing a full paragraph was a waste of time, most of the students found them useful
in developing their writing skills.

Results for the peer feedback and evaluation activity revealed that some students
found it useful. They believed that developed their own writing skills while evaluating their
peers’ papers. One student described his experience with these words: “The feedback | got
from my peer helped me hear about new and different opinions on my writing. Also, it
contributed a lot into my writing skills development”. Another student stated: “Getting
feedback both from my peers and the teacher helped me improve my writing more”.

On the other hand, some others thought it was a waste of time as they could not learn
anything from their peers. Those who saw peer feedback and evaluation unnecessary also
stated that teacher feedback would be enough. In student feedback documents, unfortunately,
there were not any comments on the problems students faced in their flipped class and
students did not suggest anything for the further implementation of flipped classes. So, peer
feedback and evaluation activity was decided to be kept in the flipped classes to provide time

for students to get used to this new type of activity and to realize its effectiveness.

4.6 Pre-Test and Post-Test Results

One of the research questions of this action study was: How does flipped classroom

affect EFL students’ writing skills development in a private university preparatory class?
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For this aim, it was necessary to investigate whether there was a significant difference in
EFL writing scores between those who attended flipped class and those who attended non-
flipped class. It included an application of a writing quiz to both flipped and non-flipped
classes as a pre and posttest. Therefore, it was administered with each class twice: once
before the study started and once again at the end of the study.

Independent samples t-test for pre-test results of both groups was conducted in SPSS
20 software to make sure that two classes were equal in terms of writing proficiency before
the implementation. This was important because if they were not equal, it would not be
possible to compare the groups after the implementation. Results of the statistical analysis

are in the table:

Table 4.22
Independent-samples t-test for pre-test results

N Mean SD t df p

Flipped Class 24 358 176
-62 46 .541*

Non-flipped Class 24 3.90 1.75

*p>.05

Results which could be seen in the table above revealed that there was not a significant
difference in pre-test scores between students who were in the flipped class (M=3.58,
SD=1.76) and students who were in the non-flipped class (M=3.90, SD=1.75); t (46) = -.62,
p<.05. That is, as two classes were similar before the implementation it would be possible to
compare them after the implementation. It became possible to check how flipping a class
affected students’ writing skills development compared to those who were not in the flipped
class.

Independent-samples t-test with the post-test scores of the students was also
conducted and results showed that there was a statistically significant difference in the post-
test writing scores between those who attended the flipped class (M=6.88, SD=2.09) and
those who did not attend the flipped class (M=4.90, SD=1.55); t(46)=3.73, p<.05, r? = .23.

Table 4.23 below presents the post-test results of the flipped and non-flipped classes:
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Table 4.23
Independent-samples t-test for post-test results

N Mean SD t df p

Flipped Class 24 6.88 2.09
3.73 46 .001*
Non-flipped Class 24 4.90 1.55
*p<.05

As it can be seen in the table, the mean score for the post-test results of the flipped class
(M=6.88) was higher than the mean score for the post-test results of the non-flipped class
(M=4.90); and according to Cohen (1988) the effect size of this mean difference (r? = .23) is
large. Therefore, it can be stated that students in the flipped class did better in the post test
than the students in the non-flipped class. That is, flipping a class appears to be an effective
way of increasing student writing skills development. However, paired-samples t-tests
needed to be carried out in order to prove that flipping a class is a better method than the
traditional class.

Two paired-samples t-tests was done with an aim to determine student writing
performance within their groups. Table 4.24 below shows the summary of these two

statistical tests:

gzz:;:r.izsf)n of pre- and post-tests of the flipped and non-flipped classes within group
N Mean SD t df p
Pre-test 24 3.58 1.76
Flipped Class -9.02 23 .000*
Post-test 24 6.88 2.09
Pre-test 24 3.90 1.75
Non-flipped Class -2.91 23 .008*
Post-test 24 4.90 1.55
*p<.05

As Table 4.24 makes it clear, first paired-samples t-test revealed that scores of the flipped
class were significantly higher for the post-test (M=6.88, SD=2.09) than for the pre-test
(M=3.58, SD=1.76); t (23) =-9.02, p<.05, r?> = .78). In addition, second paired-samples t-test
showed that scores of the non-flipped class were significantly higher for the post-test
(M=4.90, SD=1.55) than for the pre-test (M=3.90, SD=1.75); t (23) =-2.91, p<.05, r? = .27).
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According to Cohen (1988) both effect sizes are large, which means both flipped class and
non-flipped class improved writing skills throughout the study. However, it is clearly seen
that the effect size for the flipped class (r? = .78) is relatively higher than the one for the non-
flipped class (r>= .27). That is, flipped class showed greater improvement than non-flipped
class and it proves flipping a class is a better way of improving students’ writing skills
development compared to non-flipping.

4.7 Summary of the Results

Qualitative results of this action study revealed mostly positive perceptions towards
flipped classroom and developing EFLwriting skills in colleges. Although most of the
students disliked the idea of flipping a class when they first hear about it, their perceptions
changed after attending the flipped class. At the end of the study when asked about their
flipped classroom experience in general, all of the students stated that they found the new
method more effective, useful and fun than the non-flipped class. All of the students were in
the opinion that flipped classroom made writing easier because they could get help from
their teacher and classmates while writing paragraphs in the class. Some believed flipped
classroom was time saver as they were able to learn the content in 8-10 minutes through
videos, thus it allowed them practice more in the class. Some asserted a noticeable increase
in their writing skills development and their self-confidence to write as a result of attending
flipped classroom. Most of them also mentioned that the opportunity to practice and revise
in the flipped class together with activities, visuals and examples made the content difficult
to forget and led to permanent learning.

When asked about the things they liked and disliked in the flipped classroom, almost
all of the students stated they liked these components of the flipped classroom: content of the
videos, techniques used by the teacher in teaching, examples given and visuals provided in
the videos, English language level used in the videos, video-related tasks given to do after
watching videos, general writing tasks such as “brainstorming” and “order the sentences”,
individual work, and peer teaching. They described both out-of-class and in-class activities
as “useful”, “very good”, “effective”, “appropriate to their level” and “fun”. However, there
were three components of the flipped classroom that was not quite liked by some students.
First was the sound quality of the videos as they found it to be low, deep and with echoes.
Second was group work done during in-class activities. Some students did not like it for
several reasons such as not everyone contributed enough to the tasks; there was chaos in the

group; there was too much and uncontrolled chatting among group members; and it was
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difficult to concentrate on the tasks done in groups. Third was peer feedback and evaluation
which was seen as unnecessary because they believed their peers’ English level was similar
to their own level; and they thought teacher should evaluate their papers and give feedback.

Qualitative results regarding students’ preferences over their future English classes
revealed that almost all of the students would like to attend flipped classes. Most of them
stressed upon the fact that they prefer the flipped classroom not only for writing skill but
also for other skills in English such as listening, reading, and speaking. Some of the students
suggested flipped classroom could even be implemented for other subjects in their
departments. Most interestingly, students who want to be an English teacher in the future
said they would definitely applied flipped classroom model to their future classes if they
were given a chance. When asked whether they have any suggestions for further
implementation of this flipped class, almost all of the students stated it should continue to be
implemented as it is. There were very few students who came up with suggestions which
were a new recording device to increase sound quality of the videos; shooting videos to be
used in the institution; providing videos in flash-discs or CDs to students who cannot access
to the Internet; giving PCs to students by their department in private universities; increasing
the number of onlinevideo-related tasks; and decreasing the number of group work activities
and the number of students in the class.

Quantitative results for the times and places students watched videos showed flipped
classroom allowed for personalized learning. Although most of the students stated that they
watched videos just after they were set as homework or one day before lessons, there were
also a small number of students who stated different preferences over watching videos such
as when they did not have time at home but watched videos a few minutes/hours before
lessons; when they wanted to revise before exams; or when they missed the class. About the
places where they watched videos it was seen that students mostly preferred to watch videos
either at their home or in their dormitory which are quiet learning environments. On the
other hand, there was a small group of students who watched videos in noisy environments
such as in cafes or on transports with headphones.

In addition, results from the quantitative analyses of the writing quiz revealed flipping
a class caused an increase in students’ writing skills development. Besides, when students’
perceptions of their own writing performance were asked in the student survey they
responded that flipping a class is useful in developing their English writing skills. That is,
students who attended flipped class believe flipping a class developed their English writing

skills better than the non-flipped class.
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All in all, the findings of this action study revealed that flipped classroom model is an
effective way of improving students’ English writing skills. Also, students who attended
flipped classroom have very positive opinions on the implementation of flipped classroom

and suggest its further application.
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CHAPTER 5

DISCUSSION, CONCLUSIONS AND IMPLICATIONS

English education in Turkey seems not to be achieving its goals although many people
desire to learn English. It is essential to find new ways of teaching English, especially
teaching EFL writing which is more challenging for students than other skills of English and
which with the current methods generally results in low writing performance as well as
learners’ negative perceptions and/or attitudes towards EFL writing. Keeping these in mind,
this study was designed to improve EFL writing classes through the implementation of a
new instructional design called “the Flipped Classroom™. To this, end, the research questions

were set as:

R.Q.1: What are students’ perceptions of flipped writing classroom in one private
university preparatory class?
R.Q.2: How does flipped classroom affect EFL students” writing skills development in

a private university preparatory class?

The flipped classroom designed for this study was conducted for seven weeks at one
private university in Turkey. Participants included students from one English preparatory
class (n=24), one English instructor (N=1) as the teacher researcher and five instructors as
raters and/or observers (N=5). Action research was chosen as a research design and the
study was piloted for three weeks. In the pilot study, formal feedback by Pilot Study Video
Evaluation Questions and informal feedback through everyday conversations with students
were taken. Summative evaluation data were collected through a student survey, student
focus group interviews and a writing quiz. During the implementation of the actual study,
the flipped class was formatively evaluated and data for the formative evaluation of the
study were collected through observation schedule, student feedback documents and
researcher reflection journal. After the implementation of the study, summative evaluation
was done through a student survey, focus group interviews, and a writing quiz. After the
analysis of the qualitative and quantitative data, results revealed that flipped classroom is an
effective way of developing students’ EFL writing skills. It was also found that students who

attended flipped classes have positive perceptions of flipped classroom learning experience.
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In the light of the results found in this action study, this chapter discusses the results by
drawing conclusions from them. This chapter concludes with the implications this action

study might have for further practice and research.

5.1 Discussion and Conclusions

5.1.1 College Students’ Perceptions of Flipped EFL Writing Classes

In this study, one of the main aims was to investigate EFL college students’
perceptions of flipped writing classes. To begin with, it was seen in the light of the data
collected that most of the students did not have positive opinions towards flipped classrooms
when they first heard of it. Some did not like the idea of flipping because they had been
taught in traditional classrooms for years as also found in Willis (2014)’s study. Also, some
others showed resistance because they thought learning the content from the videos would be
more difficult. However, students expressed far more positive opinions after attending
flipped classrooms. This is also in line with Butt’s study (2014) where he measured 25%
increase in the number of students who started to think the flipped classroom was beneficial
to their learning experience.

Results of this action study showed almost all of the student participants liked the
flipped instructional design of the writing classes. The most-cited reason was: Learning the
content through videos at home and practicing it by doing the video-related tasks created
space for more practice in the class. Like the students in Johnson (2013)’s study who stated
flipped classes included more activities for practice, student participants of this action study
also believed the more they practiced, the further they developed competency in writing. As
in many other studies cited in the literature (Alsowat, 2016; Engin, 2014; Gilboy,
Heinerichs, & Pazzaglia, 2015; Johnson & Renner, 2012; Kvashnina & Martynko, 2016;
Nawi et al., 2015; See & Conry, 2014; Talbert, 2012; Talley & Scherer, 2013), this might be
due to the fact that in flipped classes students practice lower order skills (e.g. remembering,
understanding, and applying) at home through videos and video-related tasks; and higher
order skills (e.g. analyzing, evaluating and creating) in the class through activities done
together with peers and the teacher such as self-editing, revising, peer feedback and

evaluation. That is, flipped instructional design allows students more time to develop and
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practice their higher order skills (analyzing, evaluating and creating) together with the
teacher and their peers in the class.

Results regarding out-of-class activities (videos and video-related tasks) were also
positive. Students liked learning from videos and benefited from being able to pause, rewind
and replay lessons whenever they needed, which was also true for student participants of
many other studies in the literature (Budge, 2015; Johnson, 2013; Roach, 2014). The
majority of the students mentioned that flipped classroom saves a lot of time because
learning the content through videos takes 8-10 minutes whereas in the traditional class it is
usually 40-50 minutes. However, the results of this action study revealed that learning
through videos at home would be effective so long as the content of the videos is short, but
enough to understand the topic; different teaching techniques are used (e.g. presentation
through PowerPoint, questioning, use of visuals and metaphors, giving examples from
teacher’s own life, and seeing the teacher in the video) to appeal to different learning styles;
visuals, metaphors and examples in the videos are interesting enough to attract students’
attention and keep them engaged into learning; sound quality is good enough not to hamper
learning; language level used in the videos is appropriate to students’ language proficiency;
and videos do not last longer than 10 minutes so that students will not get bored.

Another aspect to be discussed about out-of class activities in the light of the results
this action study is video-related tasks which are given in so as to make students practice
what they have learnt from the videos. Results showed that students regarded those video-
related tasks as effective in their writing skills’ development because the tasks prepared
students well for in-class activities. Difficulty level, purpose of the tasks and feedback were
three important issues raised by the student participants of this study. From the results, it was
understood that it is important to prepare assignments appropriate to students’ language
level. It was also seen that it is necessary to explain students what they are supposed to do in
the tasks and why they are doing. Grading the assignments might be an effective way to
show students how much they were able to achieve when they learn on their own, which was
obviously quite liked by the student participants of this study. Besides; students expressed
very positive opinions towards teacher feedback given to the video-related tasks and class
discussions on the common mistakes made in their assignments.

Results regarding in-class activities revealed that tasks done in the class were relevant
and appropriate to students’ needs, interests and expectations. Through this action study, it
was also shown flipped classroom was more fun compared to the traditional class, which is
in line with other studies (Clark, 2013; Caliskan, 2016; Obari & Lambacher, 2015; Sierra,

2015; Yavuz, 2016) where students found flipped classroom more enjoyable than non-
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flipped classes. This is probably due to the change in students’ role from passive listeners of
a forty or fifty-minute-lasting lectures to active learners who construct knowledge by
themselves “as they attempt to make sense of their experiences” (Driscoll, 2000, p.387). All
of the research participants reported they liked the idea of learning the content through 8-10
minute videos and coming to class for practice. Teacher was the one who planned and
designed all components of the instruction but acted as “the guide on the side” throughout
the learning and teaching processes (King, 1993, p.30). Students did not get bored and
involved in tasks in an active learning environment, which was similar to Hung’s flipped
class (2015). This was created through the learning culture which is one of the four pillars of
flipped classrooms and which is “learner-centered” filled with “meaningful, scaffolded and
accessible learning activities” done under the guidance of the teacher (Flipped Learning
Network, 2014).

Besides, students in this action study and some other studies cited in the literature
(Clark, 2013; Price, 2013; Triantafyllou, Timcenko & Kofoed, 2015) reported how
beneficial it was to be able to get help from the teacher and their peers while developing
their skills in flipped classes. It was really useful for the students because they needed more
help in practicing stage than in learning stage. A relationship between this perception and
Vygotsky’s ideas could be built. Vygotsky stressed upon the fact that knowledge is created
through socialization - individual’s interaction with others in a socio-cultural context (1978);
and that in the Zone of Proximal Development (ZPD) students can reach the highest
potential level of them if they interact with and are supported by others. Students in this
study reported they had learned a lot and taught a lot in group work, peer teaching, and peer
feedback and evaluation activities done in the flipped classroom. They also stated they were
able to hear different opinions in this flipped class, which is obviously the result of the
increased interactions in flipped classes (Brown, 2012; Clark, 2013; Johnson & Renner,
2012; Lage, Platt, & Treglia, 2000; Marrs & Novak, 2004; Murray, Koziniec, & McGill,
2015; Nawi et al., 2015; Schullery, Reck, & Schullery, 2011; Roach, 2014; Ronchetti, 2010;
Yemma, 2015). However, this study also revealed students wanted a balance between
individual and group work because they complained about the high number of group work
activities done in this flipped class. It is also good not to do a lot of group work activities in
a row as group work is “likely to be noisy” (Harmer, 2007b, p. 166), which was one of the
things students complained about most in this study.

In addition, some of the students asserted that peer teaching and peer feedback and
evaluation activities were useful in developing their writing skills as in several other studies
(Althauser & Darnall, 2001; Hu, 2005; Liu & Chai, 2006; Phuwichit, 2016). They reported
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that they learned a lot not only from the instruction and feedback they got but also from
seeing others’ papers and evaluating them, which is in line with Althauser and Darnall’s
study (2001). On the other hand, some of the students stated that peer teaching and peer
feedback and evaluation activities were unnecessary as in some other studies where peer
feedback and instruction were not valued as much as teacher feedback and instruction (Miao,
Badger, & Zhen, 2006; Saito, 1994; Zhang, 1995). There might be several reasons why peer
teaching and feedback were underestimated by students, but students in this study asserted
two: first was they were at similar level of English with their peers and second was they
were not confident in what they know as the things they know might be wrong. However,
teachers of flipped classrooms should introduce peer feedback and evaluation to their
students as a way to make them involve in learning process more actively, “rather than
substituting a teacher’s task” (Vasu, Ling, & Nimehchisalem, 2016, p.159). It should be
made clear that peer feedback is as valuable as teacher feedback because peer feedback is
useful in developing writing skills as well as the interaction with peers provides students
with more opportunities to get help from their peers.

Actually, the above mentioned negative results about group work, peer teaching, and
peer feedback and evaluation activities are somewhat in line with Strayer (2007)’s
observation that students felt an “unsettledness” with a wide range of new activities in
flipped classrooms. However, as Budge (2015) stated “cooperative learning and peer
instruction are both proven practices that benefit students” if students get used to them
(p.51). Besides; following the previously-mentioned results that flipped classes led to more
interaction, collaboration and active learning, these findings suggest that flipped classes are
helpful in engaging students into learning (Earley, 2016; Johnson, 2013; McLaughlin &
Rhoney, 2015).

Another thing to be discussed about the results of this study is personalized learning
which is described by the United States Department of Education (USDOE) as a learning
environment in which students are given individualized learning opportunities to master the
academic content. According to USDOE, personalization could be about “time, place, and
pace” all of which were provided to the students in the flipped class of this action study.
Qualitative results of the student survey showed that students reported moving at their own
pace by having the possibility of rewinding videos or watching videos again when they
missed something or they could not understand something. In addition, they stated they had
an opportunity to watch videos whenever and wherever they wanted. They were provided
with video links one week before lessons and had access to them for the whole semester.

Also, quantitative results of the student survey revealed students watched the videos at
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different times such as just after videos were given as homework, one day before lessons, a
few hours/minutes before lessons, when they missed class, or when they wanted to study for
exams. It was also seen that they learned the content through videos outside the class in quiet
environments such as home or dormitory, which was only possible with the flipped nature of
instruction. Although the number is small, some students have also stated they watched
videos in a cafe or on transport, which means flipped class enabled students to get out of the
walls of the traditional classes and learn through technology anywhere. In short, unlike non-
flipped classes students in this flipped class were given a chance to learn things at their own
pace at any place and at any time they want. This is so called a “flexible learning
environment” (Flipped Learning Network, 2014) which is one of the four pillars flipped
classes aim to accomplish (For more information, please see Chapter 2).

This action study also showed students’ preferences over flipped classroom for their
future English classes unlike some of the Math’s students in Johnson’s study (2013) who
claimed flipped classes would not be appropriate for English classes. The majority of the
students in this action study stated that they wanted to attend more flipped classes for several
reasons which were discussed earlier in this section (e.g. the opportunity for more practice,
and for getting help from the teacher and their peers while developing higher-order skills;
being more engaged into tasks in an active learning environment; having more fun; and
personalized learning). Also, most of the students stressed upon a very important reason for
their preference over flipped class stating flipped classroom helped them improve their
English writing skills more efficiently and effectively, which will be discussed in-depth
under the following subsection. Results of the focus group interviews brought up discussions
on preferences over flipped classroom for other skills of English such as speaking, reading
and listening. Almost of them found flipped classroom appropriate for other skills of
English, too. However, one student expressed her concern over attending flipped classes to
learn English grammar. Unfortunately, there are very few studies conducted on flipped
classrooms for EFL learners and most of them investigated flipped classrooms over students’
overall English performance (Alsowat, 2016; Caliskan, 2016; Hung, 2015; Kvashnina &
Martynko, 2016; Obari & Lambacher, 2015). Therefore, although this action study showed
flipped classrooms were effective in writing skills development, more research is needed to
be conducted whether flipping speaking, listening, reading, or grammar lessons would be
effective. In addition, two students expanded the discussion to their preferences over flipped
classroom for the subjects in their departments. One of them stated he would prefer flipped

classes for all subjects in his department (medicine) whereas another asserted she would
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prefer non-flipped classes for non-science subjects in her department (psychology).
However, this discussion is beyond the scope of this action study.

Lastly, results of this action study revealed some suggestions for future flipped
classes. Most of the suggestions were related to technology though they emphasized that
they did not have some of those problems. They suggested a new recording device to
increase the sound quality in the videos; different software programs to shoot different
videos so as to lessen the chance of students’ getting bored; videos given in flash-discs or
CDs in case the Internet connection fails; and PCs given to students by the department in
private universities. A good point was made by the student focus group interviewees who
advised reducing the number of students in classes if it is to be flipped because they were
supposed to do a lot of group work in flipped classes. It is beyond discussion that it will be
easier to control the groups if they are smaller (Harmer, 2007b). Last but not least, one
student raised up a very significant issue suggesting videos which could be used for all
classes in the institution. This would not only make things easier for teachers but also lead to
standardization in the content delivery.

5.1.2 EFL Writing Skills Development in Flipped Classes

In this study, one of the main aims was to investigate how flipped classes affect
college students” EFL writing skills development. Both qualitative and quantitative results
were analyzed to understand how students develop English writing skills in flipped
classrooms.

After the statistical analyses of the writing quiz results, it was found that there was a
noticeable increase in student writing performance when students attended the flipped class.
That is, flipping a class is an effective way of developing English writing skills. In this
respect, the findings of the study are in line with the previous studies carried out on the
flipped classroom in EFL contexts (Ekmekgi, 2014; Hung, 2015; Kvashnina & Martynko,
2016; Obari & Lambacher, 2015) and also in several other school subjects (Bates &
Galloway, 2012; Missildine, Fountain, Summers, & Gosselin, 2013; Nawi et al., 2015;
Talley & Scherer, 2013) in which flipped classroom was found effective in triggering
learning and increasing academic performance.

In addition, students’ perceptions regarding their skills development in flipped classes
were asked in the student survey. Results were consistent with the quantitative results of the

writing quiz in which flipping a class was found to be a better way of improving student
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writing performance when compared to non-flipping. 23 of the survey participants, which
makes 79.2% of the respondents, found flipped classroom somewhat useful in developing
their writing skills, which is quite close to the percentage of the students (83.3) who stated
they learned a lot in Budge’s study (2015).

From the qualitative data, it was also seen that students mentioned how their grades
for assignments got higher as a result of attending flipped classroom. They talked about how
they used to find writing classes difficult before and how they felt very comfortable in
writing paragraphs after attending flipped classes. As one of them (S20M) stated this might
be due to the fact that they were able to study the content more in depth by practicing in
flipped classes. As it was discussed earlier in this section, flipped instructional design was
the thing that made more practice possible. Results related to the topic of the development of
students’ writing skills, some of the survey respondents mentioned that flipping a class leads
to permanent learning through more practice and revising; and through activities, visuals,
metaphors and examples which were difficult to forget. In addition, qualitative results from
focus group interviews revealed how students became more self-confident in writing due to
the development in their writing skills.

To conclude, this study showed it is possible to improve the quality of writing
instruction and college students’ writing skills development by combining product and
process approaches. The study revealed how useful students found pre-writing activities (e.g.
brainstorming and group work). Through this study, it was seen that students in flipped
classes were able to share ideas with their peers before they started to write. Also, they were
able to get help from their peers when they were stuck and could not write more. Participants
of the study also stated “order the sentences” activities helped them learn the organization of
their ideas in a paragraph although some of them found this kind of activities challenging
first. More importantly students in the flipped class had opportunities to revise and edit their
drafts in the class before submitting the final products, which actually required a lot of time
and was not always feasible in non-flipped classes. In short, the results of the study are in
line with Brown’s ideas that students should be taught not only to focus on producing a final
product but also on the process - to “generate ideas”, “organize them coherently”, “revise”,
and “edit” (2001, p.335). And, flipped nature of the instructional design enabled the teacher

to integrate process approach to the curriculum.
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5.2 Implications for Practice

The results of this action study showed that students who attended flipped classroom
held positive opinions towards the flipped writing classes and that flipped classroom was
effective in developing student writing skills in EFL classes. This study has some
implications for practice.

In the light of the results, it can be suggested that flipped classrooms are incorporated
into future EFL curriculum in this particular university to improve preparatory school
writing instruction. Curriculum developers in the School of Foreign Languages of the
university could consider integrating this flipped classroom into the preparatory class
language curriculum to develop students’ writing skills, and in a broader sense to enhance
the effectiveness of their English language education. The implementation of flipped
classroom might be a good decision curriculum developers would make because it may both
help teachers enrich their practices and students solve the problems they face while learning
English.

Secondly, this study showed that before flipping starts, “several years of ingrained
habits and beliefs must be overcome™ as Rotellar and Cain (2016) also stated (p.5). Not only
students but also teachers need to be convinced that this change will be advantageous for
both sides. Therefore, both students and teachers should be trained on flipped classroom
because it is a highly new way of instruction. In addition; as the results of this study showed
there might always be some resistance to something new, therefore, students and teachers
should be well-informed on the nature of the flipped class and its goals.

From the results of this action study, it can be inferred students and teachers in the
future flipped classes must know flipped classroom is not just about videos being watched
outside the classroom, but it is more than that. As the results of this study revealed, video-
related tasks are necessary to practice the content in the videos and class time is enriched
with meaningful and appropriate learning tasks for an effective flipped classroom.

Suggestions from the student participants showed that sound in the video must be of
good quality and sound level should be high enough for students to hear everything clearly.
Also, a great attention should be paid to the level of the language used in videos which must
be “appropriate” for students’ level of English. An entry in the researcher reflection journal
also revealed that one of the most successful students once suggested language level could
be higher in the videos and subtitles might be added. Therefore, in the further
implementations of the flipped classroom, making the language level used in the videos

higher and adding subtitles to them might be considered.
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Results also showed that teachers should also make sure that video-related tasks they
give to the students prepare students for in-class activities. That is because students in
flipped classes need to build connections between the videos, video-related tasks and in-class
activities in order to construct new knowledge and skills. Besides, students of this action
study found the teacher feedback for the video-related tasks useful in developing their
writing skills, and this could also be turned into an interactive activity in which students
discuss the common mistakes in their writings.

As to the flipped practices, this study showed flipped classroom brought new
challenges for teachers while the class time was freed up (Enfield, 2013). Curriculum
developers and teachers who want to flip classes should plan both out-of-class (videos and
video-related tasks) and in-class activities - “intentional content” - in detail and they must try
to make the content “differentiated”, “relevant” and “accessible to all students” (Flipped
Learning Network, 2014). It is highly recommended that a committee of teachers,
curriculum developers, experts, and students work together before developing new learning
activities. In addition, it is also important that students would not get bored during the
implementation of the flipped classes which could be done through several techniques such
as keeping videos maximum 8-10 minutes; using interesting visuals, metaphors and
examples; and making the teacher visible in the videos.

Besides, in the incorporation of flipped EFL classes, teachers should not act as the
sages on the stage but be both the guides on the side leading students towards the goals
(King, 1993) and the professional educators giving feedback, conducting formative and
summative assessments, and talking to other educators to make instruction better (Flipped
Learning Network, 2014).

Lastly, through a single practitioner this action study provided an initiative and further
practices could be done for school improvement including more practitioners or they could

be done as cohort studies.

5.3 Implications for Further Research

The results of this study have some implications for further research considering
college students’ perceptions over developing English writing skills and the effects of
flipped classroom on their skills development. First of all, this study showed that action
study is a good way of reaching new solutions for the improvement of school practices by

developing students’ English skills and getting positive feedback from students. This action
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study might provide an opportunity for curriculum developers and teachers to adapt the
current EFL curriculum for future practices through gathering information on the curriculum
and gaining insights on the effectiveness of the curriculum. Thus, other schools might also
consider carrying out an action study to solve their specific problems in their own
educational contexts. However, for further research, number of the participants could be
increased so that it could be seen whether flipped classroom would also be effective with
people who possess different needs, interests, and expectations.

Second, the present study was conducted as an action research by an internal
researcher (me) who was an English language instructor investigating the impact of a flipped
EFL writing class on college students' perceptions and their skills development at the school
where the researcher was teaching English. To provide a different perceptive and valuable
insights for the improvement of school practices, an external researcher could be involved
into the study.

Next, given the results that students who are trained to be English teachers in the
future had also expressed positive opinions towards their flipped experience and its further
implementation, a further research could investigate into future English teachers’
perceptions, attitudes, or self-efficacy levels for flipped classrooms. The implications of such
a study may provide further insights into the implementation of flipped classroom from the
perspectives of future teachers.

Furthermore, this study was done with teacher-created videos but shooting videos
required a lot of time and energy. Therefore, a further research could be conducted with
videos created for an institutional use by a group of teachers in order to increase the
efficiency of the flipped classroom. Such a study could not only save time and energy for
teachers but also create a professional working environment with increased cooperation and
collaboration among teachers. In addition, a study with videos created for institutional use
could yield insights into standardization of the content delivery throughout all of the classes
in the school. Also, textbook writers could integrate flipped classes, in which video-related
resources could already be embedded.

To conclude, it is hoped that the above-mentioned implications of this action study
will provide deeper insight into future research and issues about the implementation of

flipped classrooms in language education.
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APPENDICES

APPENDIX A: Timetable of the Study

Timetable of the study

Months 5|6 ]7(8]9]10]11]12

Literature review X | X |X

Informal needs X | X |X

analysis
Pre- y

Implementation | Adaptation of X | x| x
flipped class
activities

Pilot study X

Development of X | X |x |X
data collection
instruments

Pre-test: writing X
Implementation | quiz

Implementation of X
the flipped writing
class

Student Survey
Post- Focus Group
Implementation | Interviews
Post-test: writing
quiz

Analysis and
reporting of the
results
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APPENDIX B: Student Survey

Flipped Classroom Survey for Students
The purpose of this survey is to examine students’ perceptions of developing writing skills in a
flipped writing classroom at one private university in Turkey. Your responses will provide us with
invaluable data on understanding how you benefited from the flipped classroom and how we can
improve writing classes using this method. Therefore, it is important that you respond to all items
carefully and honestly. Please, note that answers to this survey are anonymous and confidential, and
participation is voluntary. Thank you for your contributions and time!
Gozde Tuna
Instructor of English
gozdetuna@yandex.com
———————————— University

English Language Preparatory Department

Part I: Background Information
a. Sex: Male [ Female [J
b. Age:
c. Department:
d. High school you graduated from: (Select one)
[ Private/Foundation
[1 General Public
[] Anatolian
[ Vocational and Technical
[J Other, please, specify:

e. Have you attended flipped writing course for English preparatory classes before?: Yes [ No [
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Part Il: Survey Questions
1. How would you describe your flipped classroom experience in general? Please, explain it in
details?

2. How do you evaluate the quality of videos in terms of the following dimensions? Please, provide

details for the following.

a. Content:

3. What did NOT you like about the videos and suggest to change? Write all that comes to your mind

and explain the reasons for each.
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4. How do you evaluate the quality of the in-class activities? Please provide details for the following:

a. General writing tasks:

5. What did NOT you like about the in-class activities and which kind of activities would you suggest

to change? Please, provide details.

6. When you think of your flipped classroom experience in general, what would you like to change?

Please, explain in detail by providing examples.

a. Out-of-class activities (videos and video-related tasks):
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7. For your future English classes if you had a chance, which one would you prefer: Traditional,

Flipped, or Both? Explain the reasons for your choice.

Traditional Classroom: (learning how to write paragraphs at school, then writing paragraphs at home as
homework)
Flipped Classroom: (watching videos of how to write paragraphs at home for homework, then doing

activities and writing in class with the teacher and classmates)

8. In your opinion, how useful is flipped classroom in developing your writing skills? Please

choose one of the options that is true for you.

Completely Mostly Moderately Slightly  Disagree
Agree Agree  Agree Agree

I think flipped classroom is useful in O O O O O

developing my writing skills.

PART Ill: Study Time for Videos
1. When did you watch the videos? (Choose the frequency for ALL options.)*

Never Rarely Sometimes Often Always

a. just after they were assigned as homework O O O O O
b. one day before the lesson 0 0 O O 0
c. a few hours/minutes before the lesson 0 0 O O 0
d. before the exam as a review 0 0 0 0 0
e. during class work time 0 0 O O 0
f. when class was missed (sick, absent, etc.) 0 0 O O 0
g. other, please specify: O O O O O
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2. Where did you watch the videos? (Choose the frequency for ALL options.)*

Never  Rarely Sometimes Often Always

a. at home O O 0 O O
b. in a dormitory O O 0 O 0
c. in a cafe 0 0 0 0 0
d. with headphones while on a O O 0 O 0
transport (bus, car, train, etc.)

e. in a quiet environment O O 0 O O
f. in a noisy environment O O 0 O 0
g. other, please specify: 0 O 0 O 0

PART IV: Comments and Suggestions
1. | would appreciate if you write any other comments or suggestions regarding skills development

through flipped classrooms.

End of survey.

Thank you for your contributions.
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Ters-Yiiz Edilmis Stmf (Flipped Classroom) Anketi
Bu anket ---------- Universitesi hazirlik smifindaki 6grencilerin ters yiiz edilmis simifta (flipped
classroom) gelistirdikleri yazma becerileriyle ilgili algilarin1 incelemek amaciyla hazirlanmugtir.
Anketteki tiim sorulara diirtist ve dikkatli bir sekilde cevap vermeniz biiyik 6nem tagimaktadir.
Katilmin goniilliik esasina dayali oldugunu hatirlatir vereceginiz cevaplarm kesinlikle gizli
tutulacagini1 ve sadece bilimsel amaglarla kullanilacagini belirtmek isterim. Zaman ayirdigimiz ve

katkida bulundugunuz igin simdiden tesekkiir ederim.

Gozde Tuna
Okutman
gozdetuna@yandex.com
--------- Universitesi

Ingilizce Hazirlik Boliimii

1. Kisim: Kisisel Bilgiler
a. Cinsiyetiniz: Erkek [J Kadin [J
b. Yasimz: ...........
C. BOIUMUNUZ: ...onenieii e,
d. Mezun oldugunuz lise: (Bir tane seginiz)
U Ozel/Vakaf
[ Genel Lise
[0 Anadolu Lisesi
[0 Mesleki ve Teknik Lise
[ Diger, liitfen belirtiniz:
e. Daha 6nce hig Ingilizce hazirlik siniflart igin acilan ters-yiiz edilmis (flipped) yazma dersi aldiniz
mi?)

Yes [] No [
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2. Kisim: Anket Sorulari
1. Yazma (writing) derslerini ters-yiiz edilmis (flipped) smiflarda 6grenmeyi nasil
buldugunuzu/degerlendirdiginizi ayrintili bir sekilde agiklaymiz.

2. Yazma (writing) dersiniz i¢in 6gretmenin gonderdigi videolar1 dikkate alarak asagidaki maddeleri
degerlendiriniz?
a. Videonun igerigi:

3. Videolarda begenmediginiz (olumsuz) ve degistirilmesini istediginiz unsurlar nelerdir? Liitfen

aklimiza gelen her durumu nedenleriyle birlikte agik¢a yaziniz.
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4. Sinifi¢i yazma etkinliklerini nasil degerlendiriyorsunuz? Liitfen asagidaki tiim maddeleri ayrintili
aciklaymiz:

a. Yazma aligtirmalar1 (General writing tasks):

5. Ters-yiiz edilmis yazma simifinda (flipped writing classroom) sinif iginde yaptigimiz etkinliklerde

neleri ve hangi etkinlik ¢esitlerini olumsuz buldugunuzu liitfen ayrintilariyla yaziniz.

6. Ters-yiiz edilmis yazma (flipped writing) dersinizi genel olarak disiindiigiiniizde olumsuz
buldugunuz ve degistirmek istediginiz durumlar liitfen 6rnek vererek ayrintilariyla agiklayniz.
a. Simif dist etkinlikler:
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7. Gelecek dénemlerde alacagimz Ingilizce derslerinizde segme sansiniz olsaydi, hangi modeli tercih

ederdiniz: geleneksel sinifi mi, ters-yiiz edilmis sinifi m1, yoksa her ikisini de mi? Liitfen nedenleriyle

aciklayiniz.

Geleneksel Swmif* (Traditional Classroom): paragrafin nasil yazilacagimi okulda

Ogrenip, paragrafi evde ddev gibi yazma

Ters-yiiz Edilmis Swif (Flipped Classroom): paragrafin nasil yazilacagini evde

Ogretmenin  gonderdigi videolar aracilifiyla ogrenip, smifta O6gretmen ve simf

arkadaslariyla birlikte yazma aktiviteleri yapma ve paragraf yazma

8. Yazma becerilerini gelistirmek i¢in derslerin ters-yiiz model kullanilarak islenmesinin ne derecede

yararli oldugunu diisiiniiyorsunuz. Liitfen, asagidakilerden uygun olan bir tanesini seginiz.

Kesinlikle  Katiliyorum Orta derecede Az katiliyorum  Katilmiyorum

katiliyorum katiliyorum

Yazma

becerilerini O o O O O
gelistirmek i¢in

derslerin ters-yiiz

model kullanilarak

islenmesini yararlt

buluyorum.

3. Kisim: Ogretmenin Gonderdigi Videolarla Ders Cahsma

1. Videolar1 ne zaman izlediniz? Liitfen, asagidaki TUM secenekler igin izleme sikligimzi seginiz.

Hi¢ Nadiren Bazen Siksik Her zaman

a. Odev olarak verildikten hemen sonra O O O O O
b. Dersten bir giin 6nce 0 0 O O 0
c. Dersten bir kag saat/dakika 6nce [ [ O O [

Hi¢ Nadiren Bazen Siksik Her zaman
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d. Tekrar etmek i¢in sinavdan 6nce 0 0 O O 0

e. Sinifta ders islenirken 0 0 O O 0

f. Dersi kagirdigimda - hasta 0 0 O O |

oldugumdan, gelmedigimden vb. 6tiirii

2. Videolar1 nerede izlediniz? Liitfen, asagidaki TUM secenekler icin izleme sikligmiz1 seginiz.

Hi¢  Nadiren Bazen Siksik Herzaman

a. Ev ortaminda O ad ad O O
b. Yurt ortaminda O O O O 0
c. Kafede 0 0 0 O 0
d. Otobiis, araba, tren gibi bir aragta O O O O O
kulaklik ile

e. Sessiz bir ortamda 0 0 0 O 0
f. Girdiltilii bir ortamda 0 0 0 0 0
g. Diger, litfen belirtiniz:............ 0 O O O 0

4. Kisim: Sizin Yorum ve Onerileriniz
1. Ters-yiiz smiflar1 ilgili yukarida s6z edilen durumlarin disinda paylagmak istediginiz yorum veya

oOnerilerinizi liitfen yaziniz.

Katkilarimz igin tesekkiir ederim.
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APPENDIX C: Student Focus Group Interview Protocol

STUDENT FOCUS GROUP INTERVIEW QUESTIONS
Date:

Duration:

Location:
FOCUS GROUP INTRODUCTION

Welcome, thank you for agreeing to be part of the focus group. | appreciate your willingness to
participate in this focus group interview.
GUIDELINES

I will pose some questions and | would like you to sincerely respond to each questions. You may

take turns to answer, but I may also call on you if you have not contributed yet.

| want to remind you that there are no right or wrong answers. Everyone’s experiences and opinions
are important for this study. Share your ideas openly and sincerely no matter if you agree or
disagree. | want to hear as many different opinions as possible as this will have an impact on future
writing classes.

« If you all agree, | would like to tape record the group because | want to capture everything you say.
Nobody else will have access to this audio-recording.

« You will all remain anonymous, therefore make sure that you do not address each other with your

personal names.

FOCUS GROUP WARM-UP QUESTIONS

1. Before | get started, 1"d like to ask if:

2. Have you ever attended a flipped class before?

3. How did you react when you first heard of flipped class? What were your first thoughts?
FOCUS GROUP EXPLORATION QUESTIONS

4. How would you describe your flipped classroom experience in general?
5. What did you like about Flipped Writing Class?
« About learning with the videos?
Probes: When did you watch videos? How many times did you watch the videos? How
helpful were videos for you in learning the content? Or, would you prefer learning in the
class? What was your role while watching videos?

« About writing paragraphs in class together with your classmates and teacher?
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Probes: How useful or meaningful were tasks in the class? How was your interaction with
your classmates and teacher affected? How enjoyable was writing in the class compared to
writing at home? How useful was to get feedback from your classmates and teacher? How
did your role in flipped class change compared to traditional writing class?
6. What did NOT you like about Flipped Writing Class?
7. Were there any problems you faced during Flipped Writing Class? What were they?
8. First major issues: learning process
9. Next minor issues: ex. technological issues
Probe 1: Technological problems? (Watching/downloading the video, internet connection etc.)
Probe 2: Challenges you have while you were getting prepared for the class at home? (Time,
difficulty in understanding videos or tasks etc.)
Probe 3: any problems during the activities done in the classroom?
10. For your future English classes if you had a chance, which one would you prefer: a. traditional
class (learning how to write paragraphs at school, then writing paragraphs at home as homework) b.
flipped class (watching videos of how to write paragraphs at home for homework, then doing
activities and writing in class with the teacher and classmates)? Or both of them? Explain why?
FOCUS GROUP EXIT QUESTIONS

11. What would you like to do differently in your flipped writing classroom? Please provide details.
12. Alternative question: Could you give any suggestions for future flipped classes?

FOCUS GROUP CLOSURE

That is the end of the focus group interview. | want to thank you all and say how much | appreciate

your contributions.

142



Odak Grup Gériismesi Sorulari

Tarih:

Baslangig: ...coovvviniinnnnnnn Bitis: cooeviiiiiinnnnnne
Katimcilar: Erkekler: ...... Kadnlar-......
Roller/isimlikler:

Yer:

Odak Grup Goriismesi — Acilig

Hos geldiniz. Oncelikle bu odak grup gériismesinin bir parcasi olmay1 kabul ettiginiz igin tesekkiir
ederim. Bu goriismeye katilmadaki istekliliginizi de takdir ettigimi belirtmek isterim.

Goriismenin Esaslari

e Gorlismeye baslamadan Once goriisme esansinda kullanacagim iki terimden bahsetmek isterim.
Geleneksel sinif paragrafin nasil yazilacagin1 okulda 6grenip, sonra paragrafi evde yazma demektir.
Ters-yiiz suif ise paragrafin nasil yazilacagini evde ogretmenin goénderdigi videolar aracihigiyla
Ogrenip, sinifta 6gretmen ve smuf arkadaglariyla birlikte yazma aktiviteleri yapma ve paragraf
yazma demektir.

« Size birkag soru yonlendirecegim ve her soruya igtenlikle cevap vermenizi rica ediyorum. Sorular
sirayla cevaplandirabilirsiniz, ama goriisiiniizii belirtmediginiz takdirde size ¢agrida bulunabilirim.

e Dogru yada yanlis cevabin olmadigimi Size hatirlatmak isterim. Bu calisma icin herkesin
deneyimleri ve fikirleri 6nemlidir. Katilsaniz da katilmasamiz da fikirlerinizi agik ve igten bir
sekilde belirtiniz.

e Bu goriisme sonucunda toplanan veriler, sizin dénem iginde yazma becerinizin gelistirilmesinde
ters-ytiz simif modelinin ne kadar faydali oldugunun anlagilmasi ve daha sonra agilacak olan yazma
derslerinin gelistirilmesi amaciyla kullanilacagi i¢in miimkiin oldugunca farkl: fikirleri duymak
isterim.

o Eger herkes kabul ediyorsa, séylediginiz hicbir seyi kagirmamak igin goriigmenin ses kaydimni almak
isterim. Benden baska kimse bu ses kaydina erisemeyecektir.

e Kimliginiz gizli tutulacak, bu yiizden goriisme siiresince birbirinize gercek isimlerinizle degil de
size verdigim Kartlarda yazan takma isimlerle hitap ediniz.

Odak Grup Isitnma Sorulari
Baslamadan 6nce sunu sormak isterim:
1. Daha 6nce hig ters-yiiz edilmis smifta (flipped classroom) egitim aldinmiz mi?

2. Ters-yiiz siifi (flipped classroom) ilk duydugunuzda tepkiniz ne oldu? ilk diisiinceleriniz nelerdi?

Odak Grup Arastirma Sorulari
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3. Genel olarak ters-yiiz edilmis simiftaki (Flipped classroom) deneyiminizi nasil tarif edersiniz?
a. Olumlu/olumsuz agiklayiniz. b. Keyifli c. Egitici ...
4. Ters-yiiz edilmis yazma dersini nasil degerlendiriyorsunuz?
4.1. Ters-yiiz edilmis siniflarda begendiginiz yonler nelerdi? Ag¢iklayiniz.
4.2. Videolar hakkinda gériisleriniz nelerdir?
Alternatif soru: Nitelikleri/ogreticiligi konusunda diisiinceleriniz nelerdir?
Probes: Hangi zamanlarda izlerdiniz? Her bir videoyu ka¢ kez izlediniz? Konuyu videodan
6grenmek sizin igin ne kadar yararli oldu? Sinifta konuyu dinlemek ile evde/kendi
ortaminizda dinlemek arasinda karsilagtirma yaptiginizda nasil 6grenmeyi tercih edersiniz?
Liitfen nedenini agiklayimiz.
4.3. Smif igi deneyimlerinizi degerlendirir misiniz? Ogretmeniniz ve arkadaslarinizla birlikte
smifta paragraf yazma hakkindaki goriislerinizi agiklar misiniz?
Alternatif soru: Sizce simftaki alistirmalar ne kadar faydali ya da ne kadar anlamliydi?
Yazma alistirmasi yaparken sinif arkadaslarinla ya da 6gretmeninle ¢alismak nasildi? Klasik
yazma dersindeki 6dev olarak evde yazmayla karsilastirildiginda sinifta paragraf yazmak ne
kadar ogreticiydi/etkiliydi?
Probes: Ogretmeninden ve sinif arkadaslarindan geri bildirim almak ne kadar faydali oldu?
4.4. Ters-yiiz edilmis yazma dersinin begenmediginiz/sevmediginiz yonleri nelerdi?
Aciklaymiz?
5. Ters-yiiz edilmis yazma dersinde problemlerle karsilagtiniz mi? Agiklayiniz.
5.1. Once temel sorunlar: grenme siireci, derste yazi yazma, akranlarla ¢alisma, vb.
Probe 1: Teknolojik problemler? Videoyu izlerken ya da indirirken, internet baglantisi, vb.
Probe 2: Evde ders i¢in hazirlanirken karsilastigin zorluklar? Zaman, videoyu ya da 6devleri
anlamada zorlanma, vb.
Probe 3: Sinifta yapilan alistirmalar esnasinda karsilasilan herhangi bir problem?
6. Gelecek donemlerde alacagimiz Ingilizce derslerinizde segme sansmmz olsaydi, hangisini tercih
ederdiniz: geleneksel sinifi mi, ters-yiiz edilmis sinifi mi, yoksa her ikisini de mi? Liitfen nedenleriyle
birlikte agiklayiniz.

« Geleneksel smif (Traditional Classroom): paragrafin nasil yazilacagimi okulda égrenip, sonra

paragrafi evde yazma.

o Ters-yiiz simif (Flipped Classroom): paragrafin nasil yazilacagini evde ogretmenin gonderdigi videolar

aracitligyla dgrenip, sinifta ogretmen ve suif arkadaslariyla birlikte yazma aktiviteleri yapma ve
paragraf yazma.
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Odak Grup Kapanis Sorulari

7. Ters-yiiz edilmis yazma dersini degistirme imkaniniz olsa neyi farkli olarak yapmak isterdiniz?
Liitfen, ayrintili agiklayiniz.

Alternatif soru: Daha sonra agilacak olan ters-yiiz simiflar i¢in hangi 6nerilerde bulunursunuz?

8. Onceden s6z etmedigmiz fakat onemli oldugunu diisiindiigiiniiz durumlar varsa bundan séz etmeniz

aragtirma i¢in yararli olacaktir.

Tesekkiir
Bu goriisme bu arastirma igin ¢ok yararli oldu. Verdiginiz bilgiler ve samimi goriisleriniz igin

hepinize katkilarimizdan dolay1 tesekkiir etmek istiyorum.
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APPENDIX D: Writing Quiz

BASKENT UNIVERSITY
SCHOOL OF FOREIGN LANGUAGES
ENGLISH LANGUAGE PREPARATORY DEPARTMENT
2016 - 2017 ACADEMIC YEAR / FALL SEMESTER

WRITING QUIZ
Name & Surname:

Class:

Write a paragraph on “Advantages of learning English in an English-speaking country”. Please,

write about 120-140 words.
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APPENDIX E: Observation Schedule

Observational Protocol

[0)=15] = 21V = = ——— TEACHER:
TIME:
(o] 1N\ 00 o) - mm—— (oI NSR] 4 = —— xle]o] Y/ F————
MAIN AIMS:

STAGE OF LESSON TIME COMMENTS
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Flipped Classroom Observation Questions

Questions

Comments

1. How would you describe the warm-up stage
of the lesson?

Please comment on the introductory questions and
feedback given for the video-related tasks.

2. How would you describe all classroom
activities?
o What were the objectives for each activity?
Did activities meet the objectives? How?
o Were they appropriate for the level?
e Did they lead to practice or production?
¢ Did they engage higher-order skills (e.g
evaluating, creating)

3. How would you describe the instructor?
o Her interest in teaching
¢ Her confidence in teaching
e Her body language
e Herrole
o Her interaction with the students
e Use of class time
e Use of teaching techniques
o Her questioning style
o Her feedback

4. How would you describe the students?
e Their readiness for the lesson
Their motivation to learn
Their interest and engagement in activities
Their interaction with the teacher
Their interaction with their peers
Comments they make
Questions they ask
Feedback they get/give

5. If I were to teach this lesson, | would make
the following changes: .........
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APPENDIX F: A Sample Page from Student Feedback Documents
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APPENDIX G: A Sample Page from Researcher Reflection Journal

minute looked through their performance. 1 gave them feedback verbally talking about go

od things
and also the parts that needed to be improved. I also wrote

two sentences on the board as good

models that could be used in their future writings. They had a chance to ask their questions abau

the video and their homework. I felt that they were prepared for the lesson more than before. The
VRIS Al b ek s ore +

remembered the metaphor OREQ, wha nd for and its relationship to opinio

3
. A wnth
paragraph. We went over the material covered in the video in a few seconds and then it was good to ke 'fn
ﬁ
have time to practice the first week’s material (paragraph parts) more. I prepared a worksheet in

which there are sentences that would be matched with paragraph parts. I thoug

ht it would be a good
idea to revise this and also make students see another model for an opinion paragraph before we

moved into write ours. After checking and discussing the an

swers with the whole class, I introduced
this week’s

paragraph topic and wrote it on the board by dividing it into two: on the one side

“Everyone should have university educat

ion” and the side “Everyone should’t have
university education” was written. We did a prainstornfin ctivity/ sts came to the board and wrote

causes for both sides. And then, we went through all the causes one by one deciding whether they
cou

1d be used and if they would be used, how (as a body sentence or examp

which order). This lasted longer than it should, so std were bored.

Then, I gave each student a worksheet with OREO outline. Sts were happy t

and ready to put ideas on the board into their paragraph. They worked indfvidually and constructed

Inided their paragraphs asking me to check it from time to time. When they finished writing, I gave them a
we self-checklist to fill in before handing in their paragraphs. I realized that most of them had som
iy

problems with understanding the chec

W
Klist, so I tried to help them. However, If I were to teach this
R ———————

s )
= [sv
1 would first go over the checklist with the whole class reflecting it with OHP and | [ ’f

examples and then I would give the»checklists to them. ¥/ - -

12 Dec. Monday: We had to do our writing lesson on Monday this time because there wouldn’t be

any class on Wedne

lesson again,

giving

clevses

sday and the following two days. I and one of the teacher trainers in our
institiution, Gizem lyigiin, we went to my class which was arranged before so that 5 students would
sit in groups facing each other. The thing that made me very happy this time was to hear that every
student had watched the video before coming to class. After reminding the objective of the lesson,

we looked at their checked homework and gave them feedback in detail. I think students became

more motivated to see their homework graded. They asked each other about their grades and try to, _~
understand why they did those mistakes. It took our time a little bit more than I expected as students \“—-‘-‘Mp
couldn’t understand the vocabulary part. I was content to have prepared extra activity for them to

practice those words in class. Sts were expected to put sentences in ord

er so that they woul
orde ke 50»}605, '
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APPENDIX H: Sample Pages from Teacher-made Videos

3 YouTube

DISADVANTAGES OF LIVING IN A
FOREIGN COUNTRY

I know how wonderful it can be to experience different

cultures and lifestyles.

But.....
Moving abroad definitely

has its disadvantages as well.

disadvantage paragraph
Unlisted

34 views

23 YouTube

Advontose
{

positive aspects of
something

Pl SHEE0:0679:01

advantage paragraph
Unlisted

51 views
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APPENDIX I: A Sample of Pre-class Assignments

Name&Surname:

Objective: In this assignment you are expected to watch effect paragraph video and write one cause
of overpopulation from the ones mentioned in the video. Then, you are asked to write two more
causes of overpopulation which will be your own ideas. Lastly, please read the text in Part B of this
assignment and answer the following questions. The objective of this assignment is to practice the

effect paragraph topic that you have learnt in the related-video.

Effect Paragraph Task
A. Look at the first cause of overpopulation mentioned in the video. Write it down to number 1.
And, then think about TWO more causes of overpopulation and write them, too.
Causes of Overpopulation

O (from the video)
O (your own idea)
O (your own idea)

B. A Positive Mind

Exercising has several mental effects. First, you will feel less stress. For example, you forget about
your problems while you are exercising and this reduces stress. Second, ...............coooviiiiii,
................................................. Exercising releases endorphins - chemicals that make you
feel good - into your body. Third, you will sleep better. Exercising helps you relax, so you can fall
asleep more quickly and stay asleep longer. Therefore, you feel better throughout the next day.
Finally, you will feel better about yourself. This will give you more confidence to handle your daily
life and even enjoy it. In conclusion, reducing stress, feeling good, sleeping better and having more
confidence are the positive results of exercising.

1. Do all the results relate to the idea stated in the topic sentence?

4. Underline the concluding sentence and try to write it again by giving all the details in

summary.
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APPENDIX J: An Example of Feedback Slides for Video-related Tasks

Effect Paragraph

Homework Feedback

Part A.

Causes of Overpopulation
1. High Birth rate «
2. Decreased Death Rate v
3. Medical Development v
4. Development in nutritional conditions v/
5. Health promotion +
6. Advancements in technology
7. Uncontrolled birth
8. Decrease in child mortality +
9. Emigration «

Part B.
Part A.
A Positive Mind
Causes of Overpopulation ] )
2. First effect of + noun/gerund + is
1. Water resources decrease
EFFECTS First effect of exercising is you will feel less stress.
' P First effect of doing exercise is you will feel less stress.
First effect of having a positive mind is you will feel
less stress.
Part B.
N . Part B.
A Positive Mind
First Body Sentence Second A Positive Mind

4. In summary, feeling less siress, feeling better

about everything, sleepin r, feelin r
Third Fourth

about yourself (feeling confident) are positive results

of exercising. v

Body sentences with gerunds (V+ ing)

4. To sum up, reducing stress, feeling good, sleeping

better and having more confidence affect our mind

(v)
positively. v/
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APPENDIX K: Self-edit Checklist

Self-editing Checklist

My paragraph has a creative title.

My first sentence has a clear topic and a message.

I have at least two supporting sentences.

I have written examples, details, or explanations for the supporting sentences.

All sentences are directly related to the topic.

All sentences are in order.

I have used transition words correctly.

I have a concluding sentence that covers up all the ideas in my paragraph.
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APPENDIX L: Peer Editing Worksheet

Peer editor’s name:
Whose writing is it? :
PEER EDITING
PART 1: Look at the paragraph your classmate wrote and check the following:
1. Grammar Mistakes

®  Subject-Verb Agreement

® Tenses

Singular/Plural Nouns

N

. Spelling Mistakes (Ex: feoregin = foreign)
. Capitalization

B~ W

. Punctuation Mistakes

PART 2: Write your comments and suggestions below.
1. I liked the way

2. If I were you

3. I think your topic sentence is

If I were you | would change your topic sentence like this:

4. 1 think your concluding sentence is

If I were you, | would change your concluding sentence like this:
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APPENDIX M: Activities for Flipped Classes

Activities for flipped classes

Name of the activity

Aims of the activity

Materials used
for the activity

Videos

to present the topic to the students

Videos with slides

to check whether students have

8:;0]: _ watched_ the video and how much Pre-class
activities Video-related Tasks of the video content they can assighments
understand
e to practice the content in the
videos
e to show students their grades for
the video-related tasks
e to show and discuss common | e Graded pre-class
Feedback for Video- mistakes made in  pre-class | assignments
related Tasks assignments « PowerPoint
e to be able to ask questions to the | presentations
Pre- teacher about the things students
writing could not understand
activities e to make a transition between out-
of-class and in-class activities
e to generate ideas for writing ¢ Whiteboard
Brainstorming e to hear different ideas and/or « Boardmarkers
points of views on the writing topic
Paragraph writing
Mind Mapping e to organize ideas for writing template or a
piece of paper
Individual Work
(afill in the blanks, b.
choose appropriate e to improve students’ writing skills | Worksheets
topic/body/concluding regarding content, organization,
sentence(s), c.rewrite language use, and mechanical
the sentences, d.order accuracy
While- the sentences, e.cross
writing out the irrelevant
activities | sentence)
Group Work (a.one  |e  to improve students’ writing skills | Worksheets
topic another regarding content, organization,
supporting, language use, and mechanical
b.vocabulary games, accuracy
c.discussions) e to develop students’ critical
thinking, communication,
collaboration, and cooperation
skills
Self-Editing e to edit their own writing before Self-editing
Post- submitting it as a final product checklist
writing e toreview peers’ writing
activities | Peer Feedback and to develop students’ critical Peer editing
Evaluation worksheet

thinking, communication,
collaboration, and cooperation
skills
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APPENDIX N: Flipped Lesson Plan

Flipped Lesson Plan (Effect Paragraph)

Course: English

Instructor: Gézde Tuna

Number of Students: 24

English Level of Students: B1 (Pre-intermediate)
Duration: 100 minutes (Two class hours)

Topic of the Lesson: Effects of Smoking

Goals of the Lesson

to improve students’ writing skills

to develop students’ higher-order skills (analyzing, evaluating, and creating)

to learn how to write a topic sentence, body sentences, and a concluding sentence for an effect
paragraph

to find the differences between cause and effect paragraphs

to practice effect paragraph-related phrases, transitions, and linkers
Objectives of the Lesson
By the end of the lesson, students will be able to:
« answer five open-ended questions in the video-related task after watching a video
« fill in the blanks with 13 target words which are effect paragraph related ones
« brainstorm ideas on a mind map before writing
- write an effect paragraph of about 100 words with a good organization of ideas; a good command
of grammar and lexis; correct spelling, punctuation and capitalization
h. give feedback to each other on their writings using peer editing form
Materials
Video: Students will watch this video which is shot and sent by the teacher to Edmodo.

Writing an EFFECT Paragraph

RECORDED I TH)

SCREENCAST] () MATIC
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Video-related task: After watching the video, students will do the videorelated task answering one
video-related question and four open-ended questions about a paragraph on the effects of exercising.
The purpose of this activity is to practice the content presented in the video.

Feedback slides for video-related task: Teacher will show the common mistakes students did in
their homework. Students will discuss about the correct forms of those mistakes.

Cause and effect essay worksheet: Students will read a cause and effect essay about smoking. In this
essay, the part which presents the effects of smoking has some blanks that students are supposed to
fill with 13 target words, phrases, transitions, and linkers.

Vocabulary slides: Students will find the opposites of the words. Also, they will find the words
which are jumbled.

Effect paragraph writing template with a mind map: Students will brainstorm ideas, write their
ideas on a mind map, and then write a full paragraph.

Peer-editing worksheet: Students will first evaluate their peers’ writings checking grammar,

spelling, capitalization, and punctuation mistakes. Then, they will write comments and suggestions for

the topic sentences, body sentences, and concluding sentences.

Methodology

Allocated | Interaction Stage Procedure Rationale
Time patterns
1 min. T-S Warm-up T checks the attendance and asks to check students’
how many students watched/did not | preparedness for the
watch the video lesson
T tells those students who did not
watch the video that they watch the
video in the class
2 mins. T-S Warm-up | T asks whether students have any
S-T questions related to the video or
video-related tasks
2 mins. T-S Warm-up | T goes over the important parts in to make sure that
S-T the video content students were able to
10 mins. S-S Pre- T gives students their graded the video content
writing homework papers and provides
feedback through PowerPoint slides
10 mins. T-S Pre- T gives the cause and effect essay to make students
S-T writing worksheet to the students aware of the
Students brainstorm causes of differences between
smoking and then do the vocabulary cause and effect
exercise in the worksheet paragraphs
to practice effect
paragraph vocabulary
5 mins. T-S Pre- Students practice more words to have fun while
S-T writing | through games in PowerPoint slides | learning new words
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25 mins. | Individual | While- Students write their own effect to help students
work writing paragraph on a template which organize their ideas
includes a mind map better through a mind
map
to make students write
a full paragraph
25 mins. | Individual After- Students finish their writing, to provide students an
work writing | exchange it with peer’s writing, and | opportunity to read a
evaluate each other’s paragraph ona | different paragraph
peer-editing worksheet than their own
paragraph
to develop students’
higher-order skills
(analyzing, evaluating,
and creating)
10 mins. S-S After- Students come together with their | to make students learn
writing | peer editors and share their feedback | about their peers’
with each other opinions on their
writing
to develop students’
editing skills
to provide students an
opportunity to get
help from their peers
to increase student-
student interaction
10 mins. | Individual After- Students revise their paragraphs in to develop students’
work writing | the light of their peers’ feedback and revising skills
hand in the last version of their
paragraph to the teacher

Contingency Plan

Each student writes one sentence from their paragraph. Then they exchange their sentence with the

person sitting next to them; and they try to correct the mistakes in the sentence.

Assessment

Students will be assessed twice. The first will be done through graded homework papers. The second

will be their in-class writing which will be done by both peers and the teacher. Teacher reads the

writings and gives feedback next week underlining the common mistakes. She gives students’

writings back with a grade out of 10 points. While grading students’ papers, she uses a scale in which

there are four categories - content and organization (2 points), language use (3 points), lexical range

(4 points), and mechanical accuracy (1 point). Lexical use has the highest points as one of the main

objectives of the lesson is to learn new words.
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APPENDIX O: Introduction to Flipped Classes

Bagkent University FLIPPE'
School of Foreign Languages CLASSROOM

aiddiid
FLIPPED CLASSROOM

2016-2017 Academic Year Fall Semester

presented by Gézde Tuna
to B09 Writing Class

What is a Flipped What is Our Flipped Classroom Like?
Classroom? AT HOME
1. Before the writing class, you will go to EDMODO and find the link for a video.
At home, students
watch short videos
recorded by their
teacher.

VIDEOS will be about how to write:
A Paragraph (in general)
Topic Sentence, Body Sentences, and Concluding Sentence

Opinion Paragraph

In class, they do

exercises and write
paragraphs.

Cause Paragraph
& Effect Paragraph
Short

e Advantage Paragraph

Disadvantage Paragraph

What is Our Flipped Classroom Like? What is Our Flipped Classroom Like?

AT HOME

AT SCHOOL

1. During the writing class, you will have a chance to ASK the parts
2. You WATCH the video, STUDY and LEARN the you have NOT understood in the video.
content.

2. Also, you will DO EXERCISES, PATR/GROUP WORK,

Sometimes you have to TAKE NOTES, ANSWER DISCUSSIONS, PROJECTS, etc.
QUESTIONS etc. while or after watching the video. And
you will BRING them to the writing class. . You will WRITE a paragraph.

3. After watching the video, you will COMMENT on the 4. After PEER and TEACHER FEEDBACK, your writing will be
video. kept in your PORTFOLIO that you prepared at the beginning of the

semester.
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WHY do we flip

our writing class?

Students receive support
from teachers and peers
as needed

C
practice, applied activities and
higher order thinking tasks

ss time is spent on

WHY do we flip

our writing class?

Bloom's Taxonomy

It is gaining popularity
among educators
worldwide

Students can reach the It ates a more active
material whenever and

wherever they want

learning classroom
and learner-centered

WHY do we flip

our writing class?

Sts can learn at their own pace Students can learn in their

(e.g. pause, rewind and rewatch ~ own way (e.g. taking notes,
the video as many times as they looking up for the

want). unknown word, etc.)

Disadvantages
Students need the Internet and a technological device to
access videos.
Students wouldn’t want to watch videos finding them boring
or long.
If students don’t have time to watch videos at home, time

spent in class will useless.

THE END

161




APPENDIX P: Consent Forms

Arastirmaya Goniillii Katihm Formu

(Odak Grup Gortigmesi hari¢ Tiim Calisma)

Bu arastirma, ---------- Universitesi Yabanci Diller Yiiksekokulu Ingilizce Hazirhk Boliimii
O0gretim elemanlarindan Gozde Tuna tarafindan yiiriitillen bir ¢alismadir. Bu form sizi aragtirma
kosullar1 hakkinda bilgilendirmek i¢in hazirlanmigtir. Bu ¢aligmanin amaci 6grencilerin ingilizce’nin
yabanct dil olarak &gretildigi ters yiiz edilmis yazma siifi ile ilgili algilarin1 ve bu sinifin onlarin
basarilarina etkisini incelemektir. Ters Yiiz sinif 6grencilerin sinif disinda dersi video araciligiyla
Ogrenip smif i¢i zamani ise bireysel ya da gruplar seklinde cesitli etkinlikler yaparak degerlendirdigi

bir sistem olarak tanimlabilir. Evde okul ¢aligmasi, okulda ev ¢alismasi da denebilir.
Bize Nasil Yardime1 Olmamz isteyecegiz?

Toplam 7 hafta siirecek bu aragtirmaya katilmayr kabul ederseniz, sizden sunlar

beklenecektir:

1. Edmodo araciligiyla size gonderilen videolart evde izleyip yine ayni platformda

degerlendirmesini yapmak ve gerekli aligtirmalar1 yaptiktan sonra sinifa hazirlikli gelmek.

2. Sinifigi aktivitelere katilmak ve dersin sonunda yazma ddevinizi arastirmaciya teslim

etmek.

3. Arastirmanin basinda ve sonunda olmak tizere her biri 20 dakika siirecek agik uglu iki

yazili sinava girmek ve yaklasik 120-140 kelimelik paragraflar yazmak.

4. Arastirma sonunda yaklasik 30 dakikanizi alacak teryliz simif ile ilgili deneyimlerinizi

paylasacaginiz bir anket doldurmak.
Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katiliminiz tamamen goniillillik temelinde olmalidir. Saha bilgileriniz
tamamiyla gizli tutulup sadece arastirmaya ait veriler arastirmacilar tarafindan degerlendirilecektir.
Katilimcilardan elde edilecek bilgiler toplu halde degerlendirilecek ve bilimsel yayimlarda
kullanilacaktir. Ayrica yazma derslerinin igerikleri ve isleyisi sizden edindigimiz bilgilerle
zenginlestirilecektir. Sagladiginiz veriler goniilli katilim formlarinda toplanan kimlik bilgileri ile
kesinlikle eslestirilmeyecektir. Caligma genel olarak kisisel rahatsizlik verecek sorular yada
uygulamalar icermemektedir. Ancak, katilim sirasinda sorulardan ya da herhangi baska bir nedenden
otiirti kendinizi rahatsiz hissederseniz ¢ikmakta serbestsiniz. Boyle bir durumda arastirmaciya haber

vermeniz yeterli olacaktir. Calisma sonunda, bu aragtirmayla ilgili sorulariniz cevaplanacaktir.
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Arastirmayla ilgili daha fazla bilgi almak isterseniz:
Bu ¢alismaya katildiginiz i¢in simdiden tesekkiir ederiz. Arastirma hakkinda daha fazla bilgi
almak i¢in ------------ Universitesi Yabanci Diller Yiiksekokulu Ingilizce Hazirlik Boliimii 6gretim

elemanlarindan Gozde Tuna (E-posta: -------------- Telefon; ----------- ) ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu ¢alismaya tamamen goniillii olarak katiliyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih imza
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Arastirmaya Goéniilii Katihm Formu

(Odak Grup Goriigmesi)

Bu arastirma, ----------- Universitesi Yabanci Diller Yiiksekokulu Ingilizce Hazirlik Boliimii
ogretim elemanlarindan Gozde Tuna tarafindan yiiriitiilen bir ¢alismadir. Bu form sizi aragtirma

kosullart hakkinda bilgilendirmek i¢in hazirlanmistir.

Bu ¢aligmanin amaci 6grencilerin ingilizce’nin yabanci dil olarak 6gretildigi ters yiiz edilmis
yazma sinifi ile ilgili algilarin1 ve bu smifin onlarin basarilarina etkisini incelemektir. Ters Yiiz siuf
ogrencilerin simif diginda dersi video araciligiyla 6grenip sinif i¢i zamani ise bireysel ya da gruplar
seklinde ¢esitli etkinlikler yaparak degerlendirdigi bir sistem olarak tanimlabilir. Evde okul ¢alismasi,

okulda ev ¢alismasi da denebilir.

Aragtirmaya katilmayi kabul ederseniz, sizden beklenen, smiftan 4 kisiyle birlikte 30

dakikalik bir odak grup goriismesine katilmanizdir.
Bize Nasil Yardime1 Olmamz isteyecegiz?

Katilacaginiz bu odak grup goriismesinde teryiiz siif deneyimleriniz hakkinda fikirlerinizi
nedenleri ile birlikte agik ve dogru bir sekilde belirtmeniz, ve diger grup {iyeriyle Ortiisen ve

ortiismeyen noktalar1 tartismaniz beklenecektir.
Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Aragtirmaya katiliminiz tamamen goniilliiliik temelinde olmalidir. Gériismede, sizden kimlik
veya kurum belirleyici higbir bilgi istenmemektedir. Cevaplariniz tamamiyla gizli tutulacak, sadece
aragtirmacilar tarafindan degerlendirilecektir. Katilimcilardan elde edilecek bilgiler toplu halde
degerlendirilecek ve bilimsel yayimlarda kullanilacaktir. Goriismede sagladiginiz veriler goniillii

katilim formlarinda verdiginiz kimlik bilgileriniz ile kesinlikle eslestirilmeyecektir.
Katilminizla ilgili bilmeniz gerekenler:

Calisma genel olarak kisisel rahatsizlik verecek sorular yada uygulamalar igermemektedir.
Ancak, katilim sirasinda sorulardan ya da herhangi bagka bir nedenden Otiirii kendinizi rahatsiz
hissederseniz ¢ikmakta serbestsiniz. BoOyle bir durumda arastirmaciya haber vermeniz yeterli

olacaktir. Caligma sonunda, bu arastirmayla ilgili sorulariniz cevaplanacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:
Bu ¢aligmaya katildiginiz i¢in simdiden tesekkiir ederiz. Arastirma hakkinda daha fazla bilgi
almak icin ---------- Universitesi Yabanci Diller Yiiksekokulu ingilizce Hazirlik Boliimii &gretim

elemanlarindan Gézde Tuna (E-posta: Telefon: ) ile iletisim kurabilirsiniz.
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Yukaridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak katilyyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih imza
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APPENDIX R: Sample Pages for Qualitative Analysis

(Student Survey)

S53IF]

Ters-Yiiz Edilmis Simf (Flipped Classroom) Anketi
Bu anket Baskent Universitesi hazrhik simifindaki t@rencilerin ters yiiz edilmig smifta {flipped

classroom) gelistirdikleri yazma becerileriyle ilgili alplanm incelemek amaciyla hazmlanmigtir,

Anketteki tim sorulara diirist ve dikkatli bir sekilde cevap vermeniz bilyilk Snem tagrmaktadr.

Katlmin gonillak esasma dayali oldufunu hatwlatr vereceginiz cevaplann kesinlikle gizli

tutulacagim ve sadece bilimsel amaglarla kullamlacagim belirtmek isterim. Zaman sywrcifimz ve

katlada bulundugunuz igin simdiden tegekkiir ederim.

1. Kusem: Kisisel Bilgiler
a. Cinsiyetiniz: Erleek [ | Kadm
b. Yagmz: A9

o Boliminiz: HOEE

d. hezun oldufunuz lise: (Bir tane 5ECINIZ)

L_] CrzelValaf
__| Genel Lise
ﬁmmm Lisesi

|| Mesleki ve Teknik Lise

(] Diger, litfen belirtiniz:

Cibzde Tuna
Okantrnan

&, Daha 8nce hic Ingilizee hazielik suuflan igin agilan ters-yiiz edilmis {flipped) yazma dersi aldimz

)

Yes '__: N::.E':""#
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2. Kisim: Anket Sorulan RTS"'F
I. Yazma (writing) derslerini ters-yiiz edilmiy (flipped) swiflarda &grenme,

' rroanent leatain —ﬂ( 3vya Ewm
oq Chong
nasil buldufunuz

deperlendirdifinizi ayrmtih bir gekilde apiklaymz.
CRalg, bl oeenico. . ekl oldvie. koniaina . vardim. % baglorda. . d

OM0.. Gmeklecio, Soys, actheao . ASiaing, fork., ki, Ju . an. hek. Mhat.... T
20 ketimeti., poragronsr. . B2 BINATTTE. ... ..o
- amﬂszkbhm wikhg. Pvgﬂ*tpj\.'.
...m'!h_._dz{}.wd,s ........ e L

2. Yazma (writing) dersiniz igin Gretmenin ginderdigi videolan dikkate alarak asafidaki maddeleri

deferlendinniz?

a. Videonun igerigi: @__—&j and E"ﬁﬂl.{jh Yo 1J'-“I‘-'ﬁ)'~3'.|ﬁ"ﬂl- ‘E fopi
Mideann . Wedgil._ dosee)ma. patgcad... [an. fydi. g dh

b. Videodaki koru anlatminda kullanilan yéntem ve teknikler: [ui:.unh th pha-l-:u}
.ganallige. nam. YOEiRk. . meeld 2ydi. fatejradlar.

¢ Sunulan Omekler:
Alildo_labet,

d. Girseller ve ses ditzeni?

ol QR VR 2G| g

LGapdler. atd.. . disent. ]
e Video sunurnundaki Ingilize

. Video izlendikten sonra yapilmasi igin verilen glirev ve l'_‘»dt'-'ler

_..P&nfmmtgﬁ..JﬁM|Hn. 2.

=TI " L EisErane
g, Diger unsurlar, litfen belirtiniz: @m :
CMidetlone  SATE v, Sanfauade, TYETTIEA . Sded.lar, JRITEETEL .
3. Videolarda bepenmedifiniz (olumsuz) ve defistirilmesini istedigmiz unsurlar nelerdir? Litfen
aklinza gelen her durumu nedenlesiyle birikte apkea yazmz.
,,E’,"','Di-,_,,d\-.‘,lhg...E.,:_lEJ‘?'r.'E".lll:..:‘frn.al'i!:r'.‘...?lﬂbiﬁfdf...h&l‘lﬂﬁ...\'.l:-')i...#-_ﬂ!‘l'-l'em..-'!r'.'ﬂlmdﬂ.... .

Lkilemian. . Bfrencinin.....02.. Biesii. . didadien. bor. kaltmaler.. .
ey wacdt . 2eklinde. . videade. . SRISHIAL oo

_Cyismals could. be. mace o dres MG

=+ ﬂ
Sane uaknows wids Covld be oo 0 N vido a1 & Rodnotd
7

|:.ﬂlH'
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4. Swifici yarma etinliklerini nasil degierlendiriyorsunuz? Liltfen asagpdaki tim maddeleri aynntih

apiklayimz:
2. Yarma aligtrmalan (General writing tasks): @'{a-}ed 1|3 ”‘f Urm
. GprendTionty, Vi, 8 CIALABAL =

b. Grup ¢ahsmas: (Group work): APS RV [U‘*I? ]ﬂl'm .gﬂw ju??urihﬂ‘} wigy ¢ F‘&d"‘-’ﬂ
G Galiameiariads. Ik LAY benie. . AGETAL.. bakanan. et .. L‘Htil.[ i churnt

¢. Bireysel caligma (Individual work):
_...Hr@ﬂixﬁmi...E‘.\E"ﬁ‘.':.ﬁr.df.... .

e. Akran geri bildirimi ve deferlendirmesi (Peer feedback and evaluation):

. Gerevm. aaman. ko Geks pL.. Mu.
{. Dier unsuslar, litfen belirtini Aeocher aréﬁﬁbui was 3 E-;!I'hd \

L llerleme. koydddmey Mué: den.. ghretmen. ll.dmrmmmm SOVelim ok.ron 3T
4 diye T
5. Ters-yitz edilmis yazma sinifinda {ﬂlpped v.mng clysdroom ) simf icinde yaphiginiz etkinliklerde

neleri ve hangi etkinlik gegitlerini olumsuz buldydunuzy litfen aynintilaryla yazimz.

: Wdﬁwi

'4'1 .'llf'-t Touel ws ih b

6, Ters-yiiz edilmig yazma (flipped writing) dersinizi penel olarak dilgindigindzde olumsuz
uld ve dedili istedifing lan liitfen drmek vererek aynntilanyla agiklayimz.

a. Simf disi ethinlikler:
LA duy, STawcler i aeldl . dovz. ok . 3;:-':’1'4 /.

b, Sinifigi etkinlikler:
LEINE L TET Bk lEIT L geteligan
LGk, seekimi, RN [

[ T
c. Diger unsurlar, [itfen belirliniz:

Pe:r &deﬂah ad tvglmh

——
T LI
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7. Gelecek dinemlerde alacagimz Ingilizce derslerinizde se¢me sansimz olsayd, hangi modzli
tercth ederdiniz: gelencksel simfi m, ters-yiiz edilmiy simft mu, yoksa her ikisini de mi? Liltfen

nedenleriyle agiklayimz. 'ﬂ'IPPE d
Aptklana: Gelenekse! Sy (Tradiianal Clossrosw): paragrafin masil yazilacafm okuldn Sgrenip, parngrafi
evde Gdev gibi yaznss :
Tersepitz Editniy Siarf {Flipped Clessroom): paragrafin nam| yazlscafinn evde SEreimenin
ghnderdifi videalar ameihiyla Bfrenip, smafta dfretenen ve s abadaglanyla birlike yazrma
aktiviteler yapima ve paragral yazma

TR RS, G, Bdanin, . Loke. gokoak. Tuedimim. . Edk e
Midelofden  Sanre. bentruess bllocu. . kivdma.. Galdin. . datkd.. ...,

Mol dinofie. by Sie...en 0k, 80 dk ... 2lic hEM. Kidada, ...
Aekear Aekror mlemede. ..ﬂ{ﬂb[U& ettt
B 1 ...xuw}g'n‘ﬁ . Ymin-videas...,. L wa. oble.do. wide.a .p«m.cph \/

____________ and.. . could.wedch dle. Mideox .ogpin. M oguin ...
......\.%.B.ul.'h‘.t.dfﬂﬁﬂm\..ﬂm.\..'.!.EUﬂinw...Jrf...ﬂm.;&'h"..... wirts w30 mins oF

8. Yarma becerilerini gelistimek icin derslerin ters-yiz model kullanilarak iglenmesinin o

derecede yararh oldugunu distndyorsunuz. Litfen, asagidakilerden uygun olan bir tanesini seginiz,

Keszinlikle Katilyorum — Orta Az Kattlmuyomm
katiliorum desecede katilryorum
keanliyorum
Yazma becenilerim
geligtirmek: icin L_;r-"' I_]. __j E j
desslenn lers-yiiz mode]
Jullamlarak iglenmesim

yarach buluy o,

3. Kisim: Ogretmenin Gonderdigi Videolarla Ders Cahsma
1. Videolan ne zaman izlediniz? Litfen, agagidaki TUM secenekler iin izleme sikhfimz seginiz.

Hic Madiren Bazen Sikmk Her zaman

a. Ovdev olarak verildikten hemen sonra ] \-:j_,..- B [ [
b. Dersten bir giin tnce | ] B [ ‘L:Jr"' "
¢, Dersten bir kag saat'dakika dnce =t ] ] ] N
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Hig Madiren Bazen Sikcsik Her zaman

4. Tekear etmek igin smavdan fnce A = i B
e. Smifta ders iglenirken \,_j’"’ 0 O 0O ]
f Dersi kagrdiimda - hasta oldupumdan, [ b7 [ [] K
gelmedigimden vb. Gt

& Diger tfen el £ E@i&fﬁ% o-Qg O 8 B

3. Videolar: nerede izlediniz? Litfen, agagidaki TUM seqenekler ipin izleme sikhigmiz: seginiz.

Hig Madiren Bazen Siksk Her zaman

o Bv ortannda v“vu 0o o O
b, Yurt ortaminda o O o o ¥
¢. Kafede “—-0 g o o
Jreaa e AN
e, Sesiz b otamda nooo0'n W
£, Gileilili bir ortamda -0 0O O ]
g Diger lnfenbetiiniz NMAE.. (=[] O 0O O

4, Kisim: Sizin Yorum ve Onerileriniz
I. Ters-yitz sflan ilgili yukanda sz edilen durumlann disinda paylasmak istediginiz yorum veya

finerilerinizi [itfen yaziniz.

I IO

....._........I.Ilhd....‘h..ﬁ\ip.ped...Llnu....[.f.mfr}...peaf...feadbml't) .......

Th oy ﬁﬂlﬂld I be bl b uide 0 i?ifsf‘fgﬂl ol 4
Wedthing Video )]

Katkilanimz icin tegekkir ederim.
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(Student Focus Group Interviews)

azindan suanda evde izledigimde anlamadigim noktalari geri sarip tekrar izlemek bana daha gok

E—

yardimei oldu. ben de artik hizlandigim diigiiniiyorum ki notlarimda yiikseldi. \ﬁ‘g\\:“ %\; ""”‘.
N\

A
‘3‘(;5\ seda - arkadaslariminda dedigi gibi oncelikle kendime dzgiivenim geldi. writing ¢ de konu bile
* bulamazken bir anda ¢ok yaratici olmaya basladim}ayrica video da anlamadigin seyi te

R ——

tekrar izlemek insana daha gok dgrettiriyor. writingin daha gok gelisiyor yani.
—
G - daha keyifli miydi?
@ seda - kesinlikle.
G - Simdi ters-yiiz edilmis simflarda oncelikle begendiginiz yonleri konusucaz.
1.04.59.4
- Seda - begendigim yonleri oyle hala aklimda oreo hamburger... bu érnekleri ben ok begendim.
gd’“\ ciinkii bir ay oldu neredeyse hala aklimdaysa bence ¢ok giizel kalic1 6rneklerdi. *
- ornekleri begendik. okey. ali?

Al (ﬁa lk yapugimiz fedback heskesin ortak yapu hatalan thta zerinde giserlerek

dziilmesi gok giizeldi. ddevlerdeki yani. iste yanhslarimzi yapmadigimiz zaman notunuz da oV

iikseliyorJAbir de writing de sinavda siiresini ayarlayamiyor birgok Ogrenci. ne kadar iyi

ayarlarsan o kadar avantaj senin igin. hem hizlanmamizi saglad:.

G - zaman kazandirdigin1 mu diigiiniiyorsun?

i - evet evet.
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APPENDIX S: Permission from the Applied Ethics Research Center in Middle East

Technical University

UYGULAMALI ETIK ARASTIRMA MERKEZI ORTA DOGU TEKNIK UNIVERSITESI
APPLIED ETHICS RESEARCH CENTER MIDDLE EAST TECHNICAL UNIVERSITY

DUMLUPINAR BULVARI 06800
CANKAYA ANKARA/TURKEY
T: +90 312 210 22 91

F: +90 312 210 79 59
ueam@metu.edu.tr

Vi 28308 L6 )] 15 5 05 ARALIK 2016

Konu: Degerlendirme Sonucu

Gonderilen: Dog.Dr. Hanife AKAR
Egitim Fakdiltesi

Gonderen: ODTU insan Arastirmalari Etik Kurulu (IAEK)

e ilgi: insan Arastirmalar Etik Kurulu Bagvurusu

Sayin Dog. Dr. Hanife AKAR;

Danismanhigmi yaptiginiz yiiksek lisans Ogrencisi Gozde TUNA’ nin “Universite dgrencilerinin
ingilizce’nin yabanci dil olarak 6gretildigi ters yiz edilmis yazma sinifi ile ilgili algilarinin ve bu simifin
onlarin basanlanna etkisinin incelenmesi” baghkl aragtirmas insan Arastirmalari Kurulu tarafindan
uygun goriilerek gerekli onay 2016-EGT-161 protokol numarasi ile 02,12.2016-20.03.2017 tarihleri
arasinda gegerli olmak tizere verilmistir.

Bilgilerinize saygilarimla sunarim.

Prof. Dr. Canan SUMER

Ty insan Aragtirmalar Etik Kurulu Bagkam

Prof.“Dr. Mehmet UTKU Prof)/Dr. Ayhan SOL
IAEK Uyesi IAEK Uyesi
IJM
Prof. Dr. Ayhan Giirbiiz DEMIR g . B} YagarKONDAKC!
L IAEK Uyesi IAEK Uyesi
A fmw]
Yrd. D()c. Dr. Pinar KAYGAN Yrd. Dog- Dr. Emre SELGUK
IAEK Uyesi IAEK Uyesi
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APPENDIX T: Assignments

1 2 3 4 5 6 7 8 9 10
hw/ cause hw/ | effect hw/ adv. hw/ | disadv
cause effect adv disadv

ID
1 + 25 7 9 5 absent 6 10 3 9.5
2 + 2/3 6/10 6/10 6/7 7/10 6 8/10 4/4 8/10
3 not 2 2 6 6 5 5 7 4 8
watch
4 ‘ + ‘ 2 ‘ 4 7 5 8 7 9 3 9.5
5 not not 5 absent 6 - not 9 - 7
watch | watch watch
6 \ + ‘ 2.5 4 8 5 7 6 9 4 9.5
7 + 25 5 9 not 9.5 4 9 4 9.5
watch
8 not 2 6 absent not 6 not 7.5 not 7
watch watch watch watch
9 ‘ + ‘ 2 4 9 7 8 3 9 - 7
10 \ + ‘ 2 5 8 7 5 9 4 9
11 \ + \ 25 \ 6 7 6 7 1 8 4 absent
12 + 2 0 6 5 9.5 not 8.5 4 9.5
watch
13 + 2 0 7 0 absent not 10 - -
watch
14 ‘ + ‘ 2.5 ‘ 7 9 5 9 4 8 4 9.5
15 + 0 0 6.5 2 8 4 9 not 9
watch
16 ‘ + ‘ 25 ‘ 7 7 7 9 7 10 4 9
17 + not 4 absent not 9.5 not 9 not 8
watch watch watch watch
18 \ + \ 05 \ 6 8 7 9.5 7 10 |absent| 9.5
19 ‘absent‘ 25 \ 5 7 3 7 2 7 4 6
20 | absent | not 5 7 4 - not - absent 7
watch watch
21 + 25 8 9.5 6 9 7 10 not 9.5
watch
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2 3 4 5 6 7 8 9 10
hw/ cause hw/ | effect hw/ adv. hw/ | disadv
cause effect adv disadv

ID
22 3 7 8 6 9 4 10 not 9.5
watch
23 not 6 7 7 7 3 9.5 4 9.5
watch
\ 25 \ 4 8 7 7 5 10 4 9
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APPENDIX U: An Example of “Order the Sentences” Activity

Advantages and Disadvantages of Boats

These are mixed sentences of TWO separate paragraphs. Put each sentence below in to
the correct place in the chart to form the paragraphs. The topic sentences are “b” and
i,

a) In addition, boat trips are often cheaper than other forms of travel.

b) The boat is a rather old fashioned way of traveling, but it has certain advantages.

¢) In conclusion, traveling by boat isn’t a very enjoyable experience.

d) Finally, boats are a safe alternative to cars and planes.

e) Secondly, boat trips can be very unpleasant when the weather is bad or the sea is rough.
f) Firstly, it takes much longer than other forms of travel.

g) For example, there are fewer accidents at sea than in the air or on the roads.

h) First of all, boats are usually more comfortable than planes or cars.

i) Instead of sitting in your seat for the whole journey, you can go for a walk on the deck,

‘even go for shopping.
i) Traveling by boat has its disadvantages.
k) For example, a boat ticket usually costs less than a plane ticket.

J) Thirdly, boat trips may be very tiring especially for old people.

" PARAGRAPH1 | PARAGRAPH2 |

 Advantages | Disadvantages |/
Topic sentence ' B iTopic sentence : 3 = |
Supporting idea 1 v/ | Supporting idea 1 3[’ NV §
Minordetail 1 :  { \/ | Supportingideaz :
‘Supporting idea2 : (L J :'s‘hpporﬁng idea3 | A
Minor detail 2 : \ \/ | Conclusion T \//
"Supporting idea 3 :—aﬁ _-\7“_"*!_'"""'“ B

\Minor Detail 3 : g, &/‘m“i

A4 -
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APPENDIX V: An Example of “One Topic Another Supporting” Activity
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APPENDIX W: Writing Quiz Scores given by Two Raters

Samples of Graded Quizzes

and

Flipped Class
PRE-TEST POST-TEST
ID | Rater 1 | Rater 2 | Agreed total | Rater 1 | Rater 2 | Agreed total
1 5 5 5 6 6.5 6.5
2 ‘ 3 3 ‘ 3 7 7 7
3 \ 2.5 2.5 \ 2.5 6.5 6.5 6.5
4 \ 1 15 \ 15 45 5 5
5 ‘ 0.5 0.5 ‘ 0.5 2.5 3 3
6 \ 45 4.5 \ 4.5 8.5 8.5 8.5
7 \ 4 3 \ 3.5 8.5 8.5 8.5
8 \ 1 15 \ 15 4 4.5 45
9 ‘ 2 2.5 ‘ 2.5 2.5 2.5 2.5
10 \ 3 3 \ 3 7 6.5 7
11 \ 2 15 \ 2 8 7.5 8
12 \ 5 5 \ 5 8 8 8
13 \ 3.5 3 \ 35 2.5 2.5 2.5
14 \ 35 3 \ 3.5 8.5 8.5 8.5
15 \ 2 2 \ 2 6 6 6
16 ‘ 2.5 3 ‘ 3 8 8.5 8.5
17 \ 5.5 5.5 \ 5.5 9 9 9
18 \ 6 6 \ 6 8 8.5 8.5
19 ‘ 35 4 ‘ 4 5 55 5.5
20 \ 2.5 2.5 \ 2.5 6.5 7 7
21 \ 8.5 8 \ 8.5 8.5 8.5 8.5
22 ‘ 45 45 ‘ 45 9 9 9
23 \ 3 3 \ 3 7.5 7 75
24 \ 5.5 5.5 \ 5.5 9.5 9.5 9.5
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Non-flipped Class

‘ PRE-TEST POST-TEST

[I) Rater 1 | Rater 2 | Agreed total| Rater 1 Razter Agreed total
\ 25 5 4 45 6.5 6.5 6.5
\ 26‘ 5 5 ‘ 5 3 2.5 3
\ 27‘ 2.5 2 \ 2.5 45 4.5 4.5
\ 28‘ 5 4.5 \ 5 5 5 5
\ 29\ 2.5 2 \ 2.5 3.5 3 3.5
\ 30\ 5 5 \ 5 7.5 7.5 7.5
\ 31\ 5 45 \ 5 5.5 5.5 5.5
\ 32\ 15 1.5 \ 1.5 3.5 3.5 35
\ 33‘ 5.5 5.5 \ 5.5 5.5 5 5.5
\ 34\ 2 2 ‘ 2 5.5 5 5.5
\ 35‘ 6.5 6 \ 6.5 4.5 4 45
‘ 36‘ 1.5 2.5 ‘ 2 2.5 2 2.5
\ 37\ 4 4 ‘ 4 45 5 5
\ 38‘ 2 1.5 \ 2 3 25 3
\ 39‘ 0.5 0.5 \ 0.5 2.5 2 2.5
‘ 40‘ 3 45 ‘ 4 7.5 7 7.5
\ 41\ 45 45 ‘ 45 4 4.5 4.5
‘ 42‘ 5 5 \ 5 8 7.5 8
‘ 43‘ 75 7.5 ‘ 7.5 5 6 5.5
‘ 44‘ 4 45 ‘ 45 4 3 35
\ 45‘ 2.5 3 \ 3 4 4.5 4.5
\ 46‘ 6 6 \ 6 5 5.5 5.5
\ 47\ 2 2 ‘ 2 4 3.5 4
\ 48‘ 3.5 3.5 \ 3.5 5.5 6 6
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Student (25) Pre-test

SCHOOL OF FOREIGN LANGUAGES
ENGLISH LANGUAGE PREPARATORY DEPARTMENT

2016 - 2017 ACADEMIC YEAR / FALL SEMESTER

WRITING QUIZ

Neme & Sumamu( 4 5)
Class: -2 LA
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Write 2 paragraph on “Advantages of learning English in an English-speaking country®.

Please, do NOT forget to write ai)out 120-140 wards.
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SCHOOL OF FOREIGN LANGUAGES
ENGLISH LANGUAGE PREPARATORY DEPARTMENT

2016 - 2017 ACADEMIC YEAR / FALL SEMESTER

WRITING QUIZ
Name & SumamesERSRRENGE- (2 3)

Class: 0

Write 2 paragraph on “Advantages of learning English in an English-speaking country”.
Please, write about 120-140 words.
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SCHOOL OF FOREIGN LANGUAGES
ENGLISH LANGUAGE PREPARATORY DEPARTMENT

2016 - 2017 ACADEMIC YEAR / FALL SEMESTER
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Write a paragraph on &

Please, do NOT forget to write 2bout 120-140 words. 5 : ek, \g e
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Student (24) Post-test

SCHOOL OF FOREIGN LANGUAGES
ENGLISH LANGUAGE PREPARATORY DEPARTMENT

2016 - 2017 ACADEMIC YEAR / FALL SEMESTER

WRITING QUIZ

: (- \)
Name & Sumamc JNEINI - |

R OA
Class: 5% _

Write 2 paragraph on “Advantages of learning English in an English-speaking country”.

Please, write about 120-140 words.
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APPENDIX X: Turkish Summary / Tiirkce Ozet

UNIVERSITE OGRENCILERININ INGILiZCE YABANCI DiL BECERILERININ TERS
YUZ SINIF ORTAMLARINDA GELISTIRILMESI UZERINE BIR EYLEM
ARASTIRMASI

Ingilizce bilmenin diinyanin her yerinde ve hayatin her alaninda artan Snemi
neticesinde giiniimiizde birgok kisi Ingilizce 6grenmek istemektedir. Ingilizceyi tam
anlamiyla Ogrenebilmek yazma becerilerini gelistirmeyi de gerektirmektedir. Ancak
Ingilizce yazma becerilerinin gelisimi, 6ncelikle farkli birgok alt-becerinin gelistirilmesini,
dolayisiyla fazlasiyla zaman ve ¢aba gerektirdiginden zorlu bir siiregtir (Biria & Karimi,
2015; Brown, 2001; Bryne, 1988; Harmer, 2007b; Hedge, 2005). Bu zorlu siirecin
kolaylastirilarak Ogrencilerin yazma performansinin artirilmasi, yazma becerisine ayrilan
zamanin ve c¢abanin etkili hale getirilmesi, ayrica Ogrencilerin yazma derslerine karsi
olumsuz algilarinin azaltilmasi biiyiik onem arz etmektedir. Bu sebeple bu ¢aligmanin temel
amact, yazmada hem iirlin odakli hem de siire¢ odakli yaklasimlarin kullanildig: bir ters-yiiz
sinif uygulamasinin, Ingilizce yazma becerilerinin gelistirilmesinde etkili bir yol olma
ihtimalini aragtirmaktir.

Ters-yliz sinif ortamlar1 giiniimiizde diinyanin hemen hemen her yerindeki egiticimler
arasinda hizla yayginlasmaktadir. Bu egitim ortaminda, geleneksel olarak sinifta yapilan
etkinlikler evde; evde ddev olarak yapilanlar ise sinifta yapilmaktadir (Bergmann ve Sams,
2012). Bu arastirmada da 6gretmen-aragtirmaci olarak yedi hafta siiren bir ters-yiiz yazma
dersi tasarladim ve Tiirkiye’de bir vakif iiniversitesinin 24 Ingilizce hazirhk smifi 6grencisi
ile bu c¢alismay1 yiiriittiim. Evde konuyu 6grenebilmeleri igin 6grencilere kendi cektigim
videolar1 ve videodaki hedef konuyla ilgili yine kendi hazirladigim materyalleri gonderdim.
Ogrencilere bu sinif dis1 etkinlikleri okula gelmeden dnce yapmalarim soyledim. Okula
geldiklerinde ise 6grencilerden evde 6grendiklerini pekistirmek i¢in 6gretmen rehberliginde
cesitli yazma etkinliklerine katilmalar1 ve dersin sonunda da bir paragraf yazarak
ogretmenlerine teslim etmeleri beklendi.

Ingilizce o6gretiminin verimliligini ve etkinligini arttirmak icin yeni yollarin
kesfedilmesine ihtiyag oldugu g6z oniinde bulundurulursa bu arastirmanin ilk ve oncelikli
hedefi ters-yiiz smmf yontemini Tiirkiye’de Ingilizce egitimine uyarlayarak egitim
uygulamalarina degerli katkilar sunmaktir.

Bu baglamda bu eylem ¢aligmasinda asagidaki sorulara yanit arandt:
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1. Universitelerin Ingilizce hazirlik simiflarinda 6gretim goren dgrencilerin ters-yiiz
edilmis yazma derslerinde Ingilizce yazma becerilerinin gelistirilmesi ile ilgili goriisleri
nelerdir?

2. Ters-yiiz edilmis siniflarm, iiniversitelerin ingilizce hazirhk smiflarinda 6gretim

goren dgrencilerin Ingilizce yazma becerilerinin gelistirilmesine nasil bir etkisi vardir?

Yukaridaki iki sorunun rehberliginde yiiriitiilen bu eylem arastirmasinda karma
yontem kullanilmis olup ¢esitli veri toplama araglar ile hem nitel hem de nicel veriler
toplandi. Arastirma siireci genel olarak ii¢ kisma ayrildi: Ters yiiz sinif uygulama Oncesi
siireg, ters yiiz sinif uygulama siireci ve ters yiiz sinif uygulamasi sonrast siireg.

Ters yiiz siiflart uygulamaya baglanmadan 6nce, haftalik 6gretmen toplantilarinin ve
sinifta 6grencilerle yapilan giinliik goriismelerin sonucunda, hali hazirda kullanilan yazma
miifredatinda iki 6nemli degisiklik yapilmasma karar verildi. Bunlardan ilki iiriin-odakli
olan yazma miifredatin1 daha ¢ok siirec-odakli miifredata déniistiirmekti. Ikincisi ise simf ici
zamani, konunun anlatilmasindan ¢ok pratiginin yapilmasina ve uygulanmasina ayirmakti.
Genis bir edebiyat taramasinin sonrasinda ders materyallerini tekrardan diizenledim ve
Ogrencilere gonderilmek iizere videolar ¢ektim. Yaz okulunda yapilan 3 haftalik deney
calismasinin sonucunda Ogrencilerin hazirlanan ders materyalleri ve videolar1 ¢ok iyi
bulduklari ortaya ¢ikti. Ancak bu deney caligsmasi 6gretmenin videolardaki konusma hizini
biraz diistirmesini, videolardaki gorsellerin ve drneklerin biraz arttirilmasini, video linkine
nasil ulasabilecekleri hususunda Ogrencilerin daha iyi bilgilendirilmesini ve kisa bir
sireligine de olsa interneti olmayacak Ogrencilerin videolar1 Ogretmenlerinden
alabileceklerini hatirlatmak gerektigini de aciga ¢ikardu.

Deney calismasinin sonucunda yapilmasi kararlagtirilan degisikler yine benim
tarafimdan hemen gerceklestirildi. Daha sonra asil arastirmada kullanilacak veri toplama
araglart (ters yiiz siif Ogrenci anketi, odak grup goriisme sorular1 ve yazma sinavi)
hazirlandi. Yazma sinavinin hem ters yiiz sinifa hem de kontrol grup olarak belirlenen
Ogrencilere On-test olarak uygulanmasi yapildiktan sonra ters yiiz yazma sinifinin asil
uygulamasi baslatildi.

Ogrencilere ters yiiz siiflarla ilgili detayl bilgi verildikten ve arastirmaya goniillii
olarak katilmak isteyen 6grencilerden katilim formunu imzalamalari rica edildikten sonra 7
haftalik uygulama siireci basladi. Ters yiiz yazma smifim 1. 2. ve 4. haftalarda dort
dgretmen tarafindan gézlemlendi. Ogretmen gdzlemcilerden alinan geri bildirimler derslerin

planlandigim1 gibi islendigini dogruladi. Ayrica yapilan etkinliklerin amacina ulagtigini ve
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smifta pozitif ve etkili bir 6grenme ortaminin oldugunu da gosterdi. Bunlara ek olarak,
Ogrencilerin konuyu kavramis olarak okula geldiklerini ve smnifta da uygulamasini
yaptiklarini, 6grencilerin hem 6grenip hem de eglendigini, akranlari ile etkilesim icinde olup
fikir aligverisi yaptiklarini ve tartismalara katildiklarini, akranlarindan yardim aldiklarini,
anlamadiklar seyleri onlara sorabildiklerini ve akranlarinin paragraflarina geri bildirimlerde
bulunduklarini da gosterdi. Ogretmen goriisleri sonucunda ogrencilerin  kelime
dagarciklarinin  gelistirilmesi adina smifta yapilan kelime alistirmalarinin  sayisinin
arttirllmas1  gerektigine ve oOgrencilerin akran geri bildirim formunu daha verimli
kullanmalar1 hususunda biraz daha egitilmelerine karar verildi.

Gozlemci dgretmen goriislerine ek olarak ters yiiz yazma sinifi halen uygulaniyorken,
4. haftasinda, Ogrencilerin goriislerine de Ogrenci geri bildirim kagitlar1 araciligi ile
bagvuruldu. Bu 6grenci geri bildirim kagitlarinda &grencilerden videoyu, videoyla ilgili
verilen alistirmayi, sinifta yapilan yazma aktivitelerini ve akran geri bildirimini
degerlendirmeleri istendi. Nitel veri ¢dziimlenmesi sonucunda 6grencilerin videoyu ¢ok
begendikleri, ¢ok egitici oldugunu diisiindiikleri ve videoda verilen 6rneklerin ve kullanilan
gorsellerin 6grenmeyi kalic1 hale getirdigi tespit edildi. Ogrenciler sadece videoyu degil
videoyla alakali verilen ev 6devini de yazma becerilerini gelistirmede ¢ok yeterli ve faydal
bulduklarin1 belirttiler. Ayrica bu Odevlerin 6gretmen tarafindan degerlendirilmesinin
basariy1 arttirmada 6nemli bir etken oldugunu ve d6devlerde yapilan hatalarin sinifta da
tartisilmasmin 6grenmeyi kalici hale getirdigini vurguladilar. Smif i¢i yazma aktiviteleri
(beyin firtinasi, kavram haritasi, kelime alistirmalari, vb.) de 6grenciler tarafindan sevildi ve
faydali bulundu. Ozellikle beyin firtinasi yapmanmn ve kavram haritast kullanmanin
sonrasinda paragraf yazmay1 daha kolay hale getirdigini vurguladilar. Cok az sayida 6grenci
kelime aligtirmalarinin zaman kaybettirdigini ve dogrudan paragraf yazmaya baglamalarinin
daha iyi olacagini belirtmesine ragmen bir¢ok 6grenci kelime aligtirmalarinin ¢ok faydali
oldugunu ve sayilarinin arttirilmasi gerektigini sdyledi. Bunun lizerine gézlemci 6gretmen
goriisleri de dikkate alinarak daha fazla kelime alistirmasi yapilmasina karar verildi. Ogrenci
geri bildirim kagitlarinda, son olarak, 6grenciler akran geri bildirimiyle ilgili hem olumlu
hem de olumsuz goriisler 6ne siirdiiler. Bazi 6grenciler akran geri bildirimini yazma
becerilerini gelistirdigi i¢in faydali bulurken, bazi Ggrenciler akran geri bildiriminde
bulunmanin zaman kaybi oldugunu ¢iinkii 6gretmen geri bildiriminin tek basina yeterli
olacagimi soylediler. Akran geri bildirimiyle ilgili bu gibi olumsuz goriisler olmasina
ragmen miifredattan ¢ikarmamaya karar verdim ¢iinkii 6grenciler bu tarz bir etkinligi ilk

defa yapmuslardi ve alisinca belki de fikirlerinin degisebilecegini diisiindiim.
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Ters yiiz siniftaki 6grencilerin ve gézlemci dgretmenlerin yani sira kendim de ters
yliz sinifin uygulama siirecini tiim Onemli detaylar1 ile birlikte yedi hafta boyunca
arastirmact giinligimde degerlendirdim. Veri ¢dziimlemesi sonucunda ters yliz siif
uygulamastyla ilgili benim (arastirmaci-6gretmen), 6grencilerin ve goézlemci d6gretmenlerin
hemen hemen ayni1 goriigleri paylastig1 ortaya cikti. Giinliigiimde 6grencilerin ilk videoyu
izledikten sonra yaptiklari olumlu yorumlardan, derse daha hazir ve motive olmus bir
sekilde gelmis olmalarindan ve videoda anlatilan konuyla ilgili sorularimi dogru bir sekilde
cevaplamalarindan bahsetmistim. Bunlara ek olarak smifta derse daha ilgili olmalaridan
(Earley, 2016; Johnson, 2013; McLaughlin & Rhoney, 2015) ve birbirlerinden yardim
alarak paragraflarin1 daha iyi bir sekilde yazdiklarim belirtmisim. Ayrica yazma
becerilerinin gelistigini ve basar1 notlarimin gitgide arttigini da yazmisim. Ancak ters yiiz
sinif ortamu ile ilgili bazi olumsuz seylere de deginmisim. Ilki grup aktivitelerinde bazen
baz1 6grencilerin digerleri kadar katkida bulunmayip yalnizca benim uyarilarimi dikkate alip
digerleriyle ¢alismaya baslamalari. ikincisi ise bazi dgrencilerin akran geri bildirimini
gereksiz gordiigii icin yapmak istememesi. Buna ¢oziim olarak da ogrencilere higbir geri
bildirimde bulanamasalar da bu etkinligin sonunda bir baskasi tarafindan yazilmis 6rnek bir
paragraf okumus olacaklarini sdylemisim. Sonrasinda birbirlerine verdikleri geri bildirimleri
inceledigimde aslinda ¢ok faydali geri bildirimlerde bulunanlarin oldugunu not etmisim.
Ayrica son haftaya geldigimizde 6grencilerin de bu aktiviteye alistiklarini ve bu aktiviteyi
yaparken artik mutlu olduklarini belirtmisim.

Ters yliz yazma dersinin uygulamasinin tamami bittikten sonra da 6grencilerin bu
derse yonelik goriigleri anket araciligiyla ve 6grencilerle yapilan odak grup goriismeleri
alindi. Ogrencilerin yazma becerisi gelisimleri de ters yiiz smif uygulamasmin hem
oncesinde hem de sonrasinda bir yazma sinavi yapilarak olgtldii. Uygulama bittikten sonra
nitel ve nicel verilerin ¢dziimlenmesi, 6grencilerin hemen hemen hepsinin ters yiiz siniflarda
yazma becerilerinin gelisimine dair olumlu bir goriise sahip olduklarini ortaya ¢ikardi.

Ogrencilerin bircogu ters yiiz smifi ilk duyduklarinda geleneksel sinifa alisik
olduklari igin ters yiiz edilmis sinif fikrini sevmemis olduklarini ve korktuklarini belirttiler.
Fakat ters yiiz sinif uygulamasi sonrasinda fikirlerinin degistigi ve tiim dgrencilerin ters yiiz
smifi geleneksel sinifa kiyasla daha etkili, faydali ve eglenceli buldugu gériildii. Hepsi, ters
yliz edilmis siniflarda paragraf yazmanin daha kolay oldugunu ¢iinkii sinifta paragraf
yazarken arkadaglarindan ve 6gretmeninden yardim alabildigini belirtti. Literatiirde de ters
yiliz smiflarla ilgili yapilan birgok arastirmada ters yiiz siniflarda dgrenciler ve dgretmen

arasindaki etkilesimlerin arttig1 bulgusuna rastlanmistir (Brown, 2012; Clark, 2013; Johnson
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& Renner, 2012; Lage, Platt, & Treglia, 2000; Marrs & Novak, 2004; Murray, Koziniec, &
McGill, 2015; Nawi et al., 2015; N. Schullery, Reck, & S. Schullery, 2011; Roach, 2014;
Ronchetti, 2010; Yemma, 2015). Vygotsky (1978)’in de dedigi gibi 6grenciler baskalar1 ile
etkilesim igerisinde bulunduklarinda onlardan destek alarak tek basina basarabileceklerinden
¢ok daha fazlasini basardilar.

Bununla beraber 6grencilerin biiyiik bir cogunlugu ters yiiz sinifi geleneksel sinifa
kiyasla daha ¢ok sevdigini ¢iinkii geleneksel siifta 6gretmenin 40 dakikada isleyebildigi
konuyu, ters yiiz edilmis siniftaki videolardan 8-10 dakikada 6grenebildiklerini ifade ettiler.
Dolayisiyla ters yiiz sinifta alistirma yapmak ve 6grendiklerini uygulamak icin daha ¢ok
vakit kaldigim1 da eklediler. Aligtirma yaptikga da yazma becerilerinin gelistigini,
kendilerine olan giivenlerinin git gide arttigini ve ters yiiz edilmis sinif sayesinde kalict
O0grenmenin gerceklestigini vurguladilar. Bence, bunun en 6nemli nedeni, ters yiiz simif
yonteminin, &grencilerin evde daha basit olan “hatirlama, kavrama ve uygulama”
becerilerini kazanmasina, okulda ise daha karmasik olan “analiz etme, degerlendirme ve
yaratma” becerilerini yardim alarak edinmesine olanak saglamasidir (Alsowat, 2016; Engin,
2014; Gilboy, Heinerichs, & Pazzaglia, 2015; Johnson & Renner, 2012; Kvashnina &
Martynko, 2016; Nawi et al., 2015; See & Conry, 2014; Talbert, 2012; Talley & Scherer,
2013).

Bu aragtirma kapsaminda hem ankette hem de odak grup goriismeleri esnasinda
Ogrencilere ters yiiz edilmis sinifta neleri begenip neleri begenmedikleri soruldu.
Ogrencilerin hemen hemen hepsi videolarin igerigini, videolarda kullanilan gérselleri,
verilen drnekleri, kullanilan 6gretim tekniklerini, videoda kullamlan ingilizce dil seviyesini
sevdiklerini sdyledi. Ayrica Budge (2015), Johnson (2013) ve Roach (2014) gibi
arastirmacilarin ¢aligmalarina katilan 6grenciler gibi bu calismaya katilan 6grenciler de
videolar1 durdurmanin, geri sarmanin ve tekrardan izleme olanaginin olmasmin geleneksel
sinifla karsilastirildiginda ¢ok biiyilik bir avantaj oldugunu vurguladilar. Az sayida da olsa
birkag Ogrenci de videolart sinava caligmak igin tekrardan izledigini ya da derse
gelemediginde de konuyu Ogrenebildigini belirtti. Ogrencilerin hemen hemen hepsi
videolari istedikleri zaman ve istedikleri yerde izleyebiliyor olmalarimin da ters yiiz siniflari
sevmelerindeki en bilyilik etkenlerden biri oldugunu tekrarladilar. Bununla birlikte biitiin
ogrenciler kendilerini derse hazirladig: i¢in videoyu izledikten sonra yapilmasi i¢in verilen
Odevleri faydali bulduklarina degindi. Buna ek olarak bu 6devlerin degerlendirilmesinin ve
yapilan hatalarin smifta tartisilmasinin 6grenmeyi arttirdigini bildirdiler. Fakat videoyla

ilgili verilen 6devlerin zorluk derecesinin yabanci dil seviyelerine uygun olarak belirlenmesi
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ve bu ddevlerin hedeflerinin kesin ve agik olarak belirlenmis olmasi gerektigini de
vurguladilar.

Bu calisma sonucunda elde edilen bulgular, gelecekte uygulanacak olan ters yiiz
siniflarda videoyla 6grenmenin etkili olabilmesi i¢in dikkat edilmesi gereken birka¢ hususa
da degindi. Videoyla kalic1 ve etkili bir 6grenmenin gergeklesebilmesi i¢in video igeriginin
kapsamli ancak 6grencileri stkmamak adina ¢ok uzun olmamasi ve videoda farkli 6grenme
stillerine hitap edecek sekilde farkli 6gretim tekniklerinin kullanilmasi (PowerPoint sunusu,
soru-cevap, gorsel kullanimi, 6gretmenin kendi hayatindan 6rnekler verilmesi, 6gretmenin
videoda goriinmesi, vb.) gerektigi anlasildi. Ayrica videoda verilen drneklerin ya da yapilan
benzetmelerin 6grencilerin ilgisini ¢ekmesi, videonun ses kalitesinin iyi olmasi ve videoda
kullanilan yabanci dil seviyesinin dgrencilerin yabanci dil seviyesine uygun olmasi gerektigi
de 6grenildi.

Bu calisma kapsaminda Ogrenciler hem sinifta hem de simif disinda yapilan
etkinlikleri “faydali”, “etkili”, “Ggrenmeyi arttiran ve kalici hale getiren”, “seviyelerine
uygun” ve “eglenceli” olarak nitelendirdi. Beyin firtinasi, kavram haritasi, climle siralama,
paragrafa uygun giris climlesi ya da sonug climlesi yazma, vb. yazma alistirmalarinda higbir
degisiklik yapmak istemediklerini ve ¢ok sevdiklerini soylediler. Dolayisiyla bu ¢alismanin
sonuglari, siif i¢i etkinliklerin 6grencilerin ilgi, ihtiyag ve beklentilerine uygun olarak
hazirlanmis oldugunu gosterdi.

Calisgmanin sonucunda &grenciler ters yliz sinifi ¢ok begenseler de, bazilarinin
begenmedigi ve degistirilmesini istedigi ili¢ sey de ortaya ¢ikt1. Bunlardan ilki videolarin ses
kalitesidir. Videolardaki sesin kalitesinin konuyu anlamalarin1 engellememis olmasin
vurguladilarsa da videolarin biraz daha yiiksek sesle ve cizirtisiz olarak ¢ekilmesinin daha
iyl olabilecegini soylediler. Degistirilmesini istedikleri ikinci sey grup c¢alismalarinin
sayisinin azaltilarak daha ¢ok bireysel ¢alisma yapilmasi yoniindedir. Baz1 dgrenciler grup
caligmasi esnasinda ¢ok ses olmasindan ve etkinlige odaklanmanin zor olmasindan, bazilari
ise diger grup iyelerinin ekinligi yaparken yeterince g¢aba sarf etmemelerinden sikayet etti.
Ogrencilerin begenmedigi son sey ise akran geri bildirimiydi. Bir cogunlugu akran geri
bildirimini yazma becerilerini gelistirmede ¢ok faydali buldugunu séylemesine ragmen,
Ogrencilerin bir kismi da akran geri bildiriminin gereksiz oldugunu ¢iinkii akranlariyla
Ingilizce seviyelerinin hemen hemen aymi oldugunu &ne siirdiiler. Akran geri bildirimini
sevmeyen Ogrencilerin bazilart da 6gretmen geri bildiriminin yeterli oldugunu belirtti ¢iinkii
onlar Miao, Badger ve Zhen (2006), Saito (1994) ve Zhang (1995)’in de dedigi gibi akran

geri bildirimini 6gretmen geri bildirimi kadar degerli gormiiyorlardi. Dolayisiyla bu
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siniflarda yazma becerilerinin gelistirilmesinde akran geri bildirimlerinin énemli oldugu
vurgulanmali ve akran geri bildirimlerinin 6gretmen geri bildirimlerinin yerine gegmedigini
ancak onlar1 yazma siirecine daha aktif olarak katilimlarini saglamanin bir yolu oldugu
hatirlatilmalidir (Vasu, Ling ve Nimehchisalem, 2016).

Bu calismada oOgrencilere segme sanslari olsayd: gelecekte alacaklari Ingilizce
derslerinde geleneksel sinifi, ters yiiz sinifi, yoksa her ikisini de mi tercih edecekleri
soruldu. Hem anket hem de odak grup goriismelerinden elde edilen veriler neredeyse biitiin
Ogrencilerin ters yiiz sinifi segtigini gosterdi. Hatta ters yiiz sinifin sadece yazma derslerinde
degil dinleme, konugma ve okuma becerilerinin gelistirilmesinde de kullanilmas1 gerektigini
vurguladilar. Bununla birlikte bazi 6grenciler ters yiiz siniflarin {iniversite de yabanci dil
ogretimi digindaki alan derslerinde de kullanilabilecegini 6ne siirdii. Bence bu arastirmanin
gelecekteki ters yliz sinif uygulamalari ile ilgili agiga ¢ikardigi en ilging bulgu bu calismaya
katilan ve ileride Ingilizce ogretmeni olmay1 diisinen 3 &grencinin de Ogretmen
olduklarinda kendi smiflarinda ters yiiz sinif yontemini kesinlikle kullanacaklarini sdylemis
olmasidir. Ancak bununla ilgili kesin bir sey sdyleyebilmek icin daha fazla veri toplanmasi
gerekmektedir.

Bu c¢alismaya katilan 6grencilere ters yiliz siniflarin gelistirilmesi ve ileriki yillarda
uygulanmasi i¢in ne gibi Onerilerde bulunabilecekleri soruldugunda hemen hemen biitiin
Ogrenciler su anda oldugu gibi uygulanmaya devam edilebilecegi goriisiindedir. Sadece
birkag oOneri de bulunuldu. Bir 6grenci, videolar1 c¢ekerken bir kayit cihazi
kullanilabilecegini, bir diger 6grenci ise videolarin bir sinif icin degil diger siniflarda da
kullanilmak iizere daha profesyonellestirilerek c¢ekilebilecegini belirtti. Bir baska 6grenci
bircok grup calismasi yapildigi icin ters yiiz siniflarin daha az 6grencinin oldugu siiflarda
daha da etkili olabilecegini soyledi. Bu nedenle eger siiflar ters yiiz edilecekse ya grup
aktivitelerinin ya da 6grenci sayisinin azaltilmasini 6nerdi. Son olarak bagka bir 6grenci de
videolarin 6grencilere harici belleklerde verilmesinin igleri daha da kolaylastiracagina ve
hatta okul tarafindan Ogrencilere bilgisayar verilmesinin ters yiiz simif uygulamalarini
gelistirmek adina iyi olacagina degindi.

Ankette Ogrencilere “bence ters yiiz siif yazma becerilerinin gelistirilmesinde
oldukga etkilidir” ibaresine ne kadar katilip ne kadar katilmadiklari soruldu. 23 6grenci
tamamen ya da fazlasiyla katildigini belirtirken sadece 1 6grenci ¢ok az katildigimi séyledi.
Ters yliz smifin yazma becerilerini gelistirmedigine inanan bir 6grenci dahi olmadi. Odak
grup goriismeleri esnasinda da birgok 6grenci yazma becerilerinin ters-yiiz sinifta geleneksel

sinifa orana daha ¢ok gelistigini soyledi. Ornegin, Ali giinden giine yazma performansinin
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arttigin1 ve 6nceden 10 puan tlizerinden 5 alirken artik 10 aldigin1 vurguladi. Ayrica yazma
sinavinin hem geleneksel sinifa hem de ters yiiz edilmis sinifa uygulanmis olan 6n-test ve
son-test sonuglart da ters-yiiz sinif 6grencilerinin yazma basarilarinda geleneksel sinifin
ogrencilerine kiyasla daha yiiksek bir basar1 elde ettigini kanitladi. Ozetle, bu eylem
calismasmin hem nitel hem nicel verilerinin ¢oziimlenmesinden elde edilen bulgular ters
yiiz siif uygulamasimnin Ingilizce egitiminde yazma becerisinin gelistirilmesinde etkili bir
yol oldugunu gosterdi.

Ozetle, bu eylem arastirmasi sinifi ters yiiz ederek ve yazmaya yonelik iiriin-odakli ve
stireg-odaklt yaklasimlar1 birlestirerek {iniversite Ogrencilerinin yazma dersiyle ilgili
olumsuz algilarinin azaltilip olumlu algilarinin arttirilabilecegini gosterdi. Bununla birlikte
ters yliz smiflarda Ggrencilerin yabanci dilde yazma becerilerinin gelistirilerek yazma

performanslarimin ve basarilarinin da arttirilabilecegini kanitladi.

Gorildigi lzere bu eylem calismasi hem teoride hem de pratikte ¢ok Onemli
sonuglar barmdirmaktadir. Oncelikle ters yiiz smif uygulamasinin sadece yazma
becerilerinin degil genel olarak yabanci dil egitiminin gelistirilmesine biiyiik katkilarda
bulunacagini agik¢a gostermistir. Program gelistiriciler, ters yiiz smif uygulamasini
kullanmaya karar vererek hem Ogretmenlerin &gretme yontem ve metotlarini
zenginlestirmelerine hem de ogrencilerin Ingilizce Ogrenirken karsilastiklar1 bir takim
problemlerden kurtulmalarina yardimci olabilirler. Ancak program gelistiriciler ters yiiz
sinif uygulamasina baslamadan oOnce dikkatli davranmalidir. Bu biiyiikk degisim ig¢in
Ogretmenleri hizmet i¢i egitimlerle egitmeli ve 6grencileri de bilgilendirmelidir. Kisacasi
her iki tarafi da yillardir alisik olduklar1 seyleri birakmalar1 ve ters yiiz sinif uygulamasinin

avantajlar1 hususunda ikna edebilmelidir.

Calismanin sonuglar1 sunu da gostermistir ki ters yliz sinif sadece video izlemekle
sinirh degildir. Ogrenciler videoyla ilgili alistirmalar yaparak sinifa konuyu dgrenmis olarak
gelmeli ve sinif igi zaman c¢esitli, etkili ve anlamli aktiviteler yapilarak degerlendirilmelidir.
Dolayisiyla d6gretmenler ve program gelistiriciler bir araya gelerek hem sinif diginda hem de
smif icinde kullanilacak etkinlikleri ve materyalleri 6zenli bir sekilde hazirlamalidir.

Uygulamaya baslamadan 6nce de uzman ve 6grenci goriislerine bagvurulmalidir.

Bu calismanin sonuglarina bakarak ters yiiz sinif uygulamalarinin hem kurumsal hem
de iilke capinda yayginlastirilmasi onerilebilir. Ayrica farkli ingilizce seviyelerinde, farkli

yas gruplarinda ve hatta farkli derslerde uygulanmasi ve karsilastirilmalar yapilmasi bu
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calismanin ortaya ¢ikardig1 bulgularin gelistirilmesi agisindan 6nemli goriilmektedir. Dahasi
bu eylem arastirmasina farkli bir bakis agis1 kazandirmak adma disaridan gelen bir

arastirmaci tarafindan da bir baska calisma yiiriitiilebilir.

Calismanmn sonuglar1 arasinda gelecekte Ingilizce Ogretmeni olmay: planlayan
Ogrencilerin de ters yiiz sinif uygulamastyla ilgili ¢ok olumlu goriislere sahip olduklar1 ve
ileride kesinlikle ters yiiz sinifi kendi siniflarinda uygulamak istediklerini belirttikleri
goriilmektedir. Ancak bu Onemli bulgunun bir bagka arastirma kapsaminda gelecekte

Ingilizce 6gretmeni olmayi diisiinen kisilere odaklamilarak arastirilmasi gerekmektedir.

Bu ters yiiz siif uygulamasinda 6gretmenin kendisi tarafindan kendi sinifi igin
cektigi videolar kullanildi. Bu, 6gretmenin ¢ok fazla enerji ve zaman harcamasina neden
oldu. Ancak bir grup dgretmenin bir araya gelerek tiim okulda kullanilmasi igin videolar
cekmesi zaman ve enerjiden tasarruf edilmesini, 0gretmenler arasindaki isbirligini ve
yardimlagmanin artirilarak profesyonel bir calisma ortaminin yaratilmasini ve kurum
icerisinde miifredat iceriginin standartlagmasini saglayabilir. Bu nedenle bir grup 6gretmen
tarafindan daha profesyonel olarak ¢ekilen ve tiim siniflarda kullanilan videolarin

Ogrencilerin algisi iizerinde ne gibi bir etkisi olacagi arastirilabilir.

Sonug olarak yabanci dil 6gretimi alaninda ¢ok degerli bulgulara sahip olan bu eylem
arastirmasi gostermistir ki yazmada hem f{irlin-odaklt hem de siire¢-odakli yaklasimlarin
kullanildig1 bir ters yiiz smif uygulamasi, Ingilizce yazma becerilerinin gelistirilmesinde
etkili bir yoldur. Ters yiiz smf uygulamasi, Ogrencilerin yazma performansinin
artirlmasinin, yazma becerisine ayrilan zaman ve cabanin etkili hale getirilmesinin ve
Ogrencilerin yazma derslerine karsi olumsuz algilarinin azaltilmasinin miimkiin oldugunu
aciga ¢ikardi. Bu sebeplerle bu eylem arastirmasinin ters yiiz simif yontemini Tirkiye’de
Ingilizce egitimine uyarlayarak egitim uygulamalarina degerli katkilarda bulundugu
diisiiniilmektedir. Bu ¢aligmanin sonuglarn 1s1ginda Tirkiye’deki yabanci dil egitim
politikalarinin ~ gelistirilebilecegi ve yabanci dil egitim kalitesinin artirilacagina

inanilmaktadir.
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APPENDIX Y: Tez Fotokopisi izin Formu

TEZ FOTOKOPISI iZIN FORMU

ENSTITU

Fen Bilimleri Enstitusu

Sosyal Bilimler Enstitiisii

Uygulamali Matematik Enstitiisii

Enformatik Enstittisi

Deniz Bilimleri Enstittsi

YAZARIN

Soyadi :
Ad1
Boliimii :

TEZIN ADI (ingilizce) :

TEZIN TURU : Yiiksek Lisans Doktora

1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

2. Tezimin ic¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
boliimiinden kaynak gosterilmek sartiyla fotokopi aliabilir.

3. Tezimden bir bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIM TARIHI:
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