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ABSTRACT

THE IMPACT OF FLIPPED CLASSROOM MODEL ON EFL LEARNERS’
ACADEMIC ACHIEVEMENT, ATTITUDES AND SELF-EFFICACY
BELIEFS: A MIXED METHOD STUDY

Orhan lyitoglu
January, 2018

The unprecedented pace of technology has inevitably manifested itself on practices
and organization of the educational processes shaping not only the bridges of
interaction that students build between themselves and their teachers but also the way
they learn. As a response to the advent of new technology and the needs of these
digital native students who grow up communicating through different means of
technology, flipped classroom model has emerged as a form of blended learning that
exploits the benefits of technology, constructivism, collaborative, distance learning
and differentiated instruction by reversing the sequence of in and out of classroom
procedures.

Grounded in a mixed method embedded design, the study has taken a distinctive step
to explore the quality and efficiency of flipped classroom model in enhancing
university prep students’ overall academic performance in EFL and that in its sub-
skills, retention of that performance, attitudes toward and self-efficacy beliefs in
EFL.

Quantitative data was gathered through the administration of EFL Achievement Test,
Attitudes toward EFL and Self-Efficacy Beliefs in EFL scales to 41 EFL students
enrolled at Foreign Language School, Gebze Technical University in two different
classrooms randomly assigned as experimental (N= 21) and control group (N=20).
The intervention lasted during the whole 2016-2017 fall term. On the other hand,
qualitative data was collected through follow-up semi-controlled interviews with 9
experiment group students from different achievement groups.

All the quantitative data was analyzed using SPSS 21 for Windows, LISREL 8.54 for
Windows and ITEMAN4 while qualitative data was analyzed manually by
employing content analysis procedures.

Findings of the study revealed flipped classroom as a teaching model significantly
more effective than traditional lecture based instruction in enhancing EFL
performance, long-term retention of this performance and improving its two vigorous
predictors, attitudes toward and self-efficacy beliefs in EFL in higher education in
Turkey. This facilitating role of flipped classroom model was also verified by
qualitative results.



To conclude, delving into the important dynamics of EFL performance in Turkey,
the present study has promised a bulk of valuable results that set flipping EFL
classrooms as an efficient way of dealing with failure in EFL in Turkey.

Key Words: Academic Achievement in EFL, Attitudes, Blended Learning, Flipped
Classroom Model, Self-Efficacy Beliefs.
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TERS YUZ SINIF MODELININ INGILIiZCEYi YABANCI DIL OLARAK
OGRENEN OGRENCILERIN AKADEMIiK BASARILARI, TUTUMLARI VE
OZ YETERLIK INANCLARI UZERINDEKI ETKIiSi: BIR KARMA
YONTEM CALISMASI

Orhan lyitoglu
Ocak, 2018

Teknolojinin bas dondiiriicii bir hizla gelismesi sadece &grencilerin birbirleri ve
ogretmenleri ile iletisim kurma yontemlerini degil ayrica 6grenme bigimlerini de
sekillendirerek egitim uygulamalarinda ve diizenlenmesinde kaginilmaz olarak
kendisini gostermektedir. Teknolojinin yeni boyutlarinin ortaya c¢ikmasi ve
teknolojinin farkli kanallariyla iletisim kurarak biiyliyen dijital agidan yerli olan
Ogrencilerin ihtiyaglarina karsilik olarak, ters yiiz simif yontemi teknolojiden,
yapilandirmaciliktan, isbirlik¢i 6grenme, uzaktan egitim ve farklilastirilmis 6gretim
yontem ve yaklasimlarindan yararlanan, sinif i¢i ve dis1 prosediirlerini tersine ¢eviren
bir ¢esit harmanlanmis 6grenme modelidir.

Karma gomiilii desene dayanan bu caligma ters yiiz siif yonteminin hazirlik
ogrencilerinin yabanci dil olarak Ingilizce &grenmede genel performanslariyla
birlikte alt boyutlarindaki basarilarini, bu performansin kaliciligini artirmadaki ve
Ingilizce 6grenmeye kars1 tutum ve 6z yeterlik inanglarimi gelistirmedeki etkililigini
ve kalitesini ortaya koymay1 amaglamistir.

Calismanin nicel verileri Ingilizce Basar1 Testi, Ingilizce Dersine Yonelik Tutum ve
Ingilizce ile Ilgili Ozyeterlik Inanci Olgekleri’nin Gebze Teknik Universitesi
Yabanct Dil Okulu’'nda okuyan 41 Ogrenciye uygulanmasi ile toplamistir. Bu
ogrenciler ¢calisgmanin degiskenleri agisindan esit olan iki sinif rastgele deney (N=21)
ve kontrol grubu (N=20) olarak secilmistir. Bu deneysel uygulama 2016-2017 giiz
donemi boyunca devam etmistir. Ote yandan, calisamanm nitel veriler deney
grubunda farkli performans gosteren 9 Ogrenci le yapilan yari yapilandirilmig
goriismelerden elde edilmistir.

Toplanan tiim nicel veriler SPSS 21, LISREL 8.54 ve ITEMAN4 programlari
kullanilarak nitel veriler de el ile igerik analizi yontemi kullanilarak analiz edilmistir.

Calismanin sonuglar ters yiiz simif yonteminin diiz anlatima dayal1 6gretim yapilan
geleneksel smiftan Tiirkiye ‘de yiiksek 6gretim kurumlarinda Ingilizce basarisini
artirmada, bu basarinin kaliciligmi saglamada ve bu performansin iki giicli
belirleyicisi olan tutum ve ozyeterliligi gelistirmede daha etkili oldugunu ortaya
koymustur.Ters yiiz sinif yonetminin bu anlamli etkisi nitel sonucglarla da
desteklenmistir.

Sonug¢ olarak, Tiirkiye’de yabanci dil olarak Ingilizce 6grenme dinamiklerinin
derinine inen bu calismada, ters yiiz sinif yontemini Tiirkiye’de Ingilizce grenme
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konusundaki basarizlikla miicadele etmede etkili bir yol olarak dikkate alinmasi
gereken sonuclar paylagilmistir.

Anahtar Kelimeler: Yabanci Dil Olarak Ingilizce Ogrenme Basarisi, Tutum,
Harmanlanmis Ogrenme, Ters Yiiz Sinif Yéntemi, Ozyeterlilik Inanglari.
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1. INTRODUCTION

The current study was designed in a mixed method embedded design to explore the
efficiency of flipped classroom teaching model as solution of failure in EFL in
Turkey. By dwelling on such vigorous predictors of EFL achievement in Turkish
setting as attitudes toward, self-efficacy beliefs in EFL, the study was conducted to
produce promising results to a wide range of concerned bodies. To realize this
purpose, the first chapter was devoted to construct the basics of the study by
embracing the dynamics that set failure in EFL as a significant problem, research
problems and hypotheses shaped by the purpose of the study in addition to the
assumptions based on the limitations. The chapter was finalized by drawing the

conceptual framework of the study and defining common terms.

1.1. Statement of the Problem

In today's rapidly globalizing post-modern world, there have been a large number of
changes and developments in every fields of the life ranging from science,
technology to society, culture and more specifically human perceptions of one
another. This process brought an inevitable impact on the educational processes with
itself. As a result, learners began to be regarded as individuals as a whole construct
of physical, cognitive and affective variables were carried into the heart of
educational processes and procedures (Akbari, Hosseini, 2008). This new tendency
has left its mark on the practices and perceptions of education itself. Within this
perspective, the factors related to individual differences began to take up the most of
the literature on teaching/learning and the professional literature was obsessed with
terms and phrases which try to capture the elusive concepts that distinguish one

person from another (Crozier, 1997).

In such an age of individualizing education, English as a Foreign Language Teaching
(EFL), having important functions and roles, cannot resist those changes and
developments triggered by the recent tendencies in education. One of the most

important reasons behind this fact is that today's conditions have incapacitated those
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who are able to communicate in only their native language in different aspects of
their lives. Different reasons may prompt such an obligation to be competent in a
second language. Yet, out of them, it seems that the necessity to adapt to the pace of
the rapidly changing world and get integrated to the rest of the world attract most of
the attention. In this multilingual and multicultural world, this communication bridge
is constructed with an international language, English. This is mostly because, with
the assumption of globalization process in the world, English is accepted as the most
widely used foreign language (Crystal, 1997). Scientific, social, economic and
technological developments accompanied by the use of English, adopting it as the
official language by some organizations such as European Union and international
relationships in various dimensions among the countries have also added to the
crucial role of the language since the second half of 21st century (Guilherme, 2007).
In this globalised world where it is accepted that English is the international
language, using that language communicatively turns out to be first condition of
being literate. Taking these crucial multilingual and multicultural aspects of EFL into
account, a great deal of effort has been internationally performed to explore the sub-
skills and the processes involved as the determinants of the success in learning it
(Baker, Boonkit, 2004; Block, 1986; Brantmeirer, 2006; Clément, Dornyei, Noels,
1994; Haley, 2004; Hosenfeld, 1997; lyitoglu, Aydin, 2015; Javier, 1997; Keshavarz,
Ashtarian, 2008; Kim, Wang, Ahn, Bong, 2015;Khajavy, Ghonsooly, Fatemi, 2017,
Marefat, 2003; Oxford, Burry-Stock, 1995).

In addition to the aforementioned international studies, there have also been a
number of studies conducted in Turkey focusing on the factors influencing the
success and failure in EFL learning and teaching (Akdogan, 2010; Akkus, 2009;
Akiizel, 2006; Ayhan, 1999; Catal, 2015; Gomleksiz, 1993; Giilmez, 1982;
Kabaharnup, 2010; Oguz, 1999). These studies were carried out with different
stakeholders ranging from teachers, students to administrators, parents from different
cities and regions of the country. They all explore similar points that play a
significant role in the failure of EFL learning in Turkey. These factors can be

embraced under three categories as (Sahin, 2009):

a) Factors related to learning and teaching atmosphere
b) Factors related to students' perceptions about themselves and EFL

c) Factors related to family



When the results indicated by Sahin (2009) taken into account, it is understood that
most of the reasons behind failure of EFL in Turkey is explained with the factors
related to learning & teaching atmosphere and those related to students' perceptions
about themselves as EFL learners. More specifically, while they explained 80, 2 % of
those reasons behind unsuccessful EFL in secondary schools, they stood for 71, 2 %
of the factors leading to failure in EFL in primary schools. To make the situation
more visible, the participant teachers of the studies stressed the inadequacy of
teaching materials, heavily reliance on traditional teaching methods (Kabaharnup,
2010). The results have also indicated that the participant teachers related the failure
in EFL to mostly overcrowded classrooms and lack of modern technologies (Akkus,
2009; Akyel, 2003; Ozen, 1979). They also clarify the problem by linking the
overcrowded classrooms to lack of necessary teaching time allocated to each of the
students. This detection as one of the reasons behind most of the failure in EFL is
significant since "all the learners need enough time to practice all the learned points

to direct the brain to solve the codes of the new language™ (Engin, Seven, 2007, 12).

As the means of opening the gates to the rest of the world, EFL loads learners with
lots of responsibilities. However, these responsibilities may cause adverse effect on
students' performance. In a similar way, a number of studies carried out on the
reasons behind unsuccessful EFL learning and teaching in Turkey have stressed
students' lack of interest, attitudes, motivation and self-efficacy beliefs in their EFL
performance (Akkus, 2009; Akiizel, 2006; Basaran, Cabaroglu, 2015; Catal, 2015;
Kabaharnup, 2010; Kanadli, Baggeci, 2015; Kazazoglu, 2013; Kiziltepe, 2000; Ozen,
1979). As solutions to these problems, in those studies, the participant students and
teachers of these studies suggested the integration of technology to enhance their

motivation and belief in their abilities to be successful EFL learners.

Within this perspective, when the crucial roles and functions EFL carries in today's
technology-driven globalizing world are taken into account, it seems as a must to
take the steps to apply new teaching procedures. Those procedures need to be
supplied with the technology and let the teachers increase the time they spend on
teaching and tap into students' self-efficacy beliefs and motivation for learning
English. Additionally, such a new model must be a context-specific remedy for the
problems of EFL learning and teaching in Turkey. More specifically, the boundary of

this model must be designed in accordance with the results of the aforementioned



studies conducted on the factors affecting the success of EFL learning and teaching
in Turkey. Along with them, increasing tuition costs and fees, online and technology-
embedded course offerings trigger the researchers to revise the wisdom of traditional
teaching methods and to consider appropriate alternatives (Bishop, Verleger, 2013).
The Flipped Classroom Teaching Model developed “out of a history of
experimentation with the concept of hybrid, or blended learning and problem based
learning, using active learning techniques and new technologies to engage students”
stands as a response to the call of recent teaching model compatible with the needs of
the age (Arnold-Garza, 2014, 8).

Also known as inverted classrooms, the flipped classroom-teaching model is simply
defined as "events that have traditionally taken place inside the classroom now take
place outside the classroom and vice versa” (Lage, Platt, Treglia, 2000, 32). In other
words, the flipped classroom model implies re-design of in and out of classroom
activities. While the students get the instruction at home through some formerly
delivered means ranging from simple slides, podcasts, audio or narrated
presentations to video casts including animations, screen captures, and other
multimedia content, the classroom time is allocated to enhancing the related skills
through problem-based teaching and engagement techniques (Educause, 2012).

The Flipped Classroom Teaching Model, cited mostly in the literature as based on
student-centered theories, embraces interactive group learning activities inside the
classroom, and direct computer-based online individual instruction outside the
classroom (Bishop, Verleger, 2013). A number of international studies have
indicated that the flipped model helps teachers in many ways. Thanks to it, teachers
manage class time more efficiently by addressing multiple learning styles of the
learners, donate them with more active learning opportunities getting them take
responsibilities for their own learning, increase the time of interaction students and
teachers spend on teaching and learning (Bergmann, Sams, 2012; Cole, Kritzer,
2009; Gallagher, 2009; Gannod, Berg, Helmick, 2008; Lage, Platt, Treglia, 2000;
Overmyer, 2012; Siegle, 2014). As a result of these highlighted advantages of the
application of the model in teaching, as stated by Arnold-Garza (2014), it is being
applied in many disciplines ranging "from engineering to life sciences to business to
statistics™ (11).



Within this perspective, it seems that cited strengths of the flipped classroom model
overlaps with the cited reasons behind the failure in EFL learning and teaching in
Turkey. This study, therefore, incorporates the flipped classroom model and EFL
teaching to answer the instructional needs and expectations of EFL learners and
teachers in Turkey. In other words, by applying a flipped model rooted in blending
distance learning with open-ended problem-solving experiences, the study takes the
form of proposing a solution in response to main explored reasons of learners' being
unsuccessful in EFL in Turkey. In this way, the present study attempts to shed lights
on the impact of the flipped classroom model on EFL learners' academic
performance, their self-efficacy beliefs in and attitudes toward EFL learning as

compared to that of traditional teaching.

1.2. Significance of the Study

The unprecedented pace of technology has noticeably exerted its impact on many
facets of today's global world ranging from commerce, policy, security to social and
personal relationships. Over the last few years, this impact has manifested itself so
strongly on education that the bridges of interaction the students build between
themselves and their peers, and their teachers have changed prominently. As the
hints of this change, many students today seem not to be able to lead their lives
without their technological tools such as their mobile phones, I-pads, tablets and of
course internet. Therefore, they bring most of them to their classroom. They
communicate through different means by using social media sites like twitter,
instagram and facebook. Moreover, together with reliance on such tools and means
of social media, their ability to make use of technology are evolving rapidly
(Johnson, 2013) and they turn into "digital natives" growing up with technology
(Banitt, Theis, Leeuwe, 2013). In relation to this, all over the world, as a result of
some studies, teenagers were found to spend an average of time ranging from 1-2 to
7,5 hours per day engaging in different types of media activities such as watching
TV, playing video games, surfing the web, checking the news, using mobile devices,
and listening to music (Li et al., 2007; Otrar, Argin, 2014; Rideout, Foehr, Roberts,
2010; Toruk, 2008).

Being aware of these changing tendencies of the learners as the members of the new

huge global society, it is easy to see the fact that this new digitally surrounded
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environment has also changed the way students learn today. Therefore, it has turned
Into a must to revise approaches to all parts of educational processes from teaching to
learning in a way to exploit the benefits of technology, which seems to be a must for
the digital natives of the age. Correspondingly, many countries around the world
have taken serious steps to integrate technology into educational processes, too. As
noted by Herold (2016), there has been a boom in education related technology and
this industry exploits a slice of more than $8 billion market for hardware and
software. For the education system to keep its pace with these changes, they simply
replaced blackboards with smart boards and donated the learners with tablets and I-
pads. Additionally, they utilized internet to be in touch with the students as much as
possible through distance learning. In this international competition of installing the
technological infrastructure of educational environments, Turkey has initiated with
the third and fourth Five-Year Development Plans (Planning Commission, 1973;
1979). In those plans, the use of radio and television were stressed in non-formal
mass education and it was decided to set up a TV channel for open distance
university and mass education. In 1990s, some political documents were produced on
science and technology. Since then, technology and internet have been more injected
to educational processes in Turkey (Akinci, Kurtoglu, Seferoglu, 2012). With the
advent of The Opportunities and Improvement of Technology Project (FATIH), the
country has taken more decisive steps for the integration of the technology into the
education. However, teachers seem unable to keep pace with these changes. Despite
a large number of technological opportunities, a number of research indicate that
teachers seem not ready or willing to change the way they teach in both national and
international context (Akkoyunlu, 2001; Altun, llgaz, 2016; Herold, 2016; Gilakjani,
Sabouri, Zabihniaemran, 2015; Giirer, Tekinarslan, Yavuzalp, 2016). Therefore,
there comes out the need for evidence based on research results that convince the
teachers of the impact of technology on their students' learning outcomes.

In today's globally breathing world, it is clear that most of the life is driven by the
technology related tools. According to the uncodified laws of the world, it is also
certain that this technological globe is run through English. The use of English
spreads at such a rate that it gets easier to witness its use in various places and fields
such as international airports, sports, international mailing and conferences,

commerce, international aid. According to Crystal (1997), there are approximately,



except for EFL students trying to learn the language, 1,2 billion non-native English
speakers while the number of the people speaking it as their native language is 330
million. Stressing the number of the people, native or non-native scattered all around
the world, Smith (2015) defines it as the language of the industrial revolution,
science and technology. Supporting this claim, the results of the Research Trends
(2012) study, which was conducted on 21,000 articles from 239 different countries
indexed in SCOPUS, indicated that all non-English journals required the researchers
to write their abstracts in English and % 80 of all were written completely in English.
Much more surprisingly, the study also explored that in such countries as Germany,
France, and Spain, papers written in English are more than those in the country’s

own language. As an example, in the Netherlands, this is 40 to 1.

In addition to the pervading share of English in science and technology, it seems that
it is also common in the internet. According to the statistics of Internet World Stats
(2016), English is the most used language in the internet. A study by W3Techs found
out (2016) more than half of the most visited web sites have English homepages.
When the reality that the communication among non-native speakers is generally
held in English in international setting is taken into account, it will be better
understood that being able to communicate in English equals with being literate
today. Therefore, in addition to its official status in more than 70 countries and being
taught as EFL in more than 100 countries (Crystal, 1997); English is clearly accepted
to be much more global language than ever. In turn, it becomes more associated with
students' academic performance in a number of different fields than ever. As a result,
this makes it really crucial for the members of this global society to keep updated in
English. That current situation makes English as a means of survival for teenagers
who are explored to spend most of their time on their technological tools and the

internet.

Despite the crucial role and functions English has in teenagers' lives, a body of
research tragically point out the failure in EFL in Turkey (Akdogan, 2010; Akkus,
2009; Akiizel, 2006; Akyel, 2003; Ayhan, 1999; Basaran, Cabaroglu, 2015; Catal,
2015; Gomleksiz, 1993; Giilmez, 1982; Kabaharnup, 2010; Kanadli, Baggeci, 2015;
Kazazoglu, 2013; Kiziltepe, 2000; Oguz, 1999; Ozen, 1979). These studies
conducted with different stakeholders in different settings attempted to shed light on

the reasons behind the unsuccessful EFL in Turkey. While some of the reasons were



attributed to learning and teaching oriented atmosphere including the teachers, some
of them were found to be related to those associated with the learners themselves.
Out of them, commonly specified factors were found to be lack of positive attitudes
toward and self-efficacy beliefs in EFL on the parts of the learners. On the parts of
the teachers, they were specified as overcrowded classrooms lack of intelligent ways
to integrate technology into teaching.

Within this respect, the Flipped Classroom Model comes out as a rescue to cope with
the failure in EFL. Flipped Classroom Model, defined as one of the most important
recent growth area in education, is believed to stand as a solution to most of the cited
reasons behind the failure in EFL in Turkey. Flipping in and out of classroom
procedures, this model promises to help teachers both tackle with the disadvantage of
overcrowded classrooms more efficiently by allowing them to spend more time with
their students and expand their students' skills through more problem-solving group
work and task based learning activities in the classrooms. Therefore, this study
investigating the impact of flipped classroom model on EFL learners' performance
will produce valuable outcomes for a large number of people ranging from teachers,

parents to curriculum developers and policy makers.

Understanding the role of media, internet and technology in teenagers' lives it
becomes more important to enlighten those concerned about them including parents,
the varying members of the world of education, policymakers (Rideout, Foehr,
Roberts, 2010) Therefore, to deal more effectively with their problems, it is
important to notice the digital gap between students’ in and out of school lives
(Downes, Bishop, 2012). This gap is formed because of teenagers' life routines.
While they spend most of their times on the internet, playing computer games,
listening to music, engaging with mobile phones or social networking out of
classroom, they are exposed to traditional boring lessons lack of technology (Banitt,
Theis, Leeuwe, 2013). Correspondingly, the flipped classroom model offers students
online instructional videos out of the school and allocates class time for the
expansion of the skills through problem-solving tasks. Right on this point, this model
promises to tap into learners' interests by drawing on the sources they spend most of
their time on. Within this respect, this study aims to shed lights on the impact of
flipped classroom on learners' attitudes toward and self-efficacy beliefs in EFL.

Therefore, by focusing on the cited predictors of success in EFL in Turkey, this study



offers significant results that must be taken into account by a wide range of
concerned bodies.

Despite the flow of technology that will suggest a classroom model compatible with
the needs of the 21st century, very little research is said to be conducted on flipped
classroom (Abeysekera, Dawson, 2015). Since the flipped classroom stands for a
recent topic in educational research, there seems to be lack of qualified research on
its educational effectiveness (Bishop, Verleger, 2013). Supporting this, Abeysekera,
Dawson (2015) claim to come up with, in contrast to its Google popularity, only
eight articles in ERIC database including the phrase of the model in their titles,
abstracts or keywords. They (2015) also stated only two of them were peer reviewed.
In March, 2016, a similar search was carried out by the researcher of the current
study himself in Web of Science database. On the database, 354 documents were
found to include flipped classroom or inverted classroom in their titles. However,
119 of them were in the format of article written in English. Refining the research
areas to educational sciences, the researcher explored only 82 of these articles written
in English included “flipped classroom” or “inverted classroom” in their titles. The
rest of those articles were in the areas ranging from chemistry, nursing and computer
science to government law, surgery and agriculture. Moreover, the publication dates
of the articles ranged from 2012 to 2016, which indicates flipped classroom as a
recent research area of interest. In addition to students’ attitudes toward flipped
implementation, the studies were found to cover its effectiveness in a lot of different
academic disciplines. However, as a result of search of the words “foreign” and
“English” within the results, only 7 of them, published in 2015 to 2016, focused on

flipped classroom model in English classrooms.

The rare effort to study flipped classroom model in the context of Turkey is also
indicated by the researcher. In March, 2016, a similar search was undergone in
Turkish Journal Park Academic and only 4 articles were explored to be published
between 2015 and 2016. Yet, two of these were found to focus on students' opinions
about the flipped classroom implementation while one of them was in the form of a
theoretical review of the model and the other was a case study. In the same way, the
search for the phrase in the database of Council of Higher Education thesis center
found out only 11 thesis carried out on flipped classroom by March, 2016 (Akgiin,
2015; Aydin, 2016; Balik¢1, 2015; Boyraz, 2014; Ekmekei, 2014; Genger, 2015;



Kara, 2016; Sirakaya, 2015; Turan, 2015; Yavuz, 2016; Yigit, 2014). While three of
them were master thesis, the other three were submitted for the Philosophy of
Doctorate (PhD) degree. However, to the interest of the present study, only two of
them were carried out in EFL. While one of the PhD study aimed to search the
impact of the model on the success in writing in EFL (Ekmekci, 2014), the other
study was a master thesis designed to explore its impact on learners' performance in
only two grammar structures (Boyraz, 2014). However, education is a long process
(Ertiirk, 1972) and as recommended by Boyraz (2014) the impact of an intervention
must be traced in that long run. Therefore, the current study is significant since it
aims to foster the understanding of this recent model on EFL learners’ academic
performance, attitudes and self-efficacy beliefs in the whole process of 2016-2017

fall term.

Thanks to its commonly cited benefit for enhancing lecture delivery, it is explored
that the model is largely studied in disciplines such as science, technology,
engineering, and mathematics (Hung, 2015). On the other hand, flip classroom model
is theoretically claimed to be applicable in any subject area with students from
different levels (Bergmann, Sams, 2012). However, it is currently applied with K-12
education (Horn, 2013). Therefore, there seems a need in the related literature to gain
insights about the impact of flipped classroom on non-STEM higher education
settings (Abeysekera, Dawson, 2015; Hung, 2015). Hence, this study will take a
pioneering step to combine flipped classroom model and EFL in higher education in
Turkey.

In brief, the present study embraces two important points in Turkey: Failure in EFL
and the flipped classroom model. Drawing on key functions of English in today's
world and young people's heavily reliance on technology and internet, the study aims
to form a base from which concerned bodies ranging from parents, teachers to
curriculum developers and policy makers examine the impact of the model on the

determinants of the success in EFL in Turkey.

1.3. Purpose of the Study

The rapid globalization process has led to many changes in the science and
technology engaging the countries into a never-ending competition of being a

knowledge-based society (Erisen, 2007). Turkey, like many other countries, makes
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efforts to take its own place in this competition incorporating different strategies and
technologies into different parts of the life. On the way of being a knowledge-based
society, with Increasing the Opportunities and Improvement of Technology Project
(FATIH), it has started to set the basis on which internet, smart boards and some
technological means such as tablets can be used in educational processes (Akgiin,
Yilmaz, Seferoglu, 2011). This recent tendency will help the members of the society
reach, use and process the information efficiently independent of the time and the
setting (Saritas, Uner, 2013).When the fact that the language of that rapidly changing
information is English is accepted, bringing technology and the language together
will also help the members of the society updated. Bearing this in mind, the present
study will aim to provide insights about the impact of the flipped classroom teaching
model on EFL learners’ academic achievement and its retention, their attitudes
toward and self-efficacy beliefs in EFL as compared to that of traditional teaching
methods and strategies. In addition to eliciting students' personal opinions about
flipped classroom teaching model, the possible impacts of it on their self-efficacy
beliefs in and attitudes toward EFL will be further investigated through interviews

with the students.

1.4. Research Questions

The aim to compare the impact of the Flipped Classroom and Traditional Teaching
on EFL learners' academic achievement and its retention, their attitudes toward and

self-efficacy beliefs in EFL is embodied in the following research questions:

1. Is there a statistically significant difference between pre- and post-test scores of

the students in the traditional lecture-based classroom with regard to

a) EFL Achievement Test,

b) Sub-sections of EFL Achievement test

c) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale,

e) Sub-scales of Self-efficacy Beliefs in EFL?

2. s there a statistically significant difference between pre- and post-test scores of

the students in the flipped classroom with regard to

a) EFL Achievement Test,
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b) Sub-sections of EFL Achievement test

c) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale,

e) Sub-scales of Self-efficacy Beliefs in EFL?

3. Is there a statistically significant difference between post-test scores of the
students in the flipped classroom and traditional lecture-based classroom with

regard to

a) EFL Achievement Test,

b) Sub-sections of EFL Achievement test

c) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale,

e) Sub-scales of Self-efficacy Beliefs in EFL?

4. s there a statistically significant difference in the retention of EFL achievement
test performance between the students in the flipped classroom and traditional

lecture-based classroom?

5. What are the EFL learners’ perceptions of their learning experiences in the

flipped classroom?

6. What are the EFL learners’ perceptions of the impact of their learning

experiences in the flipped classroom on their

a) attitudes toward EFL and
b) self-efficacy beliefs in EFL?

1.5. Research Hypotheses

With the aim of gaining insights into the impact of flipped classroom model on EFL,

the following research hypotheses were listed to guide study:

1. The flipped classroom teaching model influences EFL learners' academic
performance.

2. The flipped classroom teaching model influences learners' attitudes toward EFL.

3. The flipped classroom teaching model influences learners' academic self-efficacy
beliefs in EFL.
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1.6. Limitations of the Study

Every step was taken carefully by the researcher to carry out the study and protect
participant anonymity and privacy. In this way, the findings of the study promise
insights about typical Flipped Classroom implementations in different EFL settings
and situations. However, the validity and reliability of the results are still exposed to
some limitations. Within this respect, the followings can be listed;

1. This study is limited to 41 prep EFL learners in two different classrooms at
Foreign Languages Department, Gebze Technical University in Kocaeli.
Therefore, the number of the students in control and experimental groups made it
impossible to generalize the results since a larger number of participants could

have yielded to different and more accurate results.

2. This study is also limited to data collected through Attitude toward EFL Scale,
Self-Efficacy Beliefs in EFL Scale, EFL Achievement Test administered and
interviews held during the fall term of 2016-2017 academic year.

3. The study is limited to English classes.

4. Regarding the time and cost issues, a study conducted with students exerts some
constraints out of the control of the researcher. The place where the surveys,
interviews and achievement tests were employed, the time and duration of
answering the questions and the type of assistance provided were some of the

conditions which were beyond the control of the researcher.

1.7. Assumptions

In this study, it is assumed that;

1. The participant students in the pilot study will mark the best options reflecting

their real EFL performance.

2. The participant students in the pilot study will mark the best options reflecting

their real attitudes toward EFL.

3. The participant students in the pilot study will mark the best options reflecting

their self-efficacy beliefs in EFL.
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4. The participant students in the study will mark the best options reflecting their
real EFL performance.

5. The participant students in the study will mark the best options reflecting their

real attitudes toward EFL.

6. The participant students in the study will mark the best options reflecting their
self-efficacy beliefs in EFL.

7. The participant students in the control and the experiment groups will not

interact with one another during the study.

8. The participant students will answer the questions carefully and truthfully during

the interview.

9. There will be no significant difference between the students in control and

experiment groups in terms of variables within the focus of the study.

1.8. Conceptual Framework of the Study

The current study takes the form of scrutinizing the impact of flipped classroom
teaching model on the EFL students' academic achievement, their attitudes toward,
their self-efficacy beliefs in and their self-reported perceptions about EFL and the
model itself through a mixed method embedded design. In this respect, this study
shaped by the limits of the flipped classroom model.

Flip classroom model, a relatively new term in the literature, has been prevailing in
education recently (Bergmann, Sams, 2012). However, this does not make this model
a totally original (Hung, 2015). In the related literature, some other terms such as
flipped classroom (Bergmann, Sams, 2012), inverted classroom (Lage, Platt, Treglia,
2000), inverted learning (Davis, 2013), just-in-time teaching (Novak, 2011) have
been used to stand for the typical characteristics of this model for over a decade. On
the other hand, the limited amount of literature and on the Flipped Classroom Model
makes it difficult to draw the clear framework of the model. Yet, the common point
of those differently termed versions of the model signal a specific pedagogical type
of blended learning where conventional classroom sessions accompanied by
homework are replaced and flipped in a way supported by instructional videos and

enriched with problem solving tasks (Bergmann, Sams, 2012).
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Flipped classroom teaching model is rooted in blended learning and based on the
theoretical pillars of active learning (Hung, 2015). Set by American Society for
Training in 2003 as one of the top ten popular trends and greatest trend in today's
higher education, blended learning is simply defined as combining online and face-to
face instructional methods (Graham, 2006). On the other hand, Staker, Horn (2012)
expanded this definition putting blended learning as “a formal education program
with face-to-face instruction, in which a student learns at least in part through online
delivery of content and instruction, with some element of student control over time,
place, path and/or pace” (Staker, Horn, 2012, 13).Graham (2006) grouped this into
three types of blended learning on the level of their technology integration as
enabling blends, enhancing blends and transforming blends. Current implementations
of the flipped classroom model fits into the category of enhancing blends since it
aims to provide enriched traditional classroom teaching with the integration of
technology. However, it is critical to see that the flipped classroom model is different
than Technology-Rich Instruction, Distance Education or “E-Learning” since those
three only focus on the delivery of the content through internet (Staker, Horn,
2012).In these models, the educator either presents the content through smart boards,
projectors or tablets in the traditional classrooms or delivers the content to the
learners through internet not allowing face-to-face interaction. However, the flipped
classroom model primarily focuses on the tenants of active learning but not content
delivery (Bergmann, Sams, 2012).However, the flipped classroom model is deeply
rooted in the active, face-to-face problem and inquiry based learning experiences
within the classroom following the instructional videos outside the classroom with
the aim of activating student preparation and allocating much more time for active

learning activities in the classroom.

The flow of instruction in the flipped classroom model, consisted of two steps, is
shown below in comparison with that of traditional teaching.
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Figure 1.1: Comparison of Traditional and Flipped Classrooms

Farah, M. 2014. The Impact of Using Flipped Classroom Instruction on the Writing Performance of
Twelfth Grade Female Emirati Students in the Applied Technology High School (ATHS). PhD
Thesis, Dubai: The British University in Dubai, 13.

As seen in the figure, the flipped model is different than technology assisted
classroom teaching with its heavy reliance on active learning. Active learning stands
for an instructional method that engages students in doing things and reflecting on
what they are doing (Prince, 2004). In this way, it serves as a broad umbrella term
including a wide range of learning activities, instructional strategies, teaching
methods that aim to actively engage students in the learning process (Hung, 2015).
Within this respect, the flipped classroom model overlaps with active learning in that
it aims to activate students' preparation before class through videos or presentations
and engage them in the classroom instruction through open ended problem solving

activities.

EFL learning problem in Turkey is fundamentally regarded as an instructional
problem based heavily on the quality of teaching process. However, this problem can
be better understood and solved when also looked at it from the perspectives of the
learners. This takes the researchers to study the efficiency of learning process itself
(Ilhan, Karatas, 2015). Correspondingly, in the literature, it will be reviewed that
positive attitudes toward and self-efficacy beliefs in EFL are significantly related to
EFL achievement in Turkey (Akkus, 2009; Akiizel, 2006; Basaran, Cabaroglu, 2015;
Catal, 2015; Kabaharnup, 2010; Kanadli, Baggeci, 2015; Kazazoglu, 2013; Kiziltepe,
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2000; Ozen, 1979). Accordingly, Csizér and Dérnyei (2005) explored attitude as a
significant factor in learning a foreign language in the study where they investigated.
Similarly, Gardner (2006) claims that foreign language achievement is not only
based on one’s ability but also motivation to learn that language. Motivation includes
the perception of the learners toward learning a language (Yurtseven, Alci, Karatas,
2014). These show attitudes as important in the amount of academic effort exerted
during the process of learning the target language. As a result, the study is
theoretically based on Gardner and Lambert's (1972) claim that positive attitude
toward learning a foreign language can enhance the language learning process
exerting impact on the foreign language learners’ behaviors toward not only the

target language but also its culture, and the community.

In addition to attitude, self-efficacy is another affective factor playing an important
role in EFL performance (Yanar, Biimen, 2012). Research carried out during the last
twenty years proved self-efficacy as a strong predictor of academic achievement
(Rahimi, Abedini, 2009). Drawn from Social Cognition Theory, Bandura (1997)
simply defines self-efficacy as "an individual's judgment about his or her ability to
accomplish a given task or activity" (1). Bandura (1997) supports this impact of self-
efficacy on academic performance explaining that it determines amount of the effort
one expends to achieve something and emotional reactions toward something. In this
respect, the current study is also grounded in the self-efficacy beliefs drawn from
Bandura's social cognition theory seeing it as a crucial variable in language learning

performance.

Within this perspective, the current study is conceptually rooted in flipped classroom
model grounded in blended and active learning, Gardner and Lambert's (1972) focus
on the role of attitude and self-efficacy beliefs in social cognition theory in language
performance. By accepting their key roles in EFL achievement, the current study
combines flipped classroom model with attitudes toward and self-efficacy beliefs in
EFL. In this respect, the current study is based on the premise that the flipped
classroom-teaching model facilitates learners' positive attitudes toward learning the
language and strengthens their beliefs in their ability to be successful language
learners. According to this assertion of this study, despite a lack of agreed definition

of the concept of flipped classroom, in this study the flipped classroom is adopted as
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a set of pedagogical approaches put forward by Abeysekera, Dawson (2015, 3) as
follows:

(1) move most information-transmission teaching out of class
(2) use class time for learning activities that are active and social and

(3) require students to complete pre- and/or post-class activities to fully

benefit from in-class work.

To sum up, this two folded framework of the study is illustrated as in the following:

—

%'\

Figure 1.2: Conceptual Framework of Study
1.9. Definition of Terms

The major terms that are used frequently throughout the current study are defined as

follows:

Flipped Classroom Model: A set of pedagogical approaches that allocates most
direct instruction from the group learning space to the individual learning space by
flipping the work at school with the work at home, as a result of which group space
is transformed into a dynamic, active, interactive and social learning environment
where the educator guides students as they apply concepts and engage creatively in
the subject matter (Abeysekera, Dawson, 2015; Bergmann, Sams, 2012; Network, F.
L., 2014;Lage, Platt, Treglia, 2000).
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Traditional Teaching: A set of pedagogical approaches that is primarily based on
direct, didactic or teacher-centered teaching during which the learners are frequently
engaged with lower level learning activities in the classroom with the control of
teacher. They are expected to elaborate on what they have learned in the classroom

by doing “homework” at home after their lessons at school.

EFL Achievement: Level of attainment in EFL estimated by performance on the EFL

Achievement Test.

EFL Achievement Test: A multiple choice test developed by the researcher
employing the procedures of reliability and validity to measure university prep EFL
learners’ attainment of specified EFL skills (Duy, 2016)

Attitudes toward EFL: A concept that includes cognitive, affective and behavioral
components referring to individual’s beliefs, feelings and thoughts about outcomes or
attributes of English as a foreign language and the act of learning it (Gardner,
Lambert, 1972).

Attitudes toward English Scale: 5-point Likert-type scale including 19 items in
four factors adapted from Tuncer, Berkant, Dogan (2015) rooted in the scales
developed and adapted respectively by Aiken (1979) and Tung (2003) in order to
explore EFL learners’ attitudes toward learning EFL.

Self-Efficacy Beliefs in EFL: Psychological construct that stands for beliefs in and
personal determination of one’s own capabilities to achieve a desired goal by
organizing and executing specified courses of a certain task or activity related to
learning EFL. (Bandura, 1997)

EFL Self-Efficacy Belief Scale: 5-point Likert-type scale adopted from Yanar,
Biimen (2012). It includes 34 items in four factors, to explore EFL learners’ self-
reported beliefs in their knowledge and abilities to accomplish a task in four main

ability domains of English as listening, reading, speaking and writing.

Semi-Structured Interview Form: A written form consisted of seven semi-
controlled questions developed by the researcher to gain insights into the experiment
group students’ perceptions about their flipped classroom experience and its impact

on their attitudes toward and self-efficacy beliefs in EFL.
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2. REVIEW OF LITERATURE

This part of the study will touch on the basics of the study in two folds. Within this
respect, the first section of this part will take the form of the attempt to provide
insight into the basics of the flipped classroom model. Therefore, the researcher will
shed lights on the literature related to Flipped Classroom covering its definition,
foundations throughout history and its theoretical basics. Then after, the research
studies conducted on flipped classroom practices in varying disciplines in national
and international scope will be reviewed. The second fold will briefly explore
attitudes and self-efficacy beliefs as the predictor of success in EFL in Turkey
covering their theoretical boundaries and review of related literature on them both in
international and national contexts. As a result of the review of literature, the
necessary basis will be formed on which the present study will seek the impact of
flipped classroom treatment on the predictors of academic achievement in EFL in
Turkey.

2.1. Flipped Classroom Model

The second part of the review of literature will serve for empowering the structure of
the study. In this respect, in addition to the previous parts on attitudes and self-
efficacy in EFL, this part will delve into the flipped classroom model as a strongly
significant trigger of predictors of EFL success. With this in mind, the research will
detail the model covering its definition, historical development, theoretical
framework, criticism directed to it with review of a number of studies on it from

different disciplines all around the world.

2.1.1. Defining Flipped Classroom Model

Recently, "flipped" appears as a buzzword in today's student-centered education
(Brame, 2013). However, there seems to be "a lack of consensus on what exactly the
flipped classroom is, and there is also a limited amount of scholarly research on its
effectiveness” (Bishop, Verleger, 2013, 5). Bishop and Verleger (2013) point out that

flipped classroom is usually a focus on group-based interactive learning activities

20



inside the classroom referring to student-centered learning theories of Piaget and
Vygotsky. Variation in these activities simply results in a number of definitions of
the model by different experts with different but similar viewpoints. Therefore, this
part will be the form of the attempt to reflect on some of those that draw the basic

lines of the flipped classroom.

Flipped classroom model simply stands for a procedure where the instructor flips the
work at school with the work at home. However, similar to this, there are a number
of possible definitions of the model. Flipped Learning Network (FLN) defines

flipped learning model 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 students as they apply concepts and engage creatively
in the subject matter” (2014, 1).

Another, probably the simplest definition of the flipped classroom, in coordination
with inverted, is proposed by Lage, Platt, and Treglia (2000). “Inverting the
classroom means that events that have traditionally taken place inside the classroom
now take place outside the classroom and vice versa” (32). Despite its simplicity,
Bishop and Verleger (2013) warn that such definition of the flipped classroom is not
suitable to the nature of model the researchers and educators understand from its
practice since it only touches on the flipping organization of in and out of classroom
activities. To elaborate on it, it can be said that "a successfully flipped classroom
involves more than just recording didactic content and sending it to students before a
lesson: the time spent in class should be more important than the videos™ (Basal,
2015, 29).

Baker, on the other hand, popularized the concept in the conferences between 1996
and 1998, and in 1998 opened the way for the model to be referred as “The
Classroom Flip”. Baker (2000) attempted to invert the transmission of rote learning
content out of the class and use the time in the class for the students to work more on
the application of the content. Within this perspective, Baker (2000) structured the
approach around four verbs: clarify, expand, apply, and practice. Welcoming the
changes in the structure of the model due to teachers' different personality types,
Baker (2000) well drew the boundaries of the model. He (2000) elaborates on the
model as a set of procedures where the goals are moving from sage to guide, opening

up more time active learning in the classroom by reducing the time spent on the rote
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lectures in the class with a focus on higher order skills, motivating students to take
control and responsibility of their own learning by creating more opportunities for

them to learn from their peers.

Mazur's "Peer Instruction” is another step in the development of the concept of
flipped classroom (Brame, 2013). As a modified definition of flipped classroom,
Mazur inverts passive learning outside of the classroom while carrying active
learning inside the classroom (Crouch, Mazur, 2001). Within this respect, this
traditional flipped instruction is seen as a set of procedures where students get
involved with the content outside the classroom and the assignment to ensure their
preparation for the inside class activities. Class time, accordingly, is shared for mini

lectures or conceptual questions about the content under study.

Strayer, as another contributor to the development of the model, (2007) indicated the
common point of most of the practices of flipped classroom as the goal of creating an
active learning atmosphere. In this way, drawing on Piaget's theories on active
learning which occurs not as a result of copying an idea but as a result of working on
it, Strayer (2007, 45) defines the flipped classroom as a practice "usually motivated
by a desire to learn through active participation in the classroom. What exactly is
meant by active participation? Is not all learning active, whether from a book, a

lecture, or small group activity?".

Most credited contributor in the process of popularizing the concept of flipped
classroom, Bergmann and Sams (2012) focus on the inverted sequence of the
activities and accordingly define the model as a learning and teaching atmosphere
where what “is traditionally done in class is now done at home, and what is
traditionally done as homework is now completed in class” (13). In addition to their
definition, they (2012) also assert that various definitions of the flipped classroom
gathered around allocating class time for more active learning and for more direct
contact with the students in problem solving tasks in the classroom. In this way, as
one of the milestones in the evolution of blended learning, the flipped classroom
model serves for the attempts to incorporate the elements of technology and active

learning into a curriculum (Hamdan et al., 2013).

As a composition of all these definitions, Bishop and Verleger (2013) put the concept

of flipped classroom "as an educational technique that consists of two parts:
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interactive group learning activities inside the classroom, and direct computer-based
individual instruction outside the classroom.” (5). Excluding and rejecting the
definitions that do not include administration of videos as an outside of the classroom
activity, the researchers (2013) do not set the difference from those broad concepts of
the flipped classroom suggesting extensive reading and implementing discussion

sessions in class.

As a result of these definitions, it is highlighted by different educators and
researchers that flipped classroom concept stand for ‘flipping’ or ‘inverting’
sequence of in the classroom and outside the classroom activities with a focus on
active learning. Despite its deep relation with blended learning, blended classes
implement online elements inside the classroom with teachers' direct contact with the
students (Hamdan et al., 2013). To exclude many different forms of the concept
including especially assignment procedures in order not to lead to any more
complications or misunderstandings, in this study, following definition of the flipped
classroom proposed by Abeysekera and Dawson (2015) is adopted. As a result,

flipped classroom is seen in this study "as a set of pedagogical approaches that:

1. move most information-transmission teaching out of class
2. use class time for learning activities that are active and social and
3. require students to complete pre- and/or post-class activities to fully benefit

from in-class work." (3).

2.1.2. The History of Flipped Classroom Model

The Flipped Classroom is a teaching model that has attracted a lot of attention in the
world of education over the last years (Johnson, 2013). Although it is put forward as
a new innovative teaching model, there are some who claim it is rooted in the
applications of the late 1990s (Baker, 2000). Since then, a number of terms such as
just-in-time teaching, inverted classroom, inverted learning and flipped classroom,
all of which are based on blended learning, e-learning and active learning stressing
the importance of learners' preparation before class (Hung, 2015). Drawing on these
bases, Hamdan et al. (2013) state the development of the flipped classroom model as
a cumulative process formed as a result of some educators and researchers such as
such as King (1993), Mazur (1997), Anderson and Walvoord (1998), Lage, Platt, and
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Treglia (2000), Baker (2000), Tenneson and McGlasson (2006), Strayer (2007),
Khan (2012), and Bergmann and Sams (2012).

The idea “Flipping classes” based on a number of student-centered teaching models
and approaches is put forward to date back to King’s article in 1993 (Baker, 2000).
In the article entitled as “From Sage on the Stage to Guide on the Side”, King (1993)
described the tendency of active learning common in 1990s and as result opened the
doors for the flipped class approach (Bergmann, Sams, 2012). King (1993), stressing
the pillars of active learning with a constructivist viewpoint, attracted the attention to
the changing role of the educator as either a facilitator or a guide but not a simple

lecturer.

Mazur is a pioneer educationalist researcher on "Peer Instruction”, which is seen as
one of the first instructional foundations of flipped classroom model (Hamdan et al.,
2013). As a professor at Harvard University, Mazur drew the boundaries of the
elements of during-class interaction. These were developed further to shape the in-
class sessions. Then, Mazur (2009) revised his instruction by recording his lectures
through videos making students able to prepare for the class in advance. As a result
of this change in the way of instruction, Mazur (2009) explored this type of
technology use allows students to perform better during peer instructions and gives
the teacher more time to work with the students and on the higher order skills. As a
result, he came up with a Peer Instruction model including learners' first exposure to
the content before the class, ensuring their preparation by some assignments and
allocation of class time to the development of higher order skills.

Flipped classroom has been applied in similar forms in different disciplines for many
years (Brame, 2013). Barbara Walvoord and Virginia Johnson Anderson are
exemplified by Brame (2013) as the promoter of this approach thanks to their
proposal of the model in which students first learn before the class and focus on
higher order skills in class. To ensure that the students did necessary preparation for
the class, they were said to propose an assignment-model. As a result, they claimed
the students would receive more productive feedback decreasing the heavily reliance

on the lecturer.

In 2000, Lage, Platt, and Treglia carried out an experiment entitled as “Inverting the

classroom: A gateway to creating an inclusive learning environment”, and led the
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pathway to the emergence of flipped classroom with a similar approach as inverted
classroom. Seeing that traditional classrooms do not appeal to every learning style
the learners possess, the researchers (2000) designed an inverted classroom in an
introductory economic course. With this in mind, the researchers donated the learners
with the opportunity of many different ways of exposure to the content before the
class such as textbook readings, videos, voiced PowerPoint presentations. Similar to
previously stated applications, the researchers ensured students' preparation by some
randomly graded worksheets. Class time was allocated to focus on the application of

the learned content through problem solving tasks.

As another milestone, Baker (2000) took the step to reflect on the material that can
be used in flipped classrooms. Motivated by King’s (1993) work, Baker (2000)
presented his paper at the 11th international conference on college teaching and
learning in Florida, USA. In this presentation, Baker’s (2000) attempted to enlighten
the educators on adopting qualified programs and materials to invert, reverse or flip

their classes.

Following these steps, Tenneson, McGlasson (2006) and Strayer (2007) have been
the pioneers of drawing the boundaries of the model flipped classroom model fed by
the results of a scientific study. In “The classroom Flip”, Tenneson, McGlasson
(2006) determined the limits of the structure of the flipped class approach in a
curriculum. They (2006) explored that technological devices in teaching and learning
process include a number of benefits for the students ranging from simply
entertainment to networking. They further concluded that a teaching and learning

environment enriched with media cultivates learning (Tenneson, McGlasson, 2006).

The earliest academic discussion of the ‘flipped’ classroom located is claimed to be
Strayer’s (2007) doctoral dissertation (Abeysekera, Dawson, 2015). Strayer (2007),
on the other hand, in his dissertation titled as “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”, which is one
of the first research on flipped classroom, investigated how students perceived the
learning environment and activity in the flipped and traditional classroom. Strayer’s
(2007) reached significant results that would shape the structure of the model.
Accordingly, the researcher (2007) stressed the coordination of in and out of class

activities for the model to be efficient and successful. Specifically, Strayer (2007)
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explored that students in the flipped classroom “preferred and experienced a higher
level of innovation and cooperation in their classroom” (106) while they were not
content with the design of the class itself. Moreover, large number of activities in the
flipped class "contributed to unsettledness among students (a feeling of being “lost™)
that students in the traditional classroom did not experience” (180). As a result, these
two studies act as milestones in the development of the model since they offered
results that must be taken into account while shaping the structure of the model in a

way that would accept the voice of the learners.

The next step that makes the flipped classroom material common was taken by Khan
and his academy. This story started in 2004 when Khan started to record math videos
for his younger cousin having trouble at math (Khan, 2012). Since he did not have
enough time to help his cousin, he created videos which he himself defined as a
“virtual tutor” (Khan, 2012). Seeing that the videos helped his cousin take the
control over her own learning, Khan founded the Khan Academy, and his collection
of videos are chosen by some educators in flipped classrooms since they are usually
well constructed and supported by clear explanations. As a result, this academy took
another step to form the flipped classroom model entailing that professionally made

educational videos can help students master their own learning.

Finally, two rural Colorado chemistry teachers, Bergmann and Sams are regarded as
the pioneers of Flipped Learning in 2007 (Hamdan et al., 2013). These teachers
started this journey of flipped classroom with a concern to compensate drop-outs and
missed end-of-day classes of their secondary school students in their science classes
due to the events they participated in. With this in mind, they recorded live videos
and used special software to record their lectures or slides. To deliver the
instructional content and videos of their class lectures to those students, they
uploaded them on a YouTube channel to make the students able to access themes
whenever and wherever they wanted. But they later explored that students who were
not missing classes watched the videos as well in order to reinforce and revise the
presented content. Seeing it, Bergmann and Sams (2012) have taught flipping their
secondary school science classes since 2009. Based on their work with their students,
they (2012) have published a book entitled as "Flip Your Classroom: Reach Every
Student in Every Class Every Day". Although termed as inverted classroom or

flipped instruction in the previous decades where assignments were used as a

26



preparation for in-class sessions, the flipped classroom is a term commonly and
currently used in K-12 thanks to Bergmann and Sams (Farah, 2014). With its
flexibility helping the educators design their instruction in a way to spend more time
with their students on higher order skills in the class, the flipped classroom approach
is still on its way of development as it is adopted and adapted by the educators all
over the world (Bergmann and Sams, 2012)

2.1.3. Theoretical Framework

The flipped classroom model is fundamentally based on blended learning and active
learning (Hung, 2015). Within this respect, it covers a large body of the active, face-
to-face problem and inquiry based learning experiences within the classroom
preceded by the instructional videos outside the classroom in order to activate
student preparation by employing much more active learning activities with the
students in the classroom. In this way, it is rooted in a type of instructional method
that provides

"an opportunity for students to use their new factual knowledge while they have access to
immediate feedback from peers and the instructor, the flipped classroom helps students learn to
correct misconceptions and organize their new knowledge such that it is more accessible for
future use" (Brame, 2013, 3).

Engaging students in doing things and reflecting on what they are doing opens a
pathway for the students to take control of their own learning. (Prince, 2004).

Standing for a kind of an "active blended" learning model where the learners deepen
and facilitate the factual knowledge and its application, the theoretical framework of
the flipped classroom model is clarified by the research team formed as a result of a
cooperation between Flipped Learning Network and Pearson’s School Achievement
Services (Hamdan, et al., 2013).As a result of a review of literature on the flipped
classroom, this cooperative research team identified the four key features
underpinning the theoretical framework of the flipped classroom model approach in
the form of pillars. Within this respect, the following part will be allocated for the
four pillars of F-L-1-P™: Flexible Environment, Learning Culture, Intentional

Content, and Professional Educators (Hamdan, et al., 2013, 5-6).

2.1.3.1. Flexible Environment

"F" of F-L-I-P™ stands for flexible environment which is prerequisite for the
implementation of the model since the "educators often physically rearrange their
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learning space to accommodate the lesson or unit, which might involve group work,
independent study, research, performance, and evaluation” (Hamdan et al., 2013, 4).
In this way, the students are ensured that they can choose the time and place of their
own learning taking more control of it. As opposed to traditional learning climate
which is arranged in the form of the rows of the desks enriched with only boards and
tables, the teachers of the flipped classrooms create flexible environments comprised
of small individual and group work areas where most of the class time is allocated
for the expansion of the skills through more problem based learning activities. This
type of flexibility leads itself to flexibility in the teachers' "expectations of student

timelines for learning and how students are assessed™" (Hamdan, et al., 2013, 5).
2.1.3.2. Learning Culture

"L" of F-L-1-P™ stands for a changing tendency in the learning concept from teacher
centered approach to the student initiated one. Protecting the balance between
motivation and de-motivation and covering readiness and level or zone of proximal
development, Flipped Learning Network reflects this pillar as an instructional
approach where students are not exposed to the teachers as the expert provider of the
content but to the meaningful learning activities that help them explore the content
much more deeply. In other words, the flipped classroom learning culture requires an
inquiry-based teaching environment, where the face-to-face class time is processed
not in a teacher-centered space but in a student-centered space (Bergmann, Sams,
2012). In this type of instruction, students are actively engaged with the knowledge
construction process during which they "can theoretically pace their learning by
reviewing content outside the group learning space, and teachers can maximize the
use of face-to-face classroom interactions to check for and ensure student
understanding and synthesis of the material” (Hamdan, et al., 2013, 5). As set by
Brame (2013), the key in this learning is that "students are using class time to deepen

their understanding and increase their skills at using their new knowledge" (3).

In brief, dominant student centered learning culture of flipped learning loads the
teachers providing students with differentiated instruction facilitated by immediate
feedback in the learning spaces shaped with the use of a great deal of media that
leads to keeping a balance between direct instruction and scaffolding (Bergmann,
Sams, 2012; Hamdan,et al., 2013).
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2.1.3.3. Intentional Content

“I" of F-L-1-P™ refers to the approach employed to organize the content itself in
order to better address to students' learning needs. Flipped Learning Network
determines the boundaries of this third pillar as the attempts to decide what content
to be taught directly and how to organize it through instructional videos in a way that
will allow students to "gain conceptual understanding, as well as procedural fluency"
(Hamdan, et al., 2013, 6). In order to allocate most of the classroom time to helping
students deepen their not only conceptual knowledge but also practical fluency of the
content, instructional videos are employed as the means where the students are
introduced to the content itself individually outside of the classroom. Therefore, to
integrate the goals of the content with those of the learners, the content must be
intentionally tailored to support the curriculum in a collaborative and active learning
atmosphere to facilitate construction, application and synthesis of the content
knowledge (Bergmann, Sams, 2012).

Having aforementioned critical functions into account, the instructional videos are
formed by Flipped Learning Network (Hamdan et al., 2013). Accordingly, it was
indicated by the cooperation between Flipped Learning Network and Pearson’s
School Achievement Services that the videos must be limited to the content that the
students will use throughout the course necessary to finalize the projects. Moreover,
assignments should be made into a video lecture; otherwise students may become
confused and see the videos as a drawback to a course (Strayer, 2007). Students are
also advised not to be confused with a large number of videos (Hamdan, et al., 2013).

In brief, the third pillar of the flipped classroom learning touches mostly on the
attempts to prepare a meaningful basis of prior knowledge on which the students will
blossom in a specific topic and tailor the whole instruction as to spend of the
classroom time on promoting acquisition and application of the knowledge in
addition to the incentives for them to prepare for the class.

2.1.3.4. Professional Educators

"P" of F-L-1-P™ is the last pillar of the flipped classroom model standing for the
teachers as the implementer of the approach as to ensure that students acquire and
apply the learning content taking control and responsibility of their own learning. By

donating the students with different opportunities to gain the conceptual knowledge
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and produce intended learning outcomes at further levels of Bloom's taxonomy,
“teachers shift direct learning out of the large group learning space and move it into
the individual learning space, with the help of one of several technologies” (Hamdan,
et al., 2013, 4). This corresponds to the role provided by the cooperation between
Flipped Learning Network and Pearson’s School Achievement Services for the
teachers to take on in the flipped classrooms. Respectively, rather than respond
deductively to the students as the source of the knowledge, adopting significant but
less visible roles as professional educators adopt in the flipped classrooms, teachers
facilitate the learning process and tailor the environment for the learners addressing
their needs and preferences as much as possible. Within this perspective, professional
educators of the flipped classrooms are advised by the cooperation to "continually
observe their students, provide them with feedback relevant in the moment, and
continuously assess their work by being reflective in their practice, connecting with
each other to improve their trade, accept constructive criticism, and tolerate
controlled classroom chaos"” in addition to designing the units of the content, plan
learning outcomes (Hamdan, et al., 2013, 6). Being able to proceed at their own pace
in this way, students’ zone of proximal development (ZPD) is not also threatened and
they do not feel demoralized (Farah, 2014).

In brief, accepted key element of the flipped classroom practice signals professional
guidance provided by the teachers for the students (Hamdan et al., 2013). This
instructional foundation of the model is supported by Headden's (2013) assertion
that, “the question is not really whether online instruction is a superior medium in
and of itself. The Department of Education’s survey found that success with online-
learning depended on time spent on instruction, as well as the quality of the
curriculum and pedagogy. In other words, it is not just the technology that counts but

it is what educators do with it” (Headden, 2013, 17).

Last but not the least, in addition to mentioned pillars of the model referring to
student-centered, collaborative, and interactive; the model is mostly based on the
foundations of active learning, peer instruction, priming, pre-trainers and diversity of
learners (Hamdan, et al., 2013). All these foundations and pillars combined with the
expertise of teachers at drawing the framework of the content, creating, selecting and

implementing appropriate videos and projects serve for pluralizing students'
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opportunities to deepen their learning at further conceptual and practical levels by

consciously moving direct instruction out of the classroom.

2.1.4. Criticism of Flipped Classroom Model

Education, with its significant functions effective in many facets of modern life, is a
huge area where many individuals in and out of politics have focused their attention.
This attention is embodied with a focus on school test scores, student achievement,
and the demand for highly qualified teachers in the classroom (Douglas, Burton,
Durham, 2008). Consequently, this dragged a great number of psychologists,
researchers, academicians and educators to introduce new ideas into education. As
one of the most recent steps taken to transform education, flipped classroom model
has basically appeared as a result of the effort to inject technology into educational
processes with an eclectic approach combining constructivist schema and behaviorist
principles including active, problem-based learning activities and direct instructional

lectures.

Gardner (1997) indicates that attempt to introduce new ideas to education brings
some predictable consequences such as reaction and confusion. As with many other
new born theories, flipped classroom model is also faced with some immediate
criticism. However, it simply aimed to integrate technology into education in order to
facilitate the acquisition of target skills and concepts before classroom session so that
both students and teachers can benefit more from the public education. Reflecting on
this purpose of the model, the first criticism is directed to its origin. In other words,
although it is put forward as a new innovative teaching model appeared as result of
Bergmann and Sams’ efforts, two rural Colorado chemistry teachers, in 2007,
November and Mull (2015) claim that the concept of flipped learning is not original
but rooted in the Eric Mazur’s and King’s applications of the 1990s. Elaborating that
some other educators have been using versions of flipped classroom model with
minor differences since earlier than 90s, November and Mull (2015) manifested the
reason behind this debate on the origin of the model as the lack of clear cut definition
of flipped learning. This brings about an oversimplified definition that degrades the
model to the combination of videos watched at home prior to class time and
assignments completed in the classroom at school. However, such definition of the

model focuses only on the organization of flipping the activities in and out of the
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classroom (Bishop and Verleger, 2013). Therefore, it is useful to follow a definition
of the model whose boundaries are well drawn around some concepts such as those

set by Baker in the form of procedures (2000).

The flipped classroom is basically based on the efforts of the educators, teachers and
researchers interested in such disciplines as science, technology, engineering, and
mathematics (STEM) mostly in middle school environments (Arnold-Garza, 2014 ).
Similarly, the majority of the related literature is focused on the impact of its
application on exploring its use is focused on K-12 education (Horn, 2013). As a
result of this tendency, another criticism is directed to flipped classroom for its
limited scope of applicability and feasibility. However, Arnold-Garza (2014), in her
study where she touches on the main characteristics of the model with examples from
higher education, posits that there are a number of flipped classroom applications in
higher education recently. This response to the speculated drawback of the model is
supported by one of the pioneering and most cited studies ever conducted in the
literature by Lage, Platt, Treglia (2000), with the aim of inverting their economics
classroom. This criticism seems partly related to the misconception that the flipped
classroom must cover the whole curriculum and the result of a static pedagogy.
However, it is theoretically suitable to be tailored to match the specific needs of a
wide range of learners in any subject area at different stages of education from
primary to higher education (Abeysekera, Dawson, 2015; Bergmann, Sams, 2012;
Hung, 2015).

Rooted in these two main areas of criticism, the review of the related literature
explains challenges of the flipped classroom model in four categories: lack of access
to required electronic devices and the internet, lack of time, lack of the skills on the
parts of the teachers to apply the model and the students to be academically

successful with it and the tendency to employ traditional teaching approaches.

2.1.4.1. Lack of Access

Flipped classroom model becomes prominent with its heavy dependence on the
integration of technology into educational processes. However, one of the most
common pitfalls of the model seems to be the problem of lack of access to
technological tools required for the implementation of the model (Hanover Research,

2013). Nielsen (2012) who asserts that many students do not have access to such
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technology at their homes and schools shares this disadvantage of the model. As a
result, the model creates inequities among students for the disadvantage of those
living in underprivileged conditions. On the other hand, this kind of argument may
not be consistent with the realities of today’s technology driven world since it
becomes easier day by day for even the millions of people living in poverty to attain
technology (Arnold-Garza, 2014).

Despite these problems of access to necessary technology due to socio-economic
conditions, it is teachers’ responsibility to list those who lack of necessary
technological standards employing kind of survey before the implementation of the
model (November, Mull, 2015). Accordingly, as a solution, teachers can multiply the
delivery of the content. In other words, they can save the multimedia content onto
CDs or DVDs, which can give the students lacking internet or even computers the
opportunity to have an access to the content easily from home DVD players
(Bergmann, Sams, 2012). As another solution including the former one, November
and Mull (2015) suggest that by understanding their communities and working in
coordination with both local libraries and community, schools can make the
delivered content easily accessible for the students. As a result of this discussion
about the lack of access to technology as an important pitfall of the model, it can be
contended that such barriers can be easily solved through an elaborate planning made

by flipped institutional bodies to create possible alternatives for those lacking access.

2.1.4.2. Lack of Time

Flipped classroom model depends on the use complex lecture tools embedded with
the technology. This aspect of the model increases the load on teachers’ shoulders
and obliges them to spend a great deal of time to prepare the content for the flipped
class (Arnold-Garza, 2014). This characteristic of the flipped classroom model is
highlighted as a problematic issue (Bergmann, Sams, 2012; Lage, Platt, Treglia,
2000). In addition to spending time on preparing the technological lectures together
with the exercises and the materials that will be used in the classroom, teachers also
need to allocate much more time to learning skills to create required video content
for the courses (Educause, 2012). Moreover, as set by Arnold-Garza (2014), planning
of the whole course including the preparation of video lectures, assignments and

adapting students to this new way of teaching and learning demands a substantial
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amount of time. However, this aspect of the model indicated as a downside can be
easily challenged. As a solution, it can simply be asserted that recycle and reuse of
the content materials after the first implementation will reduce the time spent by the
teachers on creating materials for the future flipped classrooms (Arnold-Garza,
2014). On the other hand, it is not true to expect that teachers must prepare the whole
content for their classrooms. Regarding this point, November and Mull (2015) state
that school leaders or administrators can hire those who are able to combine content
knowledge and technology to create attractive videos. In addition to a group of
professionals working to create the video content that will be employed by the
teachers in the flipped classrooms, commercially purchased or free content prepared
by a website cooperation such as Khan Academy, including a number of
professionally made educational videos in different content areas, can be another

way to challenge the specified disadvantage of the model.
2.1.4.3. Lack of Skills

Apart from the necessary skills to create the video content for the courses, the flipped
classroom model requires the teachers to have and develop the ability to use the
technology and the learners to have the literacy media skills to learn from the media
(Educause, 2012)

In the first fold of the necessary skills for the adequate implementation of the model,
the flipped teachers do not need to be able to create professional video content for the
courses (November and Mull, 2015). However, they must possess the ability to
choose from the ready-made videos and modify and adapt it to their learners
(Bergmann, Sams, 2012). Moreover, teachers must be aware of some concerns if
they decide to flip their classrooms. To be aware of such points ranging from the
quality of the video recordings, their content consistency to their length, teachers
must be made familiar with technology and educational media tools through a
professional development program (Baker, 2000). As a result, to administer the basic
point of the model adequately, teachers need to undergo a program that will donate
them with the skills supporting not only their professional development but also their

personal development.

In the second fold of the skills required by the model, the students are seen critical to

have, develop and process the literacy media skills to reach, locate and use the media
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(Hamdan, et. al., 2013). When the place and function technology possesses in today’s
life into account, it seems easier to accept that it is a must for the learners to have a
medium level of media literacy skills in order to meet the demands of the globalizing
world. Furthermore, the issue is much more critical for the flipped classroom model
when its dependence on the technology is considered. As a result, it is suggested in
the related literature that teachers must share time at the beginning of the term to
explore their students’ media skills and organize a plan to build and develop them to
open the pathway for the success in the course (Arnold-Garza, 2014; Bergmann,
Sams, 2012; Lage, et al., 2000). As a result, students will have a basis on which they
can attain higher and more critical thinking skills that will help them synthesize new

information and reflect on it in the real life problem solving tasks.

2.1.4.4. Challenge of Traditional Approach

The flipped classroom model is theoretically based on blended learning and active
learning (Hung, 2015). Different from e-learning, it includes the implementation of
active learning aided by face-to-face problem solving experiences during class time
followed by instructional video content in the form of assignments outside the
classroom. This concept of teaching fosters independent learning and allows students
to reflect on their factual knowledge in meaningful problem solving activities
(Brame, 2013; Prince, 2004). The related literature includes the examples citing the
strengths of the flipped classroom model in different dimensions consistent with the
goals it is set to pursue (Bergmann, Sams, 2012). However, these cited strengths may
also turn into disadvantage for some other students. This disadvantage can be better
seen in the probable mismatch between students’ learning habits and flipped
classroom model’s media embedded teaching style. In other words, on the contrary
to those who like to take more control of their own learning, some students may need
more assistance since they may not be able to manage their own time and work
(Arnold-Garza, 2014). Moreover, on the contrary to the fostering impact of pair work
and meaningful activities, there are some situations when the students may want to
work alone (Ash, 2012).

In addition to learning preferences of the students, the quality of the video lectures is
also another point of discussion exerting an impact on the success of the learning and

teaching process in flipped learning model. Firstly, as put forward by November and
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Mull (2015), video lectures which last more than ten minutes and in which the
students have no voice can passivate the learners in the flipped classroom. Due to a
wide range of differences among learning styles of the learners, there may be some
students who do not want to sit at their homes spending time on one-sided videos that
aim to directly transfer the information. As a result, these videos, which do not allow
students to interact with the information presented, may end up with a “bad
pedagogy” where the teachers use them as the only means of instruction (Nielsen,
2012, 46). However, this dependence on the use of videos should not be processed by
teachers to allocate more time to tests in the classroom. As a solution to this
criticism, November and Mull (2015) suggest that creating interactive videos through
online channels such as YouTube videos and Google forms that give a voice to the
students prepared by different teachers in different styles will form a resource library

tapping on different preferences over a period of time.

Similar to the learners, teachers tend to teach in the way they are already familiar
with (Hamdan et al., 2013). Within this respect, teachers may tend to deliver the
content to their learners not outside the classroom through online video lectures but
in the classroom through face-to-face interaction. Together with an objection to the
use of learning materials on some commercial education platforms, they may also
administer videos not blended with the element of active learning (November, Mull,
2015). These tendencies may be overcome over a period of time as teachers witness
the impact of flipped classroom model on their students’ academic performances.
Yet, their lack of ability to prepare professional videos can be challenged by either a
kind of in-service training on efficient use of electronic tools or hiring a professional

group of people able to create those videos (Arnold-Garza, 2014).

Stick deeply in traditional and direct teaching, teachers may feel less important than
ever in the flipped classrooms since teaching there is realized outside the classroom
through lecture videos (November, Mull, 2015). However, this is not the case since it
requires a detailed planning on the part of teachers. Furthermore, as asserted by
Nielsen (2012), the fact that flipped classroom model partly relies on a traditional
model of teaching and learning does not mean that lecturing brings learning
automatically with itself. Bergmann and Sams (2012) elaborate on this stating that
videos cannot simply replace the teachers just for injecting technology into teaching.

The success of it rather lies in its elaborate planning with blended approach where
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pedagogical awareness directs the instructional processes without abusing the videos

for delivering the content directly not to foster students’ critical and independent

learning skills (Miller, 2012)

As another criticism directed to flipped classroom model based on its concept of
teaching, there seems to be the problem of accountability in the related literature
(Arnold-Garza, 2014; Hamdan, et al., 2013; November, Mull, 2015). In other words,
by heavily depending on their teaching and learning routines, teachers question how
they will be certain that students have completed their assignments at home. This
video lecture side of the model is also criticized since it steals students’ time that
they can spend socializing with their friends and families (Nielsen, 2012). However,
this problem can be challenged by requiring students submit their reflections on each
of the videos sent through answers to the questions or some small quizzes they take
before they come to their schools (Johnson, 2013). Within this perspective, despite
the tendency to follow the most familiar approach during learning and teaching
process, teachers, over a period of time, may form their own library including a rich
array of resources and donate the learners with efficient materials for revision and the
opportunity to enlarge their skills since they will have more time to study with their
mates and teachers in problem solving activities in the classroom (November, Mull,
2015).

In conclusion, despite some drawbacks of the model discussed above, the related
literature also includes the examples that reflect the strengths of the model. They
range from efficient use of class time to more active and independent learning
opportunities for students helping them improve higher level thinking abilities
(Bergmann, Sams, 2012; Cole, 2009; Gannod, Berg, Helmick, 2008; Lage, et al.,
2000; Overmyer, 2012). In this respect, as stressed by Ash (2012), teachers must not
degrade the model to that where students watch video lectures at home and do their
homework more with the teacher in the classroom. Such a vision of teaching will not
be able to change the way students used to learn revolutionarily. Therefore, a
comprehensive awareness of the flipped classroom model rooted in blended and
active learning with a constructivist approach adopted by the teachers is inevitable so
that the model is best tailored for the needs of a specific group of learners (Nielsen,
2012).
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2.1.5. Research on Flipped Classroom Model

Literature on flipped classroom model, also coded as inverted, asserts this recent
technology-embedded-model as a specific type of blended learning design that is
highly based on the administration of technology to help students learn the concepts
of teaching outside the classroom and practise more on them in the classroom. With
its characteristics that embrace interactive group learning activities inside the
classroom, and direct computer-based online individual instruction outside the
classroom employing active learning techniques and students-centered theories,
flipped classroom model stands out as a remedy to be compatible with the needs of
students in the 21 century. However, the significant place of the model in dealing
effectively with technologically breathing students from all ages, especially
teenagers, does not seem to be reflected in research carried out to locate its
instructional effectiveness (Bishop, Verleger, 2013). Proving this lack of necessary
qualified body of research in the flipped classroom model, a review of the phrase of
the model, in the titles, abstracts or keywords of the articles in ERIC database by
Abeysekera, Dawson (2015) indicated only eight articles despite its Google
popularity. A similar search realized by the researcher of the current in Web of
Science database limited to social and educational sciences, explored only 82 of 354
articles written in English covering “flipped" or "inverted" classroom in their titles.
The publication dates of this limited number of articles ranging from 2012 to 2016
supported the claim that flipped classroom is a recent research area of interest. On
the other hand, these research studies were explored to be largely rooted studied in
STEM disciplines such as science, technology, engineering, and mathematics (Hung,
2015). Proving this claim, only 7 of 82 studies explored in Web of Science database

by the researcher himself focused on flipped classroom model in EFL.

Within this respect, in order to locate the research on instructional effectiveness of
the flipped classroom model in a wide range of disciplines including EFL, some
studies carried out in international and national contexts were reviewed below.
Accordingly, the first section of the following part was devoted to the review of the
studies in the international scope starting with some pioneering and proceeding with
more recent ones. In this first section, the studies conducted on the flipped classroom

in EFL were preceded by the review of those conducted in other fields. Following
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this, in the second section, the similar approach was adopted to review studies on
flipped classroom model in Turkish context.

2.1.5.1. Research on Flipped Classroom Model in International Scope

Over the last years, there has been a great emphasis on creating learning and teaching
atmosphere in various disciplines where students can spend more time on
participating in more interactive activities that will tap on the development of high
order skills (Kim et al, 2014). This type of atmosphere requires high level of peer
collaboration on the part of the learners and rigorous planning on the part of the
teachers to better respond to their needs and preferences in this digitally run period.
Flipped classroom, in this respect, appears as a model rooted in blended and active
learning that can meet these needs by flipping traditional classroom lectures with
out-of classroom assignments to allocate more time on enhancing higher order skills
(Strayer, 2012). Drawing on this framework of the model, there has been an
increasing interest in the research on the flipped classroom model in a wide range of
disciplines in education all over the world. Within this respect, this part of the study
aimed to provide a review of literature on flipped classroom model in education from

different aspects.

Attracting a high level of attention in the world of education recently, flipped
classroom model is claimed to be rooted in the applications of the late 1990s (Baker,
2000). Baker (2000) is one of the first of those to carry out a research on flipped
classroom model. Within this respect, Baker (2000) studied on the material that
could be used in flipping his two courses, Graphic Design for Interactive Multimedia
and Communication in the Information Age. With the use of an online content
management, Baker (2000) get the learners reach lecture notes on a web page and
work on the application of those contents in the classroom. In this study, Baker
(2000) aimed to place the rote transmission of the content in the classroom with
internet delivered presentations in order to provide the students take more control of
their learning by spending more time on higher cognitive skills. His action plan
based on four verbs as clarify, expand, apply, and practice was evaluated by students
through responses. Participant students were asked to evaluate their flipped
classroom experience with the other traditional courses they were taking. The results

indicated positive perception toward their flipped classroom experience. Students'
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comments also revealed that learning in two flipped classrooms was more individual
helping them take more control of their own learning thanks to online materials and
more active fostering cooperation with the peers through group activities in the
classroom. Presenting the results of this study in a paper at the 11th international
conference on college teaching and learning in Florida, Baker termed this method as
The Classroom Flip (Johnson, 2013).

Following a similar procedure to that of Baker (2000), Lage, Platt, and Treglia
(2000) carried out an experiment in their Introduction to Microeconomics course.
Referring to the concept as The Inverted Classroom, the researchers (2000) asked the
students taking the course to study on the videotaped content or PowerPoint
presentations before they came to the school in order to have more time in the
classroom to work on the problematic points with regard to the sent content and the
application of that content in group activities. In order to provide compatibility
between students' learning styles and the content, students were left free to read the
textbook, watch a delivered traditional lecture, or viewing PowerPoint presentations
or combinations of them. This study was carried out with 80 introductory economics
students in five sections of the course. Starting with question and answer section for
not more than 10 minutes, the courses were proceeded with an experiment, a lab,
group activities in the classroom to respond to the diversity of learning styles among
the students. A likert-scale followed by open-ended questions was used to locate
students' perceptions toward their flipped classroom experience. The results
evidenced positive reactions to the flipped classroom and its role in the increase in
the peer collaboration and interaction. In addition to students' preference of flipped
classroom to traditional classrooms, the results also revealed that flipped classroom,
thanks to the presentation of the content in a number of ways, better matched with

the diverse learner styles (Lage, Platt, and Treglia, 2000).

Two chemistry teachers, Bergmann and Samsare regarded as the pioneers and the
founder of the recent term Flipped Learning (Hamdan et al., 2013). Though not a
scientific research itself, Bergmann and Sams, in 2006, reported their observations
about students’ perception and achievement after adopting the model. These teachers
opened the highway for the flipped classroom with the aim of dealing with the drop-
outs and missed end-of-day classes of their secondary school students in their science

classes. Therefore, they used podcasting and vodcasting their courses to help absent
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students. They uploaded their instructional content on a YouTube channel to provide
those students with an access to compensate their drop-outs. Later seeing that,
students who regularly attended the classes also made use of these delivered content,
increasing student interaction and peer collaboration more in the classroom,
Bergmann and Sams stepped forward to flip their classes since 2009 and published
books and articles on the model (Bergmann and Sams, 2012). Contributing to setting
the term as Flipped Classroom in K-12, Bergmann and Sams were attributed as those
who popularized the model rooted in the implementation of others preceding them.
Since then, Sams and Bergmann, initiating the foundation of Flipped Learning
Network™ (FLN), attempted to help educators providing them with necessary
knowledge, skills, and resources to with regard to the successful implementation of
model (Hamdan et al., 2013).

Strayer’s (2007) doctoral dissertation is regarded one of the earliest academic
discussion of the ‘flipped’ classroom. Strayer (2007) carried out his study to compare
the flipped and traditional classroom based on the perceptions of students in two
Introduction to Statistics classrooms at university. In this experimental study, one of
those classrooms was designed according to flipped classroom model and therefore
the content was delivered by an intelligent tutoring system outside the classroom. 23
students were engaged with each other to through active learning activities in the
classroom. On the other hand, the other classroom was structured according to
traditional lecture and homework design with the participation of 27 students. At the
end of their learning experience, the students were asked to self-report their
perception of their experience through College and University Classroom
Environment Inventory. The data was enriched through field notes, mid-term and
final exam notes, classroom transcripts, student interviews, student focus groups,
researcher journal entries and student reflections. The results revealed that students
in the flipped classroom reported better cooperation with their peers while they were
not content with the design of the classroom, which was found to contribute to the
unsettledness of the students. On the other hand, no impact of the model on students'
success was explored. In this respect, this study by Strayer (2007) provided results
that must be taken into account while shaping the design of the model and employing

that model in the classroom.
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The flipped classroom literature hosts a number of studies attempting to locate the
impact of the model on students’ academic performance in STEM in addition to their
perceptions of the model (Arnold-Garza, 2014). In order to provide an example for
those studies focusing on the discipline of engineering, the study conducted by
Gannod, Burge and Helmick (2008) was reviewed. In this paper, the researchers
adopted the term inverted classroom for the model. Within this study, the researchers
proposed how to invert software engineering curriculum at Miami University. In
addition to this, Gannod, Burge and Helmick (2008) reported the results of a piloted
inverted course (Service Oriented Architecture) and their experiences of some other
courses (Fundamentals of Programming and Problem Solving and Data Abstractions
and Data Structure) that were being piloted at the time of the study in 2007.
Podcasted lecture materials for the inverted course ranged from PowerPoint
presentations and screen casts to video blogs. The results were acquired through the
administration of Small Group Instructional Diagnostic (SGID), a technique
generally used at Miami University to learn how students evaluate specific courses.
The results yielded positive perceptions of the inverted classroom implementation. In
specific terms, the students experiencing this piloting classroom appreciated the use
of a number of techniques by the instructor and software demonstration podcasts as a
valuable means of learning. As a result of this study, Gannod, Burge and Helmick
(2008) asserted flipped classroom in engineering as a model exploiting the benefits

of collaborative and distance learning.

Another large-scale experimental study conducted by Zappe et al. (2009) aimed to
explore instructional effectiveness of the model in the discipline of architecture. In
other words, this study was carried out in an undergraduate architectural engineering
course with the participation of 95 students enrolled at Introduction to the Building
Industry course. The researchers aimed to explore students' use of delivered video
content and their perceptions of flipped classroom. Within the course, the teacher
designed the instruction of one of three topics using iTunes video content in the
spring term of 2008. Students were ensured to watch the videos through online
quizzes based on the feedback gathered from the administration of piloted flipped
classroom session before the study, the survey including checklists, rating items
followed by open-ended questions was applied to the students. The results indicated

that the students were eager to use their time out of the school to watch the delivered
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instructional videos. Furthermore, the participant students also perceived flipped
classroom had a positive impact on their understanding of the course content.

Another study that can be evaluated to meet flipped classroom model criteria was
conducted by Moravec et al (2010). In this study, the researchers searched the impact
of flipped classroom model on students’ performance in a large introductory biology
class for three of 30 period-classes at University of California in 2009.1n this respect,
the participant students were asked to cover Learn Before Lecture (LBL) material as
termed by the researchers. These included watching narrated PowerPoint videos and
completing a worksheet in advance to the course. This was done to use the time in
the classroom for enhancing students' abilities to apply the content knowledge. The
data was gathered through students' performance in the exam questions related to the
flipped topic. The comparison of students' marks in the flipped content in 2009 with
the traditional content in 2007 and 2008 explored that students' performance in LBL
content was significantly higher. In more specific terms, this type of instruction

resulted in the increase of 21 % in students' academic performance in biology.

Another study penned by Valenza (2012) was found valuable enough by the
researcher of the current study to be shared in the review of related literature on
flipped classroom. The reason behind this is the important figures included in the
article. In the article entitled as “The Flipping Librarian”, Valenza (2012) included
the results of a survey administered by the Flipped Learning Network. The results of
the survey evaluated the flipped classroom from the viewpoints of the teachers with
regard to their job satisfaction, students’ performance and attitudes. In this study, 453
instructors from different fields were surveyed. 88 % of them reported that flipped
classroom fostered their level of job satisfaction while 67 % of them stressed that
their students’ performance at tests improved. Finally, 80 % of the participants
expressed positive impact of the flipped classroom model on students’ attitudes
toward the courses and the learning content while the responses of 99 % of the
educators indicated that they were eager to implement the model in their classes

again next year.

Despite the density of research studies on STEM disciplines in the literature about
flipped classroom model, there have been few efforts to conceptualize it in the
context of medical education. In order to provide a review of related studies on a

wide range of areas as much as possible, the current researcher handled the study
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performed by McLaughlin et al. (2013). Within this respect, McLaughlin et al.
(2013) aimed to search the impact of flipped classroom model on students’
engagement, performance, and perceptions in a basic pharmaceutics course at two
satellite campuses of the University of North Carolina. In this mixed method study,
the researchers (2013) surveyed the participant 22 students for their perceptions and
engagement behaviors at the beginning and end of the flipped course. The students
were asked to watch the video lectures delivered to them through the course web site.
For performance indicators, the researchers used the results of final exams from 2011
and 2012. This comparative study was conducted with the participation of the
students taking the basic pharmacy course in traditional and flipped designs in 2011
and 2012 respectively. As a result, the researchers cited the enhancing impact of the
flipped model over traditional model on students’ learning. In other words, students’
support for the learning content increased significantly stressing the positive impact
of learning the content before coming to school on their ability to deepen their
understanding of the related content. However, on the contrary to commonly cited
result in the literature on the flipped classroom model, the researchers (2013) found
no significant difference between students’ academic performance in 2011 and 2012.
Yet, qualitative data attained from the surveys revealed that the participant pharmacy
students believed in the impact of the flipped model on their potentials to develop

and be better engaged with the course.

Building on the gap in the related literature due to some limitations occurred by the
design of flipped classroom itself, Kim et al. (2014) initiated a different comparative
mixed method study with the participation of 3 instructors and 115 students enrolled
in three separate classes in the departments of engineering, social studies and
humanities at the University of Southern California in the fall term of 2012. In order
to come up with some principles guiding a more comprehensive flipped design, the
researchers aimed to explore students' and teachers' perceptions of the flipped
classroom application. A four-likert scale with 50 items was employed to collect
students' perceptions of the model. Then, students who were found to perform at two
opposite poles were interviewed through a semi-structured protocol. Teachers'
perceptions of the model, on the other hand, were gathered through the
administration of Instructors Reflection Protocol. Based on the Revised Community

of Inquiry (RCOI), the researchers analyzed the both quantitatively and qualitatively.

44



The results of the study showed students in general posited positive impact of the
flipped model on their understanding of the content and their performance in the
related area. However, students' positive perceptions of the model were significant
than those in the departments of engineering and humanities. Centring the analysis of
the collected data around such four sub-scales of RCOI as cognitive presence, social
presence, teaching presence, and learner presence, the researchers proposed nine
principles that guide the flipped model. As a result, Kim et al. (2014) suggested a
broader concept model of the flipped classroom limited to exchange of in and out of
classroom activities to help the teachers meet students' needs in a wide range of
disciplines.

In STEM courses, there has recently been a popular increase in using flipped
classroom model approach thanks to the advances in technology. The study carried
out by Love et al. (2014) is an illustration of the reflection of this tendency into the
dimension of mathematics. The researchers (2014), within this respect, aimed to
compare traditional lecture model and flipped classroom model in applied linear
algebra course with the participation of 55 students in two sections. The sections
were randomly assigned as flipped and traditional lecture model implementation.
Students’ academic achievement was evaluated according to three common midterm
exams and a comprehensive final exam while end-of-semester survey developed by
the researcher was administered to measure their perceptions of the model. The
results of students’ performance in the exams revealed no significant difference
between the students in the flipped classroom and traditional lecture model designs.
However, students’ performance in the flipped classroom had a more significant
increase between the exams than those in the traditionally instructed classroom. On
the other hand, the results of the survey indicated positive attitudes of the students
toward flipped classroom implementation. More specifically, these students reported
to enjoy peer collaboration aspect of the model stressing its positive impact on their

ability to learn and remember better.

A study representative of common tendency to look for the instructional
effectiveness of flipped classroom model or students’ perceptions of it in the related
literature was fulfilled by Gilboy, Heinerichs and Pazzaglia (2015). This research
study is valuable since it incorporates flipped classroom model with Bloom’s

taxonomy. The main purpose of this study was to illustrate the basic framework with
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regard to the implementation of the model and students’ perceptions of it in
comparison with traditional teaching models. Within this respect, 2 undergraduate
nutrition courses were redesigned adopting the flipped classroom model in a manner
to cover their three components termed as before class, during class and after class
sessions. By a template provided by the researchers (2015), these 2 courses were
ensured to include all levels of Bloom's taxonomy. While the first two steps were
devoted to focus of lower levels of Bloom’s taxonomy, the last component aimed to
enhance higher order skills such as application, analysis, and synthesis. Four topics
within 2 undergraduate nutrition courses were taught to 196 students at West Chester
University following this design. 5-point Likert Scale developed by the faculty
member having experience on the model was found to be reliable assessor of
students’ perceptions of flipped classroom model (o = .71). 142 students taking the
courses responded to the survey items. The results indicated students were highly
satisfied with their flipped classroom experience. In addition to students’ preference
of instructional procedures followed during 3 sessions of the courses to traditional
approaches, their responses to open-ended guestions of the survey also reported that
students liked to take responsibility of their own learning studying and proceeding at
their own pace. By embracing the implementation of the model with a
comprehensive approach covering Bloom’s taxonomy, Gilboy, Heinerichs and
Pazzaglia (2015) provide concerned bodies with important suggestions to ensure the

success of the model.

Flipped classroom is mostly regarded in the literature as a teaching model compatible
with the changing tendencies of today's students to learn and teachers to teach. In this
respect, educational scholars continue to introduce its application in various
disciplines. The study conducted by Long et al. (2016) is one of the representative
studies in the recent literature on the implementation of flipped classroom model in
educational context. This study takes the form of the effort to reflect on not only
students' but also teachers' perceptions of and attitudes toward the use of the model in
The Technology-Enabled Active Learning (TEAL) classroom. This classroom is
defined by Long et al. (2016) as a "small capacity classroom equipped with
multimedia projectors, white boards, laptops, and tablets, and utilizes modular tables
for flexibly configured working arrangement” (46). An instructor and 55 students

from different majors in science and engineering who took flipped TEAL course
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participated in the study. The data was gathered from the instructor and 5 voluntary
students from five different majors through the administration of a semi-structured
interview. As a result of the thematic analysis qualitative data, the model was
reported to assist students in increasing their learning motivation while enhancing
their collaborative skills and problem-solving skills. On the other hand, despite
students' and teacher's positive attitudes toward the flipped TEAL classroom, some
critical suggestions were proposed by them about the design and organization of
learning environment, technology. In other words, the participants' suggestions about
the duration of the pre-class videos and warnings on the distractions that can be
caused by the technological environment in the classroom may lead the flipped

instructors to draw a framework that will enhance instructional effectiveness.

Review of recent literature on the implementation of flipped classroom in
educational contexts has indicated that flipped classroom model has become popular
at all educational levels with a significant density in STEM disciplines. The reason
behind this may stem from heavy reliance of STEM disciplines on traditional lecture
design to transmit knowledge (Hung, 2015). It seems that the promise of the flipped
model to enhance lecture delivery by using classroom time more effectively through
collaborative and problem-solving in-class activities to increase class preparation,
interaction and performance attract the attention of scholars interested in STEM
fields. However, scholars from social sciences or humanities attribute little
importance to transmission of knowledge by trying to help their students construct
their own knowledge since they already favour inductive teaching methods (Hung,
2015). Despite this, although limited, flipped classroom gains attention in some other
fields ranging from medicine to social sciences (Reid, 2016). This insufficient
interest is also reflected into EFL. Supporting this claim, the researcher of the present
study explored in a search restricted to educational science research area in Web of
Science that only 82 studies including "flipped classroom or “inverted classroom” in
their titles were articles written in English. A search for “foreign” or “English”
within these results indicated only 7 of these studies were conducted about the
flipped classroom regarding different aspects of EFL. Moreover, these 7 articles were
found to be published in 2015 to 2016. In this vein, some of these articles were
touched below to expand the review of literature on flipped classroom to non-STEM

fields in a way that will include EFL.
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One of the recent steps to introduce flipped classroom model into EFL was taken by
Hung (2015). Hung (2015) designed a post-test-only quasi-experimental study in
order to examine the impact of flipped classroom model on 75 EFL learners', taking
a communicative course at a Taiwanese university in Taiwan, academic
achievement, their attitudes toward the course and their engagement levels. In this
respect, the students participated in three designs of flipped classroom termed as
structured, semi-structured and non-flipped lessons. By the administration of a Test
of English as International Communication (TOEIC), the participant students were
found to have no significant differences with regard to their proficiency levels.
Therefore, they were randomly assigned to three designs of classrooms. Each group
took the lessons for three weeks. While Web Quests and TED-Ed tools were used for
structured and semi-structured classes, traditional lecture model was followed with
non-flipped lessons. The data for the study was gathered using end-of-lesson
assessments given in the week following the lessons. Lesson study logs were
employed after the completion of each lesson to let the students self- report time they
spent on watching the videos in advance to the classrooms. On the other hand, a five-
point likert learning experience questionnaire including 26 items and a semi-
structured interview with 18 students from different achievement scores across three
instructional groups were also employed. As a result of quantitative and qualitative
analysis, it was explored the flipped classroom had a positive impact on EFL
learning. In more specific terms, students in structured and semi-structured flipped
classrooms performed academically better, developed more positive attitudes toward

EFL while allocating more of their time to study before they come to school.

The experimentally designed study conducted by Leis, Cookie and Tohei (2015) took
the form of another attempt to tap the issue of flipped classroom model in EFL. The
researchers expanded the model to EFL in Japanese context and included 22
Japanese university students taking two English composition writing courses at two
universities in Japan yielded results that indicate the positive impact of the model in
EFL writing. As a pre-test, students were asked to watch a video in the classroom
and write a composition about it. The number of the words they produced in this
composition were recorded to compare with their post-test scores. Then, students
were assigned to flipped and traditional writing classes following the same schedule

and textbook. The experiment lasted ten weeks. During nine weeks, students in the
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traditional classroom based on a keynote presentation lecture while slides converted
into movie were sent to those in the flipped classroom on YouTube. This naturally
differed the amount of time spent in the classroom on writing composition every
week. At the end of this ten-week process, students were asked to repeat the same
task they took as pre-test. Participants were also asked to complete a survey to have
the data that shows duration of time they spent before and after the class each week
during the course. To elaborate on the results produced by the study, the students
taking the flipped writing course were found to spend significantly much more time
on getting ready for the course. This difference was based by the researchers (2015)
on the wide range of instructional options such as watching the video, practicing to
write a composition or looking up a dictionary when compared to those in the
traditional classroom whose options were limited to doing homework or flicking
through the pages of a dictionary. Surprisingly, no difference between the time spent
after the class was found although the students in the traditionally designed
classrooms were expected to do their homework. This showed that students
experiencing the flipped classrooms spent time after the class as much as those in
traditional class. They were reported to watch the delivered videos again. In terms of
the number of the words produced in the post-test, post-tests taken by students in the
traditional and flipped classrooms were compared. This indicated students taking the
flipped course wrote compositions including significantly higher number of words.
Finally, comparison of pre and post-tests among control and experiment groups
revealed significantly enhancing impact of flipped classroom on Japanese EFL

students' writing skills.

A recent study performed by Hao (2016) contributed to the expansion of literature on
flipped classroom. Approaching the issue from a different aspect, Hao (2016)
focused on the concept of flipped classroom readiness covering the factors exerting
an influence on it. In order to explore the relationship between flipped classroom
readiness and a number of personal characteristics, 387 7™ graders in an EFL
classroom in Taiwan were included in the study. To obtain data that shows the
participant students’ readiness for the flipped model, a 5-point Likert Flipped
Learning Readiness Scale (FLRS) including 27 items was developed by the
researcher. The scale was found to base on five sub-scales (o = .75 to .92) as follows:

“Learner control and self-directed learning, technology self-efficacy, motivation for
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learning, in-class communication self-efficacy, and doing previews” (Hao, 2016,
297). The personal characteristics in the study were reported to cover gender, support
outside the school and resources, use of internet, foreign language beliefs, and
perceptions of English teachers. Within this respect, the Beliefs about Language
Learning Inventory (BALLI) was used to measure students’ beliefs about foreign
language learning while the Semantic Differential Scale (SDS) was administered to
find out their perceptions of their EFL teachers. The data with regard to other
personal characteristics was gathered through some items added into the specified
scales. SPPS was used by the researcher to conduct factor analyses, t-tests, one-way
analyses of variance (ANOVA), the Pearson Product-Moment Correlation and
multiple regression analyses. As a result of these analyses, it was explored that
students were ready for the flipped classroom in a range from slightly above neutral
to below-neutral. Compatible with the dynamics of this technological era, students’
highest readiness was explored to be for technology self-efficacy sub-scale while the
lowest was found to be for in-class communication self-efficacy and doing previews.
Furthermore, sub-scales of BALLI were found to be significantly correlated with the
sub-scales of FLRS. On the other hand, three sub-scales of SDS, teacher
competency, teacher appearance and empathy, was found to be correlated with all the
sub-scales of the readiness scale excluding technology self-efficacy sub-scale. In
terms of other personal factors, support outside the school, availability of online
learning resources, their language performance, study time and use of internet for fun
were explored to predict high level of flipped classroom readiness while gender was
found to have no impact on it. The results yielded a rich body of information to
theoretically conceptualize flipped classroom in EFL and help EFL teachers design
their classes in a way to embrace all the aspects of personal variables surrounding

flipped classroom model.

Kvashnina and Martynko (2016) stepped further to analyze the potentials of flipped
classroom in English as a Second Language (ESL) teaching setting. With this aim in
mind, the researchers (2016) conducted an experimental study with students taking
English for engineering course at Tomsk Polytechnic University in Russia. The
analysis of the collected data yielded results compatible most of the related research
studies. In other words, the study confirmed the positive impact of flipped classroom

on students’ performance, motivation and learning skills. To set the results in detail,
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the students taking the flipped course scored on the tests 28 % higher than those
taking the traditional course. In addition to the significant difference between their
performances, the students in the flipped classroom got more motivated to learn with
an enhancement on their learning skills. However, Kvashnina and Martynko (2016)
warned based on the results that certain parts of ESL classes were suitable to be
flipped, which leads the teachers to carefully analyze the course content.

To deepen the understanding about the implementation of flipped classroom in EFL,
a qualitative case study conducted by Shaffer (2016). This study aimed to approach
the issue of flipped classroom from the point of a teacher implementing the model.
Within this respect, Shaffer (2016) conducted this research with an English teacher
of more than 20-year experience and a master degree in educational technology using
the model for the first time. This teacher was teaching 6 11" graders in U.S. literature
class at a high school in the South western United States. To have a better
understanding of the issue, Shaffer (2016) followed triangulation and collected data
from interviews, field notes, and documents. The researcher had 3 semi-structured
interviews with the teacher before, during and after the implementation. Documents
were collected from the teacher’s different materials utilized during the course.
Observations of the planning of two-week unit on The Great Gatsby by F. Scott
Fitzgerald and classroom interactions turned into data in the form of field-notes.
Through the thematic analysis of the data, it was explored that many aspects of the
teacher such as planning, use of technology, pedagogical posture and efficient
management of time were affected by the flipped classroom model. On the other
hand, the teacher in the study reported that the flipped model motivated the students

fostering the classroom interaction.

Review of the literature covered above revealed that there is a buzz around the
flipped classroom as a new teaching model in a wide range of academic disciplines at
all levels ranging STEM fields and natural sciences to educational and the social
sciences (Bishop, Verleger, 2013; Reid, 2016). Despite a few qualitative or mixed-
method studies, most of the research followed an experimental design that assigned
two groups of students to flipped and traditional classrooms. Participant students at
different educational levels were engaged in tasks varying in type, length, and
content in different fields. Despite some minor differences, the studies yielded

consistent results with regard to the impact of the model on students’ performance,
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motivation, attitudes, perceptions, self-efficacy beliefs, learning skills and teachers’
pedagogical views and their efficient use of classroom time. In this vein, the common
thread in this review of literature is that flipped classroom model in different
disciplines facilitates students’ motivation to learn, attitudes toward their courses by
enhancing their beliefs in their abilities to be successful in a learner-centered
classroom atmosphere. Moreover, by helping the instructors create more classroom
time to promote higher order skills by increasing the resources they have. However,
flipped classroom is reported in the related literature not as a cure for all types of
educational problems but as a strong potential to enable learning with a careful and
an effective planning that will consider its possible constraints.

2.1.5.2. Research on Flipped Classroom Model in Turkish Context

Review of recent literature on flipped classroom in education has strongly indicated
that the model is subject to significant amount of attention from a number of
different fields. The review of this related literature explores significant contribution
of the model to a wide range of educational environment (Uzunboylu, Karagozlu,
2015). However, these efforts, also clarified by the search on web of science for
"flipped" or "inverted classroom™ resulting in 82 articles from educational research
area, are insufficient to "detail the design principles of the flipped classroom™ and
what aspects of flipped classroom implementations explicitly benefit teaching and
learning” (Kim et al., 2014).

Similar to international literature, there seems to be a lack of studies on the
implementation of flipped classroom model in Turkish context. This rare effort on
flipped classroom model in the context of Turkey is proved by the researcher of the
present study. The researcher, in this respect, searched for "flipped" or "inverted"
classroom in the titles of the articles published in the journals indexed in Turkish
Journal Park Academic. Accordingly, 4 articles (Basal, 2015; Kara, 2016;
McKeown, 2016; Zeren, 2016) were explored to be published on the flipped
classroom implementation in 2015 to 2016. Following a similar approach, the
researcher enlarged the search to the database of Council of Higher Education Thesis
Centre. As a result of this search, the researcher explored only eleven thesis were
carried out in 2014 and 2016. Seven of these were master thesis while the other four
were thesis for the Philosophy of Doctorate (PhD) degree (Akgiin, 2015; Aydin,
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2016; Balik¢i, 2015; Boyraz, 2014; Ekmekei, 2014; Genger, 2015; Kara, 2016;
Sirakaya, 2015; Turan, 2015; Yavuz, 2016; Yigit, 2014).At this point of the study,
the researcher summarized some of these studies in order to provide a basis of
studies in Turkish context on which the results yielded by the present study could be

better evaluated.

In terms of the articles located in the database of Turkish Journal Park Academic,
three articles were found to be published in 2016 while the remaining one was
explored to be published in 2015. Of these studies, the one penned by Kara (2016b)
was not a research study but a review of the related studies to cover all aspects of the
model in education. Since this study produced no original data to be compared with
the present study, it was not included among those studies conducted in Turkish

context.

Another study conducted by Zeren (2016) took the form of the attempt to find out
university students' perceptions of flipped classroom in a non-EFL field in Turkey. In
this perspective, the study included 135 students from geography major at a
university in Turkey. These participant students were taking four flipped courses in a
geography programme in the Faculty of Science and Literature. The participants
were provided with the resources electronically a week before the course.
Accordingly, they were asked to watch PowerPoint presentations, videos, read the
articles and answer the short exams by preparing extra question. In this descriptive
study, the main source of data was gathered from students' compositions about
flipped classroom model including their suggestions for improving its quality. This
data was analyzed qualitatively adopting a thematic approach. As a result of it, 8
categories regarding the participants' observations on the advantages of flipped
classroom and 4 categories regarding their suggestions for fostering its application
were formed. Generally, the results indicated positive impact of the model on
affective factors such as attitudes toward the lesson, anxiety and motivation.
Furthermore, it was explored to facilitate students' cognitive abilities including
critical thinking, planning and realizing inquiry, dealing with their misconceptions,
independent learning and deepening understanding. On the other hand, the
participant students' suggestion categorized in the study promised significant data
that should be taken into account by the instructors or curriculum designer that aim

to come up with an effective flipped classroom model. Accordingly, such a model is
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reported to require to vary activities implemented in the classroom in order to
address as many different learning styles as possible. It also requires to ensure all
students have an access to the necessary technology and not to base all of the lecture

on the presentations outside the classroom.

On the contrary to the aforementioned two studies (Kara, 2016; Zeren, 2016), the
remaining two studies (Basal, 2015; McKeown, 2016) detected in the search for the
related studies in Turkish context were explored to focus on flipped classroom in
EFL. Compared to 7 EFL related flipped research of 82 studies in the international
scope, the total number of studies seems dramatically low. Yet, the number of studies
focusing on its application in EFL stands for 50 %. The first of these two studies was
conducted by Basal (2015). In that study, 47 prospective EFL teachers taking
Flipped Advanced Reading and Writing I-11 course participated in 2012-2013
academic year. Similar to the study conducted by Zeren (2016), Basal (2015) aimed
to explore participant prospective English language teachers' perceptions of flipped
classroom model through a qualitative design based on content analysis of their
responses to the question on the benefits of using video lecture in the specified
course. Since students were given no information about flipped classroom, the
question was worded as "What are the benefits of using video lecture in Advanced
Reading and Writing 117" (Basal, 2015, 31). The implementation of the model lasted
two terms at university in Istanbul. Based on the problems determined in the fall
term, the model was redesigned. Accordingly, the students were asked to provide
secret words included in the videos during in-classroom sessions to ensure that they
watched the videos in advance to classroom. A learning management system (LMS)
was used to deliver the lecture content, limited to 15-minute-videos, to the students at
least four days before the lesson. Themes formed as a result of content analysis
revealed positive impact of the model on EFL in different dimensions. First of all, it
was analyzed to foster the quality of students' preparation for the course through the
delivered professional content. Pushing the lecture content outside the classroom, the
model was found to eliminate the constraints caused by the limitations of time.
Allowing the students proceed in the course at their own pace by letting them watch
the videos again whenever they want, the model is found to facilitate the interactive
learning environment in the classroom. With these results, Basal (2015) thinks the

success of the flipped classroom model lies in the teachers who implement and
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stresses its potential to be used in different EFL courses with a comprehensive
planning of outside and inside the classroom sessions.

Second and the last of studies reflecting flipped classroom model into EFL in
Turkish setting was conducted by McKeown (2016). The researcher, in this study,
adopted case study design to shed lights on the implementation of the model in the
foundation year English Language Preparatory Program at a private university in
Istanbul. In an environment where the learners were EFL learners and the teachers
were native, the English Language Preparatory Program was redesigned by a team of
14 instructors. Since this team decided they spent most of their classroom time on
grammar, they focused on creating resources for grammar presentations. As a result,
they came up with 250 videos and the classes were equipped with a smart-board
while each student was provided with a tablet. This new program was used with 419
students in 2014-2015 education year. Despite providing information on how to
create resources and structure the assessment, the researcher (2016) did not mention
about how the data was gathered or analyzed. Yet, the results were grouped into two
as "successes and areas for development” (McKeown, 2016, 148). In terms of the
successes of the model, the students were described to enjoy the use of technology as
a natural part of their daily courses. Enabling to spend more of the classroom time on
student-centered interactive tasks, the model was reported to exert a positive impact
on students' collaboration and teachers' ability to manage the interaction in the
classroom. Students' satisfaction was measured through online survey on whose
reliability and validity procedures no information was shared. The results revealed
students' satisfaction with the model ranging from 58 % to 95 %. 50 % of the
students reported to study English outside the classroom ranging from 1 to 15 hours.
In addition to its impact on the pass rate over the expectations at 84%", 70 % of the
students reported that their English improved thanks to the model. The study
elaborated also on the areas that should be considered to develop in order to help
those interested in flipped classroom model in EFL setting. Within this respect,
McKeown (2016) suggests that both students and teachers are provided with support
to be effective users of technology through orientation sessions. This study, in this

way, promises a rich body of information to redesign in-service teacher training.

In addition to four articles on EFL in Turkey, eleven studies, seven of whom were
master thesis, (Akgiin, 2015; Aydin, 2016; Balik¢1, 2015; Boyraz, 2014; Ekmekgi,
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2014; Genger, 2015; Kara, 2016a; Sirakaya, 2015; Turan, 2015; Yavuz, 2016; Yigit,
2014) were found to be conducted on the implementation of flipped classroom model
in different educational contexts in Turkey. The search for “flipped classroom” in the
database of Council of Higher Education Thesis Centre revealed nine studies were
conducted on non-EFL setting. Surprisingly, seven of these studies were explored to
be conducted within the department of Computer Education and Instructional
Technology at different universities in Turkey. The common thread in these studies
was that Turkish scholars followed pre-test post-test quasi-experimental design in
order to explore the impact of flipped classroom model on the participant students’
academic performance, their learning motivation and their attitudes toward the
attended flipped courses. In this part of the study, some of these seven studies
(Akgiin, 2015; Aydin, 2016; Balik¢1, 2015; Genger, 2015; Sirakaya, 2015; Turan,
2015; Yavuz, 2016) were reviewed to represent the mentioned effort in the literature

on flipped classroom in Turkey.

As an example of these seven studies centered around computer related programmes
in Turkey, Balik¢t (2015) structured a pre-test post-test experimental design to
determine the impact of flipped classroom on students’ academic achievement in
addition to their opinion about the flipped course. In this respect, 34 students taking
Web Editing course at the Department of Computer Programming at the Siverek
Vocational School of Harran University participated in the study. The course was
instructed following a traditional and flipped model in control and experimental
groups respectively during the spring term of 2013-2014 academic year. Compatible
to the common findings in the related literature, Independent-Samples t-test showed
significant difference between students’ scores of achievement test. In addition to the
impact of flipped classroom on the experiment group students’ academic
performance, the model was found to exert a fostering influence on students’

opinions about their course.

Another study by Turan (2015) sought to reveal the impact of the flipped classroom
implementation on students’ academic performance, cognitive load and their learning
motivation. In this comprehensive study devoted for philosophy of doctorate degree,
Turan (2015) majoring in the department of Computer Education and Instructional
Technologyheld a concurrent triangulation design to comprehensively detail the

flipped classroom model in education. In this vein, following convenience sampling
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method, 116 pre-service teachers, 58 in the control and 58 in the experimental group,
from an Early Childhood Education department in Ataturk University were included
in the study. The data for the study were collected through the administration of an
achievement test, cognitive load and motivation scales, student view questionnaire
and a semi-structured interview form. In the quantitative part of the study, Turan
(2015) administered achievement test developed by the researcher as pre and post-
test before and after the treatment. On the other hand, a 9 point Likert Cognitive
Load Scale was used at the end of each course in the experimental group and at the
end of each assignment in the control group. Furthermore, a 5 point Likert
Motivation Scale was used as only post-test in both groups. In the qualitative part of
the study to deepen the understanding about the flipped classroom model, Turan
(2015) developed and administered a semi-structured interview form and student
view questionnaire to the students experiencing the flipped model. The results of the
analysis of the quantitative data revealed the positive impact of the model on
students’ scores of achievement test and motivational scale while exerting a negative
impact on their scores of cognitive load scale. On the other hand, the analysis of
qualitative data indicated that students’ negative perceptions of the model when they
were first told about it before the treatment were changed into positive after the
treatment. As a result, fostering classroom interaction, retention skills, this
comprehensive mixed method study supported the idea that flipped classroom model
contributed to students’ performance, motivation and perceptions over the traditional

model rooted in lecture and homework procedure.

A thesis study for the philosophy of doctorate degree was performed by Sirakaya
(2015). The purpose of this mixed method designed study was two folded. In this
vein, Sirakaya (2015) first attempted to explore the impact of flipped classroom on
students’ academic achievement, self-directed learning readiness and motivation. In
the second fold, students’ perceptions of the model were aimed to be explored. This
study was utilized with the participation of 66 pre-service teachers (34 control, 32
experimental) from Guidance and Psychological Counselling department at Ahi
Evran University. These students were 4th grade students taking Scientific Research
Methods course in the fall term of 2014-2015 academic year. The students in control
and experimental groups were equalized based on the results of achievement test

developed by the researcher. Additionally, academic achievement was measured
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through quizzes scores, class activities scores. On the other hand, the data for self-
directed learning readiness and motivation was measured by administrating a 5 point
Likert Self-Directed Learning Readiness Scale and a 7 point Likert motivation scale
as pre- and post-test. For the qualitative data, a semi-structured interview form
developed by the researcher was used and students in the experimental group were
asked about the flipped course. During 16-week experiment, the experimental group
was asked to watch videos about the lecture content and complete the short quizzes
at home before the course in the classroom. The classroom activities were learner-
centered to facilitate classroom interaction. On the other hand, the students in the
control group were instructed following classic blended learning method. The
collected quantitative data was analyzed using t-test, one way Analysis of
Covariance (ANCOVA), and Multivariate Analysis of Variance (MANOVA) while
descriptive analysis was used to analyze the qualitative data based on pre-determined
themes. As a result, it was explored that the flipped model did not exert a significant
impact on two groups of students’ weekly performances. However, supporting its
role in the retention skills, students taking the flipped course were found to be
significantly more successful than the others in the control group based on the post-
test scores. In terms of self-directed learning readiness total scores, the students did
not differ. Yet, the flipped model was found to be effective on students’ motivation
scores. In addition to its positive impact on students’ learning motivation, the
qualitative revealed the model also fostered positive opinions about the course. Being
mostly compatible to the results covered in the literature, Sirakaya (2015) reflected
the model as a tool to help the learners develop a prejudice-free attitude toward the

course.

Another recent study was utilized by Yavuz (2016). This study was reviewed in this
part since it, on the contrary to other cited thesis studies, was conducted with the
participation of 27 female students at a VVocational and Technical High School in
Mardin. This study followed a mixed method design to find the impact of the model
on students’ academic performance and their perspectives of the model. In this
respect, ten graders followed their Information Technology course following a
flipped model for four weeks in 2014-2015 academic year. The data was acquired
through the administration of a multiple-choice achievement test developed by the

researcher. Students’ opinions about the course were elicited from focus group
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interviews following each flipped course during four weeks. The quantitative data
collected in the quasi experimental design was analyzed using Independent Sample t-
test. On the other hand, the qualitative data was analyzed following content analysis
approach. In the first fold, the study yielded results contradicting with most of the
literature. That is to say no significant difference was found between two groups in
terms of their scores of the achievement test. On the other hand, the focus group
interview produced comprehensive data about the negative and positive aspects of
the model from students’ perspectives. In this vein, students reported that the flipped
classroom model could be broadened to other disciplines since it increased their
motivation to learn. However, the participant students also provided the instructors
and designers of the flipped classroom model by warning them about necessity of
setting up technological infrastructure and training program about the model both for

teachers and students.

In addition to seven thesis studies (Akgiin, 2015; Aydm, 2016; Balik¢i, 2015;
Genger, 2015; Sirakaya, 2015; Turan, 2015; Yavuz, 2016) conducted by researchers
from the computer related departments, there are two more thesis (Kara, 2016; Yigit,
2014) focusing on flipped classroom in non-EFL fields in Turkey. The reason behind
reviewing these two studies in a different vein is that these studies were performed
by researchers majoring in fields that are neither computer related nor non-EFL. In
order to expand the scope of the review of the present study, these two studies were

also addressed briefly below.

As the first of these aforementioned studies, Yigit (2014) contributed to the diversity
of the studies focusing on flipped classroom model. Following a phenomenological
approach, Yigit (2014) designed a case study to evaluate the model based on the five
decision stages of Rogers’ Diffusion of Innovation Theory. In this vein, the case of
the study was adopted a private college in Istanbul using the flipped classroom model
in some courses. In the fall and spring terms of 2013-2014 academic year, Yigit
(2014) aimed to collect data from all the stakeholders of the model including 2
administrators, 17 teachers from different courses ranging from Social Sciences and
English to Science and Maths, 17 students and 4 parents. In this respect, all the
factors effective in the diffusion of the flipped classroom model were aimed to be
covered through semi-structured interviews, observation and document analysis.

Different questions were asked to different stakeholders in the interview protocols.
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One of two social sciences classroom where the model was implemented was
observed to see it in practice. As documents, forms developed by the instructors in
the flipped classrooms were collected to support the results acquired from the data.
Descriptive and content analysis were performed to analyze the data. As a result of
the analysis, for all the stakeholders, the model was found to be highly related to
video lectures in online environments and tablet based learning. Within Diffusion of
Innovation Theory, the necessity was effective on the decision to implement the
model while students' age groups, grades and their obligation to study for a central
exam were found to be reasons behind not using the model in the classrooms. In this
doctorate study where the flipped classroom model was adopted as not only a
phenomenon but also an innovation, the model yielded results mostly compatible to
the related literature. However, the positive and modificative impact of the model on
students’ and their parents’ learning culture was observed to be limited to the
students for whom and the classroom where the courses were flipped. In this vein,
through the engagement of a wide range of stakeholders to the research process,
Yigit (2014) reflected the flipped classroom as beneficial for the students. However,
it was found to be complex for the teachers requiring a great deal of preparation
before the class and experience to apply it and a flexible learning model requiring the
support of the school management. With its different research design, by providing a
mirror at the dynamics hindering the model in Turkey, the study promises valuable
information to the concerned bodies who aim to spread the model to a number of
disciplines.

The latest and second of the aforementioned two thesis studies, centered on the fields
of study related to neither computer education and instructional technology nor EFL,
was an attempt to reflect flipped classroom model into medical education. In a
similar way to the studies reviewed above, Kara (2016) designed a mixed method
master thesis study to evaluate flipped clinical trainings at Otorhinolaryngology
Department, in Pamukkale University Medical Faculty, in 2014-2015 academic year.
This evaluation included the impact of the model on undergraduate medical students’
(n=127) academic achievement, their satisfaction and opinions of their flipped
classroom experience. However, it is important to note that the study did not assign
the participants to control or experimental groups. The participant students were

asked to take an achievement test developed by the researcher as a pre and post-test.
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Additionally, these students were asked to complete a survey developed by the
researcher to measure their opinions about and satisfaction of flipped experiences.
The survey was reported to be a 5 point Likert scale including some open-ended
items. As the last source of the data, students were asked to write feedbacks at the
end of clinical training. The results of the achievement test indicated the significant
difference between pre-test and post-test scores. This supported the view in the
literature that the model has a positive impact on academic performance of the
learners. The results of analysis of the data acquired from the surveys revealed that
over 80 % of the students were found to be satisfied with the flipped classroom
model and 96 % of them learned the content deeper. Moreover, over 90 % of the
students were reported to meet the cognitive objectives of the course. On the other
hand, content analysis of the qualitative written feedbacks explored that students
defined the flipped classroom experience with a focus on the word efficient.
Providing them better options to practice the theoretical content by meeting with
more patients in the flipped clinical trainings, the flipped classroom model was
recommended by the participant students to be applied in other clinical trainings. In
brief, in this study, Kara (2016) produced results that prove a wide range of
advantages of the flipped classroom model in medical education.

Similar to the limited number of articles taking stock of flipped classroom model in
Turkish EFL setting, the search for “flipped classroom” in the database of Council of
Higher Education Thesis Centre found out only 2 (Boyraz, 2014; Ekmekgi, 2014) of
11 studies focused on flipping EFL courses in Turkey. One of them was a doctorate
thesis (Ekmekei, 2014) seeking to evaluate the model in EFL writing. The other
study, on the other hand, was a master thesis (Boyraz, 2014) setting out to assess the
role of the model in EFL learners' academic performance in the acquisition of two
grammar structures. To provide the basis for a direct comparison of the results
produced by present study with those reached in similar settings, these two studies

were briefly reviewed.

In the first one of the aforementioned studies, Ekmekg¢i (2014) aimed to propose
flipped classroom model with a focus on blended learning for EFL writing classes.
Hence, the study included 43 university students enrolled ELT prep classes in School
of Foreign Languages at Ondokuz Mayis University. In this study, Ekmekgi (2014)

followed a mixed method design employing both qualitative and quantitative data

61



collection instruments. Accordingly, pre- and post-test true experimental design
constituted the quantitative part while the semi controlled interviews stood for the
qualitative part. In the fall term of 2013-2014 academic year, the treatment in the
experimental group lasted 15 weeks. This group of learners was instructed following
Flipped Writing Class Model. In this respect, 23 students in the experimental group
were provided with video lectures created by the researcher or videos from other
sources. Through a course management system called Edmodo, students reached and
watched these videos at home as a result of which they were engaged with more
exercises and more time was shared for paragraph writing in the classroom. On the
other hand, 20 students in the control group were instructed following a traditional
lecture based approach. These two groups of students were instructed by the
researcher based on the same curriculum and book. To collect quantitative data, the
pre- and post-tests, Argumentative Paragraph Rubric, ICT literacy survey, and
Flipped Writing Class Attitude Questionnaire were administered. Argumentative
Paragraph Rubric developed by the researcher was used to measure students'
performance in writing an argumentative paragraph on one of three topics given by
the researcher. This procedure was realized as both pre and posttest. ICT literacy
survey was employed to the students in the experimental group after the pre-tests to
evaluate their tendencies, including their equipments such as internet or computer at
home, to use the model. The 5-point Likert Flipped Writing Class Attitude
Questionnaire consisting 25 items were developed to measure the students' attitudes
toward flipped writing courses (o= 0,92) to support the data produced by the
questionnaire, a semi-controlled interviews including 7 questions were developed
and applied to the students in the experimental group. As a result of the analysis of
the collected data, it was understood that the students in the flipped classroom were
significantly more successful than those in the traditional classes. The results of ICT
survey indicated that students had the necessary technological infrastructure at home
and sufficient knowledge to use it. In terms of students' attitudes toward flipped
writing class, the study yielded positive results. Supported by the qualitative data, the
students were found to think that flipped writing class was more enjoyable and
effective than traditional classrooms. In brief, Ekmek¢i (2014), by focusing on only
one skill area, explored positive results compatible to those covered in the related
literature and ascertained the flipped classroom model as an efficient way of

improving EFL undergraduate Turkish learners' writing skills.
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The second and the last thesis study on flipped classroom model in EFL in Turkey
was utilized by Boyraz (2014). With some limitations, the study was performed
following the similar research design seen in the related literature. Accordingly, the
study was designed based on a mixed method. In Pre-test post-test control group
experimental design, Boyraz (2014) aimed to explore the impact of the flipped model
on the undergraduate EFL learners' academic performance on the acquisition of two
grammatical structures and its retention. On the other hand, standing for the
qualitative part of the study, it was attempted to reveal students' opinions about the
model through focus group interviews. 42 students in two different classes from
English preparation class at Aksaray University were participated in the study in the
spring term of 2013-2014 academic year. Each group participated both as an
experiment and control group in the study. In the control group, the researcher
employed traditional approach based on lecture presentation, question and answer in
the classroom. The rest of the time was allocated for the exercises in the coursebook.
The participants in the experimental group, on the other hand, watched the video sent
them through Edmodo before the course at home and came to classroom having
finished short exams to ensure that they watched the videos. In this way, this group
of EFL learners was able to spend more time in the classroom on the acquisition of
higher order skills related to the grammatical structures within the scope of the study.
The researcher developed two achievement tests covering two grammatical
structures, indirect speech and passive voice, and used them both as pre- and post-
test. For students' opinions about the model, the researcher developed an interview
form including 8 questions. 34 students participated in the focus group interviews
and based on 8 themes standing for each of the research questions, the qualitative
data was analyzed in two groups as negative and positive following content analysis
method. The achievement tests were analyzed through independent and paired
sample t tests, Mann-Whitney U and Wilcoxon test depending on the distribution of
the data. The results of the data revealed the significant difference in the scores of
two groups of learners in the favour of those taking the flipped courses. The results
of the interviews, on the other hand, explored that 73,77 % of the participant students
held positive opinions about different dimensions of the flipped model. As a
significant contribution of the study to the literature, Boyraz (2014) indicated the
long-term positive impact of the flipped classroom model on EFL learners' academic

performance.
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To sum up, the review of literature on flipped classroom in both foreign and Turkish
setting does not reflect the attention it has recently attracted. This was proved with 82
studies found in the database web of science, 4 articles seen in the database of
Turkish Journal Park Academic and 11 thesis studies explored in the database of
Council of Higher Education Thesis Centre. These 97 studies were demonstrated to
be published from 2012 to 2016 with a focus on flipped classroom in different
educational fields at different educational levels through the world. Furthermore, this
detailed evaluation of the related literature ascertained that, on a large scale, research
in STEM fields gave birth to the flipped classroom model while its application in
flipped EFL or ESL setting is rarely seen (Engin, 2014). Based on the number of the
flipped studies in EFL or ESL settings, the picture is better and easily viewed.
Accordingly, the review above showed 7 of 82 studies from web of science, 2 of 4
articles from Turkish Journal Park Academic and 2 of 11 theses from Council of
Higher Education Thesis Centre were carried out to locate the flipped model in the
different dimension of EFL. Therefore, to the interest of the present study, this
indicates totally 11 flipped studies, 4 of which were done in Turkey. Hung (2015)
elaborated on this by stating “in the field of language education, little or no research
to date has rigorously studied whether and how flipping the language classroom can
enhance student learning” (83). Considering the advantages of the model cited in the
related literature, it seems surprising to come across with a few studies focusing on
flipped classroom model in EFL or ESL (Leis, Cookie and Tohei, 2015).

Based on the review of the studies in some databases, there appeared rare attempts to
reflect the flipped classroom into different dimension of EFL at higher education in
Turkey. Through either qualitative or mixed method design, it was aimed to shed
lights on EFL undergraduate learners' opinions about, attitudes toward the flipped
classroom model and its impact on their academic performance. Their performances
in flipped grammar, reading or writing courses were separately measured in these
studies. Sharing lots of common with the research results in the international scope, it
was explored that flipped classroom served as facilitator of both EFL performance
and attitudes toward EFL in Turkey by providing "action based, authentic, connected
and collaborative, innovative, high level, engaging, experience based, project based,
inquiry based, and self-actualizing” activities in the classroom (Hamdan et al., 2013,

17). On the other hand, a bulk of studies in the literature has also consistently
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revealed self-efficacy and attitude as the predictor of achievement in EFL in Turkish
setting. (Basaran, Cabaroglu, 2015; Ilhan, Karatas, 2015). Despite the cited
significant roles of self-efficacy belief, attitude and flipped classroom model in EFL,
more research is suggested to form a uniformed basis on their potentials in EFL
(Bishop, Verleger, 2013; Yurtseven, Altun, Aydin, 2015).

2.2. Attitudes of EFL Learners toward English

Language is a significant means of transferring one’s own thoughts, feelings, joys,
worries and simply oneself (Tavil, 2009). The complex nature of rapidly globalizing
world initiates the arguments regarding the use of English as an international
language (Incecay, Aysel, 2014). This has recently brought the assertion that English
‘belongs to everyone who speaks it, but it is nobody’s mother tongue’ has been fore
fronted (Rajagopalan, 2004). As a result of this, in order to facilitate the
communication among the non-native members of the big society, the global world,
another argument is that English should be taught not as a native language within the
boundaries of Standard English, but as a language of the all with a new approach
tolerating accent variations and some structural mistakes while diminishing the

native authority on the language (Jenkins, 2008).

Considering the significant functions, it realizes in today’s world, EFL has been a
research area of growing interest in the literature. Research into the use of English in
foreign language context has shed lights on the impact of some personal factors such
as motivation, attitudes, anxiety, aptitudes, intelligence, age, gender, personalities etc
on EFL learners’ performance during the learning process (Gardner, 1985). Among
these cited factors, EFL learners’ attitudes toward the language they are to learn is
discussed as one of the factors that exerts most impact on the achievement in

language learning process (Fakeye, 2010; Obeidat, 2005).

Within this in mind, the current study delves into the impact of flipped classroom
model application, the intervention in the experiment model, on EFL students’
attitudes toward EFL. Therefore, the following part will be devoted to explore the
perception of English as a second language in a foreign context covering the
definition of attitude including its behavioral, emotional and cognitive aspects, its
role in achievement in EFL revealed by related studies.
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2.2.1. Definition of Attitude

It is widely accepted in the related literature that students’ attitudes toward English
are playing a significant role in their success in the process of learning it as a foreign
language (Tsiplakides, Keramida, 2010). Owing to its function as the predictor of
success in varying fields in education in addition to EFL, a number of researchers in
the fields of psychology and education have touched on the topic. As a result, several
definitions of attitude including different meanings from different contexts and
perspectives were formed in the literature (Abidin, Pour-Mohammadi, Alzwari,
2012).

As a construct that cannot be observed directly but can be inferred from individuals’
behaviors’ or their self- reports, attitude is simply defined by Montano and Kasprzyk
(2008, 71) to include “individual’s beliefs about outcomes or attributes of performing
the behavior”. Similarly, Gardner (1985) asserts that attitude is an individual’s
evaluative reaction to an object or a referent, which can be inferred from that
individual’s beliefs or ideas about the referent. These definitions emphasize the close
relationship between attitude and the individuals’ behavior. As a result, it is possible
to claim that attitude is not simply related to the outputs of one’s behaviors but also
one’s values, beliefs and opinions that underpin and shape his or her behaviors.
Therefore, a person who has strong and positive values and opinions about the object
of the behavior will form positively valued outcomes while a person who holds
strong beliefs that negative values and opinions about the referent of the behavior

will tend to form negatively valued outcomes.

Close relation between the behavior and the attitude made it necessary to make a
broader definition of the term in a way to cover all dimensions of a behavior.
Consequently, on the contrary to the aforementioned simple definitions of the term,
attitude, a pioneering concept in social psychology for a long time, the definitions of
attitude reviewed in the related literature were explored to encompass cognitive,
affective and behavioral dimensions. Covering these three components, Bohner and
Schwarz (2001) reflect the composition of those definitions in the literature as “an
enduring organization of motivational, emotional, perceptual, and cognitive

processes with respect to some aspect of the individual's world” (437).
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In the current study, the focus of the study is on the impact of flipped classroom
model on EFL students’ attitudes toward English. Within this respect, the referent of
the attitude, in other words, the behavior is the language itself. As a result of the
nature of the behavior researched in the current study, the definition of the attitude
was enlarged to include attitude toward a language and learning that language. Thus,
definition of ‘language attitudes’ in the Longman Dictionary of Applied Linguistics
(1992) was adapted in this study. It was, consequently, defined, with an emphasis on

its function as the predictor of language performance as follow:

“The attitude which speakers of different languages or language varieties have toward each
other’s’ languages or their own language. Expressions of positive or negative feelings toward a
language may reflect impressions of linguistic difficulty or simplicity, ease or difficulty of
learning, degree of importance, elegance, social status, etc. Attitudes toward a language may
also show what people feel about the speakers of that language” (191).

Compatible with the broad nature of attitudes, language learning process has
intellectual psychological and social loads (Abidin, Pour-Mohammadi, Alzwari,
2012). Correspondingly, Gardner and Lambert (1972) state that students’ ability to
learn a second or a foreign language is influenced by not only their intellectual
capacity or linguistic competence but also their attitudes toward that language. As a
result, three-dimensional nature of attitudes, a significant factor in language learning
process including the changes in emotional, psychomotor and cognitive domains, has
the potential to facilitate or hinder the language learning process (Clément, Dornyei,
Noels, 1994).

Within this respect, the concept of attitude in the current study was viewed from
Wenden’s (1991) comprehensive presentation of attitudes. Accordingly, as seen in
the following figure below, Wenden (1991) regarded the construction of attitudes as
a composite of three interrelated domains: behavioral, cognitive and affective. These
three aspects of the concept of attitude, theoretical frameworks of whom were shaped
by approaches of behaviorism, cognitivism and humanism respectively, were briefly
described in the following part.
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Behavioral Cognitive

Domain Domain

Figure 2.1: Construction of Attitudes

2.2.1.1. Behavioral Domain of Attitude: In terms of learning a foreign language,
behavioral aspect of attitude stands for students’ tendency to behave and react in
particular learning contexts. This domain reflects that it is possible to have an idea
about one’s attitude toward an object from his or her behaviors. In EFL context, this
leads to form a basis on which judgments about language learners’ attitude toward
the language they study can be easily made. Drawing on this basis, researchers may
infer that students enjoy learning a language when they are deeply engaged in
language learning activities without the drive of any kind of pressure or reward. On
the other hand, it may be concluded that they do not like spending time on learning a
language if the learners are made to engage in the activities just for the sake of an

external reward or avoiding a punishment.

Within this respect, as asserted by Jones (1979), by following the same rules, an
observer can make inferences about students’ attitudes toward the language they

study from their related behaviors.

To conclude, when the cited relation between successful language learning and
attitudes toward the target language is taken into account (Gardner and Lambert,
1972), it becomes significant to be familiar with the language behaviors as the

predictor of positive attitudes. Kara (2009) elaborates on this with the examples of
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behaviors that can be performed by successful language learners holding positive

attitudes toward their language of study as follow:

“Positive attitudes led to the exhibition of positive behaviors toward courses of study, with
participants absorbing themselves in courses and striving to learn more. Such students were
also observed to be more eager to solve problems, to acquire the information and skills useful
for daily life and to engage themselves emotionally, thereby meeting the requirements of the
courses in terms of behaviors, emotions and psychomotor skills” (102).

2.2.1.2. Cognitive Domain of Attitude: Cognitive dimension of attitude involves
the beliefs of the language learners about information processing dominant in foreign
language learning context. In other words, not only learners' actual behavior but also
their perceptions of and beliefs about those behaviors shape judgments of attitudes.
Therefore, language learners’ beliefs and perceptions with regard to the object of
study that construct the basis of behaviors are emphasized. Within this respect, this
component reflects the fact that in EFL contexts, learners have little contact with
native speakers while they have a great deal of indirect contact with target culture

thanks to the versatile means of media (Dérnyei, 1998).

In brief, the cognitive attitude comprises following four steps of information
processing in foreign language learning: “Connecting the previous knowledge and
the new one, creating new knowledge, checking new knowledge, and applying the
new knowledge in many situations” Abidin, Pour-Mohammadi, Alzwari, 2012, 122).
In addition to its role to underlie the implicit components of foreign language
learning process, the aforementioned part on cognitive aspect of the attitudes also
illuminates cognitive load of attitudes and significant relationship with the behaviors.
This nature of the attitudes, accordingly, urges the researchers to delve into the

concept of cognition in foreign language learning process.

2.2.1.3. Affective Domain of Attitude: Affective aspect of language attitudes
encompasses emotional loadings in foreign language learning process. In other
words, this component refers to learners’ feelings about objects, people or situations.
Within the current study, it stands for EFL learners’ likes and dislikes about the
target language they are supposed to learn. Therefore, this domain of attitudes is also
labelled as evaluative component in the related literature defining attitude with an
emphasis on emotions as "a psychological tendency that is expressed by evaluating a
particular entity with some degree of favor or disfavour (Bohner, Schwarz, 2001,
437).
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Evaluative nature of the concept of attitude implies that language learning is an
affective process that includes not only emotional traits peculiar to learners but also
shaped by them. Besides simply indicated as likes and dislikes, some of these traits
are also exemplified by Dornyei (1998) as confidence, fear, anxiety and self-efficacy.
In this respect, it is simply agreed that due to the influence of such factors, an
individual learner can like or dislike to study and learn a foreign language. However,
this affective reaction to that language exerts a significant impact on their language

performance (ilhan, Karatas, 2015).

Within the perspective of affective boundaries of attitudes, it is important to note the
assertion made by Dornyei (1998) that an EFL learner’s ability to succeed in
language learning process is significantly related to his or her emotional readiness to
learn that language. As a result of this, it is important to take the psychological and

emotional aspects of foreign language learning process into consideration.

To conclude the whole concept of attitude, it can be stated that these aforementioned
aspects of attitude imply EFL learners’ language attitude is multi-dimensional. That
is to say, when taking a step in the process of language learning, students can draw
on different sources of information to make an evaluation and perform a behavior
accordingly. While this process of making an evaluative judgment and performing an
output can depend on learners’ own feelings or their own perceptions of the target

language, it can also be fed from their own learning experiences.

Compatible with the framework drawn by three folded nature of attitudes, Bloom
(1995) suggests that learners need to be at specific required cognitive and affective
levels to perform successful behaviors in the process of learning. Thus, without
heavily relying on only one limited source of positive attitude restricted to only
observed behaviors of the learners, it is highly important for the researchers to
internalize the understanding that language attitudes embrace behavioral, cognitive
and affective aspects, which has a close relationship with successful language
learning. Therefore, in the current study, the researcher delved into the concept of
attitude toward learning EFL as a multi-dimensional construct relying on varying

sources of information.
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2.2.2. Significance of Attitudes in EFL

Significance of attitudes in foreign language learning lies in its cited impact on the
level of success attained by the learners. This fact is not only supported by a number
of researches carried out in the related literature but also the definition of learning
itself. Within this respect, as a composition of different theoretical views of learning,
Kara (2009) defines learning as the process of acquiring the skill to adapt oneself to
the constantly changing conditions in the environment relying on a positive change
in the cognitive, emotional and behavioral domains. In the concept of EFL, this
composite view of learning implies that learning a language should not be taken as
an academic entity deeply based on such steps of cognitive processes as relating the
previous knowledge to the new knowledge, applying new knowledge in different real
life situations, analyzing and accordingly synthesizing new knowledge. On the
contrary, due to cultural, political and affective loads of a foreign language, EFL
needs to be "approached primarily as a social and psychological phenomenon™
(Abidin, Pour-Mohammadi, Alzwari, 2012, 121). This strongly explored reality in
the related literature motivates the researchers to accept that level of success in EFL
is not only related to learners' intellectual or cognitive capacity but also to their self-
reported or observed attitudes toward the target language and learning that language
itself (Gardner, Lambert, 1972). On this point, attitudes are said to be closely related
to cognitive, social and psychological with a multifaceted nature and explored by a
number of studies in national and international scope. These studies together set
attitudes as one of significant key factors predicting EFL learners' language
performance (Abidin, Pour-Mohammadi, Alzwari, 2012; Dérnyei, 1998; Ilhan,
Karatas, 2015; Gardner, Lambert, 1972; Kara, 2009).

In addition to its role as the predictor of success in EFL, there is also a view that sees
attitudes as the component of motivation (Gardner, Lambert, 1972). Its predictive
power of motivation adds to its precious place in EFL. This is because of the fact that
motivation is regarded by both teachers and researchers as a phenomenon
determining most of the rate of success or failure in both second and foreign
language learning process. As a researcher spending remarkable amount of time on
it, Dornyei (1998) clearly enlightens the role of motivation in second/foreign

language learning as follows:
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"Motivation provides the primary impetus to initiate learning the L2 and later the driving force
to sustain the long and often tedious learning process; indeed, all the other factors involved in
L2 acquisition presuppose motivation to some extent. Without sufficient motivation, even
individuals with the most remarkable abilities cannot accomplish long-term goals, and neither
are appropriate curricula and good teaching enough on their own to ensure student
achievement. On the other hand, high motivation can make up for considerable deficiencies
both in one's language aptitude and learning conditions" (117).

As a result of this explanation, it becomes clear that high level of positive motivation
leads to higher academic performance in EFL. Attitude, in addition to its direct
relation to language achievement, is an important affective factor exerting an impact

on motivation.

To conclude, attitude is accepted as a significant factor in foreign language learning
process. As set by Csizér and Dornyei (2005), attitude influences learners' choice of
the language they will study and the amount of time they will devote to learning that
language. Therefore, an individual holding positive attitudes toward a subject area
gets interested in it and, accordingly, bears all its problems enthusiastically during
the process. On the other hand, as suggested by Gardner (2006), in the form of chain,
positive attitude toward language learning leads to high level of motivation and

inevitably better performance in EFL.

2.2.3. Research on Attitudes toward EFL

The related literature provides a considerable amount of studies focusing on different
aspects of attitudes toward learning a foreign language in general and English as a
second or foreign language in particular and its impact on language learners' learning
behaviors and performance (Abidin, Pour-Mohammadi, Alzwari, 2012; Kara, 2009;
Obeidat, 2005). In specific terms, in addition to academic achievement, these studies
attempted to explore the impact of attitudes toward the language and its aspects
including ideology, people and culture on a number of variables such as motivation,
learning strategies, language learning at different academic levels, non-native
speakers, language teachers (Karahan, 2007). However, as declared by Obeidat
(2005), an outstanding amount of these studies were conducted to shed lights on the
EFL learners' attitudes toward English as a foreign or second language and its effect
on language learning process. Within this respect, in order to form a basis for
discussing the results generated by the current study, some recent studies together
with some fundamental ones focusing on students' attitudes toward EFL were

covered below.
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Pioneering studies on attitudes toward learning a foreign language in general are
Csizér and Dornyei (2005), Dornyei and Otto (1998) and Gardner (2006). While
Csizér and Dornyei (2005) set, as a result of their study, attitude as a predictor of
success in learning a foreign language, Gardner (1985) indicated the indirect impact
of positive attitudes toward learning a language on the motivation to learn that
language. On the other hand, Dornyei and Ott6 (1998) in their Process Model of L2
Motivation detailed this impact. They (1998), in this regard, explored its effect on the

choice of the language to be studied and the amount of effort devoted to learning it.

In the wide scope of international studies, the significant relation between attitudes
and language learning performance is frequently highlighted (Ddrnyei, 1998;
Karahan, 2007). Sharing the same basis as Visser (2008) who explored, in a study
focusing on the case of German Army, that students' positive cognitive attitudes
toward knowledge acquisition enhanced learning process, Fakeye (2010) followed
the similar trace in EFL in African context. In a study conducted with 400 Nigerian
secondary school students studying EFL, Fakeye (2010) revealed the significant
relation between attitude and language learning performance. Exploring no gender
impact on attitude, Fakeye (2010) indicated those holding positive attitudes toward
EFL as better EFL learners.

As an example of studies on attitudes toward EFL in Arabic context, Momani (2009)
led a research on Jordanian High School students' attitudes toward EFL and their
performance in EFL reading. The results supported the highly cited relation between
positive attitudes toward EFL and better academic performance.

As a representative of a bulk of studies on attitudes toward EFL in Asian context,
Rukh's (2014) study on business students in Punjab was adopted. With the
participation of 200 business students, Rukh (2014) attempted to shed lights on the
relation between the business students’ attitudes toward EFL and their academic
performance in it. The results of the study obtained from the administration of a 3-
point Likert scale concluded the business students' positive attitudes toward EFL and

its relation to their academic success.

As in the rest of the world, the predictors of success in EFL, which is becoming more
related to globalization day by day, are questioned in the Far East context. Within

this perspective, the study carried out by Liu (2007) represents the interest in the
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impact of affective factors on EFL performance. In her study, Liu (2007)
administered a 44-item survey adapted from Gardner’s (1985) to 202 third-year EFL
students in a southern university in China. The results of this study supported
Gardner's (1985) assertion that attitudes toward a language exert impact on
motivation to learn that language and indirectly language performance. In other
words, Liu (2007) explored that Chinese EFL students held positive attitudes toward
learning English and motivated to learn it, which was significantly associated with

their English proficiency.

In the Latin American context, there have been a number of studies focusing on
attitudes of students, parents or teachers toward learning English. Representing those
efforts, Martinez, Pérez and Madrid (2013) studied on 110 Mexican American
students' attitudes toward learning English as a second language in a structured
immersion program. They (2013), as a result of the study, found attitudes toward
learning English including many aspects such as attitudes toward teacher, teaching
strategies employed, materials and tasks used in the classrooms classes as the main

predictor of motivation and success.

In expanding circle countries, English is taught as a foreign language with the aim of
more qualified international communication (Cetinkaya, 2009). European countries
are clear examples of this circle. In these countries similar to those in the outer circle
where English is a compulsory second language, there is a great deal of effort to
understand the role of attitudes toward EFL in language performance. Within this
respect, a study conducted by Liliequist (2013) embodies these efforts. In the study,
it was aimed to find the difference between secondary school high and low achievers
with respect to their motivation and attitudes toward EFL. 86 students were included
in the study. They were identified as low and high achievers on their grades at
school. As a result of the study, Liliequist (2013) revealed that high achievers held
significantly more positive attitudes toward EFL with a better interest in it than low

achievers.

In addition to those studies where English is adopted as a foreign language, there are
also studies conducted on the attitudes toward learning English in outer circle
countries such as India, Kenya, Malaysia, Singapore, and Zambia. Outer circle, by
the way, "refers to the regions where English is used as an institutionalized second

language as a result of colonialism" (Cetinkaya, 2009, 110). As one of those studies
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in this circle, Latifah et al. (2011) conducted a nationwide research with directed 757
university learners. In the study, the researchers aimed to explore the impact of a
number of affective factors such as motivation, attitude, and anxiety on their
performance in English language course in Open University Malaysia. The results
obtained from the study indicated the positive correlation between aforementioned
affective factors with language learners’ performance. In this respect, the wide-scope
study explored that together with motivation attitudes led to better performance in
EFL.

In contrast to a bulk of studies in international scope, Cetinkaya (2009) complains
about the limited number of studies on EFL Turkish students' attitudes toward
learning English in the national context. Furthermore, she explains that most of those
studies followed a quantitative design employing structured questionnaires to explore
language learners’ attitude. In this part of the study, to provide the melting pot of the
results obtained from international and national research, some studies were

presented as the representatives of those entire carried out in Turkish context.

In an older study, Gomleksiz (2010) attempted to take a full photo of the concept of
attitudes toward EFL in Turkey embracing the probable impact of such variables as
gender, grade level and department. With 1275 students at Firat University in Elaz1g
in Turkey, Gomleksiz (2010) revealed that students’ attitudes toward EFL differed
significantly in terms of their gender, grade level and department. In contrast to other
studies mentioned above, this study indicated that female students had more positive
attitudes toward EFL than males. In addition to the departments they study, students’
attitudes also differed in terms of their grade levels. In other words, sophomores’
attitudes were more positive than a freshman, which indicates that spending more
time on the language and being academically more successful are related to positive
attitudes toward EFL.

One of the most comprehensive studies in Turkish context was carried out by ilhan
and Karatas (2015). With 447 university students learning EFL in Istanbul were
included in the study. The researchers aimed to gain insights about the EFL students
motivational beliefs, attitudes regarding learning English in Turkey. As a result of
this study, no gender impact on neither motivation nor attitudes was found.

Moreover, another fold of the result supported Gardner's (1985) view on attitudes
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that links it to motivation. In other words, EFL students’ motivational strategies were
explored to be significantly correlated to their attitudes toward learning English.

Another recent study conducted by Sentiirk (2015) with 61 university students
learning EFL at Zonguldak Biilent Ecevit University enlightened the role of attitudes
in a different aspect of EFL. By employing Foreign Language Reading Attitudes and
Motivation Questionnaire to 61 intermediate, pre-intermediate and beginner level
EFL learners, set by the results of placement test they took at the beginning of the
term, this study examined the relation between EFL learners' attitudes toward EFL
reading and their performance in it. While the results indicated no gender impact on
their attitudes toward EFL, significant differences were found among learners in
terms of their proficiency levels. That is to say, intermediate level EFL readers had
more positive attitudes toward EFL reading than pre-intermediate and beginner level

EFL learners.

As a result, this part covered two folds of studies on attitude toward EFL. In the first
fold, studies conducted in the countries representing nearly all parts of the world
where language is taught as a compulsory second language and as a foreign language
in the international scope were covered. In the second fold, three recent studies
conducted with university students in different regions of Turkey were reviewed. As
a composition of these studies in the national and international scope, the literature
indicates attitude as a significant predictor of language achievement. This body of
research also suggests EFL students’ positive attitudes toward the language they will
study are significantly related to motivation to learn the language leading to the
improvement in the quality of their learning. More specifically and significantly,
Gardner and Lambert (1972) suggested that an overall understanding of students'
attitudes will contribute to curriculum developers and designers to tailor language
teaching programs in a way to tap the students' language learning attitudes and
motivation as the key of having more successful EFL learners.

In contrast to frequently cited roles of attitudes in EFL in international scope, the
current research sets to fill in the gap in the national scope. As suggested by
Yurtseven, Altun, Aydin (2015), on the contrary to substantial body of research
producing similar results in the international scope, studies carried out with
university students on language motivation and attitudes in Turkey seem not

satisfactory to form such a uniformed basis. Furthermore, touching on the role of
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English in EFL Turkish students' personal and professional lives, as suggested by
Cetinkaya (2009), quantitative nature of studies on attitudes toward EFL should be

abandoned to better understand the concept of attitude in EFL.

Taking these complaints about the gap in the related Turkish literature into
consideration, the current study is based on the probability put forward by
Abeysekera and Dawson (2015) that flipped classroom model may help students get
more motivated to spend a considerable amount of time on learning. This will, in
turn, "provide special opportunities to make this work more manageable, achievable
and tailored to each student through the management of cognitive load" (8). Within
this respect, adopting a mixed method, the current study aims to delve into the
impact of flipped classroom model on EFL students' attitudes toward EFL, as a well

accepted significant predictor of EFL performance.

2.3. Self-Efficacy Beliefs of EFL Learners in English

With the rise of humanistic approach in 1960s, the tendency to explain everything in
educational contexts referring to cognition was abandoned (Gardner, 1985). Since
then, affect in addition to cognition was considered as an important determinant of
academic achievement in different fields. As a result of this new tendency, it has
been emphasized by many scholars in EFL that studies focusing on explaining the
learners' different language learning performances with affective factors must be
carried out. Within this respect, affect has been regarded as a significant factor
exerting its impact on learners' academic achievement in foreign or second language

learning process (Gardner, Lambert, 1972).

Affect is the composite of a set of variables predictive of academic performance in
different fields (Dornyei, 1998). These variables are many in number ranging from
learners' needs, expectations to their attitudes toward, interest in the subject matter
and their beliefs in their ability to be successful. These refer to different components
of motivational orientations. Among these variables, learners' perception toward
learning English as a foreign language and their beliefs in their abilities to be
successful language learners are the focus of the current study. Within this
perspective, in addition to the previous part on attitudes, this part will be devoted to
shed lights on self-efficacy as a significant component of motivational orientations
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predicting language performance covering its definition and review of the related

studies.

2.3.1. Definition of Self-Efficacy

Recently, there has been an influx of interest in self-efficacy as a significant
psychological construct having a predictive power of success in varying cognitive
processes including foreign language learning (Basaran, Cabaroglu, 2015). The
theoretical foundation of this construct is based on Bandura’s social cognitive theory.
In this theory, human behavior is simply explained to be determined as the result of
reciprocal relation among the individual, the environment surrounding the individual
and the behavior itself (Bandura, 1978). Having an important part in this reciprocal
relationship, self-efficacy is defined by Bandura (1997) as “beliefs in one's capability
to organize and execute the courses of action required to manage prospective
situations” (2). In this respect, self-efficacy can be regarded as one of the arteries of
Bandura's social cognitive theory since people’s beliefs about their ability to
accomplish a given task are decisive in not only their social bounds but also
cognitive outputs including their devotion to the goal attainment, fight with anxiety,

stress or depress.

In the related literature, self- efficacy is frequently referred as one of the significant
chains that takes the learner to positive motivation and accordingly to the ultimate
achievement. Dornyei and Otto (1998), stressing its role in the goal formation and
attainment process, set self-efficacy as the sum of interactive factors determinant in
self-evaluation process. They elaborate on it as follow:

"A selected goal, by definition, must have already passed the test of potency, that is, it must
have been regarded as broadly attainable. In the intention formation phase the expectancy of
success is more specifically assessed. Based on a number of interacting factors such as self-
efficacy/self-confidence, perceived goal difficulty, the amount of expected support, L2 anxiety,
perceived competence, the quality and quantity of previous L2 contact, and causal attributions
about past experiences (successes and failures), the individual makes an evaluation of his/her
coping potential in the planned action. The greater the perceived likelihood of goal attainment,
the higher the degree of the individual’s positive motivation. Conversely, it is unlikely that
effort will be invested in a task if the individual is convinced that he/she cannot succeed no
matter how hard he/she tries" (54).

In addition to its widely accepted definition as one's perceived ability to succeed in a
given subject matter or a task, it is also necessary to touch on the matter of
incomprehensibility (Basaran, Cabaroglu, 2015). Accordingly, in the related
literature some researchers frequently stress the word "belief" when they refer to the
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concept while some others use the word “perception”. As a result of this
interchangeable use of the term, some phrases such as “self-efficacy beliefs” or “self-
efficacy perceptions” or “perceived self-efficacy” appear in the literature. Sharing the
same basis as Bagsaran and Cabaroglu (2015), the term “self-efficacy beliefs” was

adopted in the current study. The reason behind this choice is expressed as follows:

"The term “belief” seems to better reflect the complex nature of the term, for, unlike
perception, it connotes that self-efficacy has deep roots in past experiences and close mutual
ties with not only context but also personal traits and psychological constructs such as passion,
tenacity, motivation and anxiety" (50).

When the posited relation between self-efficacy beliefs and goal attainment is taken
into consideration, it seems as a must to better conceptualize the sources of those
beliefs. Regarding this, Bandura (1997) asserted that four different sources drove
people's beliefs about their capability to accomplish a task. These are mastery
experiences, vicarious experiences, social persuasion and psychological arousal.

These basics of the self-efficacy beliefs were briefly provided below.

2.3.1.1. Mastery Experiences: The most influential source of creating a strong sense
of efficacy is set by Bandura (1994) as the experience of mastery. In other words,
successful performance outcomes in the past can facilitate self-efficacy beliefs while
poor performance outcomes hinder them. This source leads to the implication that
learners' feeling of being a failure may come from their previous experiences and
simple chances to replace their such memories with the new ones should be provided

in the schools.

2.3.1.2. Vicarious Experiences: This source of efficacy stands for people’s ability to
learn from the outcomes of others' experiences. In other words, observing someone
handling a task that is similar to the observer can help him or her feel that he or she is
likely to perform the same task in the same way. Although weaker in potential
compared to the mastery of experience, modelling or imitating is also effective on
people's belief that they can competently perform in a given task. Stressing the
significance of the similarity between the observer and the model, Bandura (1994)
attracts the attention of the scholars to the impact of peers on students' behaviors in

educational contexts.
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2.3.1.3. Social Persuasion: Third source of self-efficacy beliefs, also termed as
verbal persuasion, refers to direct encouragement or discouragement from another
person to the individual's performance or ability to perform (Bandura, 1997). In this
respect, those who are verbally persuaded to have the ability to be successful are
more likely to sustain the task when even faced with social or personal difficulties.
While discouragement is likely to decrease one's self-efficacy beliefs in being
successful while the encouragement has the potential to do the opposite. This source
brings about the pedagogical implication that assigns significance to the
communication, with a special focus on careful use of verbal reinforcements,

between the others and the students at school or home.

2.3.1.4. Physiological Arousal: The last source of self-efficacy beliefs stands for
people's sensations from their body or emotional states (Bandura, 1994). In other
words, people depend on their own bodies and how they perceive them to form their
beliefs in their abilities to perform a desired task. That is to say, positive mood has a
facilitating impact on self-efficacy while depressing mood has the tendency to lower
it. As an example given by Bandura (1994), in activities requiring strength, people
see their pain and fatigue as a sign of physical weaknesses resulting in poor self-
efficacy. Mood also affects people's judgments of their personal efficacy. This leads
itself to the pedagogical implication that students’ stress must be reduced helping

them feel at ease to perform academically better.

In conclusion, as stated by Bandura (1994), it is not the emotional or physical
reactions that shape the self-efficacy belief but the way they are perceived and
interpreted by the people. While those holding positive self-efficacy beliefs do not
relate some affective factors to their abilities while those with lower self-efficacy
factors interpret them as the main source of their inability to be successful in the

given task.

As a closing remark, the four sources of self-efficacy beliefs, which are described
above according to their strength of impact on self-efficacy respectively, are

presented below.
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Figure 2.2: Sources of Self-Efficacy

2.3.2. Significance of Self-Efficacy in EFL

The literature on learning regarding different fields of study has steadily revealed the
significant relationship between psychological constructs and academic performance.
Out of these constructs, self-efficacy appears as a factor closely related to goal
setting and formation mediating "the effects of other potentially motivating variables,
such as personality traits, feedback, participation in decision making, job autonomy,
and monetary incentives” (Locke, Latham, 2006, 265). Additionally, it is set as an
affective variables influencing and influenced by other similar variables ranging
from motivation to anxiety and some personal traits such as gender, age and ability to
succeed (Tilfarlioglu, Cinkara, 2009).

Theoretically rooted in social cognitive theory of Bandura constructed in 1960s, self-
efficacy has the potential to direct or determine cognitive, affective and behavioral
processes operating in human bodies (Bandura, 1997). In this respect, Tilfarlioglu
and Cinkara (2009) exemplify this deep impact of self-efficacy beliefs on human

processing as follows:

"They affect whether individuals think in self-enhancing or self-debilitating ways; how well
they motivate themselves and persevere when they face any difficulties; the quality of their
emotional life and vulnerability to stress. Most individuals have knowledge and skills that are
not used in proper settings. Therefore, the knowledge alone does not ensure effective practice"
(30).

Compatible to the huge role it plays in various outputs of human beings as set by
different scholars in the field, Bandura (1997) also touches upon the precious place

of self-efficacy beliefs in learning process. In relation with other affective variables
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such as attitudes, anxiety, motivation and cognitive competencies, self-efficacy
comprises an important deal of the construct termed by Bandura (1997) as self-
esteem. Having a great impact of how people perceive and handle with specific
situations, self-efficacy acts as a consistent determinant of everything regarding

learners' psychology, cognition and behavior during the learning process.

As in the case of overall learning, the relationship between EFL achievement and
self-efficacy beliefs is also clear. Within these perspectives, in addition to wide range
of variables from age, academic performance to learning strategies, Basaran and
Cabaroglu (2015) propose language as a variable that affects and is affected by self-
efficacy beliefs of learners. Accordingly, research in EFL literature in the national
and the international scope justifies the essential role of self-efficacy beliefs as one of
the most significant predictor of second or foreign language learning achievement
(Cotterall, 1999; Rahimi, Abedini, 2009; Tilfarlioglu, Cinkara, 2009; Todaka, 2013).
Consistent results acquired in the related literature posits that EFL learners with
higher self-efficacy beliefs are more likely to be successful in language learning

process than those with lower self-efficacy beliefs.

To conclude, a great deal of research conducted to explore the reasons behind
differing degrees of success among EFL learners focuses on self-efficacy beliefs
(Rahimi, Abedini, 2009). Revealed as one of the vital factor in academic
performance in EFL, self-efficacy beliefs lead a number of scholars in the field to
infer that learners' self-evaluations of their language ability to accomplish a desired
task exerts decisive impact on their language learning performance.

2.3.3. Research on Self-Efficacy Beliefs in EFL

The field of English as a second language (ESL) and EFL embrace a large number of
research studies focusing on affective factors such as self-esteem, motivation, self-
efficacy, anxiety to delve into the variability among learners' levels of achievement
(Tilfarlioglu, Cinkara, 2009; Todaka, 2013). This body of research aimed to
enlighten different aspects of the relationships among these factors comprising the
total psychological construct. As a result, as proposed by Rahimi and Abedini
(2009), important part of these studies in the literature revealed that affective
variables play a more significant role in foreign or second language learning

performance than some cognitive factors such as aptitude, intelligence and some

82



instructional factors such as teaching methods, techniques used and the time spent in
or out of the classroom to attain the set goal. Among these affective factors, learners'
beliefs, termed as self-efficacy, about their abilities to attain a desired goal in
language learning process are regarded as one of the most essential contributor to
language learning performance. Keeping its important role in EFL performance into
consideration, some of the studies from national and international literature that
dwell on self-efficacy in EFL were reviewed below to create a basis for comparing

the related results of the present study.

Self-efficacy research has justified perceived self-efficacy belief as a remarkable
variable in EFL (Basaran, Cabaroglu, 2015). This widely accepted role of self-
efficacy is clearly documented by the review of 32 studies between 2003 and 2012
by Raoofi et al (2013) to indicate how effective it was in ESL/EFL contexts. In this
direction, the related literature touched upon many aspects of self-efficacy in EFL
covering its relationship with learners' grade levels and their performances in
addition to some other affective factors such as anxiety, attributions and motivation.
Accordingly, Raoofi et al (2013) reported that 12 of 32 articles reviewed studied the
role of EFL or ESL learners' self-efficacy beliefs in their performance in different
language areas such as reading and listening.These studies, in harmony, revealed
facilitating impact of positive self-efficacy beliefs on learners' language learning
performance. On the other hand, 7 of the articles reviewed were explored to center
on the relationship between either self-efficacy and anxiety or self-efficacy and
personal attributions. The results of these studies shed lights on another aspect of
self-efficacy indicating its significant negative relation to ESL or EFL performance.
This is to say that learners holding positive beliefs in their abilities to succeed base
their failure on their low level of effort while those with negative self-beliefs think
they are unsuccessful not because of their effort but because of their lack of
necessary ability.

Raoofi et al (2013) provided a summary of the review of studies conducted on self-
efficacy in ESL or EFL in the international scope covering also those produced
between 2003 and 2012 in Turkish context. In order to broaden the basis of
comparison, the rest of the part dealt with research carried out after 2012. In this
respect, another study led by Ghasembol and and Hashim (2013) provided an

invaluable source. They enrich the basis on which the related results of the current
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study will be compared. The reason behind this is the fact that the stated study was
carried out with 187 teachers teaching English at language centres in one Middle-
East country. In this respect, the study aimed to explore the relation between
participant EFL teachers' sense of self-efficacy and their self-reported proficiency of
English. With the adaptation of Teacher’s Sense of Efficacy Scale and Teachers’
reported English language proficiency questionnaire, the data was collected. As a
result of correlation analyses, Ghasemboland and Hashim (2013) explored that the
participant teachers' perceived self-efficacy were significantly related to their self-

reported proficiency in English.

Another study led by Doordinejad and Afshar's study (2014) conducted with the
participation of 400 Iranian high school students adds to the basis on which the
related results of the current study will be compared. In their study, the researchers
(2014) attempted to investigate the relationship between self-efficacy and EFL
performance among third grade high school students. Foreign Language Learners’
Self-efficacy scale for Iranian Students was employed to assess the participants' self-
efficacy beliefs while the third-grade English language final exam prepared by Iran
Ministry of Education was used to document their performance levels. They, as a
result, explored that self-efficacy beliefs are significantly related to EFL high school

students' performance.

A very recent study carried out by Osman et al (2016) detailed the place of self-
efficacy in EFL. In their comprehensive study, the researchers (2016) examined the
reciprocal relationships among gender, EFL reading and self-efficacy beliefs in EFL.
In this study, 260 grade four students and 376 grade ten students were asked to
complete reading achievement test developed by the Ministry of Education and a
reading self-efficacy beliefs scale developed by the researchers whose reliability and
validity procedures were realized. Within the interest of the current study, the results
indicated that there was a strong relationship between self-efficacy in EFL reading
and EFL reading performance in both four and ten grade students. In other words,
students with higher levels of self-efficacy beliefs in both grades were found to
significantly better EFL readers than those with lower levels of self-efficacy. As a
result of this study, the consistent impact of self-efficacy on EFL performance was
justified with a different age group in a different language skill in the favour of

females.
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Thanks to the review of some studies on self-efficacy in EFL in international context,
it was consistently asserted that learners' beliefs in their abilities to succeed are
significantly related to their performance to succeed. However, the number of similar
studies in Turkish context is limited (Tilfarlioglu, Cinkara, 2009). With the aim of
forming a well-qualified basis of comparison with the results generated by the
present study, some representatives of these few studies on self-efficacy in EFL in

Turkey were briefly dealt with below.

One of the studies, as covered in the review of Raoofi et al (2013), was led by
Tilfarlioglu and Cinkara (2009). As one of the main representative studies that well
draw the boundaries of self-efficacy research in EFL in Turkey, Tilfarlioglu and
Cinkara (2009) surveyed 175 EFL students from Gaziantep University, Turkey. The
main aim of the study was to conceptualize the relation between EFL students' self-
efficacy beliefs and their level of attainment in EFL learning process. The related
data was collected through the use of a 7 Likert Self-Efficacy Scale and the end of
year GPA scores. In a similar vein to those results produced by international studies,
correlation analyses set the significant relation between reported self-efficacy beliefs

in EFL and level of achievement in EFL.

A very recent self-efficacy research in Turkey aimed to shed light on its relation to
another important psychological factor, anxiety (Merig, 2015). In this research, the
researcher attempted to explore the relation between EFL student teachers' levels of
anxiety and their self-efficacy beliefs in teaching. 117 students from Anadolu
University participated in the study and they completed a Foreign Language Student
Teacher Anxiety Scale (FLSTAS) and a Self-Efficacy Questionnaire. As a result of
the administration of these instruments in addition to semi-structured interviews, no
gender impact on neither anxiety nor self-efficacy was found. On the other hand, as
more related to the focus of the current study, anxiety and self-efficacy were found to
be correlated. In this respect, this result seems to be in parallel with Bandura's (1997)
assertion that self-efficacy is influential in the amount of anxiety one feels while

handling with a task.

Another recent study was carried out by Tuncer and Dogan (2016) broadened the
scope of study drawn by Meri¢ (2015). In their study, Tuncer and Dogan (2016)
attempted to shed lights on the relation among self-efficacy, anxiety and

metacognitive awareness of 271 EFL students at Firat University, Elazig in Turkey.
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Through the use of the Foreign Language Classroom Anxiety Questionnaire, the
Academic Self-efficacy Questionnaire and the Metacognitive Awareness Inventory,
the data was collected. As a result, structural equation model, similar to Merig
(2015), indicated that self-efficacy predicted both EFL anxiety and metacognitive

awareness.

In conclusion, this brief review of research on self-efficacy in EFL has clarified the
picture regarding the role of self-efficacy in many facets of EFL ranging from its
interaction with other affective variables to such cognitive factors as metacognitive
awareness. The results of this bulk of studies have consistently revealed self-efficacy
in combination with the outsets of motivation as a strong predictor EFL achievement.
In the similar way, self-efficacy has a vital role in EFL learners' performance in
Turkish contexts. This role can be attributed to their constant fears of failure arising
from a number of central exams they have to take during their educational lives. In
contrast to this fear, studies strengthened its impact on EFL performance by
explaining much of that performance with not competence but self-efficacy. Drawing
on these consistent results on self-efficacy in EFL, the scholars are motivated to
make some pedagogical implications. Regarding this, it is highly implied that it is
significant to design learning environments and activities in the classroom in a way
to enhance students' self-efficacy beliefs that would lead itself to motivation and

ultimately achievement in given EFL tasks.

To sum up, the present study takes the strongly cited enhancing power of self-
efficacy on EFL performance into account. Within this respect, the researcher dwells
on it in combination with attitudes toward EFL as a key of solving failure in EFL in
Turkish context. With this purpose in mind, in the current study, flipped classroom
model, adopting an eclectic approach, is associated with self-efficacy and attitudes as

vigorous predictors of EFL success.

To conclude, dwelling on their high potentials, the present study takes the form of
the first attempt to embrace self-efficacy beliefs, attitudes and flipped classroom in
the same pot. Accepting not only self-efficacy and attitudes as vigorous predictors of
EFL success but also education as a long process, the present study hypothesizes that
flipped classroom model will initiate learners to devote more of their time to learn in
and out of classroom. This will, in a cyclical manner, help them form positive

attitudes toward and stronger beliefs in their abilities to succeed in EFL in the long
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run. By adopting a mixed method design, the researcher, compatible to the dynamics
of 21% century, proposes the combination of these variables as an efficient way of
dealing with failure in EFL in Turkey by better responding the needs of students as
digital natives. In essence of these, the current mixed method study takes the form of
the pioneering attempt in Turkey to enlighten the concerned bodies ranging from
parents, students, teachers to curriculum developers and policy makers about the
relationship among flipped classroom model, EFL performance, self-efficacy and

attitudes as the consistently cited determinants of this performance.
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3. METHODOLOGY

The main aim of this study is to explore the impact of flipped classroom model on
EFL in Turkey. Within this perspective, the related literature was explored to sign
negative attitudes toward, lack of self-efficacy beliefs in it, necessary time and
technology as the predictors of the failure in EFL in Turkey. Based on this reality,
the researcher sought to enlighten the concerned bodies about the impact of flipped

classroom model on those variables as the facilitator of EFL performance.

To serve for the stated aim of the study, it was necessary to collect data that indicates
the participants’ EFL performance, their attitudes toward and self-efficacy beliefs in
EFL. In this respect, the data collected through the application of EFL Achievement
Test developed by the researcher, Self-Efficacy Belief in English Scale (Yanar,
Biimen, 2012), Attitudes toward English Scale (Aiken, 1979; Tung, 2003; Tuncer,
Berkant, Dogan; 2015) as pre- and post-tests stood for the quantitative data of the
study. On the other hand, as the facilitator of the data, qualitative data attained
through semi-structured interviews developed by the researcher was collected to

indicate the learners' perceptions of their flipped classroom experience.

With this feature of the study, the researcher promises valuable information by
combining the recent teaching model compatible with technology, the flipped

classroom teaching model and a bleeding wound in of the country, EFL in Turkey.

Within this respect, this part of the study will draw the framework of the study
ranging from the design, the participants, the pilot study data collection instruments,
procedures to data analysis.

3.1. Design

The main purpose of the study is to explore the impact of flipped classroom teaching
model on the university prep EFL learners’ academic performance and their attitudes
toward and self-efficacy beliefs in EFL. In this respect, this embedded study will be

grounded in a mixed method design. Inspired by the assumption that the uses of both
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qualitative and quantitative data will help "better understand the research problem
and question than either method by itself", the mixed method research design is
based on blending of qualitative and quantitative methods in a single study
(Creswell, 2012, 535). In order to develop a more in-depth understanding of the
experimental outcomes of the study, the embedded design out of mixed method
research designs was adopted. Creswell defines embedded studies as a form of mixed
method design where "the purpose is to collect quantitative or qualitative data
simultaneously or sequentially, but to have one of data play a supportive role to the
other form of data" (Creswell, 2012, 544). Creswell (2012) explains that the pilot
supportive data can be in any form while the commonly seen trend in the literature is
to use qualitative data as the facilitator of the quantitative data. As an example, he
(2012) adds this type of design can be drawn when "the quantitative data will address
whether the intervention had an impact on the outcomes, whereas the qualitative data
will assess how the participants experienced the intervention” and "explain and

follow up on the quantitative outcome results"” (544-545).

In accordance with theoretical explanation about the model, the current study was
conducted in two phases. While the first phase was grounded in quasi-experimental
pre- and post-test design, the second phase will be conducted in phenomenological
design. The first experimental design aimed to explore the impact of the intervention
on experiment-group EFL learners’ academic performance, attitudes toward and self-
efficacy beliefs in EFL. Quasi-experimental design was held consciously instead of
true experimental design in the first fold since it does not include "random
assignment of participants to groups” (Creswell, 2012, 309). As set by Creswell
(2012), in educational surroundings such as schools, colleges or universities,
educators and researchers often use intact groups in experiments since randomly
assigning them to experimental and control groups may disrupt classroom learning.
Dwelling on this, the researcher included already existing two groups of EFL
learners in the study. Yet, to deal with threats posed by this design, the researcher
ensured that participant two groups of learners were equal in terms of the concerned

variables of the study.

On the other hand, the second phase served as facilitator of the quantitative outcomes
in the form of follow-up semi-controlled interviews with the experiment group

students about their flipping experiences. Therefore, the second phase of the study
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was grounded in phenomenological design since it aims to have deep information
about how people experience, value and perceive a certain phenomenon through
some qualitative methods such as interviews and observations (Hycner, 1985). As a
result of this interest in the individual experience, phenomenology produces
outcomes about people’s motivations and actions and determines conceptual
understanding of a certain group of participants about a specific experience (Cekmez,
Yildiz, Biitiiner, 2012)

Within this perspective, the flow of the current mixed design of the study is

illustrated as follows:

+ —
\ N\ N\

Figure 3.1: Flow of the Design

Serving for the internal validity of the design, the courses in both groups were led by
the researcher himself. In this respect, the students in the experimental group were
taught based on the Flipped Classroom Model during the research process in the fall
term of 2016-2017 academic year, while those in the control group were taught
following traditional lecture-based instruction. From the first week of the research
process, lecture parts of the lessons in the experimental group were flipped with the
related homework sections. The students were asked to watch the video lectures
created by the researcher or provided by the researcher from different sources. These
were shared with the students through Edmodo, a network platform where teachers
can collaborate with their students and check their assignments and developments.
On the other hand, the students in the control group were taught traditionally based
on lecturing from the first week of the semester. They were asked to complete their
homework at home. However, the same syllabus was aimed to be covered by the
researcher in both groups (see Appendix 16). .
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To conclude, in a route from quantitative to qualitative data, the researcher dwells on
the strengths of both types of data to promise deep and valuable data to wide range of

concerned bodies.

3.2. Participants

In experimental designs, it is often impossible to randomly select the participants for
a number of reasons. Therefore, the participants are selected from those who are both
available and willing to take part in the experiment (Creswell, 2012). Within this
perspective, the researcher employed convenience sampling method to draw the
sample of the study. This is usually adopted when the researcher aims to select
individuals who "are available, convenient and represent some characteristics the
investigator seeks to study” (Creswell, 2012, 145). Such a sample “can provide
useful information for answering questions and hypotheses” (Creswell, 2012, 145).
As a result of this technique and such constraints as time, fund and nature of the data
collection instruments, the researcher included prep EFL students from two different
classes at Gebze Technical University, whose populations range from 20 to 34. The
ages of the participant students range from eighteen to twenty. Among the available
classes, two ones where the researcher teaches himself were adopted. They were
exposed to pre-test administrations of EFL Achievement Test, Attitudes toward EFL
and Self-Efficacy Beliefs in EFL scales. To see if these classes are equated in terms
of the variables within the interest of the study, the researcher computed necessary
analyses through SPSS 21 for Windows. In this respect, it was necessary to decide on
the type of the data since each one of them require different type of analyses.
Therefore, the researcher relied on normality test as one of the accepted parameters
that help to decide on the type of the data. Hence, assumptions that assess the
normality of the distribution of the data gathered in the pre-test application of the

instruments were covered.

After finding that the data distributed normally, parametric tests were determined to
be employed in order to seek for any difference between two groups of students in
terms of the concerned variables of the study. Relying on this, the groups were

equated through parametric tests.

Moreover, these EFL learners of the study were informed about the purpose of the

study and requested to sign Informed Consent Form summarizing their rights and the
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framework of the study itself before they were involved in the study (see Appendix
13). The experimental procedures of the study were designed to replace those of the
course activities the students have to participate. Therefore, the researcher asked the
students to sign the form to show their consent not to involve in the study but to
permit the researcher use their data in the research. Yet, it was ensured that all
individual opinions, performances were confidential and it was their right not to

participate in the follow-up interviews of the study.

Eventually, the distribution of the participants according to the equated control and

experimental groups was shown in the following table.

Table 3.1: Descriptive Statistics for the Participants

Groups Gender N % %211 Pcumutative
_ Male 12 29,3 29,3 29,3
Experiment
Female 9 21,9 21,9 51,2
Male 11 26,9 26,9 78,1
Control
Female 9 21,9 21,9 100

As seen in the table, 12 of the students in the experimental group were male while
the rest (9) were females. On the other hand, 26, 9 % (11) of the participant students

were males in the control group while the remaining 9 students were females.

3.3. Data Collection Instruments

The purpose of this study is to shed lights on the impact of flipped classroom on
attitudes toward, self-efficacy beliefs in EFL covering the advantages, perceptions
and academic outcomes of the flipped classroom teaching model. To realize this aim
of the research, it was a must to obtain the participant EFL learners' pre- and post-test
scores of academic EFL performance, attitudes toward and self-efficacy beliefs in
EFL in addition to their perceptions of the flipped classroom model. In other words,
the data collection procedures of this study were two folded. Within this frame, the
quantitative data was collected by the administration of EFL Achievement Test
developed by the researcher, Self-Efficacy Belief in English Scale (Yanar, Biimen,
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2012), Attitudes toward English Scale (Aiken, 1979; Tung, 2003; Tuncer, Berkant,
Dogan; 2015) as pre- and post-tests in the fall term of 2016-2017 Academic Year. On
the other, as the facilitator of the data, qualitative data that indicate the learners'
perceptions of their flipped classroom experience was attained through semi-
structured interviews with nine students in the experiment group. In this perspective,
the following section is allocated for the comprehensive explanation on these data

collection instruments.

3.3.1. EFL Achievement Test

In order to elicit the participant EFL learners' scores of EFL performance, the EFL
Achievement Test developed by the researcher was applied (see Appendix 1). This
test aimed to explore the progress the participants make during the English course in
a prep EFL class at Gebze Technical University. Therefore, this test is expected to be
sensitive enough to gain diagnostic information about students’ progress in EFL
during a term. This makes it obligatory to obtain the results as detailed and accurate

as possible.

Based on the purposes stated above, the results of the test are expected to help
teachers make important decisions about their students and instruction. Therefore,
the researcher must be sure that the test measures the adequate sampling of
classroom content and the cognitive processes implemented during the instruction
(Fives, Barnes, 2013). These all serve to improve the "validity of teachers'
evaluations or decisions about their students based on the given assessment” (Fives,
Barnes, 2013, 3). However, there is no precise set of steps accepted by experts to
follow during the process of constructing an achievement test. Yet, to ensure the
quality of the test to be developed, the researcher of the present thesis followed the
stages in the form of the composition of Turgut, Baykul (2012) and lvanova (2011).
Respectively, the process of constructing the achievement test followed the stages of
stating the overall plan of the test, content definition, test specifications, item writing,
test design, item reduction, piloting the test, scoring test responses, item analysis and
forming the ultimate test. These stages and the procedures realized within those

stages were covered below:
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3.3.1.1. Overall Plan: The first step of developing a test is setting its goal so that it
can overlap with its purpose serving for high validity. In this respect, university prep
EFL achievement test was aimed to measure EFL students' progress during the fall

term at Gebze Technical University.

3.3.1.2. Content Definition: lvanavo (2011) indicates the second step as a stage
where the test developer needs to determine the content to be tested. Keeping this in
mind, the objectives and functions specified in the English Language Curriculum of
the prep classes at university were reviewed. Then, in addition to the syllabus, the
coursebooks and the objectives that are to be covered during the term were reviewed.
Following this, the most critical objectives were identified. To ensure the match
between the objectives and the items that test the acquisition of those objectives by
the test takers, at this stage, a table of specifications was developed by the researcher,
the test developer (see Appendix 4). In this way, the test developer, the researcher
himself, aimed to bridge instruction, assessment and support teachers' judgments

about their students and the quality of the instruction itself.

3.3.1.3. Test Specifications: Based on the purpose, content of the test demonstrated
through table of specifications, test developers are advised to make a detailed plan of
the test ranging from the addressee to the skills stressed in each part of the test. In
this plan, to see how much of these objectives are attained by the students, the
number of the test items to include were made clear by the researcher (see Appendix
3). While making those decisions with regard to the distribution of items and their
types and numbers, such points as the number of objectives, teacher's understanding
of the students, the class time allocated for testing were taken into account.
Embracing these points, a balanced skills-based approach (listening, grammar,
reading, vocabulary and writing) was adopted. As a result, each of the skill

constituted 20 % of the whole scoring.

3.3.1.4. Item Writing: At this stage of test development, the test developers are
advised to take the test specifications and the table of specifications into account to
come up with initial set of test items (Turgut, Baykul, 2012). Within this perspective,
the researcher developed a skill based mixed type test in a way that would cover each
of the objectives in the specification of the test. Taking the reliability procedures into

account, which may force the developer to remove some of the items due to their

94



poor quality, in the initial procedure for developing the achievement test, the
researcher aimed to include at least items two times more than planned items to test
each of the objectives in the table of specifications. As a result, the researcher

included test items ranging from 2 to 8 to test each of the critical objectives.

3.3.1.5. Test Design: At this stage, the test is put into its final form to pilot. All the
test items are ordered properly in a way that will not distract the test takers.
Therefore, following Turgut, Baykul (2012), the researcher asked two colleagues to
check the test for any grammatical or technical mistakes. Taking their suggestions,
the researcher put the finishing touches on the test "to maximize the ease of reading
and thus to minimize the time necessary to complete the items" (Ivanova, 2011, 283).

3.3.1.6. Item Reduction: In addition to edition on the formatting of the test, the
researcher also needs to worry about the validity of the test to be developed from the
perspective of the experts. In this respect, it must be ensured if the content of the test
corresponds to content specified in the table (Ivanova, 2011). To set the content
validity of the test, two folded procedures were realized collecting data from five
EFL teachers and five experts in EFL. Following adaptation of Lawshe technique, in
the first fold, five EFL teachers from the university were asked to evaluate the
content validity of the objectives found critical by the researcher among those to be
covered during the term. They were asked to comment through Evaluation of
Functions Forms where they were asked to assign numbers to their opinions from 1
to 5 for each of the functions specified by the researcher (see Appendix 5). In the
second fold, to test whether the objectives in the table of specifications match with
the items planned to test them and the levels they were specified to correspond at
Bloom's taxonomy, five experts in EFL from different universities were asked to
evaluate the harmony between the designed test and the table of specifications.
Instead of limiting them to three classical options as necessary, unnecessary and
useful but not necessary, on an Evaluation of Achievement Test Form, they were
asked to mark from 1 to 5 to give a statistical value for the content and face validity
of the test (see Appendix 6). While 1 was standing for "completely invalid”, 5 was
indicating "completely valid" in the form. They were also asked to comment on
anything else that they find important to edit on the test or the table of specifications.

Then, simple descriptive calculations in the form of mean and percentages were
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followed. In evaluating these results, the number of gaps and options were used as
criteria (Tekin, 1996). In this respect, the following ranges of mean scores were

taken as a basis:
1.00-1.80 Completely invalid
1.81-2.60 Invalid
2,61-3.40 Undecided
3.41-4.20 Valid
4.21-5.00 Completely valid

As a result, the test looked like a valid measure of EFL performance of prep EFL
learners at Gebze Technical university regarding the objectives specified with the
mean score of 4,8 out of 5 according to 5 EFL teachers from the university. This
indicated that none of the objective specified as critical by the researcher was found
to be invalid by 5 EFL teachers. On the other hand, the experts’ evaluations of the
harmony between the items, functions and their corresponding stages at Bloom's
taxonomy produced 4,3 out of 5 on content validity and 4,6 on face validity. In other
words, this meant that the objectives specified by the researcher among those to be
covered during the term were justified by EFL teachers at the university. Yet, their
comments were taken into account to edit the objectives further. On the other hand,
the test items developed to measure the acquisitions of those objectives and their
correspondences at the taxonomy were also confirmed by expert views. As a result,
thanks to the specification of the test and opinions provided by the experts and the
teachers, the necessary changes were made and the content validity of the test was

ensured.

3.3.1.7. Pilot Testing: This stage includes the production, publication and
administration of the test. Within this perspective, the researcher took the suggestions
provided by the teachers and the experts to finalize the trial form. In this respect, the
test was set to be administered in two sessions. The first session was decided to last
for 60 minutes covering listening, grammar, reading, vocabulary while the second
session was determined to cover writing in 30 minutes. However, some items found
by the teachers difficult for the students were not removed from the test before the

pilot study. The reason behind this was that pilot study was a small scale study that
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may enlighten the researchers about such facets of the real study as feasibility, cost,
time, reliability and validity of the data collection instruments (Van Teijlingen,
Hundley, 2002). In this respect, in order to be aware of the potential problems that
may come out during the implementation of the study, the researcher conducted pilot
study with 38 students who were qualified to study at English Prep Schools of eight
different universities (5 state and 3 private) in Turkey in 2016-2017. As a result of
this, the researcher did not only come up with a set of data to calculate item analysis

but also found that the time limit set for the testers to complete the test was enough.

3.3.1.8. Scoring Test Responses: This stage of the test construction process stands
for ensuring the accuracy of testing scores with a detailed scoring key (lvanova,
2011). Based on this, the researcher provided a detailed answer key (see Appendix
2). The scoring key was prepared as detailed as possible in order to attain objective
scoring. To evaluate students’ levels of success in each skill, nothing was deducted

for the errors of the skill outside the confines of what the item tested.

Due to its open ended and creative nature, the writing part was assessed by three EFL
teachers following the analytic rubric provided in the detailed answer key. In the
rubric, four areas (grammar, vocabulary, content and organization) were taken into
consideration. Each main area was assessed following the guidelines where each
performance in each of four criteria was analytically and separately evaluated out of
5. The final writing performance of every test taker was produced capturing the mean

of three EFL assessors.

3.3.1.9. Item Analysis: This stage of the test development stands for dwelling on the
set of data acquired from the pilot study. At this stage, the test developers analyze the
performances on each item to produce some indices that may help them evaluate the
overall quality of the test. Such indices as item mean score, item standard deviation,
the item difficulty and discrimination guide the test developer to decide on the items
that need to kept, removed or edited (Turgut, Baykul, 2012).

In this study, the reliability analysis of the achievement test, including item difficulty
and discrimination were run by Item and Test Analysis Program—ITEMAN.
ITEMAN was adopted in the study since it analyzes test providing conventional item
analysis for each item through such statistics as item-total correlations,

discrimination and difficulty index and the test as a whole through mean, median,
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standard deviation and the reliability. Since ITEMAN allows the researchers to
analyze the quality of dichotomously scored items, the researcher of the present
study coded the data dichotomously as correct and incorrect. While 1 was used for
correct responses, 0 was selected to code incorrect responses. ITEMAN was also
expected to help the researcher clearly indicate the impact of each item and even
response alternatives on reliability of the test by providing the researcher with KR-20
reliability (Thompson, Guyer, 2010). This was realized by the researcher consciously
since KR-20 is stated to be a measure of internal consistency for tests or surveys
which are composed of dichotomously scored items (Bademci, 2011; Tan, 2009). In
this way, the researcher utilized ITEMAN rooted in conventional test theory to
include appropriate items in the final draft of the test based on their difficulty and

discrimination power.

3.3.1.10. Forming the Ultimate Test: The last step of constructing an achievement
test is to form the ultimate test by including the items having difficulty (P) and

discrimination (Rpris) indices within acceptable ranges.

Item difficulty index stands for the percentage of the students who answered the item
correctly to the number of all the test takers (Turgut, Baykul, 2012). This item
difficulty index ranges from 0.0 to 1.0. While 0 shows there is no student answering
the item correctly, 1.0 indicates there is no student answering the item incorrectly.
On the other hand, item discrimination index (Rpbis) indicates the power of an item
to measure what it aims to measure by discriminating between students with higher
scores and those with lower scores. Ranging from (-) 1.0 to (+) 1, the index shows
the correlation of the item with the whole of the test. While (-) values is a signature
of mismatch between the item and the rest of the test, (+) values indicate a harmony
of the item with the whole test. On the other hand, a discrimination index at 0 shows

there is no relation between what the item and the rest of the test measures.

Based on the framework provided above, the achievement test was finalized by
taking results of item analysis. While accepting or rejecting the items for the ultimate
test, the acceptable discrimination and difficulty ranges put forward by Turgut and
Baykul (2012) as a composition of different views in the literature were adopted. In

this respect, for item discrimination index (Rpbis), if the discrimination value is;

e 0,19 and lower, the item must be discarded from the test,
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e between 0,20 and 0,29, the item must be edited or revised,

e 0,30 and over, the item is acceptable.

In terms of item difficulty index, if the difficulty index is between;

e 0,00-0,19, the item is very difficult,

e 0,20 - 0,34, the item is difficult,

e 0,35-0,64, the item is moderately difficult,
e 0,65-0,79, the item is easy,

e 0,80-1,00, the item is really easy.

Taking these difficulty ranges and Turgut and Baykul's (2012) remark on item
difficulty proportion of test items into account, 70 % of the test items was aimed to
be moderately difficult, while 13 % of them was supposed to be difficult. 13 % of the
test items was targeted to be easy while 2 % of the items was aimed to be very
difficult. The remaining 2 % was planned to be very easy. In this way, it was

attempted to address all types of test takers.

As a result of following the aforementioned steps of test construction including
issues related to the validity and reliability procedures administered within the
present study, the researcher developed and ensured EFL Achievement Test as a valid
and reliable assessor of EFL prep learners' EFL performance at Gebze University
(KR2o=0,91).

3.3.2. EFL Self-Efficacy Belief Scale

To find out the impact of flipped classroom teaching model on EFL learners' self-
reported efficacy beliefs in EFL, it was necessary to employ a self-efficacy scale as a
pre- and post-test. Hence, Self-Efficacy English Scale developed by Yanar and
Biimen (2012) was administered to 38 prep EFL learners at Gebze Technical
University (see Appendix 7). This scale originally aimed to measure high school EFL
students' reported self-efficacy beliefs in EFL (a = 0.97). More specifically, this scale
aimed to explore EFL learners' self-reported efficacy beliefs in four main ability
domains of English as listening, reading, speaking and writing. The original scale
consisted of 34 items which are scored on a 5-point Likert-type scale ranging from
"1= strongly disagree™" to "5= strongly agree"”. To test the content validity of the

scale, the researchers consulted 14 experts including two from the assessment and
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evaluation department, three from curriculum and instruction and one from
counselling and guidance departments. The reliability statistics of the revised form of
scale was held using a number of Anatolian High School EFL learners at eleventh
grades (n=296). The results of explanatory factor analysis explored that 34 items
with extraction values ranging 0.42 to 0.69, as a result of omitting 13 items having
low factor loadings, included in the scale gathered in four factors. Following this, the
researchers also employed confirmatory factor analysis to confirm the four-sub-
scaled model. As a result of the fit indices, the researchers confirmed that self-
efficacy beliefs of the EFL learners gathered around four areas as set by the explored
model (RMSEA=0.044 and SRMR=0.046). The internal consistency reliability
coefficients for each of four subscales were also found to be within acceptable ranges
as follows: reading (a0 = 0.92), writing (o = 0.88), listening (o = 0.93) and speaking
(=0.92).

Keeping the impact of self-efficacy beliefs on achieving the purpose in EFL in mind,
the researcher adopted the aforementioned scale developed by Yanar and Biimen
(2012). In addition to the elaborate validity and reliability procedures followed by the
researchers, one of the pioneering reason behind this choice is that this scale was
developed for high school students who are around the ages of those at university
displaying similar physical and psychological attributes. In addition to addressing the
age groups of the participants of the present study, as noted by Yanar and Biimen
(2012), other self-efficacy scales were either other subject areas specific or derived
from motivational scales. However, the adopted scale is the first one focusing on four
main sub-skills in EFL (Yanar, Biimen, 2012). When it is noted that the current study
seeks to explore the impact of flipped classroom model on four skills in EFL, skill-

based aspect of the scale also makes a perfect match with the purpose of the study.

In the current study, Self-Efficacy English Scale (Yanar, Biimen, 2012) was tested for
its statistical relevance to the sample of the study. Within this respect, the first step to
follow is to get the permission of the test developers by informing them where and
how to use the scale (Karakog¢, Donmez, 2014). Therefore, the researcher obtained
the permission from Biimen to administer the scale in the current study (see
Appendix 8). Then after, the researcher initiated the analysis of the data gathered
from the pilot study carried out with 38 students who were qualified to study at

English Prep Schools of eight different universities (5 state and 3 private) in Turkey
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in 2016-2017. Before checking the reliability and validity of the instrument, as a
prerequisite, first of all KMO & Bartlett’s Test of Sphericity was computed to
measure the adequacy of the sampling (KMO = 0,55; x*= 1214,138; p < .001).

Once the sample was found to be suitable to conduct intended analyses, the
researcher set to test the validity of the modified scale. Golafshani (2003) refers to
the validity in quantitative research as “construct validity”. The construct of the scale
refers to "self-efficacy beliefs in EFL". In this respect, the researchers administered
confirmatory factor analyses (CFA) to produce sound outcomes if the adopted scale
is a valid measure of the stated construct within the sampling of the present study.
Yanar and Biimen (2012) computed exploratory factor analysis (EFA) in the phase of
developing a scale for the first time to explore the possible underlying factor
structure of a set of observed variables without a preconceived structure on the
outcome (Child, 1990). In this respect, in the present study, the researcher used
LISREL 8.54 for Windows and more specifically a full structural equation model
(SEM) to test and confirm the four-dimensioned model of the adopted scale with the
participants similar to those of the current study in the pilot study. This is because
CFA is the sum of a number of statistical tests to determine the adequacy of the
model and confirm the set relationship between observed variables and their
underlying latent constructs (Bryant, Yarnold, 1995). In other words, CFA is
employed to confirm theoretical structures explored as a result of EFA (Bektas,
Akman, 2013). As a result of these, CFA was administered to the factorial structure

explored before to explain 61,41 % of the total variance.

Following maximum likelihood estimation method, in addition to path diagrams, fit
indices were taken into account to evaluate the results related to the model. Because
fit indices serve to explore if a CFA model fits with the data or the variables (Bryant,
Yarnold, 1995). Out of these fit indices, the following values were analyzed in order
to make a conclusive remark on the scale: Chi-square (x°), RMSEA (Root Mean
Square Error of Approximation), SRMR (Standardized Root Mean Square), RMR
(Standardized Root Mean Square), CFI (Comparative Fit Index), GFI (Goodness of
Fit Index), Normed Fit Index (NFI), Incremental fit index (IFI) and AGFI (Adjusted
Goodness of Fit Index).While deciding on the fit of the explored model, the

following ranges specified in the table were used.
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Table 3.2: Acceptable Fit Indices for CFA

Fit Indices Acceptable Values

Chi-square (x?) / df <5

GFI >0.90
AGFI >0.85
CFl >0.90
RMSEA <0,08
SRMR <0,08
RMR <0,08
NFI >0.90
IFI >0.90

Adapted from Harrington, Donna. 2008.Confirmatory Factor Analysis. USA: Oxford
University Press; Schumacker, Randall, E.,Lomax, Richard, G. 2004.A Beginner's Guide
to Structural Equation Modeling. Second edition. Mahwah, NJ: Lawrence Erlbaum
Associates; Simsek, Omer, Faruk. 2007. Yapisal Esitlik Modellemesine Giris: Temel
flkeler ve LISREL Uygulamalari. Ankara: Ekinoks Yaymcilik

In addition to CFA analysis run to confirm the explored model, the next step was to
compute the reliability coefficient of the scale. Therefore, cronbach's alpha (o) value
using SPSS version 21 for Windows was computed to test the reliability of the scale
(o0 = 0.94).The reason behind computing cronbach's alpha instead of KRy is that
alpha is the most common measure of internal consistency especially with multiple
likert questions in a survey/questionnaire that form a scale and when the aim of the
researchers is to determine if the scale is reliable (Bland, Altman, 1997; Cronbach,
1951).

On the other hand, in the present study, the students’ scores of self-efficacy beliefs
were interpreted following Yanar and Biimen (2012), who suggested three types of
self-efficacy beliefs in EFL: high (mean of 4.1 or higher), medium (mean of 3 — 4),

and low (2.9 or lower).
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To sum up, employing all the procedures related to getting permission, CFA and
cronbach alpha coefficients analyses confirmed that the adopted scale of self-efficacy
including 34 items in four factors as a valid and reliable assessor of university prep
EFL learners' self-reported efficacy beliefs in four main skills of English
(RMSEA=0.080; SRMR=0.013; 2 / df = 1,24; a = 0.94).

3.3.3. Attitudes toward English Scale

In addition to self-efficacy beliefs, attitudes can predict the success of the learner in
EFL (ilhan, Karatas, 2015). In this respect, in order to see the impact of the flipped
classroom treatment on the participant EFL students' attitudes toward English, the
scale rooted in ‘Attitudes toward Mathematics and Physics Scale’ developed by
Aiken (1979). The original scale consisted of 24 items scored on 5-point likert type.
As a result of explanatory factor analysis, Aiken (1979) explored that 24 items
gathered around four factors: Love for Math, Fear of Math, Motivation for Math and
Significance of Math. Under every factor, there were six items, three of which were
negative while the remaining three were positive. Aiken (1979) found the instrument

was a reliable assessor of Iranian EFL learners' attitudes toward EFL (o= .81).

Tung (2003) acquired Turkish adaptation of this aforementioned scale in a way to
determine university prep EFL learners' attitudes toward English. By being loyal to
its original form, Tung (2003) modified the original four factored scale to match up
with EFL in one factor under 24 items to ensure that the students can easily circle the
number in the scale that they think best reflects them. In this respect, the scale went
through back and forth translation processes. Tung (2003), therefore, included such
general statements regarding the EFL as ‘English is not a very interesting class’ and
‘I like doing English exercises’. Just as the original scale, the adopted scale consisted
of 24 items which are scored on a 5-point Likert-type scale ranging from "1 =
strongly disagree” to "5 = strongly agree". (Tung, 2003). As a result of the internal
consistency reliability coefficient analysis, cronbach's alpha value (o= .77) was
found to be within acceptable range (Tung, 2003). Yet, the scale was not validated by
Tung¢ and it was found to be utilized as one-factor scale. In contrast to lack of
validating results, the reliability of the scale was also confirmed by some other
studies conducted by Celebi (2009) and Cimen respectively (2011) (o= .87; .89)
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Elaborate validity and reliability procedures of the scale were conducted by Tuncer,
Berkant, Dogan (2015). The researchers employed both explanatory and
confirmatory factor analyses on the data collected from 271 university prep EFL
learners. Compatible to its original form developed by Aiken (1979), the results of
explanatory factor analysis indicated that the scale had four factors with 19 items
explaining the 54.180 % of the total variance (o= .88). In order to test this model, the
researchers also computed confirmatory factor analysis statistics and confirmed the
four-factored and 19-item structured model of the instrument as a valid and reliable
assessor of university prep EFL learners' attitudes toward English (RMSEA=0.059;
SRMR=0.061; o =.865).

In the current study, Attitudes toward English Scale was administered as pre- and
post-tests to gain insights about the impact of the flipped classroom on the learners'
attitudes toward EFL (see Appendix 9). This scale was adopted not only because it
was deeply rooted in one of the pioneering scale in the history but it was also set as
reliable in many studies conducted with similar groups of participants to those of the
current study (Celebi, 2009; Cimen, 2011; Tung, 2003). Moreover, it also went
through recent detailed factor analyses with the participation of university prep EFL
learners (Tuncer, Berkant, Dogan, 2015). However, to produce unbiased results, the
scale was again tested for its statistical relevance to the sample of the study. Hence,
same procedures followed to test the relevance of the Self-Efficacy English Scale
were repeated in the same order. Therefore, first, the researcher aimed to obtain the
permission to administer the scale in the current study from the three developers of
the scale through e-mail. Berkant and Tuncer answered the mail and allowed the
researcher to use the scale being loyal to ethical issues related to citations (see
Appendix 10).Then, in the pilot study carried out with 38 students registered at
English Prep Schools of eight different universities (5 state and 3 private) in Turkey
in 2016-2017, KMO & Bartlett’s Test of Sphericity was computed to measure the
adequacy of the sampling (KMO = 0,732; x> = 434,477; p < .001).

After setting the adequacy of the sampling, the researcher stepped forward to
compute confirmatory factor analyses to strengthen the comment if the adopted scale
is a valid measure of the "attitudes toward EFL" construct within sampling of the
current study. Since EFA was run by Tuncer, Berkant, Dogan (2015) in the

developmental period of the scale, the researcher used LISREL 8.54 for Windows and
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SEM to test and confirm the four-dimensioned model of the adopted scale with the

participants similar to those of the current study in the pilot study.

Following maximum likelihood estimation method, fit indices specified in table

3.4were taken into account to evaluate the results related to the model.

In addition to CFA analysis run to confirm the explored model with four factors
around 19 items, the next step was to compute cronbach's alpha (a)) value of the scale
using SPSS version 21 for Windows (a = 0.91). The reason behind computing
cronbach's alpha was the same as that of the EFL Self-Efficacy Belief Scale. Internal
consistency of the scales with multiple likert questions is determined relying

oncronbach's alpha (o) value.

On the other hand, in the present study, the students’ scores of attitudes toward
English Scale were interpreted following the formula based on number of gaps and

options (Tekin, 1996). In this respect, the following mean ranges were specified:
1.00-1.80 Strongly disagree
1.81-2.60 Disagree
2,61-3.40 Neutral
3.41-4.20 Agree
4.21-5.00 Strongly agree

Based on these ranges, those having mean scores between 1.00 and 2.60 were
labelled as loaded with "negative attitudes toward English" while those having mean
scores ranging from 3,41 to 5,00 were labelled as "positive toward English”. On the
other hand, those having mean scores between 2,61 and 3,40 were labelled as neither

negative nor positive toward English.

To conclude, as a result of the procedures stated above to use the scale, the scale was
confirmed with 19 items collected around four factors as a valid and reliable assessor
of university prep EFL learners' attitudes toward EFL (RMSEA=0.068; SRMR=
0.012; %2 / df = 1.52; o= 0.91).

3.3.4. Semi-Structured Interview Form

Taking the commonly cited advantages of the flipped classroom model into account,

the researcher, also as the teacher in the class, aimed to conduct a study informing
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the concerned bodies about a better EFL practice. In this respect, analyzing the
participants' self-reported opinions about their flipped experience and its role in the
predictors of EFL achievement such as attitudes and self-efficacy beliefs becomes
significant to better understand the issue under the studied setting. With this aim of
gaining insights into the participant experiment group students' perceptions about
their flipped classroom experience and its impact on their attitudes toward and self-
efficacy beliefs in EFL, a semi-structured interview form was developed by the
researcher (see Appendix 11). The reason behind the choice of this instrument as a
way of data collection was that interview is not only a way to give the participants a
chance to reflect on their experiences but also a way to gain knowledge from them
(Kajornboon, 2005).

Interviews are held when the researcher asks the participants some open-ended
questions so that they "can best voice their experiences unconstrained by any
perspectives of the researcher or past research findings" (Creswell, 2012, 218). In
this process, also termed as standardized open-ended interview (Patton, 1990), the
researcher has a number of concepts, issues and accordingly questions in mind.
Consistent with this point, the researcher of the current study reviewed the related
literature for the questions asked the participants about their flipped classroom
experiences, their attitudes toward and self-efficacy beliefs in EFL. As a result, the
researcher came up with a form consisted of ten questions (see appendix 11). Six of
these questions sought the participants’ perceptions of flipping EFL classroom.
While five of them aimed to reflect on main components of the model, one of them
relied on asking the learners about the application of the model in other subject areas.
Three of the remaining questions aimed to elicit the impact of this model on their
attitudes toward and self-efficacy belief in EFL. The remaining question, on the other
hand, aimed to provide the interviewee with a chance to elaborate on flipped
classroom model in any perspective.

Following this, the draft form was sent to two experts from a language department
for the relevance and comprehensibility of its language. The draft form was edited as
a response to the suggestions made by the experts. Then after, an expert from
assessment and evaluation, two experts from curriculum and education, an expert
from educational psychology and another from English language teaching were

consulted to comment on the face and content validity of the edited form. Here
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similar procedures to those followed in the development of the achievement test were
held. In this respect, an adaptation of Lawshe technique was adopted. The reason
behind it was not to limit the experts to three classical options as necessary,
unnecessary and useful but not necessary. In a form, the experts were asked to circle
the number that reflects their opinions best from "1 = completely invalid" to "5=
completely valid" to give a statistical value for the content and face validity of the
form (see Appendix 12). Based on the number of gaps and options as criteria (Tekin,
1996), it was decided to omit the questions with the mean ranging from 1.00 to 2.60
revising those ranging from 2.61 to 3.40. As a result of employing basic descriptive
statistics, none of the items were found to be invalid. In other words, the form was
validated with the mean score of 4,8 out of 5 indicating the semi structured form as a
completely valid assessor of EFL students' perceptions of flipped classroom model in
EFL.

To identify the interviewee, the multiple variation sampling was employed. In order
to "present multiple perspectives of the individuals”, the researcher uses this
sampling to include "cases or individuals that differ on some characteristic or trait
(Creswell, 2012, 208-209). In this respect, the researcher interviewed with nine
experiment group students developing differently from pre- to post- academic
achievement test. Therefore, 3 of these students were chosen from those whose
scores were the most negatively or least positively changed while 3 other students
were chosen from those whose scores moderately changed. The remaining 3
interviewee students were those whose scores were the most positively changed from
pre to post-test. Each of the interviews was held in the university in a period of 25-40
minutes. Based on the consent forms obtained from the participant interviewees, the
interviews were realized and the researcher audio-taped the whole interviews (see
Appendix 13).

As a result of the administration of interview to explore the central phenomenon of
the study, the researcher obtained "information rich" data and helped to deepen

understanding of the efficiency of flipped classroom model in EFL. (Patton, 1990).

3.4. Data Collection Procedure

This part takes the form of the aim to reflect on the procedures followed by the

research to conduct the study based on the permission from Institutional Review of
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Board (IBR) with a notice of E.11219 issued on September 9, 2016 (see Appendix
15). Within this respect, in five main areas, in order to elaborate on the
aforementioned four folds, specific steps taken and procedures followed during the

study including the process of data collection are outlined in the following table:
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Table 3.3: Data Collection Procedures

Review of the related literature

May-June, 2016

Developing EFL Achievement Test

1 - 3 Week, July
2016

Developing Semi Structured Interview Form

37 - 4™ Week, July
2016

Organizing EFL Self-Efficacy Belief Scale

4™ Week, July 2016

Organizing Attitudes Toward English Scale

4™ Week, July 2016

Official correspondence with the university for the
pilot study

4™ \Week, July 2016

Identifying the participants of the pilot study

1St
2016

Week, August

Piloting of the Study

August 2016

Validity and reliability analysis of the scales

1% Week September
2016

Reporting the results

2" Week, September
2016

Pre-testing of data collection instruments

2" Week, September
2016

Analyzing the results

3 Week, September
2016

Assigning control and experiment groups

3 Week, September
2016

Flipped classroom intervention

September-
December, 2016

Post-testing of data collection instruments

1°.-3" Week, January
2016

Analyzing the results

4™ Week, January -
2" Week, February
2017

Semi-Structured interviews

2" 4™ \Week,
February 2017

Analyzing qualitative data

March, 2017

Concluding the results and finalizing the study

April - May, 2017

12 Months

May,2016-May,2017
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As seen in the table, the data for the study was collected in five main phases in 12
months covering a period from May, 2016 to May 2017. The following parts took the

form of attempts to reflect on each step in detail.

3.4.1. Pilot-Testing

The data collected during the study was articulated by 38 students who were
qualified to study at English Prep Schools of eight different universities (5 state and
3 private) in the pilot study and 41 students enrolled at foreign language (prep)

schools at Gebze Technical University in the main study.

To reach the aim of the current study, the researcher needed to adopt scales that
could explore university prep EFL students’ attitudes toward and self-efficacy beliefs
in EFL. Moreover, the researcher also needed to develop a reliable and valid
achievement test that could measure the participant students’ EFL performance. To
support this quantitative data and enlarge the scope of the study, the researcher also
needed to develop a semi-structured interview form to obtain data indicating the
learners' perceptions of the flipped classroom experience and its impact on their

attitudes toward and self-efficacy beliefs in EFL.

In the current study, as implied above, before the actual study, a great deal of effort
was devoted to the administration of pilot study to develop and test the adequacy of
data collection instruments. This pilot study was preceded by obtaining the
permission to administer the scale in the current study from their developers and
informing the participants about the overall aim of the study together with their rights
to receive their consent. The pilot of the study started with the application of EFL
Achievement Test. Having signed the consent form, the students completed the first
part of the test consisted of listening, grammar, reading and vocabulary in a period
ranging from 50 to 60 minutes. After a fifteen-minute break, the students were
observed to complete writing part in a period ranging from 25 to 30 minutes.
Following 20-minute break, the students were requested to complete 34-item EFL
Self-Efficacy Belief in English Scale (see Appendix 7). Next, 19-item Attitudes
toward English Scale was given to the participant students after another 20-minute
break. The data gathered as a result of the administration of these 3 instruments was
exposed to elaborate validity and reliability analyses. In other words, the data

collected from the administration of the test was exposed to item analysis including
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item difficulty, item discrimination and the reliability analyses computed through
ITEMAN 4. On the other hand, the data acquired out of the scales formed the basis
of the adequacy of the sampling, reliability and validity analyses including CFA and
alpha value through SPSS version 21 and through LISREL 8,54 for Windows

respectively.

Then, three separate Independent Samples t-tests were computed to equate the
participants in the control and experiment groups in terms of the pre-test results of
EFL Achievement Test, Attitudes toward EFL and Self-Efficacy Beliefs in EFL scales
in the pilot study. To anticipate unexpected problems in the treatment of major
experimental study, the researcher flipped the classroom for the students in the
experimental group by uploading web lectures prepared by the researcher himself on
YouTube asking them to watch the video lectures at home before the class to allocate
classroom time for interactive group activities. On the other hand, other 19 students
in the control group were traditionally following lecture and assignment procedures.
Following the flipped classroom treatment that took two weeks, the EFL
Achievement Test, EFL Self-Efficacy Belief in English and Attitudes toward English
Scales were given to the students as post-tests. This was done not to employ the
complete statistics as in the real study but to check time spent between the post-tests
and the retention test and anticipate some problems that may come out during the

main study.

Following two-week treatment, semi-controlled interview form which was developed
by the researcher using an adaptation of Lawshe technique justified and validated
with the participation of seven experts from different subject areas in different phases
were also held with 5 voluntary students in the flipped EFL classroom from three
different achievement groups. This interview consisted of ten questions were held
not to produce qualitative data to support quantitative data in the pilot study but to
explore any problems that may come out during these semi-controlled protocols and

tailor the related procedure in the major study.

3.4.2. Pre-Testing

As implied in the table above, apart from the steps taken to review the related
literature, locate and develop the data collection instruments and conduct the pilot

study to have advance warning about problems that may come out in the main study,
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the data collection procedures were followed in four folds. While the first two
quantitative folds included pre and post-test implementation of the aforementioned
scales interrupted by the flipped intervention, the last fold included the collection of
the qualitative data acquired as a result of semi-controlled interviews with the
experiment group students about their flipped classroom experiences. This mixed
method structured flow of the data collection procedures of the study cut by the
experimental intervention is illustrated in the table below as follows:

Pre-Test Intervention

* EFL Achievement Test

= EFL Self-Efficacy Belief Scale
« Attitudes Towards English Scale

* Flipped Classroom

N\

Interview Post-Test

= Semu Structured Interviews ‘ = EFL Achievement Test
. » EFL Self-Efficacy Belief Scale
= Attitudes Towards English Scale

N

Figure 3.2: Flow of Data Collection Procedures

As seen in Table 3.2, the implementation of the main study started with the pilot
testing in September. The pre-testing was initiated by getting the participant students
sign the consent forms in the second week of September. Taking the problems that
came up with the administration of three data collection instruments consecutively on
the same day in the pilot study, the procedures for pre-testing were shaped. In this
respect, the researcher asked the participants to take EFL Achievement Test and EFL
Self-Efficacy Belief in English Scale on the first day in the main study. Time ranges
determined as a result of pilot study were followed for the application each data
collection instrument in this phase. Not to cause any mental fatigue, Attitudes toward

English Scale was given to the participants on the next day.

Then participants were assigned to control and experimental groups based on the
results of three separate Independent Samples t-tests computed to equate them in

terms of the variables within the concern of the study.
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3.4.3. Intervention

Following the procedure where the groups were assigned and equated in terms of
three variables of the study, the intervention was initiated. In this respect, to
accomplish the internal validity of the design, the courses in both of these groups
were led by the researcher himself during the fall term of 2016-2017 academic year.
Moreover, the same syllabus prepared and submitted by Gebze Technical University
Department of Foreign Languages was followed in both classrooms (see Appendix
16). The instruction lasted 15 weeks from September to December. To realize the
aim of the experimental part of the study, the researcher followed Flipped Classroom
Model in the experimental class while he adopted traditional lecture-based
instruction in the control group. Within this respect, the following two parts were
devoted to present the teaching procedures followed in experimental and control

groups.

3.4.3.1. Procedures for the Experimental Group

This group of students formed the population of the treatment classroom that would
be flipped. Hence, starting with the first week of the term, lecture parts of the lessons
in the experimental group were flipped with the relevant homework session outside
classroom. The main flow of the procedures in the flipped classroom was shown as

follows:

a B

« Lecture presentation
via materials shared

 Colloboration with
hictduEREICRO teachers and students

on the tasks.

Figure 3.3: Flow of Instructional Procedures for the Experimental Group

At the very beginning of the term, the researcher informed the participants in the

experiment group about the flipped classroom procedures both formally through the
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consent form and informally in the classroom via PowerPoint presentation after the
implementation of the data collection instruments as pre-test. Basically, being a
member of this flipped classroom required the students to watch the video lectures
created by the researcher or provided by the researcher from different sources such as
some web pages where a wide range of materials are offered for online or flipped
courses. These were created or selected from already created ones taking the
theoretical considerations explained before into account. As a result, the researchers
came up with interactive videos with an average run time of 10-15 minutes, Google
docs or presentations that can flip delivery of the content in the classroom with the
assignment at home. These were shared with the students through an online course
management system called Edmodo. Thanks to this network platform, the
participants in the experimental group reached and watched or listened to different
sources of materials ranging from videos and audio files to PowerPoint presentations
at their houses before their courses at school. Additionally, this network triggered the
communication between the teacher and students outside the classroom independent
of time and place. The students could easily communicate with one another about a

shared material as well as having instant feedback from the teacher.

The researcher also followed the recommendation in the flipped classroom literature
that a quiz was a must on the lecture before the classroom session (Zappe et al.,
2009). As a result of this, the researcher aimed to get the students adopt the habit of
coming to classroom having finished the related short exams prepared by the
researcher himself in different formats to ensure that they studied the shared
materials. This also made it possible to engage the students with more exercises and
more problem solving activities in different skills and spend more time in the
classroom on the acquisition of higher order skills. In other words, to accomplish
flipped intervention, during the research process, the researcher shared 46
assignments in forms ranging from videos, voiced PowerPoint, Google docs, audio
files to PDF and word files through Edmodo to help the participant student come
ready to the classroom. The researcher also uploaded 32 quizzes with different types
of items ranging from multiple-choice, fill-in-the blank, true-false to short answer
and matching. In addition to track the students who came to the classroom having
reviewed the delivered content or not, thanks to the instant online feedback provided

by the teacher about the quizzes in different forms, the students completed the
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missing parts in the acquisition of the content. The reason behind this was that the
quizzes were graded right after they were submitted by the students allowing them to

go over their mistakes for partial credits.

The style of the material differed based on the aims of each specific lessons,
requirements of each content to be delivered, time limits and researcher’s
preferences. Yet, all these materials in different forms that address the delivery of
each content specified in the syllabus formed the assignment phase of the flipped
classroom procedures that is realized independently of time and place outside the

classroom.

The virtual flipped classroom that was created on Edmodo by registering 22 students
(one being the researcher himself to check the quality of the delivered materials as a

student) is shown in the screenshot as follow:

Groups
P Experimental classroom

M. lyitoglu - Higher Education - Language Ars

Experimental classroom

Create a Small Group Posts  Foiders  Members @ Group Settings

—_—
A205:1
Note  Assignment Quiz  Pol

& Manage Groups i
& Manage Group Assignment Center

® Create a Group Type your note here Track your classroom's

progress on assignments

&, Join a Group A and quizzes with ease

< Add Assignments
B 6B N | Osendlae m

Figure 3.4: Flipped Classroom on Edmodo

In addition to the screenshot of the Edmodo account created for the students in
experimental group, some example screenshots of materials shared with the students
as assignments (46) and quizzes (32) to check both their understanding and whether
they really studied them are also presented below in the following figures:
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The Present

Si™ Hle

Figure 3.5: Video Assignment on Simple Present Tense

@ Simple Present Tense Quiz 1

(90t S0 Moew

Figure 3.6: Quiz on Simple Present Tense

In addition to sample assignments and quizzes sent to the participants in the flipped

classroom intervention, example screenshots of posted versions of them are also
shown in the following figures:

Me to @ Experimental classroom
ﬁ If Clauses

Turned In (10) Due: November 09, 2016 8:45 am

Walch to learn about first conditionals

If conditionals 0 &1
wwwyoulube.com

Like = Reply = Following

Nov 8, 2016
ﬁ Type a reply

Figure 3.7: Post on If Clauses Assignment
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Relative Clauses Level Test
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A
W
W

Due: November 13, 2016 1

10 Questions

}2

Me to @ E

at e Comparatives and Superiatives Level Test

imed 16 Due: November 13, 2016 12:45 am

10 Questions

Figure 3.8: Posts on Relative Clauses and Comparative & Superlative Quizzes

After reviewing delivered content as homework, the participant students were
exposed to the second part of the flipped classroom sessions in the classroom. This
phase served for enhancing higher order skills among students as they were engaged
in different interactive group work activities by giving them necessary amount of
individualized support in a way to help them master the content. Therefore, the
teacher aimed to adopt the role of professional teachers in the flipped classrooms
who "continually observe their students, provide them with feedback relevant in the
moment, and continuously assess their work by being reflective in their practice,
connecting them with each other to improve their trade, accept constructive criticism,

and tolerate controlled classroom chaos” (Hamdan, et al., 2013, 6)

Within this respect, the classroom sessions always started with a warm-up activity
followed by a whole class discussion about the delivered content. However, the
teacher did never give deep lectures about the content. Instead, the teacher briefly
reviewed the content through a question and answer session. When necessary, the
teacher initiated another session with exercises from the coursebook to reinforce

learning. This review session organized in warm-up, whole class discussion or
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question and answer activities lasted average time of 10-15 minutes and helped
students clarify the question marks regarding what was not understood regarding the
content. This generally followed group work activities based on a meaningful
problem to help students better reinforce and expand their mastery of the content by
having more time to work with their peers through the assistance of the teacher in the
classroom. Apart from teaching grammatical structures, this session in the classroom
took the form of engaging students in reading, writing, listening or speaking
activities based on the content delivered to them through Edmodo. Sometimes, the
students were also engaged in fun activities such as Kahoot games. Then, the second
and last phase of the flipped classroom finished assigning students what is known as
“homework™” to cover in collaboration with their peers and the teacher in the
classroom. It is important to state that the same homework was assigned to the
students in both control and experimental classrooms. The only difference was that
the students in the control group had to complete their homework outside the
classroom, while for those in the flipped classroom their peers or the teacher were
available for help in the classroom During this time, the teacher walked around the

classroom and assisted the students individually when needed.

This two-phased flow of procedures held for flipped classroom in the present study

was concretely embodied in the following table:

Table 3.4: Flow of Procedures for the Experimental Classroom

Week Subject 15T Phase 2"P Phase
Outside the Classroom In the Classroom
e Warm-up
e Whole Class
. . Discussion
ENGLISH FILE e PowerPoint Presentation Pair Work
1 ELEMENTARY o Video s rairyor
. . e Group Work
UNITS: ¢ Voiced PowerPoint Dictation
o . [ ]
1ABC & 2ABC Presentation e Show and Tell

e Teacher-Created Quiz 1

e Teacher-Created QUiZ 2 e Sentence

Auction
e Assignment
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Table 3.4 — continue

Week Subject ~ 1°T Phase 2"P Phase
Outside the Classroom In the Classroom
Warm-up
ENGLISH FILE e Voiced PowerPoint Question and
ELEMENTARY Presentation Answer
2 e PDF Whole Class
UNITS: ¢ Video Discussion
3ABC & 4ABC e Teacher-Created Quiz 3 Problem-Solving
e Teacher-Created Quiz 4 Activity
Assignment
Warm-up
ENGLISH FILE e PowerPoint Presentation Question and
3 ELEMENTARY « Google Doc Answer
UNITS o Videos (2) Whole C_:Iass
5ABC & 6ABC e Teacher-Created Quiz 5 Discussion
o Teacher-Created Quiz 6 Story Telling
Assignment
Warm-up
ENGLISH FILE . PowerPoint PreS(?ntation \Igvi:c(:)lljis(i:cl)?lss
ELEMENTARY e \oiced PpwerPomt Pair Work
4 Presentation Reading For Gist
UNITS: e Google Doc .
7ABC & BABC & 9A e Teacher-Created Quiz 7 T_eachl_ng
e Teacher-Created Quiz 8 Listening
Through Songs
Assignment
Warm-up
Whole Class
ENGLISH FILE e \Voiced PowerPoint Discussion
ELEMENTARY Presentation Group Work
5 UNITS: ¢ Video Dictation
9BC & 10ABC &  ° WordFile Reading For
11AB e Teacher-Created Quiz 9 Specific
e Teacher-Created Quiz 10 Information
Bingo Game
Assignment
Warm-up
ENGLISH FILE e PowerPoint Presentation Whole Class
ELEMENTARY e Google Doc Discussion
6 e Video Story Telling
UNITS: e Teacher-Created Quiz 11 Small Group
11C & 12ABC e Teacher-Created Quiz 12 Discussion
Assignment
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Table 3.4 — continue

Week Subject ~ 1°T Phase 2"° Phase
Outside the Classroom In the Classroom
e Warm-up
ENGLISH FILE PRE- e PowerPoint Presentation e Question and
INTERMEDIATE e Teacher-Created Video Answer
7 N e Word File e Problem-Solving
1ABC & 2 ABC e Teacher-Created Quiz 13 Activity
e Teacher-Created Quiz 14 o Bingo Game
e Assignment
e Warm-up
¢ Voiced PowerPoint * 2ﬁ§:\t§n and
ENGLISH FILE PRE- Presentation
INTERMEDIATE o Audio File * Small Group
8 Discussion
UNITS: * PDF e Pair Work
3ABC & 4ABC e Teacher-Created Quiz 15 « Group Work
e Teacher-Created Quiz 16 e Scanning
o Teacher-Created Quiz 17 o Kahoot Games
e Assignment
e Warm-up
¢ Voiced PowerPoint e Question and
ENGLISH FILE PRE- Presentation Answer
INTERMEDIATE e PDF e Whole Class
9 UNITS: ¢ Video Disc_:ussion_
EABC & 6ABC o Teacher-Created Quiz 18 e Brainstorming
e Teacher-Created Quiz19 e Kahoot Games
e Teacher-Created Quiz20 e Group Work
e Assignment
e Warm-up
ENGLISH FILE PRE-  ® PowerPoint Presentation e Question and
INTERMEDIATE ~ * Video Answer
10 ¢ Voiced PowerPoint e Group Work
UNITS: Presentation e Skimming
7ABC & BABC & 9A o Teacher-Created Quiz21 e Taboo
e Teacher-Created Quiz 22 e Kahoot Games
e Assignment
ENGLISH EILE PRE-  ® Voiced PowerPoint e Warm-up
INTERMEDIATE Presentation e Question and
e Video Answer
11 UNITS: e PDF e Problem-Solving
9BC & 10ABC e Teacher-Created Quiz 23 Activity

e Teacher-Created Quiz 24

Assignment
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Table 3.4 — continue

Week Subject 1°7 Phase 2"° Phase
Outside the Classroom In the Classroom
e Warm-up
FOCUS 2: UNITS 1 * Whole Class
o Audio File Discussion
LISTENING Q « Google Doc o S(_enten_ce Jumble
12 SKILLS 2: UNIT 1 . Video . Ic_;IStemTQ for
GREAT WRITING 2: e Teacher-Created QU?Z 25 Meer:;rl?:lg
UNIT 1 e Teacher-Created Quiz 26 o Controlled
Writing
e Assignment
e Warm-up
e Audio File e Whole Class
FOCUS 2: UNITS 2 e Google Doc Discussion
13 LISTENING Q e Video e Group Work
SKILLS 2: UNIT 2 e Teacher-created Video e Listening for
. o Teacher-Created Quiz 27 Specific
GREATUXIVETNG 2 e Teacher-Created Quiz 28 Information
e Assignment
e Warm-up
FOCUS 2: UNITS 3 - e Whole Class
* Audio File Discussion
LISTENING Q e Google Doc . .
14 SKILLS 2: UNIT 3 e Video O By

e Teacher-Created QUiZ 29 L4 Llstenlng for

GREAT WRITING 2: . Specific
UNIT 3 o Teacher-Created Quiz 30 Information
e Assignment
e Warm-up
FOCUS 2: UNITS 4 e Whole Class
LISTENING Q e Teacher-created Video Discussion
15 SKILLS 2: UNIT 4 o PowerPoint Presentation e Listening for the
e Teacher-Created Quiz 31 Gist
GREAT WRITING 2: e Teacher-Created Quiz 32 e Semi-Controlled
UNIT 4 Writing

e Assignment

As seen in the table, materials used to deliver the content out of the school and the

procedures followed in the classroom to reinforce the mastery of the content in the
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classroom were reflected in the detail standing for each week during the fall term of
2016-2017 academic year.

3.4.3.2. Procedures for the Control Group

On the other hand of the intervention, for 15 weeks during the fall term in 2016-2017
academic year, the researcher taught students in the control group traditionally based
on direct instructional lecturing. The term “traditional” stood for any teaching style
where students were made to learn the content right in the classroom thanks to the
teacher presenting it, and practice and reinforce what they were taught in school at
home. Within this respect, basically, the students were asked to participate in the
lectures carried out in the classroom and do their homework at home.

To serve for the internal validity of the study, the teacher made use of the delivered
materials to the students in the flipped classroom via Edmodo while presenting the
content in the control classroom. Moreover, the students in the control group were
taught following the same coursebook and the syllabus prepared Department of
Foreign Languages at Gebze Technical University (see Appendix 16). This was done
consciously so that the probable differences between groups could be attributed to
differences in instructional methods rather than the materials and factors related to

the instructor.

After warming up students at the very beginning of the course, the researcher
presented the content through PowerPoint presentations and other videos especially
designed for the flipped classroom. This session took almost two thirds of the whole
classroom time. Then, to see and refine if the students understood the content or not,
the teacher initiated whole class discussions and question-answer sessions. Students
were also made to complete some exercises from the coursebook or workbook in the
classroom to reinforce their knowledge. Following this, the students were engaged in
small group work activities to expand their knowledge about and efficiency of the
content. At the end of the courses, the students were assigned homework to be done
at home. It is valuable to state that the same homework was assigned to those in the

flipped classroom to be done in the classroom.
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3.4.4. Post-Testing

After completing the intervention section that lasted fifteen weeks from the 2™ week
of September to the end of December, the third phase of the data collection
procedures for the actual study started. The third fold of data collection procedures
stands for the administration of EFL Achievement Test, EFL Self-Efficacy Belief in
English Scale and Attitudes toward English Scale as post-test in the first weeks of
January, 2016. In the administration of these instruments, the same procedures as
those in pre-test section were followed giving the students same time limits to
complete them. Therefore, the first two instruments were applied on the first day
after the intervention while the last scale was administered on the next day not to risk
the validity of the data.

3.4.5. Procedures for the Interviews

In the last fold of data collection, the researcher aimed to better enlighten the
concerned bodies about a better EFL practice by dwelling on the strengths of both
types of data to promise information rich data. In this respect, using the ten-item
semi-structured form developed and validated by the researcher with the
participation of seven experts, the researcher held semi-structured interviews with
nine experiment group students developing differently from pre- to post- academic
achievement test. In other words, the students were selected from three achievement
groups as low, medium and high. Based on the results obtained from pilot study, in a
period of 25-40 minutes, the interviews were held at Gebze Technical University and
audio-taped with the permission of the interviewee in the last two weeks of February,
2016.

As a result of the collecting all the necessary quantitative and qualitative data in four
folds, the actual study was finalized by carrying out the relevant analysis and

reporting the result from March to May, 2017.

3.5. Data Analysis

All the quantitative data was analyzed in six folds using Statistical Packages for
Social Sciences (SPSS) 21 for Windows, LISREL 6 for Windows and Item and Test
Analysis Program —ITEMAN 4. While the first two folds stand for the analyses of
the data obtained in the pilot study to develop, test and confirm the data collection
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instruments, the last four folds cover the analyses of the data in the main study to
answer the research questions. This part briefly indicates data analysis methods

followed in each fold.

In the first fall of data analysis, the data acquired as a result of the administration of
EFL Achievement Test in the pilot study was exposed to item level and reliability
analyses. In this respect, ITEMAN was used to compute item analyses including item
discrimination (Rpbis) and difficulty (P) indexes and those of the test as a whole
through mean, median, standard deviation. ITEMAN 4 was also used to compute the
reliability coefficients through KRy to stand for the index of internal consistency of
the test as a whole and its parts since they include dichotomous items. In this fold of
the analysis, the item and reliability analyses were covered separately for both
sections as listening, grammar, reading and vocabulary and the whole test. However,
the stated analyses were not carried out for writing part due to its open-ended nature.
To accomplish the reliability of scoring for writing part, three EFL teachers were
asked to follow the guidelines in the analytic rubric provided in the detailed answer
key. In the rubric, four areas (grammar, vocabulary, content and organization) were
shown as the basis of assessing students’ EFL writing performance analytically and
separately out of 5 for each of four areas. Participants’ EFL writing performance was
measured through the mean of three independent EFL assessors. In this respect,
reliability for assessing writing performance was realized through the mean scores of
three assessors based on analytic rubric while validity was ensured consulting 5 EFL

experts’ views on the table of specifications for writing.

The second fold of the analysis was devoted to testing and confirming the statistical
relevance of EFL Self-Efficacy Belief Scale and Attitudes toward English Scale to the
sample of the study. These required analyses were carried out in four steps. The first
step was to compute KMO & Bartlett’s Test of Sphericity 1o test the adequacy of the
sampling to measure intended analyses in the pilot study. Following this, the
researcher computed the Kolmogorov-Smirnov Test to assess the normality of the
data to choose the best estimation method followed in CFA. In the third step, the
researcher used LISREL 6 for Windows to perform confirmatory factor analyses
(CFA) in order to explore if the scales are valid measures of the related constructs.

The researcher took the last step to run reliability coefficient analysis using SPSS 21
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for Windows with a significance level of 0.05 to elicit Cronbach’s alpha (a) value
since it describes internal consistency of a scale with likert items.

In the third fold of the analysis procedures, the researcher aimed to form the basis on
which he could adopt the best data analysis methods. In other words, this fold
covered the attempts made to determine the type of the data obtained as a result of
the administration of pre- and post-tests since there are two types of data, parametric
and non-parametric each requiring different types of analysis. Therefore, the
researcher checked data in terms of the number of participants, measures of central
tendency, normal distribution curves and further ran Kolmogorov Smirnov tests to
test the normality of the distribution. In this way, the researcher aimed to compute
relevant parametric or non-parametric tests on the data and ensure the validity of the

conclusions drawn about the sample based on valid findings.

In the fourth step of the analysis, the results of analysis that indicate the data
distributed normally were taken as the basis. On this ground, parametric tests were
employed in order to answer the research questions of the study. Correspondingly,
the pre-test scores of EFL Achievement Test, EFL Self-Efficacy Belief Scale and
Attitudes toward English Scale were analyzed using Independent Sample T Test.
Based on the results of this test conducted to equate the characteristics of the
participant EFL students, two groups of students among whom there was no

significant difference were assigned as control and experiment groups.

The following fifth fold of the analysis was devoted to explore the impact of flipped
classroom model on EFL learners' scores of EFL Achievement Test, EFL Self-
Efficacy Belief in English and Attitudes toward English Scales. To compute adequate
tests to produce sound results, the researcher reviewed the related literature to decide
on the data analysis method. As a result, it was found out that five main methods
were followed and suggested to explore the impact of experimental intervention on
dependent variables (Balci, 2005; Biiyiikoztiirk, 2007a and 2007b; Creswell, 2012;
Karasar, 2007):

1. For each group (control and experimental), by computing the percentage

increases in pre-test and post-test scores, the mean increases are compared.

2. Controlling the effect of pre-test scores as covariates, Analysis of covariance

(ANCOVA) is run to examine the differences in post-test scores.
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3. Multiple Regression Analysis is run to predict the value of dependent variable
based on the known values of independent variables such as pre-test scores

and groups.

4. First, the pre-test scores are compared, and if there is no significant difference
between them, only the post-test scores are used to test the differences

between the means.

5. Depending on the number of grouping variables and measures, appropriate
form of Analysis of Variance (ANOVA) tests ranging from One-way, Two-
way, MANOVA to Repeated Measures ANOVA is suggested for use in data

analysis in experimental designs.

In this respect, depending on the variables and research questions of the present
study that probe the difference in the mean of pre-test and post-test scores within and
between groups, Independent Samples T and Paired Sample T Tests were adopted as
the main data analysis method.

Although it was partly suitable to be used with the collected data, ANCOVA was not
employed for a number of reasons. First of all, this test was found to be used in only
studies that seek the impact of intervention on post-test scores controlling the effect
of pre-test scores but not the difference within groups (Biiyiikoztiirk, 2007b). In this
respect, ANCOVA is basically used not to compare means but to both compare
regression lines and indirectly assess the effect of covariates (Myoung, 2009).
However, the present study aimed to shed lights on the differences between mean
pre-test and pos-test scores within control and experimental groups.

Secondly, ANCOVA in experimental studies is based on null hypothesis (Hp) that
there is not a significant difference between pre-test scores between the groups. This
happens when the researchers do not reach the related data to statistically accept the
the null hypothesis which results in insignificant impact of a variable assigned as
covariate on a dependent variable or lose data during the intervention causing them
to reject Hy (Biiyiikoztiirk, 2007b, Myoung, 2009). As a result, basically the pre-tests
are assumed to be equal as a result of which they are assigned as covariates and the
differences in post-test scores are assessed (Balci, 2005). However, it was not needed
to control the pre-test scores as covariates in the current study since, thanks to

independent sample t tests explained in the former fold of data analyses, they were
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already statistically equated at the very beginning of the study before the
intervention. Hence, there seemed no reason to justify the control of pre-test scores in
order to explore the significant impact of intervention on post-test scores. On the
other hand, despite the differences in their mathematical correctness and power to
reduce error, t tests and ANCOVA produce similar results when there is no
significant difference in the pre-test scores between the groups (Biiylikoztriik,
2007b).

In addition to them, the study did not also seek the joint impact of or interaction
between independent variables on dependent variables as in the case of ANOVA. As
a result of no interest in the interaction, the present case can still be regarded as a
pairwise comparison, which eliminates any inflated type-I error caused by multiple

comparisons (Myoung, 2009).

In this study, in order to reach the results that enlighten the readers about the impact
of flipped classroom treatment on three independent variables of the study, the
researcher did not run factorial analysis, also known as MANOVA and Two-Way
MANOVA, either. These tests are used to explore the effect of two independent
variables on more than one or more dependent variables simultaneously protecting
the researcher from coming up with type 1 error (Biiyiikoztiirk, 2007). However, the
fact that the researcher equated the groups in terms of the variables indicated by the
results of pre-tests as well as lack of interest in the joint impact of independent
variables or the interaction between them on the dependent variable triggered the
researcher to employ t-tests to gain insights into the impact of flipped model on EFL
achievement, attitudes toward and self-efficacy beliefs in EFL independent of one

another.

Dwelling on the reasons and review of literature stated above, Independent Samples
T and Paired Sample T Tests were run to explore whether the experiment and control
group EFL learners' mean scores of EFL Achievement Test as a whole, its sub-
sections (grammar, listening, reading, writing and vocabulary) and its administration
as a retention test differ significantly between or within groups. The same procedures
were repeated for the significant difference in the mean scores of Self-Efficacy Belief
in English and Attitudes toward English Scales between and within groups. In more
specific terms, separate Paired Sample T Tests, also known as Dependent Sample T

Tests, were run to indicate whether pre- and post-test mean scores of experiment and
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control groups related to each of the independent variables (academic achievement,
attitude and self-efficacy belief) differ significantly within themselves. This test was
chosen since it compares two mean scores of the same group in order to indicate any
kind of significant difference (Balc1, 2005). Then after, Independent Sample T Tests
were administered in order to evaluate the differences between control and
experiment group EFL learners' mean scores of Achievement Test, Self-Efficacy
Belief in English and Attitudes toward English Scales conducted as post-tests. As a
result of the administration of these two tests, the impact of flipped classroom model

on the difference within and between group variations were deeply analyzed.

The last fold of the analysis procedure took the form of the attempt to enrich and
support the results of the study by gaining insights into the impact of flipped model
on EFL achievement, attitudes toward and self-efficacy beliefs in EFL. This data was
analyzed using content analysis method (Creswell, 2012; Patton, 1990). In this
respect, the qualitative data gathered as a result of interviews was analyzed manually
following content analysis procedures including the steps to transcribe the data, code
the data according to the pre-determined themes by the researcher to stand for each

of the questions in the interview form.

After transcribing the recorded interviews, the process of forming the codes out of
the participants' responses started. For the accuracy of these codes, the interviewees
were asked to reflect on them. These codes were classified based on 9 themes pre-
determined by the researcher to stand for each of the questions in the interview.
However, the last question was an open-ended one to allow the interviewee to
elaborate on their flipped experience in any way. Therefore, no theme was
determined in advance to stand for it. This process continued till the saturation was
achieved. Once all the codes and themes were verified, the frequencies and
percentages were calculated using SPSS 21 for Windows. The interpretations and
comments on EFL students’ reflections on the role of flipped classroom in their EFL
achievement, attitudes toward and self-efficacy beliefs in EFL were grounded in

these themes and codes.

Reliability and validity are conceptualized in different terms such as trustworthiness,
rigor, quality in qualitative studies (Golafshani, 2003). These are ensured in different
ways in qualitative research paradigms. First of all, the researcher is defined by

Patton (1990) as the instrument in the qualitative research. Therefore, the researcher
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of the study aimed to ensure the reliability of the results by thickly describing the
setting, every step of qualitative data collection and analysis procedures. On the other
hand, to further validate the accuracy of the results, the researcher employed
triangulation and member checking (Creswell, 2012; Golafshani, 2003). Through
triangulation the researcher drew on the information obtained from both surveys and
the interviews. Moreover, the researcher also employed member checking and asked
the interviewee to comment on the accuracy of the codes and the fairness of the
interpretations. While some of the interviewees were sent e-mails, some of them
were informed in face to face meetings. As a result, the researcher obtained accurate
and trustable results regarding the participants' experience of flipped EFL classroom

and its impact on their attitudes and self-efficacy beliefs.

3.6. Validity Threats

The primary aim of the study is to delve into the cause and effect relationship
between the dependent and independent variables of the study through a mixed
method design. In this respect, the study aims to generalize the results, which are
only attributed to the independent variables not other factors, to the population at
large. This is only possible when the whole research process is clearly set and the
results are acceptable and consistent to other researchers (Yildirim, Simsek, 2006).
As a result, this aim drove the researcher to deal with the threats to internal and
external validity of the present study by following the most recommended methods
in the literature (Guba, Lincoln, 1982; Yildirim, Simsek, 2006):

e To ensure the credibility of a study, the researchers are recommended to
clearly state the whole research process with well-constructed research
questions (Yildirim, Simsek, 2006). In this respect, the researcher designed
the study based on the research questions evaluated, edited and confirmed by

experts.

e To serve for the internal validity, the researcher needs to show with
confidence that the changes in dependent variables are caused by the changes
in the independent variables (Creswell, 2012). Therefore, the researcher of
the study aimed to clarify the study was free from the influence of
confounding variables by leading the courses in both groups following the

same curriculum. On the other hand, to attribute the changes in the dependent
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variables to the changes in the independent variables, in addition to equating
two groups at the very beginning of the study, the researcher made use of the

delivered content in the control group in the classroom.

External validity refers to the extent to which the results of a study can be
generalized (Yildirim, Simsek, 2006). Therefore, the researcher included
participants who are representative of the population at large by randomly
assigning intact groups as control and experimental groups. On the other
hand, the interviewees were specified by employing the multiple variation
sampling to "present multiple perspectives of the individuals... that differ on
some characteristic or trait (Creswell, 2012, 208-209).

To further validate the accuracy of the results and interpretations, the
researcher consulted experts’ views while developing, testing data collection

instruments and analyzing the results.

Moreover, the researcher received feedback from the interviewee to confirm
the fairness of the interpretation regarding qualitative results. In addition to
that, the researcher applied peer debriefing to work with impartial colleagues
or experts analyzing the data. In this respect, the consistency of the results is

ensured through peer debriefing and member checking.

Consistency of results is also recommended to be achieved through
triangulation (Golafshani, 2003). Hence, the researcher enriched the data by
drawing on the information obtained from different sources including both

surveys and the interviews to judge the quality of the results.

As set by Patton (1990), the researcher himself is the instrument in the
qualitative research. Therefore, the researcher of the study thickly described
the setting, every step of qualitative data collection and analysis procedures to

attain the credibility of the researcher’s interpretation.

To ensure trustworthiness, in addition to thick description, the researcher
exemplified the interviewee’s responses directly through quotation and

avoided data loss by audio-taping the interviews based on their consent.
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e Long-term interaction between the researcher and the participants improves
quality of the results (Yildirim, simsek, 2006). In this respect, the data for the
study was collected for the whole process of 2016-2017 fall term.

e All the data was analyzed objectively by consulting different expert

evaluations.

Based on all these methods followed, the researcher aimed to ensure internal and
external validity of the study. The related procedures were deeply elaborated in the
sub-sections of the study ranging from research questions, design, participants to
data collection, analysis and results. In this respect, the results that were achieved
based on the findings of the study, which were collected from multiple sources and
cross checked thanks to the feedback from the experts, colleagues and the
participants, are supposed to be only because of the changes in the independent
variables of the study and are qualified enough to generalize to the population at
large. In other words, within its limitations, the present study is assumed to enable a

valid comparison between groups.

3.7. Pilot Study

Pilot study stands for a small scale study designed to evaluate such facets of the real
study as feasibility, cost, time, reliability and validity of the data collection
instruments (Van Teijlingen, Hundley, 2002). In this respect, in order to overcome
the potential problems that may come out during the implementation of the actual
study and, accordingly, to improve its quality and efficiency, researchers conduct
pilot studies with a small group of participants who are representative of the target

samples.

Within this perspective, the researcher conducted the pilot of the current study with
38 students who were qualified to study at English Prep Schools of eight different
universities (5 state and 3 private) in Istanbul in 2016-2017 academic year (male=
24, female= 14). In an effort to compose the sampling of the pilot study
representative of the sampling of the main experiment, the researcher employed
convenient sampling method. This type of sampling was administered by the
researcher who invited his former students from high school taking university

entrance exam in 2016 since they were "willing and available to be studied"

131



(Creswell, 2012, 145). These participant students were selected since they were
representative of the sampling of the major study enrolled at Department of Foreign
Languages, Gebze Technical University sharing some characteristics to the concern
of the study. This relevance was rooted in and backed up by the results of
Undergraduate Placement Examination (LYS) designed by Student Selection and
Placement Centre (OSYM) for the admission of the students to higher education in
Turkey. Based on Simon's (2011) remark that 10 or 20 % of the sample size of the
actual study is reasonable, a participation of 38 prospective university prep EFL

students can be justified.

The participant students of the pilot study were asked to voluntarily take part in the
pilot study at Gebze Technical University in August and sign the consent form where
they were informed about not only the aim of the study but also their rights (see
Appendix 13). Justifying the participation on voluntary basis, this pilot study was
fulfilled, excluding the retention test, in the period of two weeks in August 2016.

Pilot studies are reported to address a number of different issues (Van Teijlingen,
Hundley, 2002; Simon, 2011). Possessing characteristics as a limited and trial
version of the planned study, it serves to reveal any unexpected problems during the
research study including procedures run to test the adequacy of the data collection

instruments.

Within the perspective of conducting pilot studies stated above, the researcher of the
present study aimed to test the adequacy of the data collection instruments as
specified in the previous parts. On the other hand, the research also aimed to
"identify potential practical problems in following the research procedure™ (Van
Teijlingen, Hundley, 2002, 33). More specifically, the primary aim of this pilot study
was to administer item analysis on the EFL Achievement Test including item
discrimination, item difficulty. On the other hand, the pilot test served to test EFL
Self-Efficacy Belief in English and Attitudes toward English Scales for the reliability
through computing cronbach's alpha value, KRy, and validity through employing
CFA (Confirmatory Factor Analysis). The reliability and validity values of the scales
used in the study were previously reported to be within acceptable ranges by the
justification of cronbach alpha values and fit indices. The developers of the scales,
which were used to collect data in the present study, computed both EFA

(Exploratory Factor Analysis) and CFA to explore and confirm the underlying factor
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structure of the stated constructs as "attitudes toward EFL" and "self-efficacy beliefs
in EFL". In this respect, to produce sound outcomes, the researcher administered
only confirmatory factor analyses (CFA) and reliability coefficient analyses to test
and confirm the adopted scales as a valid and reliable measure of the stated
constructs within the sampling of the pilot study representative of those in the major

study.

The pilot of the study started with the application of EFL Achievement Test
developed by the researcher based on the justified critical objectives and functions
that the students were to acquire during the term at the Department of Foreign
Languages at Gebze University. Following signing the consent form documenting
their participation on the voluntary basis, the students completed the first part of the
test consisted of listening, grammar, reading and vocabulary in a period ranging from
50 to 60 minutes. After a fifteen-minute break, the students were observed to
complete writing part in a period ranging from 25 to 30 minutes. By providing
feedback on research procedures, the pilot study indicated the convenience of the
allocated time, adequacy of wording and form, comprehensibility of the instructions
and place regarding the EFL Achievement Test and its administration. The data
collected as a result of the administration of this test in the pilot study was exposed to
item analysis including item difficulty, item discrimination and the reliability

analyses computed through ITEMAN 4.

Following the administration of EFL Achievement Test, the students were asked to
have 20-minute break. Then, the students were requested to complete 34-item EFL
Self-Efficacy Belief in English Scale (see Appendix 7). This scale was originally
developed to explore the high school EFL learners' self-efficacy beliefs in English.
Therefore, the pilot study becomes more significant to test the relevance of the scale
to the participants of the real study. As a result of the implementation of the scale, it
was seen that students spent 10 to 20 minutes to complete it. In this respect, in the
major experimental study, it was decided to allocate maximum 20 minute for the
completion of EFL Self-Efficacy Belief in English Scale. Moreover, the pilot study
justified the break time between two data collection instruments, wording and the
form of the scale. Furthermore, the data obtained as a result of this procedure, formed

the basis of the adequacy of the sampling, reliability and validity analyses including
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CFA and alpha value through SPSS version 21 and through LISREL 8,54 for
Windows respectively.

Next, 19-item Attitudes toward English Scale was given to the participant students
after another 20-minute break (see Appendix 9). Since the validity and reliability
analyses of this scale were already handled with university prep EFL students, this
procedure of the pilot study was expected to empower the relevance of the scale to
the sampling of the study. It was explored as a result of this step of the pilot study
that it took 15 to 20 minutes for the students to complete the scale. The pilot study
enlightened the researcher about the problem that came up with the administration of
three instruments consecutively. It was observed that some students complained
about the mental fatigue as a result of following such a procedure. In this respect, the
researcher did not want to put the validity and the reliability of the data into risk and,
therefore, decided to employ Attitudes toward English Scale on the second day of
data collection for the actual study. The data gathered at the end of this procedure
was also analyzed for the adequacy of the sampling, the reliability and validity
through CFA employing SPSS version 21 and LISREL 8,54 for Windows

respectively.

As a result of administering three data collection instruments, the researcher set to
compute simple descriptive analyses including mean scores, percentages, standard
deviations regarding scores of the aforementioned test and scales. As a result of this
procedure, the researcher aimed to come up with two groups of students equated in
terms of the variables within the interest of the study. The reason behind this is
necessity of equating the groups in quasi-experimental studies where random
assignment is not possible since such a difference between the groups in terms of
measured variables pose threats to internal validity of study depriving it of the ability
to produce valid results (Biiyiikoztiirk, 2007; Creswell, 2012). In this respect, three
separate Independent Samples t-tests were computed to explore if there was any
significant difference between two groups of students (N= 19; N= 19) formed in
terms of the pre-test results of EFL Achievement Test, Attitudes toward EFL and Self-
Efficacy Beliefs in EFL scales in the pilot study. The results of the tests were shown
in the following table.
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Table 3.5: Independent Samples T-Tests for Equating the Groups in the Pilot

Study
t-Test

Factor Group N X S Sh,

t Df p D
EFL Control 19 47,10 12,431 2,852

_ 0480 36 ,634 ____
Achievement pyner. 19 44,84 16,374 3,756
19 3,1676 ,35260 ,0808

Attitudes OO 0772 36 445
Exper. 19 32410 ,21794 ,0500
. Control 19 2,7510 ,56222 ,1289

Self-Efficacy 1,226 36 ,228

Exper. 19 25250 ,57396 ,1316

As shown in Table 3.5, Independent Samples T-Tests were employed to find out if

created two groups of EFL students differ in terms of the concerned variables of the

study. The results indicated there was no significant difference between two groups

of students regarding their scores of three variables (t = ,480; -,772; 1,226; p > .05).

In other words, it was explored that two groups were assumed to be similar based on

their pretest results.

As a result of equating procedures, the distribution of the participants and their

genders according to the control and experiment groups in the pilot study were

shown in the following table.

Table 3.6: Descriptive Statistics for the Experimental & Control Groups in the

Pilot Study
Group Gender N Total
Male 11
Experiment 19
Female 8
Male 12
Control 19
Female 7

As seen in the table, 38 students participated in the pilot study. While 19 of them

were in the experimental group taught following flipped learning model, the other 19
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students in the control group were taught traditionally following instruction and

assignment procedures.

The pilot study serves to enlighten the researchers about the issues related to the
process and management of the study (Thabane et. al., 2010). Correspondingly, the
researcher piloted the flipped learning treatment of the study to explore whether
some problems could emerge that would disrupt the treatment itself for two weeks in
August, 2016. Therefore, equation of these two groups based on the results of three
instruments was employed to anticipate unexpected problems in the treatment of
major experimental study. Therefore, in order to see the practical troubles regarding
the implementation of the video content in advance, the researcher made two simple
web lectures on simple present tense ready for use in the pilot study. The researcher
took the cited fact in the related literature that students preferred shorter and live in-
person video lectures more into account (Bishop, Verleger, 2013). As a result, these
lectures involved 10 to 15 minute video recordings of the researcher as the teacher
presenting the session through power point presentation and another teacher teaching
simple present structure. The researcher used these two different types of video
content to check students’ perceptions about them and their adequacy with them. The

screenshots of these web courses were shown in the following figures.

Figure 3.9: Video on Simple Present Tense
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CHAPTER 3

Using the Simple Present

CONTENTS
3-1 Form and basic meaning of the simple present tense
3-2 Using frequency adverbs: always. usually, often....
3-3 Other frequency expressions
3-4 Using frequency adverbs with be
3-5 Spelling and pronunciation of final -es
3-6 Adding final -s/-es to words that end in -y
3-7 Irreqular singular verbs: has. does, goes
3-8 Spelling and pronunciation of final -s/-es
3-9 The simple present: negative

3-10 The simple present: yes/no questions

3-11 The simple present: asking information questions with where
3-12 The simple present: asking information questions with when. ..
3-13 Summary: information questions with be and do

Figure 3.10: Voiced PowerPoint Presentation on Simple Present

The researcher informed the participants in the experiment group about the flipped
procedure both in the consent form and in the classroom after the implementation of
the data collection instruments. Accordingly, these lectures were uploaded for them
on YouTube and the participants in the flipped class were asked to watch the video
lectures at home before the class. The class session was allocated for interactive

group activities.

The pilot of the flipped treatment indicated that it was hard to track the students who
came to the class by watching or not watching the video. When students were asked
whether they watched the video or not they were stating that they had done so.
However, by probing questions, the teacher explored that some of them had not
watched the video. Since watching the pre-class video lectures is one of the main
components of flipped classroom model, it was a must to ensure that students
watched the videos before they came to the class. Hence, by taking the problems
seen in the pilot study into consideration, the researcher understood that it was a must
to use a specific program that would track and record the students watching the video
lectures. As a result of being informed about this unanticipated problem of the

treatment thanks to the pilot study, the researcher took the administrations followed

137



in similar studies on flipped learning into account (Ekmekgi, 2014; Boyraz, 2014). In
this respect, the researcher resolved to use Edmodo, a course management system
where teachers can collaborate, share content with their students, assign till the due
time and check their homework and developments. In this web based platform, it is
possible for the teacher to manage or control a classroom by uploading any type of
data for the students, who are accepted by the teacher to the group, to access. On the
other hand, the students can also communicate with their teachers, see their grades

immediately and track their own improvement during the term.

Thanks to the feedback provided by the pilot study, the researcher tailored the
research procedures for the major experimental study. In this respect, the teacher, the
researcher himself, decided to register the participants in the experiment group to a
web based classroom created by Edmodo. It was decided to register the students to
the classroom by a code sent by the teacher. In this respect, it was intended to flip the
lecture and homework sessions of EFL lessons in the experiment group. Using their
Edmodo account, these students were asked to watch the video lectures created by
the researcher himself or provided by the researcher from different sources before
coming to school allowing the teacher to spend more time on the acquisition of
higher order skills through more open-ended and problem solving activities in the
classroom. To ensure that the students watched the online sessions, each session was
followed by a brief online quiz prepared by the researcher employing the related
application in Edmodo. It allows teachers to prepare online quizzes with multiple
choice, fill in the blanks, matching, true-false and short answer items. It allows
students to go back and forth on the video to answer the questions. However, once
the students have submitted the whole test they cannot take the test again. The
platform provides immediate feedback to the students on their performance of the
quizzes. It also enlightens the teachers about the students’ performance on each of
the items in the quiz. Therefore, this feature of the application provides teachers with
a precious input to start every following classes and tailor the course to best serve for
students. This program, in this way, was expected to serve as a trigger and a solution
for the students to come to the class having watched the videos. On the contrary to
the experiment group, other 18 students in the control group were taught following a

traditional approach based on lecturing during the pilot study. On the other hand, it is
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important to state that the same syllabus and coursebook was followed by the

researcher with two groups of EFL learners during the pilot study.

Following the flipped classroom treatment that took two weeks, taking the problems
come out in the pre-test session into account, the participant students were asked to
take the EFL Achievement Test, EFL Self-Efficacy Belief in English and Attitudes
Toward English Scales as post-tests. During the post-test implementation, students
did not seem to have or cause any kind of problem. This procedure was held in the
pilot study not to employ the complete statistics as in the real study but to check time
spent between the post-tests and the retention test. This was important to decide on
the ideal interval between the end of the treatment and the retention test. To learn it,
the researcher made a modification in the ultimate test reached on the data from pre-
testing and put a box beside each of the questions. Students, taking the test as
retention test, were asked to put ticks into the boxes for the questions they
remembered. Based on the responses obtained, it was understood that most of the
questions (88 %) were not remembered by the participants. This indicated two-week
interval is enough to administer the EFL Achievement Test to explore the impact of

flipped EFL classroom on the retention of EFL achievement.

At the end of two-week treatment, semi-controlled interviews were also held with 5
voluntary students in the flipped EFL classroom from three different achievement
group as low, medium and high. This interview consisted of ten questions justified
and validated with the participation of seven experts from different subject areas in
different phases as specified in part 3.4. These interviews were held individually at
university at the consensual time. These interviews were held not to produce
qualitative data to be analyzed to support quantitative data in the pilot study.
However, based on the function of pilot studies to find out unexpected problems that
may hinder the research procedures (Van Teijlingen, Hundley, 2002), these
interviews were held to explore any problems that may come out during these semi-
controlled protocols and tailor the related procedure in the major study. As a result of
this procedure, the interviews were found to last 25 to 40 minutes. During the
interview, it was seen that the interview questions were clearly understood by the
interviewee and the place where the interviews were realized and the anticipated time

allocated for each of them were found to be adequate.
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To sum up, the pilot study drew the framework of the current study reflecting the
probable problems that may come out in the study and destroy its logical flow. Based
on these reflections, the necessary steps were taken by the researcher to ensure both

quality and efficiency of the study.

In the following three sections, based on the data generated by the pilot study, the
results of item analysis and KRy for EFL Achievement Test, cronbach‘s alpha and
CFA analyses employed to calculate the internal consistency and validity of EFL
Self-Efficacy Belief in English and Attitudes Toward English Scales were presented

in detail in separate parts standing for each of these three instruments.

3.7.1. Pilot of EFL Achievement Test

EFL Achievement Test was developed by the researcher to elicit the progress of the
students at Prep School in Gebze Technical University. Adopting a skill based
approach, the test was prepared in such five areas as listening, grammar, reading,
vocabulary and writing. Due to its nature that may cause problems in testing and
students’ limited ability to produce the language, speaking was not included in the
EFL Achievement Test. In the pilot study employed with the participation of 38
students qualified to study at English Prep Schools of eight different universities (5
state and 3 private) in Turkey in 2016-2017, the test was administered. The data
obtained as a result of this was exposed to item analysis including item difficulty,

item discrimination and reliability analysis for computing KRy, through ITEMAN 4.

In the following parts, the item and reliability analyses regarding listening, grammar,
reading and vocabulary sections were covered separately. However, due to its open
ended and creative nature, the writing part was excluded and assessed by three EFL
teachers following the guidelines in the analytic rubric provided in the detailed
answer key. In the rubric, four areas (grammar, vocabulary, content and
organization) were taken into consideration to assess students’ EFL writing
performance analytically and separately out of 5. Participants’ EFL writing
performance was ultimately produced capturing the mean of three EFL assessors. As
a result, reliability was assessed through the mean scores of three assessors based on
analytic rubric while validity was ensured consulting 5 EFL experts’ views on the

harmony between the objective and the item regarding writing.
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3.7.1.1. Pilot of Grammar Part

In the grammar section of the test, students’ performance on 7 critical objectives was
aimed to be evaluated. Due to item analyses that may result in removing some of the
items due to their poor qualities, the researcher aimed to initially include at least two
items to test each of the objectives in the table of specifications. 21 items in 3
different sub-sections were exposed to item-level statistics. The results were

presented in detail as follows:

Table 3.7: Summary Statistics for the Piloted Grammar Section

Min  Max Mean Mean
Score Items Mean S KR sgm
Score Score P Rpbis

Scored
21 11,872 4,501 1 21 0,587 0,401 0,74 1,87
ltems

As specified previously, while deciding on the items to be included in the ultimate
test, the acceptable discrimination and difficulty ranges put forward by Turgut and
Baykul (2012) as a composition of different views in the literature were adopted. In
this respect, two main concepts attract attention in Table 3.7: Item difficulty and
discrimination. However, first of all, as seen in the table, there was a spread of
scores, with a s = 4.501 and a range of 1 to 21. Mean of items difficulty (P) in this
part stands for the proportion of the test-takers who correctly answered the items.
Mean of items difficulty in the grammar section indicates that items are moderately
difficult with P = 0.587. On the other hand, item discrimination (Rpbis), inthe 0 to 1
range, refers to the power of the items to differentiate between participants with high
and low scores. As seen in the table above, the items have positive Rpbis at 0,401.
As a result of following the framework provided by Turgut and Baykul (2012) to
decide on the qualified items, the 21-item grammar section was found to have mean
of item discrimination and difficulty within acceptable ranges.

Kuder-Richardson Formula 20 (Kry) stands for the index of internal consistency of
the test with dichotomous choices, In other words, it is applicable when each item of

the test either true or false. It ranges from 0.0 to 1.0 indexing the consistency of the
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measurements about students’ level of knowledge of the content assessed by the test.
As a special case of Cronbach’s a, there is no single accurate answer for acceptable
ranges of KRyo. Yet, it is generally determined in the related literature that values
greater than or equal to .70 indicates acceptable reliability of measurements for
teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013.)

Within this perspective, as seen in the table, Kry of 0,74 indicates that this piloted
part, as a whole, is a reliable assessor of EFL performance on the specified
objectives. Standard error of measurement (SEM) stands for an index of the expected
variation in observed scores of the test-takers due to measurement error. In other
words, as set by Harvill (1991), SEM is calculated to interpret the difference in the
obtained and true scores. On an achievement test, a SEM of + 2 indicates that the
researchers or teachers can be 95 % confident that true scores fall between 2 x SEM
+ observed scores and 2 x SEM — observed scores (Harvill, 1991). In this respect, as
seen in the table, SEM of 1,87 indicates that this part is able to accurately estimate
true scores of the test-takers in the range from +2 x 1,87 to -2 x 1 with 95 %

accuracy.

The statistics presented above only provide information for the entire grammar
section. In this part there are three sub-sections assessing the participant students’
acquisition of 7 different objectives. These 7 objectives are assessed through 21
items. However, the researcher also aimed to use detailed statistics for evaluating
individual items for each of these 3 sub-sections. In this respect, for quality control
of the first sub-section of the whole grammar section, which was made of 11 multiple
choice items, item-level analyses were administered and the results were presented as

follows:
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Table 3.8: Item Statistics of the Piloted Multiple-Choice Grammar Items

Item N TOtéI Alpha Option N Prop. Rpbis Mean S
Rpbis  w/o
A 8 0,138 -0,532 5,500 2,563
B 10 0,155 -0,218 8,889 2,619
Lo 38 0639 0650 0807 C* 38 0,690 0,630 13,725 3,552
D 2 0,017 -0,224 4,000 0,000
A 9 0,155 -0,157 9,556 2,506
2 38 0,603 0,568 0,810 5 0,086 -0,288 7,200 4,550
C 9 0,155 -0,387 7,333 3,162
D* 35 0,603 0,568 13,971 3,765
A* 32 0561 0,406 13,656 3,832
3 38 0,561 0,406 0,819 13 0,228 -0,230 9,308 5,023
7 0,123 -0,286 7,857 2,545
5 0,088 -0,067 10,200 4,382
A* 40 0,690 0,630 13,725 3,552
4 38 0,690 0,630 0,807 9 0,155 -0,218 8,889 2,619
C 8 0,138 -0,532 5,500 2,563
1 0,017 -0,224 4,000 0,000
A* 34 0,586 0,383 13,441 3,661
5 38 0586 0383 0820 8 0,138 0,146 12,625 4,406
C 3 0,052 -0,226 7,000 2,646
D 13 0,224 -0,452 7,538 4,034
A 9 0121 -0,013 11,143 2,610
6 38 0,632 0520 0,813 B 18 0,310 -0,047 11,000 3,896
c* 20 0,379 0,410 14,500 3,726
D 11 0,190 -0,442 7,455 4,525
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Tablo 3.8 — continue

Item N P Total - Alpha Option N Prop. Rpbis Mean S
Rpbis  w/o

A 4 0,069 -0,310 6,250 6,076

7 38 0621 0398 0,819 B 13 0,224 -0,144 9,923 3,639
C* 36 0,621 0,398 13,361 4,044

D 5 0,086 -0,193 8,400 2,966

A 2 0,034 -0,183 7,000 4,243

8 57 0,614 0,383 0,820 B* 34 0586 0,357 13,353 4,177
C 14 0,241 -0,126 10,143 4,383

D 8 0,138 -0,257 8,375 3,503

A* 35 0,614 0,383 13,371 4,120

9* 38 0,586 0,357 0,821 B 8 0,140 -0,430 6,500 3,207
C 11 0,193 0,096 11,909 2,773

D 3 0,053 -0,352 4,667 0,577

A 2 0,034 -0,131 8,000 2,828

10* 38 0,724 0,309 0,823 B 5 0,086 -0,270 7,200 5,119
C* 42 0,724 0,309 12,762 4,119

D 9 0,155 -0,106 9,889 4,781

13 0,224 -0,181 9,923 4,645

11* 38 0,276 0059 0835 16 0,276 -0,012 11,313 4,332
C 13 0,224 0,131 12,462 3,643

D* 16 0,276 0,059 12,813 5,167

As seen in Table 3.8, 11 multiple-choice items were administered to 38 EFL students

in pilot of EFL Achievement Test. Taking the stages of test construction explained in

detail in the previous parts into consideration, the researcher prepared minimum 2

items to cover each of 5 objectives determined in the Table of Specifications for EFL

Achievement Test (see Appendix 4). In this respect, 11 multiple items are matched

with these 5 objectives as follows:
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Table 3.9: Table of Specifications for the Piloted Multiple-Choice Item

2 5
Skill g12|8 | z¢
i L. . % =
Objectives & Functions S|2|e | €8
i) < -
c < =)
) zZ
Students identify the correct form of the pronouns in a X 2
sentence. 1,2)
Students use the correct quantifiers with countable and % 2
uncountable nouns. @3, 11)
j .
©
E Students identify correct form of the adjectives to make % 2
@ | comparison. (4,9)
o
Students identify the correct tense to complete the % 3
sentences. (5,6,8)
2
Students combine sentences by using correct conjunctions. X (7.10)
7,10

As seen in Table 3.9, each objective that the students are expected to attain matches
with minimum 2 multiple choice items. Taking the aforementioned acceptable ranges
of item discrimination and difficulty and Turgut and Baykul's (2012) remark on item
difficulty proportion of test items into account, the ultimate multiple-choice grammar

section was formed.

In this respect, item-level statistics regarding 1% and 2" items covering the 1°
objective were reviewed. As seen in the table, the related items were found to have
acceptable Rpbis > 0.30. On the other hand, these items were found to be moderately
difficult with P between 0,35 — 0,64. With the aim of developing a moderately
difficult test powerful enough to discriminate high scorers than low scorers, these

two items were included in the ultimate test.

As seen in Table 3.8, 3" item assessing the 2™ objective specified in Table 3.9 was
explored to be a moderately difficult item with a P = 0,561 and an acceptable
discriminative power with Rpbis > 0,30. However, the 11" item assessing the same
objective was found to be difficult with a P in the range from 0,20 to 0,34. This item
was excluded from the ultimate test since it was also found to have an unacceptable

Rpbis of 0,059 indicating nearly no correlation between the item and the total scores.
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As a result of reviewing item-level statistics for 4™ and 9" items assessing the 3™
objective specified in Table 3.9, it was decided to exclude the 9" item keeping the 4"
in the ultimate test. The reason behind this was that the 4™ item differentiates high
scorers than the low scorers with a Rpbis of 0,630 better than 9™ item with a Rpbis of

0,357.

Review of statistics on the 5", 6™ and 8" items assessing 4™ objective specified in
Table 3.9 made the researcher keep these items in the ultimate test since all these 3
items were found to serve for the purpose of forming a moderately difficult test with
P in the range from 0,35 to 0,64. These items were also explored to have acceptable
Rpbis > 0,30.

Finally, item-level statistics on 7™ and 10™ items for the 5™ objective revealed 7"
item as a moderately difficult item with a Rpbis higher than that of 10™ item which

was to be easy with a P in the range from 0,65 to 0, 79.

As a result of these item-level statistics on 11 multiple-choice grammar items
administered to 38 EFL students, 8 items, 7 moderately difficult and 1 easy, with
Rpbis > 0,30 were included in the ultimate test. The ultimate table of specification

for this part was formed as follows:

Table 3.10: Table of Specifications for the Ultimate Multiple-Choice Grammar

Items
2 5
gl 28] z¢
Skill o _ g 2 (—é g g
Objectives & Functions T | < g 5 =
) Pz
S . 2
Students identify the correct form of the pronouns in a sentence. X (1.2)
Students use the correct quantifiers with countable and X 1
. uncountable nouns. 3)
e Students identify correct form of the adjectives to make X 1
% comparison. 4
G 3
Students identify the correct tense to complete the sentences. X (5.6,8)
. . L 1
Students combine sentences by using correct conjunctions. X (7

Following the item-level statistics on multiple choice items, the researcher took the

step to calculate internal consistency of these items using KRy since it was stated to
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be a measure of internal consistency for tests or surveys which are composed of
dichotomously scored items (Bademci, 2011; Tan, 2009). The following table

presents the results for internal reliability.

Table 3.11: Reliability Statistics for the Ultimate Multiple-Choice Grammar

ltems
Score Kryg SEM
Scored items 0,71 1,25

As seen in the table, Kryo of 0,71 indicates that this multiple choice part is a reliable
assessor of EFL performance on the specified objectives. Standard error of
measurement (SEM) stands for an index of the expected variation in observed scores
of the test-takers due to measurement error. In other words, as set by Harvill (1991),
SEM is calculated to interpret the difference in the obtained and true scores. On an
achievement test, a SEM of + 2 indicates that the researchers or teachers can be 95 %
confident that true scores fall between 2 x SEM + observed scores and 2 x SEM —
observed scores (Harvill, 1991). In this respect, as seen in the table, SEM of 1,25
indicates that this part is able to accurately estimate true scores of the test-takers and

produces a confidence band close to true scores with 95 % accuracy.

In this part of the study, item-level statistics together with calculation of KR for the
internal consistency of the second sub-section of grammar part were presented. This
section included 8 “fill in the blank” items. These were organized as 4 different
question and answer dialogues. Item-level statistics for this section are presented as

follows:
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Table 3.12: Item Statistics of the Piloted Fill in the Blank Grammar ltems

Items N P Rpbis
1 38 0,66 0,69
2 38 0,61 0,48
3 38 0,53 0,60
4 38 0,63 0,48
5 38 0,68 0,53
6 38 0,63 0,63
7 38 0,63 0,61
8 38 0,55 0,61

As seen in Table 3.12, 8 fill in the blank items in a limited response task were
administered to 38 EFL students in the pilot of EFL Achievement Test. These items
were aimed to measure the attainment of one objective determined in the Table of
Specifications for EFL Achievement Test (see Appendix 4). In this respect, 8 items

are matched with one objective as follows:

Table 3.13: Table of Specifications for the Piloted Fill in the Blank Grammar

T Y—
c ) [S)

i 21215 8¢
[%2] —

Skill Objectives & Functions 5| 2 s | g

2| << | 57
) P

T

c Students identify the tenses to complete the sentences 8

€ | with the correct form of the verbs. X

o (B.11.)

)

ltems

Taking the aforementioned acceptable ranges of item discrimination and difficulty

into account, the ultimate fill in the blank grammar section was formed.

In this respect, item-level statistics regarding 8 items covering the objective specified
in Table 3.13 were reviewed. As seen in the table, the related items were found to
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have acceptable Rpbis > 0.30. On the other hand, 6 of these items were found to be
moderately difficult with P between 0,35 — 0,64. Remaining 2 of them were explored
to be easy with P in the range from 0,65 to 0,79. With the aim of developing a
moderately difficult test with a high discriminative power (Rpbis > 0.30), all these
items were included in the ultimate test. Following Turgut and Baykul's (2012)
remark on item difficulty proportion of test that advises the test developers to include
13 % easy questions in their ultimate tests, 1% and 5™ items with P in the range from
0,65 to 0,79 were not excluded from the test. In this respect, both of the items in the
second sub-section in the grammar part of the test and the 6" objective they were
planned to measure were kept in the ultimate test and table of specification without

being exposed to any changes.

Table 3.14: Reliability Statistics for the Ultimate Fill in the Blank Grammar

ltems
Score Kryg SEM
Scored items 0,72 1,21

As seen in Table 3.14, Kuder-Richardson Formula 20 (Kry) was administered to 8
fill in the blank items measuring the 6™ objective specified in table 3.13 to get an
index of internal consistency of the section. Based on the acceptable ranges of KRy
for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013), this part
was found to be reliable assessor of students’ performance on the specified objective
(KR = 0,72). Moreover, the table sets that the section measures EFL students’
performance on the specified objective 2x1,21 + their observed scores and 2x1,21 —
their observed scores with a confidence band close to true scores with 95 % accuracy
(SEM =1,24).

Following item-level statistics run for “fill in the blank” grammar section, the
researcher analyzed the item difficulty and discrimination indices of 2 re-write items
in addition to its index of internal consistency. This 3 sub-grammar section included
2 items that require students use a grammatical sentence equivalent in meaning to the

one that is given.
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Table 3.15: Item Statistics of the Piloted Rewrite Items

Items N P Rpbis
1 38 0,42 0,93
2 38 0,50 0,94

Table 3.15 presents the results of the item-level analysis of 2 re-write items
administered to 38 EFL students in pilot of EFL Achievement Test. These items
were aimed to measure the attainment of one objective determined in the Table of
Specifications for EFL Achievement Test (see Appendix 4). In this respect, 2 items

are matched with the following objective:

Table 3.16: Table of Specifications for the Piloted Rewrite Items

© Y—
c @ [S)

: Sy 5 2

- . . [ o —
Skil Objectives & Functions % 2 & g s

c < =N
- zZ

S

£ | Students rewrite the sentences by using the given

£ | structures and words. X 2(B.1)

(.

)

Taking the aforementioned acceptable ranges of item discrimination into account, the

ultimate rewrite grammar section was formed.

In this respect, item-level statistics regarding 2 items covering the objective specified
in Table 3.16 were reviewed. As seen in the table, the related items were found to
have acceptable Rpbis > 0.30. In other words, these items were found to have a high
discriminative power close to 1. On the other hand, these items were found to be
moderately difficult with P between 0,35 — 0,64. The items were explored to have
difficulty index close to the range from 0,20 to 0,34 indicating difficult items (P=
0,42; 50). However, this level of difficulty on these items was expected by the
researcher since the task requires the test takers to rewrite, manipulate and use the
given structures in a different sentence. Turgut and Baykul's (2012) remark on item

difficulty proportion of test that advises the test developers to include 2 % of the
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questions in their ultimate tests to be difficult. In addition to it, their high
discriminative power drove the researcher to keep the items in this section and the 7"
objective determined in the table of specifications without any changes for EFL

Achievement Test (see Appendix 4).

Table 3.17: Reliability Statistics for the Ultimate Rewrite Items
Score Kry SEM

Scored items 0,85 0, 36

Table 3.17 presents the results of the analysis of Kuder-Richardson Formula 20
(Krao) on 2 rewrite items measuring the 7" objective specified in Table 3.16 to get an
index of internal consistency of the section. Based on the acceptable ranges of KRy
for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013), this part
was found to be highly reliable assessor of students’ performance on the specified
objective (KR = 0,85). On the other hand, SEM reveals the dispersion of the
measurement errors. SEM of 0,36 indicates that this 3" sub-section measures EFL
students’ true performance on the specified objective fluctuating from 2 x 0.36 +

observed scores and 2 x 0,36 — observed scores with a 95 % confidence band.

As a result of item level analyses administered on three sub-sections of grammar part
of the piloted EFL Achievement Test, ultimate test was decided to include 18 items,
8 multiple-choice, 8 fill in the blanks and 2 rewrite, measuring 7 critical objectives.
The statistics for the ultimate grammar part of the achievement test was presented as

follows:

Table 3.18: Summary Statistics for the Ultimate Grammar Section

Min Max Mean
Score  Items  Mean S Mean P )
Score  Score Rpbis

Scored
9,97 4,78 0 17 0,55 0,54

Items
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Taking the acceptable discrimination and difficulty ranges covered in the related
literature as the basis, the researcher came up with the 18-item grammar section. First
of all, as seen in the table, there was a spread of scores, with a s = 4.78 and a range of
0 to 17. Mean of item difficulty in the grammar section indicates that items are
moderately difficult with P = 0.55. On the other hand, item discrimination (Rpbis),
indicates that this section differentiates between participants with high and low
scores with a highly positive Rpbis at 0,54. As a result, the 18-item grammar section
was found to have mean of item discrimination and difficulty within acceptable

ranges.

Table 3.19: Reliability Statistics for the Ultimate Grammar Section

Score Kryg SEM

Scored items 0,85 1,83

As seen in the table, based on the acceptable ranges of KRy, for teacher-made tests
(Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013), Kry of 0,85 indicates that this
grammar section is highly reliable assessor of EFL performance on the specified
objectives. On the other hand, SEM of 1,83 indicates that the section interprets true
scores of the test-takers in the range from + 2 x SEM and — 2 x SEM with a 95 %

confidence band.

3.7.1.2. Pilot of Listening Part

In the listening section of the test, students’ performance on 2 critical objectives was
aimed to be evaluated. Due to item analyses that may result in removing some of the
items due to their poor qualities, the researcher aimed to initially include at least two
items to test each of the objectives in the table of specifications. As a result, 10 items
in 2 different sub-sections were exposed to item-level statistics. While the first five
items were designed as true-false items in a closed-ended task, the second five items
were designed as completion items in a limited response task. The results of the
analyses after piloting the test with 38 EFL students were presented in detail as

follows:
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Table 3.20: Summary Statistics for the Piloted Listening Section

Min  Max Mean Mean
Score Items Mean S ~ KR sem
Score Score P Rpbis

Scored
542 2,87 0 10 0,54 057 0,77 1,37
Items

As seen in the table, listening scores of EFL students were spread with a s = 2.87 and
a range of 0 to 10. Mean of items difficulty in the section indicates that items are
moderately difficult with Pin the range from 0,35 to 0,64 (P = 0.54). These items
were also explored to have highly acceptable Rpbis > 0,30 differentiating between
participants with high and low listening scores (Rpbis = 0,57).

In terms of the index of internal consistency of the section, based on the acceptable
ranges > 0,70, Krpo of 0,77 indicates that this piloted part, as a whole, is a reliable
assessor of EFL listening performance on the specified objectives. Finally, a SEM of
1,37 reveals that the sections measure true listening scores of the test-takers in the
range from + 2 x 1,37 to — 2 x 1,37 with 95 % accuracy.

The statistics presented above only provide information for the entire listening
section. In this part there are two sub-sections assessing the participant students’
acquisition of 2 different objectives. These objectives are assessed through 10 items.
For quality control of each of these sub-sections, the researcher employed item-level
analyses. The results of the analyses for the first part comprised of 5 true-false items

were presented as follows:

Table 3.21: Item Statistics of the Piloted True-False Listening Items

Items N P Rpbis
1 38 0,58 0,78
2 38 0,58 0,78
3 38 0,63 0,71
4 38 0,63 0,61
5 38 0,42 0,56
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As seen in Table 3.21, 5 true-false items in a closed-ended task were administered to
38 EFL students in pilot of EFL Achievement Test. These items were aimed to
measure the attainment of one objective determined in the Table of Specifications for
EFL Achievement Test (see Appendix 4). In this respect, 5 items are matched with

the following objective:

Table 3.22: Table of Specifications for the Piloted True-False Listening Items

o Y—
% > GN) S n
i b7 = > b}
- . » o (= e
Skill Objectives & Functions o 2_ < —g 5
2 < | 37
-) z
(@]
= L ) ) 5
S Students distinguish true and false sentences in an audio text. X
2 (Al)
-

Taking the aforementioned acceptable ranges of item discrimination and difficulty

into account, the ultimate closed ended listening section was formed.

In this respect, item-level statistics regarding 5 items covering the objective specified
in Table 3.22 were reviewed. As seen in the table, the related items were found to
have highly acceptable Rpbis > 0.30. On the other hand, each of these items were
found to be moderately difficult with P between 0,35 — 0,64. With the aim of
developing a moderately difficult test with a high discriminative power (Rpbis >
0.30; P = 0,35 — 0,64), all these items were included in the ultimate test. In this
respect, no edition was administered on neither the individual items in this sub-

section nor the related part in table of specification.

Table 3.23: Reliability Statistics for the Ultimate True-False Listening Items

Score Kryg SEM

Scored items 0,72 0, 90

As seen in Table 3.23, Kuder-Richardson Formula 20 (Kry) was administered to 5

true-false listening items measuring the 1% listening objective specified in Table 3.22

154



to get an index of internal consistency of the section. Based on the acceptable ranges
of KRy for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013),
this part was found to be reliable assessor of students’ listening performance on the
specified objective (KR2 = 0,72). Moreover, the table sets that the section measures
EFL students’ true listening performance closely to their observed scores with a 95

% confidence band (SEM = 0,90).

Following item-level statistics run for the closed-ended listening section, the
researcher computed the item difficulty and discrimination indices of 5 listening
completion items in addition to its index of internal consistency. This section was
designed as a limited response task comprised of 5 items that require students to
recognize, recall, and select the relevant information on five different conversations
they hear to complete the guided short answers. The results of item level analyses on

the section were shown in the table below as follows:

Table 3.24: Item Statistics of the Piloted Listening Completion Items

Items N P Rpbis
1 38 0,53 0,76
2 38 0,53 0,60
3 38 0,50 0,71
4 38 0,58 0,67
5 38 0,45 0,66

As seen in Table 3.24, 5 limited response items were administered to 38 EFL
students in the pilot of EFL Achievement Test to measure the attainment of one
objective determined inthe Table of Specifications for EFL Achievement Test (see
Appendix 4). The related part of the Table of Specifications was presented as

follows:
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Table 3.25: Table of Specifications for the Piloted Listening Completion Items

© Y—
% ) GN) S %]
- 4(7; — z I3 E
Skill Objectives & Functions 5| = S | €8
o < =
c < 3
) Z
(=]
£ 5
S Students complete the blanks in an audio text. X
.g (A1)

Taking the aforementioned acceptable ranges of item difficulty and discrimination
into account, the researcher decided on the ultimate limited response listening
section. Reviewing 5 items covering the objective specified in Table 3.25, the
researcher decided to keep all the items in the ultimate test without a change. The
reason behind this was that, the related items were found to have highly acceptable
Rpbis > 0.30 in a moderately difficult range with P between 0,35 — 0,64. Although
the 5" item was found to be more difficult than the others, it was needed to keep

some difficult items in the ultimate test.

Table 3.26: Reliability Statistics for the Ultimate True-False Listening Items

Score Krag SEM

Scored items 0,71 0, 92

As seen in Table 3.26, Kuder-Richardson Formula 20 (Kry) was administered to 5
listening completion items measuring the 2" listening objective specified in table
3.25 to get an index of internal consistency of the section. Based on the acceptable
ranges of KRy for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri,
2013), this part was found to be reliable assessor of students’ listening performance
on the specified objective measuring EFL students’ true listening performance very
closely to their observed scores with a 95 % confidence band (KRy = 0,71; SEM =
0,92).

In conclusion, taking the acceptable discrimination and difficulty ranges covered in
the related literature as the basis, the researcher came up with the 10-item listening
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section organized in 2 sub-sections. Since all the items produced indices in the
acceptable ranges, no edition was employed on the items by the researcher. In this
respect, as specified in Tables 3.21 and 3.24, the listening part was found to be a
moderately difficult test with the mean of P in the range 0,35 to 0,64 consistently
discriminating between high scorers and low scorers (Mean of Rpbis = 0, 57; KRy =
0, 77).

3.7.1.3. Pilot of Reading Part

In the reading section of the achievement test, students’ performance on 3 critical
objectives was aimed to be evaluated. Due to item level analyses that may result in
removing some of the poor items, the researcher aimed to initially include at least
two items to test each of the objectives in the table of specifications. As a result, 15
items in 3 different sub-sections about a reading passage comprised of approximately
350 words in four paragraphs were exposed to item-level statistics. While the first
five items were designed as true-false items in a closed-ended task, the second five
items were designed as another closed ended task requiring the students to find
whether some specific information exists in the passage. On the other hand, the third
five items were organized as a limited response task where the students are required
to scan the text to answer the questions about the passage. The results of the analyses

after piloting the test with 38 EFL students were presented in detail as follows:

Table 3.27: Summary Statistics for the Piloted Reading Section

Min Max Mean Mean
Score Items Mean S - KRx sem
Score Score P Rpbis

Scored
6,97 4,66 1 15 0,46 063 0,89 156
ltems

As seen in the table, reading scores of EFL students were spread with a s = 4.66 and
a range of 1 to 15. On the other hand, mean of item difficulty in the section indicates
that items are moderately difficult with Pin the range from 0,35 to 0,64 (P = 0.46).
while these items highly acceptable Rpbis values > 0,30 differentiating between

participants with high and low reading scores (Rpbis = 0,63).
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Based on the acceptable ranges of KRy, > 0,70 for teacher-made tests, the table
indicates that this piloted reading part, as a whole, is a reliable assessor of EFL
reading performance on the specified objectives with a SEM measuring true scores
of the participants in the range from + 2 x 1,56 to — 2 x 1,56 with 95 % accuracy.

(KR = 0,89; SEM = 1,56).

The statistics presented above only provide information for the entire reading
section. In this part there are three sub-sections assessing the participant students’
acquisition of 3 different objectives. These objectives are assessed through 15 items.
For quality control of each of these sub-sections, the researcher employed item-level
analyses. The results of the analyses for the first part comprised of 5 true-false items

were presented as follows:

Table 3.28: Item Statistics of the Piloted True-False Reading Items

Items N P Rpbis
1 38 0,53 0,68
2 38 0,53 0,80
3 38 0,47 0,74
4 38 0,32 0,67
5 38 0,55 0,58

As seen in Table 3.28, 5 true-false items in a closed-ended task were administered to
38 EFL students in the pilot of EFL Achievement Test. These items required the
students to distinguish the sentences and identify them as true or false (see Appendix
4). In this respect, 5 items are matched with the following objective:
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Table 3.29: Table of Specifications for the Piloted True-False Reading Items

Skall Objectives & Functions

Understand
Apply
Analyze
Number of
ltems

Students distinguish true and false sentences in a text. X
(C.lI)

Reading

Taking the aforementioned acceptable ranges of item discrimination and difficulty

into account, the ultimate closed ended section was formed.

In this respect, item-level statistics regarding 5 items covering the objective specified
in Table 3.29 were reviewed. As seen in the table, the related items were found to
have highly acceptable Rpbis > 0.30. On the other hand, four of these items were
found to be moderately difficult with P between 0,35 — 0,64. However, the 4™ item
was seen to be a difficult one in the range from 0,20 to 0,34 with a high
discriminative power (Rpbis= 0,67). Taking these difficulty ranges and Turgut and
Baykul's (2012) remark on item difficulty proportion of test items into account, 13 %
of the items were supposed to be difficult. In this respect, all the items in this part

were decided to be kept in the ultimate test without employing a change.

Table 3.30: Reliability Statistics for the Ultimate True-False Reading Items
Score Kry SEM

Scored items 0,73 0,90

As seen in Table 3.30, Kuder-Richardson Formula 20 (Kry) was administered to 5
true-false reading items measuring the 1* reading objective specified in Table 3.29 to
get an index of internal consistency of the section. Based on the acceptable ranges of
KRy, for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013), this
part was found to be a reliable assessor of students’ reading performance on the

specified objective (KRy = 0,73). Moreover, the table sets that the section measures
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EFL students’ true reading performance closely to their observed scores = 2 SEM

with a 95 % confidence band (SEM = 0,90).

Following item-level statistics on the closed-ended true-false reading section, the
researcher analyzed the item difficulty and discrimination indices of 5 reading items
designed as another closed-ended task where the students were asked to scan the text
to find out whether some specific information exists in the text or not. The results of

item level analyses on the section were shown in the table below as follows:

Table 3.31: Item Statistics of the Piloted Closed-Ended Reading Items

Items N P Rpbis
1 38 0,53 0,63
2 38 0,34 0,72
3 38 0,53 0,57
4 38 0,50 0,71
5 38 0,50 0,77

As seen in Table 3.31, 5 true-false items in a closed-ended task were administered to
38 EFL students in the pilot of EFL Achievement Test. These 5 items are matched

with the following objective:

Table 3.32: Table of Specifications for the Piloted Closed—Ended Reading Items

© Y—
% ) qN) S %)
i b = > I}
N . 12 S | = =
Skill Obijectives & Functions > 2_ < -g 5
g < | 37
) pd
£ 5
'-g Students make inferences from a text by using the given clues. X
x (c.n)

Taking the aforementioned acceptable ranges of item discrimination and difficulty

into account, the ultimate closed ended reading section was formed.
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In this respect, item-level statistics regarding 5 items covering the objective specified
in Table 3.32 were reviewed. As a result, all the items in this part were decided to be
kept in the ultimate test without employing a change. The reason behind this decision
was the acceptable item discrimination and difficulty indices of the mentioned items
(Rpbis > 0.30). On the other hand, four of these items were found to be moderately
difficult with P between 0,35 — 0,64. However, 2™ item in this part was explored to
be a difficult one in the range from 0,20 to 0,34 with a high discriminative power
(Rpbis= 0,72). Thinking that keeping this item in the ultimate test would serve for
the ideal item difficulty proportion of test items, the researcher included this item in

the finalized test.

Table 3.33: Reliability Statistics for the Ultimate Closed-Ended Reading Items

Score Kryg SEM

Scored items 0,71 0,92

As seen in Table 3.33, Kuder-Richardson Formula 20 (Kry) was administered to 5
closed ended items measuring the 2" reading objective specified in table 3.32 to get
an index of internal consistency of the section. As a result, KRy, of 0,71 revealed this
part as a reliable assessor of students’ reading performance on the specified objective

measuring their true reading performance closely to their observed scores + 2 SEM

with a 95 % confidence band (SEM = 0,92).

Following item-level statistics on the closed-ended reading sections, the researcher
took the step to compute the item difficulty and discrimination indices of 5 limited
response reading items. These items required the students to comprehend the text and
answer the questions about it. The results of item level analyses on the items in the

section were shown in the table below:
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Table 3.34: Item Statistics of the Piloted Limited Response Reading Items

Items N P Rpbis
1 38 0,34 0,65
2 38 0,32 0,79
3 38 0,47 0,85
4 38 0,47 0,76
5 38 0,58 0,75

As seen in Table 3.34, 5 limited response reading items were administered to 38 EFL
students in the pilot of EFL Achievement Test. These items required the students to
scan the text to answer the related 5 questions. In this respect, 5 items are matched

with the following objective:

Table 3.35: Table of Specifications for the Piloted Limited Response Reading

Items
T Y—
% > GN) S %)
. g > 5 5
Skill Objectives & Functions 5 § s g 3
2 < | 37
) Pz
D
= : . 5
S Students answer wh- questions about a given text. X
4 (C.11)

Taking the aforementioned acceptable ranges of item discrimination and difficulty
into account, the researcher decided to keep all the items in the ultimate test. As seen
in the table, the related items were found to have highly acceptable Rpbis > 0.30. On
the other hand, three of these items were found to be moderately difficult with P
between 0,35 — 0,64. However, the 1% and 2" items were seen to be difficult having
difficulty indices in the range from 0,20 to 0,34. Taking Turgut and Baykul's (2012)
remark on item difficulty proportion of test items and enforcing nature of the items in
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this section into account, these two difficult items were included in the ultimate test
thanks to their high discriminative powers (Rpbis = 0,65; 0,79). In this respect, all
the items in this were decided to keep in the ultimate test without employing a

change.

Table 3.36: Reliability Statistics for the Ultimate Limited Response
Reading Items

Score Krsg SEM

Scored items 0,82 0,80

As seen in Table 3.36, Kuder-Richardson Formula 20 (Kry) was administered to 5
limited response reading items measuring the 3" reading objective specified in Table
3.35 to get an index of internal consistency of the section. Based on the acceptable
ranges of KRy for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri,
2013), this part was found to be a reliable assessor of students’ reading performance
on the specified objective (KR = 0,82). Moreover, the table sets that the section
measures EFL students’ true reading performance closely to their observed scores +

2 SEM with a 95 % confidence band (SEM = 0,80).

To conclude, taking the acceptable discrimination and difficulty ranges and ideal
population of the difficult items in the ultimate test into consideration, the researcher
decided to preserve the ultimate reading part with 15 items in three sub-sections.
Based on these results, the reading part was found to be a moderately difficult test
with the mean of P in the range 0,35 to 0,64 consistently discriminating between

high scorers and low scorers (Mean of Rpbis = 0, 63; KRy = 0, 89).

3.7.1.4. Pilot of Vocabulary Part

In the vocabulary section of the test, students’ performance on 2 critical objectives
was measured. Due to item level analyses that may cause some of the poor items to
be removed from the ultimate test, the researcher aimed to include at least two items
to test each of the objectives in the table of specifications. While the first part was
designed as 8 fill in the blank items in a closed-ended task, the second part was

designed as 6 word-formation items in a limited response task. The results of the
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analyses after piloting the test with 38 EFL students were presented in detail as
follows:

Table 3.37: Summary Statistics for the Piloted Vocabulary Section

Min  Max Mean Mean
Score Items Mean S ~ KR sgm
Score Score P Rpbis

Scored
14 6,21 3,76 0 14 0,44 054 081 164
ltems

As seen in the table, vocabulary scores of EFL students were spread with as = 3, 76
and a range of 0 to 14. On the other hand, mean of item difficulty in the section were
found to be moderately difficult with Pin the range from 0,35 to 0,64 (P = 0.44)
while these items have highly acceptable Rpbis values > 0,30 differentiating between

participants with high and low vocabulary scores (Rpbis = 0,54).

Based on the acceptable ranges of KRy > 0,70 for teacher-made tests, the table
indicates this piloted part as a reliable assessor of EFL vocabulary performance on
the specified objectives with a SEM measuring true scores of the participants 2 x

SEM <+ their observed scores with 95 % accuracy (KRy = 0,81; SEM = 1,64).

In addition to the statistics presented above for the entire vocabulary section, the
researcher employed item-level statistics for two sub-sections comprised of 14 items
assessing the participant students’ acquisition of 2 different objectives. The results of
the analyses for the first part comprised of 8 fill in the blank items were presented as
follows:
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Table 3.38: Item Statistics of the Piloted Fill in the Blank VVocabulary Items

Items N P Rpbis
1 38 0,45 0,68
2 38 0,53 0,67
3 38 0,50 0,69
4 38 0,50 0,73
5 38 0,50 0,52
6 38 0,47 0,34
7 38 0,39 0,62
8 38 0,45 0,68

As seen in Table 3.38, 8 fill in the blank vocabulary items in a closed-ended task
were administered to 38 EFL students in pilot of EFL Achievement Test. These
items were aimed to measure the attainment of one objective determined in the Table
of Specifications for EFL Achievement Test where students were required to
understand the meaning of the both sentences and words to complete the sentences
with the correct word from the box (see Appendix 4). In this respect, 8 items are

matched with the following objective:

Table 3.39: Table of Specifications for the Piloted Closed-Ended Vocabulary

Items
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Taking the aforementioned acceptable ranges of items discrimination and difficulty

into account, the ultimate closed ended vocabulary section was formed.
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In this respect, item-level statistics regarding 8 items covering the objective specified
in Table 3.39 were reviewed. As seen in the table, the related items were found to
have highly acceptable Rpbis > 0.30. On the other hand, each of these items were
found to be moderately difficult with P between 0,35 — 0,64. With the aim of
developing a moderately difficult test with a high discriminative power (Rpbis >
0.30; P = 0,35 — 0,64), all these items were included in the ultimate test. In this
respect, no edition was administered on neither the individual items in this sub-

section nor the related part in table of specification.

Table 3.40: Reliability Statistics for the Ultimate Closed-Ended Vocabulary

Items
Score Kryg SEM
Scored items 0,77 1,20

As seen in Table 3.40, Kuder-Richardson Formula 20 (Kry) was administered to 8
fill in the blank items measuring the 1% vocabulary objective specified in Table 3.39
to get an index of internal consistency of the section. Based on the acceptable ranges
of KRy for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013),
this part was found to be a reliable assessor of students’ vocabulary performance on
the specified objective (KR = 0,77). Moreover, the table sets that the section
measures EFL students’ true vocabulary performance closely 2 x SEM =+ their

observed scores with a 95 % confidence band (SEM = 1,20).

Following item-level statistics on the closed-ended vocabulary sections, the
researcher took the next step to employ the item-level on 6 limited response
vocabulary items. These items require the students to choose the right words for each
sentence and use the words in the correct form which suits the sentence best. The
results of item level analyses on the items in the section were shown in the table

below:
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Table 3.41: Item Statistics of the Piloted Limited Response Vocabulary Items

Items N P Rpbis
1 38 0,47 0,60
2 38 0,42 0,69
3 38 0,32 0,63
4 38 0,39 0,65
5 38 0,39 0,62
6 38 0,42 0,69

As seen in Table 3.41, 6 limited response vocabulary items task were administered to
38 EFL students in the piloted EFL Achievement Test. These items required the EFL
students to modify the words given with the sentences to best complete the sentences

(see Appendix 4). In this respect, 6 items are matched with the following objective:

Table 3.42: Table of Specifications for the Piloted Limited Response Vocabulary
Items

Skill o )
Objectives & Functions

Understand
Apply
Analyze
Number of
Items

Students modify the words into correct form to complete the
sentences. X

»

(D.11.)

Vocabulary

Taking the aforementioned acceptable ranges of item discrimination and difficulty
into account, the researcher decided to keep all the items in the ultimate test. As seen
in the table, the related items were found to have highly acceptable Rpbis > 0.30. On
the other hand, five of these items were found to be moderately difficult with P
between 0,35 — 0,64. However, 3" item was seen to be difficult having difficulty
index in the range from 0,20 to 0,34. Taking Turgut and Baykul's (2012) remark on
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item difficulty proportion of test items into account, this difficult item was included
in the ultimate test thanks to its high discriminative powers (Rpbis = 0,63). In this
respect, all the items in this part were decided to be kept in the ultimate test without

employing a change.

Table 3.43: Reliability Statistics for the Ultimate Limited Response Vocabulary

Items
Score Krag SEM
Scored items 0,72 1,02

As seen in Table 3.43, Kuder-Richardson Formula 20 (Kry) was administered to 6
word-formation items measuring the 2™ vocabulary objective specified in Table 3.42
to get an index of internal consistency of the section. Based on the acceptable ranges
of KRy for teacher-made tests (Cortina, 1993; McGahee, Ball, 2009; Sabri, 2013),
this part was found to be a reliable assessor of students’ vocabulary performance on
the specified objective (KR = 0,72). Moreover, the table sets that the section
closely measures EFL students’ true vocabulary performance 2 x SEM = their

observed scores with a 95 % confidence band (SEM = 1,02).

To conclude, taking the acceptable discrimination and difficulty ranges and ideal
population of the difficult items in the ultimate test into consideration, the researcher
decided to preserve the ultimate vocabulary part with 10 items in two sub-sections as
they were in the piloted test. Based on the results specified in Tables 3.38 and 3.41,
the vocabulary part was found to be a moderately difficult test with the mean of P in
the range 0,35 to 0,64 consistently discriminating between high scorers and low
scorers (Mean of Rpbis = 0, 54; KRy =0, 81).

3.7.1.5. Pilot of Total EFL Achievement Test

In four separate parts above, the item and reliability analyses regarding listening,
grammar, reading and vocabulary sections were covered. However, due to its open
ended and creative nature, the writing part was excluded and assessed by three EFL
teachers following the guidelines in the analytic rubric provided in the detailed

answer key (see Appendix 2). Writing performances were assessed by following
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guidelines for four main areas (grammar, vocabulary, content and organization)
analytically and separately out of 5. Participants’ EFL writing performance was
ultimately produced capturing the mean of three EFL assessors. As a result, writing
part was not exposed to item-level or reliability analyses. However, reliability was
assessed through the mean scores of three assessors based on analytic rubric while
validity was ensured consulting 5 EFL experts’ views on the harmony between the

objective and the item regarding writing.

In this respect, basic statistics for the total of EFL Achievement Test excluding

writing part was presented in the table below as follows:

Table 3.44: Summary Statistics for the Piloted Total EFL Achievement Test

Min  Max Mean Mean
Score Items Mean S ~ KRxa sgm
Score Score P Rpbis

Scored
57 28,58 10,65 9 52 0,51 0,68 091 3,20
Items

As seen in the table, the researcher employed analyses for the ultimate entire EFL
Achievement Test excluding the poor items and writing section. In this respect, total
scores of EFL students in grammar, reading, listening and vocabulary were spread
with a s = 10, 65 and a range from 0 to 14. Mean of a test is expected to be half of
the number of the items (Dilbaz, Ozgelen, Yelken, 2012). Therefore, mean scores of
the participant was found to be 28.58 and this is psychometrically appropriate for a
57-item test (x=25,58). On the other hand, mean of item difficulty of the test was
found to be moderately difficult with Pin the range from 0,35 to 0,64 (P = 0.51)
while these items were explored to have highly acceptable Rpbis values > 0,30

differentiating between high achievers and low achievers (Rpbis = 0,68).

Based on the acceptable ranges of KRy > 0,70 for teacher-made tests (Cortina, 1993;
McGahee, Ball, 2009; Sabri, 2013), this piloted EFL test was indicated as a highly
reliable assessor of EFL performance on the specified objectives with a SEM closely
measuring true scores of the participants 2 x SEM = their observed scores with 95 %
accuracy (KRy =0,91; SEM = 3,20).
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In addition to item and reliability analyses followed during the process of
constructing the achievement test, the researcher took the last step to validate the test
as an assessor of progress the participants make during the English course in a prep
EFL class at Gebze Technical University. In this respect, the researcher relied on
criterion-related validity. This type of validity is adopted by comparing the results of
a new measurement with another well-established measurement that acts as a
criterion (Turgut, Baykul, 2012). As set bay Balci (2005), these criterions are
sometimes used as scores obtained from well-established scales or tests while they
are sometimes used as groups who are thought to definitely have or lack of the
construct measured by the validated scale or test. In this respect, the researcher
adopted the scores of 35 freshmen students who were qualified to study at their
departments after their one-year prep education at foreign language department at
Gebze Technical University. These students were identified with the permission of
the department and the students were invited through e-mails to take the exam. 35
students who passed proficiency exam in 2015 accepted to take the achievement test.
Their scores were compared with the scores of 38 students who were qualified to
study at English Prep Schools of eight different universities and participated in the
pilot study. In this respect, to decide on the type of the data, Kolmogorov Smirnov
Test was computed and it was found the data for the variable did not differ
significantly from the normal distribution (z =,767; p >.05). Within this respect, in
the final step of the related analysis, the researcher computed Independent Samples
T-test, a parametric test, to see whether two groups differ significantly in terms of

their scores of EFL achievement test. The results were shown in the following table.

Table 3.45: Independent Samples T-Tests for Validity of EFL Achievement Test

t-Test
Factor Groups N ¢ S Sh

X

t Df p d

EFL Freshmen 35 71,11 14,78 2,49

_ 7,360 71 ,000 0,68
Achievement Prep 38 4597 14,38 2,33

As shown in Table 3.45, Independent Samples T-Test was run to find out if there was

a statistically significant difference between freshmen and prep students’ mean
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scores of ultimate EFL achievement test. The results indicated a significant
difference (t = 7.360; p <.001). In other words, freshmen students who were exposed
to prep instruction and pass the proficiency test in 2015 were found to be
significantly more successful than those who could not pass the test and had to attend
prep classes in 2016. Cohen’s d (degree of impact) indicates the standardized
difference between means for t-tests results (Cohen, 1994). Reporting the effect size
of the significant difference between two means, “d” makes detailed analysis
possible. In other words, regardless of the variables, sample sizes or measurement
types, objective measure of the significant difference are provided. Although the
interpretation of the effect of an intervention is not straightforward, based on
Cohen’s (1988) framework, three-folded guideline are usually referred as "small, d =
2," "medium, d = .5," and "large, d = .8" (Ruscio, 2008). Within this respect, based
on ranges suggested by Cohen himself Cohen's d of 0.68 suggested moderate
practical significance in the favour of freshmen students (d > .50; d < .80). As a
result of this analysis, taking the freshmen students’ performance in EFL
achievement test as a reference to make a comparison, the ultimate test was found to
be a valid assessor of the prep students’ EFL performance at Gebze Technical

University.

3.7.2. Pilot of EFL Self-Efficacy Belief Scale

To explore the impact of flipped classroom teaching model on EFL learners' self-
reported efficacy beliefs in EFL, the researcher required to employ a self-efficacy
scale as a pre- and post-test. Therefore, Self-Efficacy English Scale developed by
Yanar and Biimen (2012) to measure high school EFL learners' self-reported efficacy
beliefs in four main ability domains of English as listening, reading, speaking and
writing was piloted with 38 students. These students were qualified to study at
English Prep Schools of eight different universities (5 state and 3 private) in Turkey
in 2016-2017. The main purpose of employing this scale in the pilot study was to test
its statistical relevance to the sample of the study. In other words, following the
procedures to take the permission to use the scale for the current study, the researcher
employed LISREL 8.54 for Windows based on a full structural equation model (SEM)
to test and confirm the four-dimensioned model of the adopted scale in the pilot

study.
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Within this perspective, analysis of the data gathered from the pilot study was four-
folded. In the first fold, Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMO)
& Bartlett’s Test of Sphericity was computed to measure the adequacy of the
sampling to administer intended analyses. In the second fold, the researcher
computed the Kolmogorov-Smirnov test to assess the normality of the data. This test
is statistically a prerequisite for deciding on the best estimation method to adopt in
CFA (Capik, 2014; Simsek, 2007). In the following step, the researcher administered
confirmatory factor analyses (CFA) to explore if the scale is a valid measure of the
construct “self-efficacy beliefs in EFL", which was explored and confirmed as a
model by Yanar and Biimen (2012) to explain 61,41 % of the total variance with a =
0.97. Within this, suitable estimation method, fit indices within acceptable ranges
specified before (Harrington, 2008; Schumacker, Lomax, 2004; Simsek, 2007) and
path diagrams were taken into account to evaluate the results related to the model. In
the fourth fold, reliability coefficient analysis to elicit cronbach's alpha (o) value

through SPSS 21 for Windows was run.

The first fold was devoted to measuring the adequacy of the sampling in the pilot
testing before checking the reliability and confirming the construct validity of the
instrument. Therefore, KMO & Bartlett’s Test of Sphericity was computed through
SPSS 21 for Windows. As a result, the measure of the sampling adequacy was found
to be higher than minimum acceptable value set by Kaiser (1960) as greater than 0.5.
This KMO and Bartlett’s significance < 0.001 show that the sample size in the pilot
study is sufficient to conduct the intended factor analysis (KMO = 0.55; x* =
1214.138; p <.001).

Once the sample was found to be suitable to conduct intended analyses, the
researcher set to test the normality of the distribution by employing the Kolmogorov-
Smirnov Test through SPSS 21 for Windows to decide on the best estimation method
in CFA. The results of this test of normality were presented in the following table:
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Table 3.46: Kolmogorov-Smirnov Test for the Normality of the Scores of EFL
Self-Efficacy Beliefs Scale

Self-Efficacy Beliefs

N 38

X 2,7646
Parameters

S ,59498
K-Smirnov Z ,616
P ,843

To come up with a decision whether the data distributes normally or not,
Kolmogorov Smirnov test was run on the data gathered from the administration of
EFL Self-Efficacy Scale in the pilot study. As a result, as seen in the table, the data
for the variable was found not to differ significantly from the normal distribution
(z=,616; p >.05). In this respect, Maximum Likelihood Method was chosen as the
estimation method in CFA. Maximum Likelihood Estimation Method is one of the
best and most frequently employed estimation method in CFA when the data is made
of continuous variables that distribute normally (Simsek, 2007).In the third fold, the
researcher aimed to test the statistical relevance of the adopted scale through CFA
based on Maximum Likelihood Method using LISREL 8.54 for Windows. In this
respect, the researcher attempted to confirm how much of four latent variables (self-
efficacy beliefs in EFL reading, writing, listening and speaking) were explained by
34 observed variables. Latent variables were shown in ellipses while 34 observed
variables were shown in 34 rectangles. The factor loadings of observed variables
from Item1 to Item34 on latent variables were indicated in the following two figures:
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Figure 3.11: Model and Standardized Solutions for EFL Self-Efficacy Belief
Scale
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In the Figure 3.11, the standardized solution results indicate that the observed 34
variables represent the latent variable (self-efficacy beliefs) in four sub-scales
ranging from 0.11 to 0.83. These results confirm the four-sub-scaled model set by
Yanar and Biimen (2012). In other words, standardized solutions produce similar
results to the explored model where 34 items were found together in four factors with
extraction values ranging 0.42 to 0.69. As seen in the figure, with a perfect match
with the explored model, 8 observed variables were found to explain F1 (reading
sub-factor) while 10 observed variables were confirmed to explain F2 (writing sub-
factor). On the other hand, 10 variables from 19 to 28 were found to explain F3
(listening sub-factor) while the last 6 variables were found to explain F4 (speaking

sub-factor).

Factor loadings of an observed variable is expected to be no less than 0.30 and error
covariance values have to be low to better explain a latent variable (Harrington,
2008; Simsek, 2007). In this respect, all the factor loadings excluding that of 13
item were found to be acceptable ranging from 0,34 to 0,83. On the other hand, error
covariance values except for those of the 13" and 18" items were found to well
explain the latent variable in acceptable ranges of error. When the error covariance
values and factor loadings values are analyzed together, it is seen that all variables
except for 13" and 18™ observed variables with an error covariance of 0,99; 089 and
a factor loading of 0,11; 0,34 respectively were found to be in acceptable ranges.
However, the perfect match between the explored four sub-scaled model and the
model confirmed by the researcher indicate four sub-factors explain the main latent
variable (EFL self-efficacy belief) with factor loadings > 0,63 and 0,71 standing for
very good and perfect ranges (Harrington, 2008). In addition, there are some other
reasons of adding this item together with its error into the model. First one of them is
the confirmed four-dimension construct of the adopted scale. Secondly, the views of
the consulted specialists that the items represent and explain the self-efficacy beliefs
in EFL writing sufficiently make it difficult to extract the item. Based on these
explained facts, all these 34 variables were kept and added into the model as

explored by Yanar and Biimen (2012).
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Figure 3.12: Not Standardized T-Values for EFL Self-Efficacy Belief Scale
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T-values in Figure 3.12. refer to another parameter confirming and exploring the
relationships between the observed and the latent variables. The figure shows that the
t-values range from 1.97 to 5.61. Statistically, when the significance. 05 is accepted
as a criterion in social sciences, t-values must be 1.96 or above it while it must be
2.56 or above it at 0,001 significance level (Simsek, 2007; Capik, 2014). Therefore,
the variables having t-value less than 1.96 are advised to be omitted from the scale.
However, no variable, as seen in the figure, has a t-value below 1.96. Moreover, 25
of the observed variables have t-values greater than 2.56 (p < 0.001) while 9 of them
have t-values in the range from 1.96 to 2.55 (p < 0.05). As a result of these not
standardized t-values, the adopted scale is confirmed to be a valid predictor of

university prep students’ EFL self-efficacy beliefs.

In addition to standardized solutions and t-values obtained from path diagrams as
shown in the figures above, the researcher also checked fit indices to confirm the
scale as a valid assessor of EFL self-efficacy beliefs in four dimensions. Therefore,

following table presents the necessary fit indices related to the model.

Table 3.47: Fit Indices for EFL Self-Efficacy Belief Scale

Fit Indices Values
X2 652.27
Df 523
Chi-square (x%) / df 1,24
GFlI 0.79
AGFI 0.82
CFl 0.87
RMSEA 0.082
SRMR 0,013
RMR 0,013
NFI 0.85
IFI 0.88

Fit indices were taken into account to evaluate the results related to the model since

they serve to confirm if the explored model fits with the data or the variables
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(Bryant, Yarnold, 1995). To make a conclusive remark on the scale, the values in
Table 3.47 were evaluated following the acceptable ranges specified in the literature
(Harrington, 2008; Schumacker, Lomax, 2004; Simsek, 2007).

CFA results indicate y*=652.27 and df = 523. Therefore, y° / df = 1.24. Chi-square /
Degree of Freedom must have a value < 2, which is an indicator of a fairly good
relationship or < 5, which is accepted as indicator of good relationship (Harrington,
2008). 1.24 value attained in this study indicates that four-factor construct of the
latent variable fits with the 34 observed variable in an acceptable range. On the other
hand, Goodness of Fit Index (GFI) and Adjusted Goodness of Fit Index (AGFI)
values range from 0.00 to 1.00 and 0.00 stands for no concordance while 1.00 is seen
as a sign of perfect concordance. Those GFI and AGFI values at or above 0.90 and
0.85 respectively shows a good concordance (Harrington, 2008). As seen in the table,
the model produced results within or close to acceptable ranges (GFI = 0.79; AGFI =
0, 82). Harrington (2008) sets the acceptable ranges for Root Mean Square Error of
Approximation (RMSEA) value between. 00 and .08 as an indicator of good
concordance while .06 as a cut point. In the present study, RMSEA = 0,082 was
found to be close to the edge of acceptable range. On the other hand, Root Mean
Square Residual (RMR) and Standardized Root Mean Square Residual (SRMR)
values below .05 indicate a good concordance while values below .08 signal
acceptable concordance. The related values were shown to be 0.013 indicating a
good concordance with the explored model. Finally, Normed Fit Index (NFI),
Comparative Fit Index (CFI) and Incremental Fit Index (IFI) must be 0.90 or greater
than it. As seen in Table 3.47, NFI, CFI and IFI indices were found to be very close
to the acceptable ranges (NFI = 0,85; CFI = 0,87; IFI = 0,88). As a result of the
evaluation of the results shown in table 3.47 based on the acceptable ranges for the
fit indices specified in the literature (Harrington, 2008; Schumacker, Lomax, 2004;
Simsek, 2007), it can be understood that fit indices attained in the current study are
within or very close to the acceptable ranges. As a composite evaluation of fit
indices, standardized solution values and t-values obtained from path diagrams, the
researcher confirmed EFL self-efficacy Belief Scale explored to include 34 items
gathered around four factors as a valid assessor of EFL self-efficacy beliefs among

university prep students.
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The last and fourth fold of the analysis of the data gathered from the administration
of EFL Self-Efficacy Beliefs in the pilot study was devoted to the reliability analysis.
In this respect, cronbach's alpha (a)) value using SPSS version 21 for Windows was
computed to test the reliability of the scale since cronbach's alpha, instead of KRy, is
the most common measure of internal consistency especially with multiple likert
questions in a survey/questionnaire that form a scale and when the aim of the
researchers is to determine if the scale is reliable (Bland, Altman, 1997; Cronbach,
1951).

Table 3.48: Reliability Statistics for EFL Self-Efficacy Belief Scale

Cronbach’saplha
Number of Items % S
(o)
34 0.94 94 19.65

As a generally accepted rule for describing internal consistency of a scale with likert
items using cronbach’s alpha value, Cortina (1993) sets the values in the range
greater than 0.7 indicate acceptable reliability of measurements for scales consisted
of likert items while that of o greater than 0.90 stands for excellent reliability
coefficiency. Based on the acceptable ranges of cronbach’s alpha for scale with likert
items, the confirmed EFL Self-Efficacy Belief Scale was found to be a reliable
assessor of EFL self-efficacy beliefs among university prep students (o0 = 0.94; X =

94; s = 19,65).

To sum up, based on the results of CFA and reliability analyses, the adopted scale of
self-efficacy including 34 items in four factors was found in the pilot study as a valid
and reliable assessor of university prep EFL learners' self-reported efficacy beliefs in
four main skills of English (RMSEA=0.080; SRMR=0.013; 2 / df = 1,24; o= 0.94).

3.7.3. Pilot of Attitudes toward English Scale

In the current study, it was aimed to explore the impact of the flipped classroom
treatment on the participant EFL students' attitudes toward English. Therefore,
Attitudes Toward English Scale developed by Tung¢ (2003) based on ‘Attitudes
toward Mathematics and Physics Scale’ developed by Aiken (1979) and then
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validated by Tuncer, Berkant, Dogan (2015) was administered as pre- and post-tests
to gain insights about the impact of the flipped classroom on the learners' attitudes
toward EFL (see Appendix 9).The original scale consisted of 24 items scored on 5-
point likert type and gathered around four factors: Love for Math, Fear of Math,
Motivation for Math and Significance of Math. Under every factor, there were six
items, three of which were negative while the remaining three were positive. Tung
(2003) adapted the scale into Turkish in a way to determine university prep EFL
learners' attitudes toward English. By being loyal to its original form, Tung (2003)
modified the original four factored scale to match up with EFL (a= .77). Yet, the
scale was not validated by Tung. Elaborate validity and reliability procedures of the
scale were conducted by Tuncer, Berkant, Dogan (2015) on the data collected from
271 university prep EFL learners. The results of EFA and CFA explored and
confirmed that the scale had four factors with 19 items explaining the 54.180 % of
the total variance indicating the instrument as a valid and reliable assessor of
university prep EFL learners' attitudes toward English (RMSEA=0.059;
SRMR=0.061; o= 88.).

In the pilot study, this scale was administered to test its statistical relevance to the
sample of the main study. This started with taking the permission to use the scale for
the current study and run CFA by using LISREL 8.54 for Windows based on a full
structural equation model (SEM) to test and confirm the four-dimensioned model of

the adopted scale in the pilot study.

Within this perspective, the researcher took the same steps as those in the pilot of
EFL Self-Efficacy Belief Scale. In four folds, the data was exposed to Kaiser-Meyer-
Olkin Measure of Sampling Adequacy (KMO) & Bartlett’s Test of Sphericity, The
Kolmogorov-Smirnov test to come up with the most suitable estimation method,
CFA and internal consistency estimate of reliability through cronbach's alpha (o)
value through SPSS 21 for Windows.

To measure the adequacy of the sampling for factor analysis in the pilot study, KMO
& Bartlett’s Test of Sphericity was computed through SPSS 21 for Windows. As a
result, the measure of the sampling adequacy was found to be higher than minimum
acceptable value set by Kaiser (1960) as greater than 0.5. This KMO and Bartlett’s

significance < 0,001 show that the sample size in the pilot study, rejecting null
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hypothesis, is well suited to conduct the intended factor analysis (KMO = 0,732; x* =
434,477; p < .001).

Following KMO & Bartlett’s Test of Sphericity, the researcher tested the normality of
the distribution by employing the Kolmogorov-Smirnov Test through SPSS 21 for
Windows to decide on the best estimation method in CFA. The result of this test of

normality was presented in the following table:

Table 3.49: Kolmogorov-Smirnov Test for the Normality of the Scores of
Attitudes toward English Scale

Attitudes toward English

N 38

% 2,6247
Parameters

S ,59005
K-Smirnov Z ,670
P , 761

To come up with a decision whether the data distributes normally or not,
Kolmogorov Smirnov Test was run on the data gathered from the administration of
Attitudes toward English Scale in the pilot study. As a result, as seen in the table, the
data for the variable was found not to differ significantly from the normal
distribution (z =,670; p >.05). In this respect, Maximum Likelihood Method was
chosen as the estimation method in CFA since it is reported to be the best and most
frequently employed estimation method in CFA when the data is made of continuous

variables that distribute normally (Simsek, 2007).

In the third fold, the statistical relevance of the adopted scale was tested through
CFA based on Maximum Likelihood Method using LISREL 8.54 for Windows. In
this respect, the researcher attempted to confirm how much of the latent variable,
attitudes toward English gathered around four sub-factors (attitudes toward learning,
individual meaning, motivation and anxiety, importance of English) were explained
by 19 observed variables degraded from 24 items of the original scale. Latent

variables were shown in ellipses while 19 observed variables were shown in 19
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rectangles. The factor loadings of observed variables from Item1 to Item19 on latent
variables were indicated in the following two figures.
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Figure 3.13: Model and Standardized Solutions for Attitudes toward English
Scale
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In the Figure 3.13, the standardized solution results indicate that the observed 19
variables represent the latent variable (attitudes toward English) in four sub-scales
ranging from 0.43 to 0.93. These results confirm the four-sub-scaled model validated
by Tuncer, Berkant, Dogan (2015) in 19 items with extraction values ranging 0.52 to

0.80 explaining the 54.180 % of the total variance.

As seen in the figure, the confirmed model produces a perfect match with the model.
In other words, the first 8 observed variables were found to explain F1 (attitudes
toward learning) while 2 observed variables were confirmed to explain F2
(individual meaning loaded in English). On the other hand, 7 variables from 11 to 17
were found to explain F3 (motivation and anxiety) while the last 2 variables were

found to explain F4 (importance of English).

Harrington (2008) and Simsek (2007) suggest that factor loadings of an observed
variable in a confirmed model should be no less than 0.30 and error covariance
values have to be low to better explain a latent variable. In this respect, the factor
loadings of all the items in the piloted scale were found to be acceptable ranging
from 0,43 to 0,93. On the other hand, error covariance values, which stand for the
variance in each measurement that do not covary with the latent variable, were also
found to well explain the latent variable in acceptable ranges of error. When the error
covariance values and factor loadings values are analyzed together, it was decided to

keep all the items in the model as confirmed by Tuncer, Berkant, Dogan (2015).
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Figure 3.14: Not Standardized T-Values for Attitudes toward English Scale

T-values in Figure 3.14 range from 2.22 to 6.01. Statistically, when the significance
.05 is accepted as a criterion in social sciences, t-values must be >1.96 while it must
be > 2.56 at 0,001 significance level (Simsek, 2007; Capik, 2014). Therefore, the
variables having t-value less than 1.96 are advised to be omitted from the scale.
However, no variable, as seen in the figure, has a t-value below 1.96. Moreover, 12
of the observed variables have t-values greater than 2.56 (p < 0.001) while 7 of them
have t-values in the range from 2.22 to 2.54 (p < 0.05). As a result of these not
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standardized t-values, the adopted scale is confirmed to be a valid predictor of

university prep students’ EFL self-efficacy beliefs.

In addition to standardized solutions and t-values obtained from path diagrams as
shown in the figures above, the researcher also checked fit indices to confirm the
scale as a valid assessor of EFL self-efficacy beliefs in four dimensions. Therefore,
the following table presents the necessary fit indices related to the model.

Table 3.50: Fit Indices for Attitudes toward English Scale

Fit Indices Values
X2 225.18
Df 148
Chi-square (x2) / df 1.52
GFI 0.87
AGFI 0.88
CFI 0.90
RMSEA 0.068
SRMR 0,012
RMR 0,012
NFI 0.76
IFI 0.90

To make a stronger conclusive remark on the scale, the values in Table 3.49 were
evaluated following the acceptable ranges specified in the literature (Harrington,
2008; Schumacker, Lomax, 2004; Simsek, 2007).

CFA results indicate x* / df = 1.52 standing for a value < 2, which is an indicator of
a fairly good relationship. On the other hand, Goodness of Fit Index (GFI) and
Adjusted Goodness of Fit Index (AGFI) values range from 0.00 to 1.00 and 0.00
stands for no concordance while 1.00 is seen as a sign of perfect concordance. GFI

and AGFI values in the table indicate good concordance with the model (GFI =0.87;
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AGFI = 0.88). In the present study, RMSEA = 0,068 was found to be in the
acceptable range. On the other hand, Root Mean Square Residual (RMR) and
Standardized Root Mean Square Residual (SRMR) values were shown to be 0.012
indicating a good concordance with the explored model. Finally, Normed Fit Index
(NFI), Comparative Fit Index (CFI) and Incremental Fit Index (IFI) must be 0.90 or
greater than it. As seen in the table, NFI, CFl and IFI indices were found to be very
close to or in the acceptable ranges (NFI = 0.76; CFI = 0.90; IFI = 0,90). As a result
of the evaluation of the results shown in Table 3.50 based on the acceptable ranges
for the fit indices specified in the literature (Harrington, 2008; Schumacker, Lomax,
2004; Simsek, 2007), it can be understood that fit indices attained in the current
study are within or very close to the acceptable ranges. As a composite evaluation of
fit indices, standardized solution values and t-values obtained from path diagrams,
the researcher confirmed Attitudes toward English Scale was explored to include 19
items gathered around four factors as a valid assessor of EFL attitudes toward

English among university prep students.

The last and fourth fold of the analysis of the data gathered from the administration
of EFL Self-Efficacy Beliefs in the pilot study was devoted to the reliability analysis.
In this respect, cronbach's alpha (a)) value using SPSS version 21 for Windows was
computed to test the reliability of the scale since cronbach's alpha, instead of KRy is
the most common measure of internal consistency especially with multiple likert
questions in a survey/questionnaire that form a scale and when the aim of the
researchers is to determine if the scale is reliable (Bland, Altman,1997; Cronbach,
1951).

In the last and fourth fold of the analysis, cronbach's alpha (o) value using SPSS

version 21 for Windows was computed to test the reliability of the scale.

Table 3.51: Reliability Statistics for Attitudes toward English Scale

Cronbach’saplha
Number of Items % S
(0)
19 0.91 49.8 11.21
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Based on the acceptable ranges of cronbach’s alpha for scale with likert items, the
confirmed Attitudes toward English Scale was found to be a reliable assessor of

university prep students’ attitudes toward English (0 =0.91; X = 49.8 ; s = 11.21).

3.7.4. Pilot of Semi-Structured Interviews

Following the aforementioned procedures in the pilot study, semi-structured
interviews were held. To seek for participants’ perceptions about their flipped
classroom experiences and its impact on their attitudes toward and self-efficacy
beliefs in EFL, the researcher came up with a semi-structured form consisted of ten
questions (see appendix 11). Preceding the pilot study, the procedures to justify and
validate the form were realized with the participation of seven experts from different
subject areas in different phases. These procedures were reflected in part 3.3.4 in
detail. As a result, the form was validated with the mean score of 4,8 out of 5
indicating the semi structured form as a completely valid assessor of EFL students'
perceptions of flipped classroom model in EFL. Following the multiple variation
sampling method, the interviews were held with 5 voluntary students in the flipped
EFL classroom from three different achievement groups as low, medium and high.
The pilot of interviews was held not to produce qualitative data to be analyzed to
support quantitative data in the pilot study but to find out unexpected problems that
may hinder the research procedures (Van Teijlingen, Hundley). With an awareness of
exploring any problems that may come out during these semi-controlled protocols to
shape the main procedures in the major study, the interviews were held individually
at university at the consensual time. As a result of this procedure, the interviews were
found to last 25 to 40 minutes. During the interview, it was seen that the interview
questions were clearly understood by the interviewee and the place where the
interviews were realized and the anticipated time allocated for covering them were

found to be adequate.

To conclude, the pilot study provided invaluable opportunities to help the researcher
draw the framework of the current study with an awareness of the probable problems
that may come out in the study and destroy its logical flow. Ensuring both quality
and efficiency of the study, the pilot study justified and validated the instruments to
be used in the main study as a valid and reliable means of collecting data in response

to the purpose of the study.
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4. FINDINGS

This embedded study grounded in a mixed method research design was carried out in
order to explore the impact of flipped classroom teaching method on the university
prep EFL learners’ academic performance and its predictors such as their attitudes
toward and self-efficacy beliefs in EFL. With this purpose in mind, the researcher
drew upon both qualitative and quantitative data to better understand the issue. In
this respect, the data for the study was collected from sources: pre- and post-
administration of 3 surveys to the sample of the research study before and after the
flipped intervention and follow-up semi-controlled interviews with the experiment
group students about their experiences as a facilitator of the preceding quantitative
outcomes. As a result, this required the researcher to employ mixed method data
analysis techniques based on blending of qualitative and quantitative methods in a

single study.

The current mixed method study was conducted in two phases where quasi-
experimental pre- and post-test design was followed by the phenomenological
design. The first experimental design referred to quantitative analysis including
Independent Sample T and Paired Sample T Tests to explore the impact of the
flipped intervention on the participants’ EFL performance and its predictors. On the
other hand, the phenomenological design appealed to content analysis procedures to
support and enrich the results of the study by eliminating any potential bias that the

quantitative data could bring into the study.

To conclude, this chapter reports the results of the analysis of the data collected in
the main study in folds. While the first part covers the attempts to determine the type
of the data to employ best analysis technigues, the second part stands for the revision
of the analysis reported in the part about “participants” to equate control and
experimental groups based on their pre-tests scores of 3 data collection instruments
of the study. These analyses, not only to enrich and vary the techniques of data
analysis but also avoid the risk of type 1 error, were revised applying MANOVA

instead of independent sample t tests. The third fold included the comparison of pre-
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and post-test scores of the participants within their groups while the following fold
covered the analyses that indicate the difference in post-test scores and retention of
achievement test scores between groups. Following these analyses that answer the
main questions of the study, the last fold, on the other hand, was organized to display

the results of content analysis to back up quantitative results.

4.1. Statistics for Identifying the Type of the Data

This part of the study was dedicated to the attempts to adopt the best ground where
the data analysis methods and techniques were situated. There are two types of test
data as parametric and non-parametric that require different types of analysis.
Therefore, identification of the type of the data stands as a prerequisite to adopt the
best techniques to come up with valid results. This will naturally donate the
researcher with the ability to draw reliable and valid conclusions about the sample.
With this goal in mind, the researchers checked the total data in terms of the number
of participants, measures of central tendency, normal distribution curve and the
results of the normality test. In addition to testing the normality of distribution
regarding participants’ total scores, the same procedures were followed to compute if
the data distributes normally within the groups to strengthen the reliability of the
analyses.

Within this respect, the following table reports the results of checking the data
related to 3 variables of the study in terms of the number of participants, measures of

central tendency.
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Table 4.1: Measures of Central Tendency for Total Scores

Pre-testing Post-testing

EFL EFL

Efficacy Attitude Achievernent Efficacy Attitude Achievement

N 41 41 41 41 41 41
Mean 2,725 3,248 48,54 2,984  3,1502 67,21
Median 2,696 3,263 51 3,006  3,2632 68
Mode 2,3 3,2 56 1,8 3,11 78
Skewness  ,156 -,407 -,378 -,163 -1,212 -1,022
Kurtosis -, 765 ,666 -,542 -,016 2,128 1,389

As shown in the table, the number of participants with regard to each of the variables
of the study are above 30 (n= 41). However, the number of the participants within
the groups are below 30 (n=21; n= 20). Based on Central Limit Theorem (CLT), Kul
(2014) and Marasinghe et al (1996) state that the samples whose sizes are n > 30 are
assumed to be close to distribute normally. Therefore, the total number of the
participants indicates normal distribution, while their numbers in control and
experimental groups do not. Yet, CLT is not a rule of thumb to determine the
normality of the distribution on its own. If the assumptions of normality are severely
violated, at that time nonparametric tests must be used (Turner & Thayer, 2001). In
this respect, ultimate decision was made after evaluating all the assumptions

regarding the distribution of data within control and experimental groups.

As another basis of evaluation, the measures of central tendency related to each of
the variables of the study were taken into account. Balc1 (2005) indicates that in a
normal distribution, the measures of the set of data get approximate values to the
mean. In this respect, mean, median and mode with regard to total scores of each of
the variables in pre and post-testing are shown to be very close to each other. While
the mean of pre-test scores of Self-efficacy Scale was reported to be 2,725, median
and mode of that was found to be respectively 2,699 and 2,3. The same close range
was observed in the pre-test scores of Attitude Scale and EFL Achievement test
respectively (Mean= 3,248, Median= 3,263, Mode= 3,2; Mean= 48,54, Median= 51,
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Mode= 56). The close range of measures in the post-testing also indicates the
normality of the distribution with regard to three variables of the study.

On the other hand, as another indicator for the normality of the distribution of the
data, the values of skewness and kurtosis related to total scores of 3 variables of the
study in pre and post-testing were investigated. There seems to be no rule of thumb
to follow to interpret the results of skewness and kurtosis for normal distribution.
However, it is advised to follow indices for acceptable limits of + 3 (Gravetter,
Wallnau, 2014). As seen in the table, values of skewness with regard to efficacy,
attitude and achievement variables in pre (,156; -,407; -,378) and post-testing (-,163;
-1,122; -1,022) were found to be within acceptable range respectively. On the other
hand, the values of kurtosis were also found to stand within acceptable limits in both
pre (-,765; ,666; -,542) and post-testing (-,016; 2,128; 1,389) respectively.

Additionally, further evaluation the values of central tendency including the values
of skewness and kurtois were held related to the data within control and experimental

groups. The findings were shown in the following two tables.

Table 4.2: Measures of Central Tendency for the Control Group

Pre-testing Post-testing

EFL EFL

Efficacy Attitude Achievement 1 T1€aCY Attitude Achievement

N 20 20 20 20 20 20
Mean 2,948 3,253 50,65 2,788  2,9000 62,15
Median 2,996 3,289 55,00 2,886  3,2105 63,50

Mode 2,1 3,4 31 1,8 2,21 61
Skewness  ,109 ,095 -,356 -,780 -1,004 -,490
Kurtosis  -,648 -, 767 -,800 -,272 -,143 ,057

As seen in the table, regarding the assumptions of measures of central tendency, the
data within the control group was found to distribute normally by having median and
mode values close to the mean scores of three variables with skewness and kurtois

indices within acceptable ranges.
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Table 4.3: Measures of Central Tendency for the Experimental Group

Pre-testing Post-testing

EFL EFL

Efficacy Attitude Achievernent Efficacy Attitude Achievement

N 21 21 21 21 21 21
Mean 3171 3,243 46,52 2,596  3,4313 72,05
Median 3279 3,263 46,00 2,381 34211 72,00
Mode 1,8 3,1 46 1,5 3,11 78
Skewness  -234  -1418 -,420 216 608 -,056
Kurtosis  -146 2,040 -,245 775 -297 -1,337

Table 4.3 indicates that the data within the experimental group have close measures
of central tendency in addition to skewness and kurtosis values within acceptable

ranges.

In addition to measures of central tendency, the following part stood for evaluation
of the data with regard to 3 different variables checked through normal distribution
curve. Normal distribution is sometimes referred as normal distribution curve, Gauss
distribution or Gauss bell curve in the related literature (Lyon, 2014). Based on CLT,
it 1s theoretically set that “many variables that we see in nature appear to have a
probability density function that approximates a bell-shaped curve” (Lyon, 2014,
622). As a result, all the data with regard to three variables of the study were found to
distribute normally. The following normal distribution curves are presented to show
distribution of total pre and post test scores with regard to 3 variables of the study.
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Figure 4.2: Normal Distribution Curve for Post-test Scores of Self-Efficacy

As seen in the figures, the self-efficacy scores of the participant EFL students get

closer to normal distribution with no bias left or right centering around its mean. In
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addition to the curves for the participants’ pre and post-test scores of self-efficacy
beliefs in EFL scale, following figures are set to indicate how those of attitudes

toward EFL distribute.
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Figure 4.3: Normal Distribution Curve for Pre-test Scores of Attitudes
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Figure 4.4: Normal Distribution Curve for Post-test Scores of Attitudes
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As seen in the Figures 4.3 and 4.4 mean of the scores the participant student obtained
from Attitudes toward EFL Scale got changed into single-mode normal distribution
from pre to post intervention of the scale. Last two figures below show normal

distribution curves for EFL Achievement pre and post-test scores.
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Figure 4.5: Normal Distribution Curve for EFL Achievement Pre-test Scores
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Figure 4.6: Normal Distribution Curve for EFL Achievement Post-test Scores
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Figures 4.5 and 4.6 indicate that EFL Achievement pre-test scores distribute
normally but a bit positively skewed. However, this does not make it significantly
different than normal distribution as also indicated by the values of central tendency,
skewness and kurtosis. On the other hand, EFL Achievement post-test scores were

shown to distribute more normally with decreasing positive skewness on the right.

This step was further expanded by checking the normal distribution curves for the
data within the groups. Not to cover much of the space, they were not documented in
the body of the study. Some of the curves within the groups were found to be a bit
positively skewed. Yet, relying on the values of central tendency, skewness and
kurtosis that range close to each other within acceptable limits, it was explored that
normal distribution curves within control and experimental groups are not

significantly different than normal distribution.

In the last step of deciding whether the data distributes normally or not to adopt the
best analysis methods to come up with valid results, six separate Kolmogorov
Smirnov tests were run for the data obtained as a result of pre- and post-intervention
of three data collection instruments. Kolmogorov Smirnov test was adopted since it is
the statistical test employed to determine if a sample comes from a population with a
normal distribution by measuring the distance between the empirical distribution
function of the sample and the cumulative distribution function of the specific
distribution (Lilliefors, 1967).

Table 4.4: Kolmogorov Smirnov Tests for the Normality of the Distributions for
Total Scores

Pre-testing Post-testing
EFL EFL

Efficacy Attitude Achievement Efficacy Attitude Achievement

N 41 41 41 41 41 41
X 2725 3,248 48,54 298  3,1502 67,22
Parameters
S 5904 2343 17,183 6212 62691 12,96
K-SmirnovZ 781 559 721 519 1,296 772

p 576 ,913 677 ,951 ,069 ,590
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As a result, as seen in the table, the data for the variables obtained from pre (z=,781,
,559; ,721) and post testing (z=,519; 1,296; ,772) were found not to differ

significantly from the normal distribution (p >.05)

To further validate the analyses to be run in the study, the researcher computed
Kolmogorov Smirnov tests to set the normal distribution of the data within the control
and experimental groups. Hence, separate tests were run to refer to data regarding

each of the variables in pre- and post-testing.

Table 4.5: Kolmogorov Smirnov Tests for the Normality of the Distributions for
the Control Group

Pre-testing Post-testing
EFL EFL

Efficacy Attitude Achievement Efficacy Attitude Achievement

N 20 20 20 20 20 20

X 2,948 3,253 50,65 2,788 2,9000 62,15
Parameters

S 5028 ,2632 17,027 ,5289 ,713821 15,513
K-Smirnov Z 544 621 972 ,595 ,844 ,539
Y ,929 ,835 ,899 871 475 ,934

Table 4.5 shows that the scores obtained from three data collection instruments in pre
testing (z=,544; ,621; ,572) and post testing (z=,595; ,844; ,539) were found not to

differ significantly from the normal distribution (p >.05)
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Table 4.6: Kolmogorov Smirnov Tests for the Normality of the Distributions for
the Experimental Group

Pre-testing Post-testing
. . EFL . . EFL
Efficacy Attitude Achievement Efficacy Attitude Achievement
N 21 21 21 21 21 21
X 259 3,243 46,52 3,171 3,4313 72,05
Parameters
S ,6114 ,2095 17,503 ,6563 ;31911 7,586
K-Smirnov Z ,738 ,733 430 ,502 ,630 ,802
P ,648 ,635 ,993 ,963 ,822 541

As seen in the table, the data obtained from pre (z=,738; ,733; ,430) and post testing
(z=,502; ,630; ,802) within the experimental group were found not to differ

significantly from the normal distribution (p >.05)

As a result of all these analyses run in three folds, the data obtained in pre and post
intervention of the instruments related to three different variables of the study were
checked regarding total scores and the scores within the groups. These elaborate
analyses found that the data distributed normally both totally and within the groups.
The only problem was about the number of participants below 30 in control and
experimental groups. However, relying on the fact that all other assumptions were
met and the suggestion by Turner and Thayer (2001) that if assumptions of normality
are not severely violated, parametric tests be used, it was decided to employ
parametric tests in order to answer the research questions of the study. In this respect,
Independent Sample T and Paired Sample T Tests were run to detail the impact of the
flipped intervention on the participants’ EFL performance and its predictors between

and within groups.

There seems no thumb of rule that determine the minimum sample size for t tests to
be valid. “The t-test assumes that samples are randomly drawn from normally
distributed populations with unknown population means” (Park, 2009, 1). The
problem that may occur with low sample size is the strongest characteristic of the
test. In other words, producing improved results for small sized samples is t test’s

claim to realize. To support this claim, the very first application of the t-test was
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demonstrated in sample sizes of size four in 1908 (Student, 1908). In specific terms,
number of participants in control and experimental groups below 30 (N= 20, 21) is
not a fact that hinders the application of t tests in the present study since there seems
no rule of thumb to follow regarding the number of participants in the literature.. In
this respect, as an exmple, “the Central Limit Theorem says, however, that the
distributions of y; and y, are approximately normal when N is large. When n; + n, >
30, in practice, you do not need to worry too much about the normality assumption”
(Park, 2009, 2). If the sample size is small and the null hypothesis of normality is
rejected, Kolmogorov-Smirnov test is suggested by Park (2009) to employ to test
normality assumption. Within all these circumstances, t test is explored to be

statistically applicable to the data set in this present study.

Dwelling on all the analyses that indicate the statistical normal distribution of data,
the researcher took the next step to check if the data obtained from pre- and post-
testing of each scale meet the assumptions for t test. Within this perspective, the
review of related literature indicates five main assumptions must be met independent
samples and paired sample t tests to produce valid results (Biiylikoztiirk, 2007a;
Creswell, 2012; Karasar, 2007):

1. Dependent variable must be measured on a continuous scale.
2. Independent variable must include two independent sub-categories.
3. Sub-groups must consist of different participants.

4. Dependent variable must approximately distribute normally for each group
of independent variable.

5. Variances of dependent variable for each group of independent variable

must be homogenous.

The detailed analyses of the data within control and experimental groups for pre- and
post-test scores obtained regarding each dependent variable in the previous section
found out that the data met the first four assumptions for the administration of t-tests.
After exploring that the dependent variables were measured on three different
continuous scales at ratio or interval level with the participation of two independent
group of students that produced normally distributed data, the researcher computed
Levene’s tests for the homogeneity of variances for each group of variable. Levene’s

test is used to verify that k samples have equal variances (Gastwirth, Gel, Miao,
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2009). The results of separate Levene’s Tests were presented below to assess the
homogeneity of variances across groups regarding pre- and post-test scores for each

dependent variable below:

Table 4.7: Homogeneity of Variances for the Scores of EFL Achievement Test

Pre-Testing Post-testing
Factor Group Levene’s Test Levene’s Test
F p F P

L Control

EFL Listening ,002 ,963 1,838 ,183
Exper.
Control

EFL Grammar ,054 ,818 2,321 ,136
Exper.
Control

EFL Reading 715 ,403 1,030 317
Exper.
Control

EFL Vocabulary ,015 ,902 ,134 ,716
Exper.
Control

EFL Writing 1,699 ,200 ,196 ,661
Exper.
Control

Total EFL Test 006 937 3538 067
Scores Exper.

The elaborate discussion for parametric tests already done in previous parts formed
the first fold of the assumptions met. In the second fold, the researcher checked the
data for the homogeneity of variances through separate Levene’s Test. In this respect,
the table expands the inquiry about the assumptions for T-tests regarding the data
obtained from each sub-scale of EFL Achievement Test. As a result, as seen in the
table, the variances of pre- (F = ,002; ,054; ,715; ,015; 1,699; ,006) and post-test
scores (F = ,183; ,136; ,317; ,716; ,196; 3,538) obtained from achievement test

across groups were found to be homogenous (p >.05).
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Table 4.8: Homogeneity of VVariances for the Scores of Attitudes toward EFL

Scale
Pre-Testing Post-testing
Factor Group Levene’s Test Levene’s Test
F p F p
_ Control
Attitudes Toward 2753 105 3.362 074
EFL
Exper.

In addition to four assumptions covered above, the researcher checked the data
obtained from the pre- and post-test administration of Attitudes toward English Scale
for the homogeneity of variances. In this respect, Levene’s Tests indicated the
homogeneity of variances across groups (F = 2,753; 3,362; p >.05).

Table 4.9: Homogeneity of VVariances for the Scores of Self-Efficacy Belief in

EFL Scale
Pre-Testing Post-testing
Factor Group Levene’s Test Levene’s Test
F p F p
Self-Efficacy in EFL Control
5 d.y 550 463 326 571
eading EXper.
Self-Efficacy in EFL Control
V\'/ ACY! 558 459 037 849
riting Exper.
Self-Efficacy in EFL Control
L y 078 781 4348 053
istening Exper.
Self-Efficacy in EFL Control
cacy'l 121 731 808 374
Speaking Exper.
i } Control
TOta'ESFel'_f'SEfg'r‘;";‘Cy'” 374 544 795 378
Exper.
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As seen in the table, expanding the normality-specific analyses, the researcher
computed Levene’s Test for the homogeneity of variances for pre- and post-test
scores obtained from Self-Efficacy Belief EFL Scale. As a result, the variances
across groups were found to be homogenous for pre-test (F = ,550; ,558; ,078; ,121;
,374; p >.05) and post-test scores (,326; ,037; 4,348; ,808; ,795; p >.05).

Table 4.10: Homogeneity of Variances for the Retention of EFL Achievement

Test
L ’s Test
Factor Group cvene's 1es
F P

) i Control

EFL Listening 2,654 111
Exper.

EFL Grammar Control ,006 ,939
Exper.
) Control

EFL Reading 2,594 115
Exper.

EFL Vocabulary Control 1,763 ,192
Exper.
. Control

EFL Writing 1,911 175
Exper.
Control

Total EFL Test Scores 3,496 ,069
Exper.

The last fold of Levene’s Tests were run for the variances of Retention of EFL
Achievement test between groups. As seen in the table, the variances of the scores
were found not to differ significantly (F = 2,654; ,006; 2,594; 1,763; 1,911, 3,496; p
>.05).

Dwelling on all these analyses computed to test the assumptions for the normality of
distribution and T-tests, the valid and reliable basis was formed to evaluate the

differences between and within groups.
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4.2. Statistics for Equating the Control and Experimental Groups

This part of the study reflected the results of analyses employed to equate control and
experimental groups based on their pre-tests scores of EFL Achievement Test,
Attitudes toward EFL and Self-Efficacy Beliefs in EFL scales. Based on the results
of analyses that scientifically indicate the normal distribution of data, three separate
Independent Samples T-Tests were run to explore if there was any significant
difference between two groups of students in terms of the pre-test application results
of EFL Achievement Test, Attitudes toward EFL and Self-Efficacy Beliefs in EFL
scales.

On this ground, the results of three Independent Samples T-Tests, each standing for a

different variable, were shown below:

Table 4.11: Independent Samples T-Tests for Equating the Groups

t-Test
Factor Groups N X S Sh,
t Df p d
EFL Control 20 5065 17,03 381
Achievement 0,765 39 449 -

Pre-test Exper. 21 4652 1750 3,82

Attitudes Control 20 3,25 0,263 ,058

Pre-test 0129 39 898 -

Exper. 21 324 0,209 ,045

Self-Efficacy Control 20 286 0550 0,12

1452 39 154
Pre-Test Exper. 21 259 0611 0,13

As shown in the table, separate Independent Samples T-Tests were employed to find
out the difference between two groups of EFL learners. The results indicated that the
students did not differ significantly in terms of the mean pre-tests scores of
concerned variables of the study (t = 0765; 0,129; 1,452; p > .05). In other words, it
was explored that two groups were assumed to be similar based on their pre-test
results. This result was also supported by the fact that they were the students from
two different classes at the same proficiency level determined by the placement test
held by the university itself. As a result, these two groups of students among whom

there was no significant difference in terms of three variables of the study were
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assigned as control and experiment groups. Based on these results, the participant
students in control and experimental groups were found to be equal regarding their
pre-test scores of EFL Achievement Test, Attitudes toward EFL and Self-Efficacy
Beliefs in EFL scales. In this way, the researcher ensured the basic ground on which

the first phase of the study, quasi-experimental pre- and post-test design.

4.3. Statistics for Pre- and Post-Test Mean Scores of the Control Group

This part of the study covered the statistics that investigate the impact of traditional
lecture-based teaching on EFL learners' academic achievement and its sub-sections,
their attitudes toward and self-efficacy beliefs in EFL. To accomplish this, the
researcher computed separate Paired Sample T Tests, also known as Dependent
Sample T Tests, to explore whether mean scores of the students in the control group
related to each of the independent variables (academic achievement, attitude toward

and self-efficacy belief in EFL) differ significantly from pre- to post-test.

Within this respect, in order to provide the body of findings that answer the first
research question of the study, the researcher presented the results of Paired Sample
T Tests in three separate tables. While the first table covers the results about the
scores of whole achievement test and its sub-sections, the second table investigates
those about attitudes toward EFL within the students in the control group. On the
other hand, the last of the tables focused on the results of Paired Sample T tests about

total scores of whole self-efficacy beliefs in EFL scale and its sub-scales.
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Table 4.12: Paired Samples T-Tests for EFL Achievement Test

t-Test
Factor Group N X S Sh,

t Df p d

EFL Pre-test 20 1205 3268 731
Listen 3106 19 006 -0,79

ISTNING post-test 20 1470 3373 754

EFL Pre-test 20 975 4756 1,063
Grammar 5160 19 000 -1,14

Post-test 20 14,40 3235 723

EFL Pre-test 20 10,30 4,543 1,016
readin 3052 19 007 -0,61

9 posttest 20 12,75 3932 879

EFL Pre-test 20 590 3,986 ,891
Vocabul 22557 19 019 -052

ocabulary  posttest 20 810 4412 986

EFL Pre-test 20 1265 4416 987
. 616 19 545 -

Writing

Post-test 20 12,20 4,047 905

Total EFL  Pre-test 20 50,65 17,027 3,807
-4,266 19 ,000 -0,70

Test Scores Post-test 20 62,15 15513 3,469

Based on the results of the multiple analyses that set the data distribute normally,
Paired Samples t tests, a parametric test, were computed to compare repeated
measures of EFL achievement test within the students who were taught following
traditional lecture-based instruction model. In other words, Table 4.8 summarizes the
findings that indicate the impact of traditional lecturing on the EFL test performance
of the students in the control group from pre- to post-test. Within this respect, the
results indicate that control group students’ post-test scores differed significantly
from their pre-test scores in terms of total EFL achievement test (t = -4,266; p <.001)
and its four sub-sections as listening (t = -3,106; p <.01), grammar (t = -5,160; p
<.001), reading (t= -3,052; p <.01) and vocabulary (t = -2,557; p <.05). Moreover,
proved by the mean scores in the table, all the significant differences were in the
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favor of post-test scores. However, as seen in the table, the students’ scores of

writing section did not differ significantly from pre- to post-test (t = 616; p >.05).

In the second fold of these analyses shown in the table, the researcher made an effort
to present the effect size of significant difference between EFL achievement pre- and
post-test scores. Therefore, Cohen’s d (degree of impact), which indicates the
standardized difference between means for t-tests results regardless of the variables,
sample sizes or measurement types (Cohen, 1994), was computed to elaborate on
each of these significant differences. In the interpretation of objective effect size of
the significant differences, the guidelines provided by Cohen in three ranges as
"small = 0.2 <d < 0.5," "medium = 0.5 <d <0.8,"," and "large = d >.80," (Ruscio,
2008). In this respect, Cohen's d values suggested moderate effect size of the
significant difference in listening, reading, vocabulary and total EFL test
achievement scores within the students in the control group (.50<d< .80). On the
other hand, following Cohen’s (1994) suggestion of ignoring the positive or negative
that are caused by positive or negative t value and taking the absolute value, Cohen's
d of — 1,14 indicated large effect of the significant difference in grammar scores of

the students instructed traditionally from pre- to post-test (d> .80).

Following the analyses that investigate the difference in the means of the repeated
measures regarding EFL achievement test and its five sub-sections within the
students in the control group, next table reports the findings that compare the
difference in the students’ mean scores of Attitudes toward EFL scale in the control

group from pre- to post-test.

Table 4.13: Paired Samples T-Tests for Attitudes toward EFL

t-Test

Factor Group N % S Sh.

Attitudes 5 o oot 20 3253 2632 0589
Toward 2805 19 011 0,64
cp  Posttest 20 290 7382 1651

As seen in Table 4.13, the paired sample t test produced results that question the

difference in students’ mean scores of attitudes toward EFL scale within the control
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group from pre- to post-test. Within this perspective, the table reveals that the means
of the scores the students who were taught through a traditional lecture-based model
got from attitudes toward EFL scale differed negatively and significantly in the
favour of pre-test (t = 2,805; p <.05). In other words, better mean of pre-test (3,253)
than post-test (2,90) reveals negative impact of traditional teaching approach on the

participant students’ scores of attitudes toward EFL within the control group.

To detail the impact of the lecture-based instruction on the participant students’
scores of Attitude toward EFL scale, cohen’s d was computed and evaluated on the
basis of Cohen’s guidelines (1994). As a result of this, Cohen’s d of 0.64 shows the
moderate effect of difference created by the traditional lecture-based model in

students’ scores of attitudes from pre- to post-test administration (.50<d< .80).

In addition to these two tables above, the following table covers the results of five
separate Paired Sample T tests to understand the statistical difference in the mean
scores of Self-efficacy beliefs in EFL scale within the students in the control group.

Table 4.14: Paired Samples T-Tests for Self-Efficacy Beliefs in EFL

Factor Group N X S  Sh, t-Test

t Df p d

Self-Efficacy pre-test 20 2,888 6372 1425
in EFL -209 19 837 ----

Reading Post-test 20 2,925 ,7951 ,1778

Self—Efficacy Pre-test 20 2,800 ,5840 ,1306
in EFL 492 19 628 ----

Writing Post-test 20 2,705 ,6597 1475

Self-Efficacy pre-test 20 3,120 ,5809 ,1299
in EFL 1,872 19 ,077 --—--

Listening  Post-test 20 2,875 ,4423 ,0989

Self-Efficacy pre-test 20 2,983 ,6664 1490
in EFL 1491 19 ,152 -
Speaking Post-test 20 2645 6312 1411

Total Self-  Pre-test 20 2,948 ,5028 ,1124
Efficacy in 1,085 19 291 --—--
EFL Scores Post-test 20 2,788 ,5289 ,1183
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As seen in Table 4.10, five separate Paired Samples T tests were computed to delve
into the difference in the mean scores of self-efficacy beliefs in EFL scale within the
students in the control group. In other words, this part presents the results that add to
the significance of the study since it elaborates on the impact of the instruction on
students’ beliefs in their own capacities to accomplish certain goals not only in EFL
as a whole but also in its four sub-skills as reading, writing, listening and speaking.
Within this respect, it was explored that traditional lecture-based instruction model
did not exert any significant impact on the means of self-efficacy beliefs in neither
EFL as a whole (t = 1,085; p >.05) nor such four sub-skill areas as reading (t= -,209;
p >.05), writing (t= ,492; p >.05), listening (t = ,1872; p >.05) and speaking (t =
1,491; p >.05). On the other hand, it is important to note that, though not statistically
significant, the means of self-efficacy in EFL writing, listening, speaking and total
scores decreased from pre- to post-test administration of the scale. In other words,
not in a statistically significant manner but mathematically only self-efficacy scores
of EFL reading increased within the students in the control group from pre- to post-

test.

Contrary to previous analyses, no effort to calculate Cohen’s d was performed since
no significant difference was detected in the mean scores of self-efficacy in EFL

scale.

4.4. Statistics for Pre- and Post-test Mean Scores of the Experimental Group

This section of the analyses shed lights on the impact of flipped classroom
intervention on EFL learners’ academic achievement and its sub-sections, their
attitudes toward and self-efficacy beliefs in EFL. In this respect, this part stands for
one of the most important features of the current study. To enlighten the concerned
bodies about the possible impact of the flipped classroom on EFL performance and
its predictors, the researcher repeated the tests performed for control group. In other
words, based on parametric structure of the data as previously revealed, separate
Paired Sample T Tests were computed to explore whether students’ means of EFL
achievement test, attitude toward EFL and self-efficacy belief in EFL scales differ

significantly from pre- to post-test within the experimental group.

Within this respect, following a similar way as in the presentation of the findings that

answer the first research question of the study, the researcher demonstrated the
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results of Paired Sample T Tests in three separate tables. Accordingly, the first of
these tables shows the impact of flipped intervention on differences in the mean
scores of whole achievement test and its sub-sections from pre- to post-test, the
second table seeks its impact on the students” means of attitudes toward EFL scale
within the control group. On the other hand, the third table finalizes the section by
producing the results about the possible differences in the students’ means of total
scores of whole self-efficacy beliefs in EFL scale and its sub-scales within the

experimental group.

Table 4.15: Paired Samples T-Tests for EFL Achievement Test

t-Test
Factor Group N X S Sh.

X

t Df »p d

EFL Pre-test 21 1200 3271 714
o 5567 20 000 -1.24
Listening
Post-test 21 15,76 2,773 ,605
EFL Pre-test 21 867 4,768 1,040
8,662 20 000 -2.13
Grammar o test 21 1657 2158 471
EFL Pre-test 21 948 3696 807
_ 6541 20 000 -1,90
Reading
Post-test 21 14,76 1,300 284
EFL Pre-test 21 529 4113 897
5567 20 000 -164
Vocabulary oo test 21 1038 1465 320
EFL Pre-test 21 11,10 5,691 1,242
- 22620 20 016 -075
Writing

Post-test 21 14,57 3,218 ,702

Total EFL  Pre-test 21 46,52 17,503 3,820

Test Scores

-7,268 20 ,000 -1,89
Post-test 21 72,05 7,586 1,655

As seen in Table 4.15, six separate Paired Samples t tests elaborate on the measures

of EFL achievement test as a whole and in skills within the experimental group
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where the students were taught based on a flipped classroom-teaching model for 15
weeks during the fall term. Therefore, this table informs the readers about the impact
of the intervention on the students’ EFL test from pre- to post-test. As a result, the
table indicates the significant impact of flipped intervention on students’ EFL test
performance as a whole (t = -7,268; p <.001) and in all the sub-sections as listening (t
= -5,567; p <.001), grammar (t = -8,662; p <.001), reading (t= -6,541; p <.001),
vocabulary (t = -5,567; p <.001) and writing (t = -2,620; p <.05).

The second fold of these analyses presented the effect size of the aforementioned
significant difference between EFL achievement pre- and post-test scores. Therefore,
Cohen’s d (degree of impact) was calculated to detail each of these significant
differences. In this respect, based on Cohen’s guidelines (Ruscio, 2008), it was
interpreted that flipped intervention resulted in a large effect size of the significant
difference in listening, grammar, reading, vocabulary and total EFL test achievement
scores within the students in the experimental group (d>.80). However, cohen’s d
value suggested moderate effect size of significant difference in those students’
scores of EFL writing (.50<d< .80). On the other hand, it is important to note that
Cohen’s (1994) suggestion of ignoring the positive or negative that are caused by
positive or negative t value and taking the absolute value was again taken into

account in the interpretation of d values.

In addition to the table on the means of the repeated measures regarding EFL
achievement test and its five sub-sections within the students in the experimental
group, the following table presents the findings that compare the difference in these

students’ mean scores of Attitudes toward EFL scale from pre- to post-test.

Table 4.16: Paired Samples T-Tests for Attitudes toward EFL
t-Test

Factor ~ Groups N X S Sh,

t Df P d

Attitudes o ost 21 3243 2005 0457
Toward 2115 20 047 -069

EFL Post-test 21 3,431 ,31911 ,0696
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As seen in Table 4.16, paired sample t test yielded results that seek the possible
difference in students’ mean scores of Attitudes toward EFL scale within the
experimental group from pre- to post-test. Accordingly, the table indicates the
flipped classroom intervention differed the students’ means of attitudes toward EFL
significantly from pre- to post-test (t = 2,115; p <.05). However, on the contrary to
negative significant impact on the scores of attitudes within the students in the
control group, the difference in means developed positively from pre- (3,243) to
post-test (3,431).

To detail the extent of the significant impact of the flipped intervention on the
participant students’ scores of Attitude toward EFL scale, Cohen’s d was computed
and evaluated based on Cohen’s guidelines (1994). As a result of this, Cohen’s d of -
0.69 proved the moderate effect of the difference created by the flipped intervention

in students’ scores of attitudes from pre- to post-test administration (.50<d< .80).

Finally, the following table presents the results of five separate Paired Sample T tests
to elaborate on the statistical difference in the mean scores of Self-efficacy beliefs in

EFL scale within the students in the experimental group.
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Table 4.17: Paired Samples T-Tests for Self-Efficacy Beliefs in EFL

t-Test
Factor Group N X S Sh,

t Df p d

Self-Efficacy pre-test 21 2,536 ,7574 1653
in EFL 6,339 20 ,000 -1,33

Reading Post-test 21 3,530 ,7362 ,1607

Self-Efficacy pre-test 21 2,505 ,4811 1050
in EFL 3279 20 004 -0,82

Writing ~ Post-test 21 2995 6866 1498

Self-Efficacy pre-test 21 2,676 ,6707 1464
in EFL 3,322 20 ,003 0,49

Listening Post-test 21 3,014 ,6887 ,1503

Self-Efficacy pre-test 21 2,667 ,9250 ,2018
in EFL 2143 20 ,045 -0,55

Speaking  Post-test 21 3,143 ,7858 ,1715

Total Self-  Pre-test 21 2,596 ,6114 1334
Efficacy in 4464 20 ,000 -0,90

EFL Scores Posttest 21 3,171 6563 1432

As seen in Table 4.17, five separate Paired Samples T tests were run to explore the
impact of flipped intervention on the mean scores of self-efficacy beliefs in EFL
scale within the students in the experimental group from pre- to post-test
administration. Within this respect, it was explored that flipped classroom instruction
differed total mean scores of self-efficacy belief in EFL at p < .001 level (t = -
4,464). Moreover, this table also reveals the significant impact of the flipped
instruction on students’ beliefs in their own capacities to accomplish certain goals in
such four main skills of EFL as reading (t= - 6,339; p <.001), writing (t= -3,279; p
<.01), listening (t = - 3,332; p <.01) and speaking (t = -2,143; p <.05).

To better interpret the extent of the aforementioned significant impact of flipped
classroom on EFL students’ self-efficacy beliefs, Cohen’s d was calculated for each
of five significant values in table 4.13. Following Cohen’s guidelines (Ruscio, 2008),
it was interpreted that flipped intervention resulted in a large effect size of the

significant difference between pre- and post-test scores of total self-efficacy beliefs

212



in EFL scale, EFL reading and writing within the students in the experimental group
(d>.80). However, Cohen’s d value suggested moderate effect size of significant
difference in those students’ scores of self-efficacy beliefs in EFL listening and
speaking (.50<d< .80). On the other hand, it is important to note this interpretation of
d values was based on Cohen’s (1994) suggestion of ignoring the positive or negative

that are caused by positive or negative t value and taking the absolute value.

To sum up, this section revealed the positive impact of flipped classroom
intervention on EFL students’ academic performance and its predictors in detail by

elaborating on their degrees of impact through calculating Cohen’s d value.

4.5. Statistics for Comparison of Post-test Mean Scores between the Groups

The current section of the data analyses stand for the distinctive feature of the study.
In other words, it enlightens the concerned bodies about the comparative impact of
flipped classroom instruction and traditional lecture-based teaching on EFL learners'
academic achievement and its sub-sections, their attitudes toward and self-efficacy
beliefs in EFL. To display the comparative impact of these two instructional designs
on EFL students’ post-test scores of Achievement Test, Self-Efficacy Belief in and
Attitudes toward EFL Scales, Independent Sample T Tests were administered. The
core results of the current study were rooted in the administration of these tests since
factorial analysis, also known as MANOVA and Two-Way MANOVA, are mainly
used to indicate either the effect of two independent variables on more than one or
more dependent variables or that of a single independent variable on two or more
dependent variables simultaneously covering the probable relationships among the
variables avoiding type 1 error (Biiyiikoztiirk, 2007). Within this respect, in the
current study, the researcher equated the groups in terms of three variables as
indicated in the aforementioned tables. In addition to that, the researcher does not
aim to explore the joint impact of independent variables or the interaction between
them on the dependent variable. Since the students in two groups were found to be
equal in terms of their pre-test scores, the researcher only sought to explore the
impact of the two types of instruction on the post-test scores of three data collection
instruments. In other words, this aims to reveal the impact of instructional design
standing for independent variable on EFL achievement, attitudes toward and self-
efficacy beliefs in EFL standing for three different dependent variables of the study.
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In this regard, based on the results that prove the data distributes normally, the
researcher chose to employ separate Independent Samples T Tests to gain insights
into the comparative impact of flipped classroom and traditional lecture-based
teaching models on EFL achievement, attitudes toward and self-efficacy beliefs in
EFL.

Within this respect, following a similar way to the one in the first two sections that
focused on the significant differences in pre- and post-test scores within the groups,
the researcher organized the presentation of the results of Independent Samples T
Tests in three separate tables. Based on that, the first of these tables covers the results
that search whether students in control and experimental groups differ significantly
in terms of their post-test scores of whole EFL achievement test and its sub-sections.
On the other hand, the second table investigates the impact of the instructional design
on the students’ post-test mean scores of attitudes toward EFL scale. Finally, the
third of the tables aims to explore if the type of the instruction the students were
provided exerts any significant impact on their post-test mean scores of whole self-

efficacy beliefs in EFL scale and its sub-scales.

214



Table 4.18: Independent Samples T-Tests for EFL Achievement between the
Groups

t-Test
Factor Group N X S Sh.

X

t Df p d

EFL  Control 20 1470 3373 754
o 1,103 39 277 -
Listening — gyher 21 1576 2,773,605
EFL  Control 20 1440 3235 723
2540 39 015 -0,78
Grammar

Exper. 21 16,57 2,158 471

EFL Control 20 12,75 3,932 ,879
Readin -2,178 39 ,040 -0,68
€ading  Eyper. 21 1476 1,300 284

EFL  Control 20 810 4412 986
2,200 39 ,038 -0,69
Vocabulary  pyner 21 1038 1,465 320
EFL  Control 20 1220 4047 905
3 2,082 39 044 -0,65
Writing

Exper. 21 14,57 3,218 ,702
Total EFL  Control 20 62,15 15,513 3,469

Test Scores -2,575 39 ,016 -0,81

Exper. 21 72,05 7,586 1,655

Based on the results of the multiple analyses that set the data distribute normally, six
separate Independent Samples t tests were run to explore if participant students’ post-
test mean scores of EFL achievement test differ significantly between control and
experimental groups. In other words, Table 4.14 compared participant EFL students’
academic performance for the key aspect of the study. In this respect, the findings in
the table depict the participant students’ quality of EFL performance under the
impact of traditional lecture-based and flipped classroom instruction models. As a
result, significant differences in the post-test mean scores of such sub-scales of EFL
achievement test as EFL grammar (t= -2,540), EFL reading (t= -2,178), EFL
vocabulary (t= -2,200), EFL writing (t= -2,082) were found between control and
experimental groups (p <.05). On the other hand, another significant difference in the
post-test mean scores of total EFL achievement test was detected between the groups
(t=-2,575; p <.05). It is also important to state that all these significant differences,
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as proved by the mean scores in the table, were found to be in the favour of
experimental group where the learners were instructed following a flipped classroom
model. However, the participant students’ post-test scores of EFL listening did not

differ significantly among groups (t = -1,103; p >.05).

The second fold of the current analyses was devoted to better enlighten the
concerned bodies about the size of the significant impact of flipped classroom on
EFL performance. With this purpose in mind, Cohen’s d (degree of impact) was
computed to delve into each of the significant differences stated above. First, it must
be noted that the interpretation of objective effect size of the significant differences
was realized based on three ranges provided by Cohen as "small = 0.2 < d < 0.5,
"medium = 0.5 < d < 0.8,"," and "large = d >.80" (Ruscio, 2008). Also, Cohen’s
(1994) suggestion of ignoring the positive or negative that are caused by positive or
negative t value and taking the absolute value shaped the ultimate interpretation. In
this respect, all Cohen's d values in the table suggested moderate effect size of the
significant difference created by flipped instruction in EFL grammar, reading,
vocabulary and writing (.50<d< .80). Moreover, Cohen’s d of -0,81 show flipped
classroom instruction resulted in large effect size of significant difference in total
EFL achievement test performance.

To sum up, the current analyses clearly explored the impact of flipped classroom
instruction model on participant students’ performance in total EFL achievement test
and its sub-skills based on the independent samples t test enriched by Cohen’s d
calculation. Following this, next table seeks the difference in post-test mean scores of

Attitudes toward EFL scale among control and experimental groups.

Table 4.19: Independent Samples T-Tests for Attitudes toward EFL between
the Groups

t-Test

Factor  Groups N X S Sh,

X

t Df p d

Attitudes Ccontrol 20 2,90 ,7382 ,16507
toward 2966 39 ,006 0,90

EFL Exper. 21 3,431 ,3191 ,06963
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Independent samples t test results investigate the difference in students’ post-test
mean scores of Attitudes toward EFL Scale between the control and experimental
groups. In other words, the table compares traditional and flipped classroom model
for their impact on students’ attitudes toward EFL. Within this respect, as seen in the
table, the students in the flipped classroom were found to produce significantly better
scores of attitudes toward EFL than those in the traditional classroom (t = -2,966; p
<.01).

To standardize the significant impact of flipped classroom instruction on students’
attitudes toward EFL objectively regardless of the variables, sample sizes or
measurement types, the researcher referred to Cohen’s d. Based on Cohen’s
guidelines (1994) to interpret d values, it was explored that the flipped classroom
model exerted large size of significant difference on students’ scores of attitudes

toward EFL (d< .80).

In addition to these two tables above, the following table embodies the results that
question the statistical difference in the post-test mean scores of Self-efficacy beliefs

in EFL scale among control and experimental groups.
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Table 4.20: Independent Samples T-Tests for Self-Efficacy Beliefs in EFL
between the Groups

t-Test

Factor Group N X S Sh,
t Df p d

Self-Efficacy control 20 2,925 ,7951 ,1778
in EFL 2529 39 016 -0,79

Reading Exper. 21 3,530 ,7362 ,1607

Self-Efficacy control 20 2,705 ,6597 1475
in EFL -1,379 39 176 -----

Writing Exper. 21 2,995 ,6866 ,1498

Self-Efficacy control 20 2,875 4423 0989
in EFL 774 39 444 -

Listening  Exper. 21 3,014 ,6887 ,1503

Self-Efficacy control 20 2,645 ,6312 ,1411
in EFL 2230 39 ,032 -0,70
Speaking Exper. 21 3,143 ,7858 ,1715

Total Scores
of Self-
Efficacy in
EFL

Control 20 2,788 ,5289 ,1183
-2,061 39 ,047 -0,64
Exper. 21 3,171 ,6563 ,1432

As seen in Table 4.20, five separate Independent Samples T tests were run to explore
the impact of instructional design on post-test mean scores of self-efficacy beliefs in
EFL scale among the students in control and experimental groups. In other words,
the current part aims to exhibit the impact of flipped classroom instruction on
students’ beliefs in their own capacities to accomplish certain goals not only in EFL
as a whole but also in its four sub-skills such as reading, writing, listening and
speaking. Within this respect, significant difference in the total post-test scores of
self-efficacy beliefs in EFL scale was detected among control and experimental
groups (t = -2,051; p <.05). Additionally, it was also explored that the instructional
design exerted a significant impact on participant students’ post-test scores of two
sub-scales of Self-efficacy Beliefs in EFL Scale: EFL reading (t = -2,529; p <.05)
and EFL speaking (t = -2,230; p <.05). As understood from the related mean scores

in the table, all these significant differences were in the favor of flipped classroom.
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However, no significant difference in post-test scores of two self-efficacy beliefs in
EFL writing and listening (t= -1,379, -,774; p>.05).

To specify the extent of the aforementioned significant impact of flipped classroom
on EFL students’ self-efficacy beliefs in an objective manner, the researcher
calculated Cohen’s d for each of three significant values in table 4.16. Following
Cohen’s guidelines to interpret the calculated values (Ruscio, 2008), it was noted that
flipped classroom intervention moderately differed participant students’ total scores
of self-efficacy beliefs in EFL scale and its two sub-scales as EFL reading and

speaking from pre- to post-test (.50<d< .80).

To sum up, this section was grounded in t tests results and Cohen’s d values to
comprehensively manifest the impact of flipped classroom intervention on EFL
students’ academic performance, learning attitudes and beliefs in their own capacities

to succeed in EFL.

4.6. Statistics for Retention of EFL Achievement Test

The current section serves to expand the results that set the impact of the
instructional design on EFL achievement performance. Hence, this part covers the
attempts to explore the impact of the instructional design on the retention of students’
performance in EFL achievement test. Furthermore, the researcher delves into this

possible impact of the instruction design on sub-scales of EFL Achievement test.

The data for the current analyses was collected through the administration of EFL
Achievement Test as a retention test two weeks after the post-test session. The
interval time between the retention test and post-test was specified according to the
pilot study. In the pilot study, two weeks after the post-test session, the participant
students were asked to take the EFL achievement test again and reflect on the items
they remembered. Based on the responses obtained, it was seen that most of the
items (88 %) were not remembered by the participants. This indicated two-week
interval was appropriate to adopt the EFL Achievement Test as an instrument of

measuring the retention of EFL achievement.

In brief, the attempt to gain insights about the impact of flipped classroom on the
retention of EFL achievement is embodied in the following results of six separate
Independent Samples T tests.
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Table 4.21: Independent Samples T-Tests for Retention of EFL Achievement
t-Test

Factor Group N X S Sh,
t Df p d

EFL  Control 20 1340 3,831 ,7341

Listening 1,204 39 236 -

Exper. 21 14,52 2,6762 ,5839

EFL Control 20 14,60 1,7290 ,3866

-2,754 39 009 -0,85
Grammar

Exper. 21 16,14 1,8516 ,4041

EpL  Control 20 12,65 3,8289 8561

Reading -2,266 39 ,034 -0,72

Exper. 21 14,67 1,1106 ,2423

EFL  Control 20 925 15174 3393

Vocabulary -2,929 39 ,005 -0,92

Exper. 21 10,86 1,9567 ,4269

EFL Control 20 12,75 3,4469 ,7708
- -2,311 39 ,026 -0,72
Writing

Exper. 21 14,95 2,6168 ,5710
Control 20 62,65 9,9539 2,226

Total EFL

Test Scores -3,374 39 ,002 -1,05

Exper. 21 71,14 5,6946 1,243

Based on the results of the multiple analyses that set the data distribute normally, six
separate Independent Samples t tests were executed to explore the impact of
instructional designs on the retention of EFL performance between groups. Within
this perspective, the figures in Table 4.17 clearly indicate the enhancing impact of
the flipped classroom instruction on the retention of EFL students’ academic
achievement (p < .01; .05). In other words, compared to the students instructed
following a traditional lecturing model, students in the flipped classroom were found
to be significantly better at retaining their performance in total EFL achievement test
(t=-3,374; p < .01). Yet, their significant superiority was also apparent in such sub-
scales of the test as EFL grammar (t= -2,754; p < .01), EFL reading (t= -2,266; p <
.05), EFL vocabulary (t= -2,929; p < .01) and EFL writing (t= -2,311; p < .05). On
the other hand, Table 4.17 also reveals that type of the instructional design did not
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exert any significant impact on the retention of students’ performance in EFL
listening (t=-2,311; p > .05).

In this respect, the findings in the table depict the participant students’ quality of EFL
performance under the impact of traditional lecture-based and flipped classroom
instruction models. As a result, significant differences in the retention mean scores of
such sub-scales of EFL achievement test as EFL grammar (t= -2,574), EFL reading
(t=-2,266), EFL vocabulary (t= -2,929), EFL writing (t= -2,311) were found among
control and experimental groups (p <.05). On the other hand, another significant
difference in the mean scores of overall EFL achievement test was detected among
the groups (t = -3,374; p <.05). It is also important to state that all these significant
differences, as proved by the mean scores in the table, were found to be in the favor
of experimental group where the learners were instructed following a flipped
classroom model. However, the participant students’ scores of EFL listening in the

retention test did not differ significantly among groups (t = -1,204; p >.05).

The second fold of the current analyses set the size of the significant impact of
flipped classroom on the retention of EFL achievement test performance in standard
and objective terms. As in the previous sections, this was realized through
calculating Cohen’s d (degree of impact) for each of the significant differences stated
above. It must be noted that ranges and guidelines provided by Cohen (1994) shaped
the interpretation of the calculated d values. In this respect, taking the absolute value
regardless of negative or positive, the flipped classroom instruction exerted
moderately significant impact on the retention of EFL reading and writing test
performance (.50< d < .80). On the other hand, flipping the classroom for EFL
students was explored to have a large significant impact on the retention of
performance in not only total EFL achievement test but also EFL grammar and

vocabulary (d> .80).

In brief, the current analyses reflected on the quality of the impact of flipped
classroom on EFL performance by exploring its role in the retention of performance
in total EFL achievement and its sub-skill areas. Grounded in six separate
independent samples t tests enriched by Cohen’s d calculation, the size of the
significant difference the flipped classroom instruction created in the retention of

EFL performance was clearly displayed.
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4.7. Qualitative Results

The present embedded study was performed in two phases. The first phase was
grounded in quasi-experimental pre- and post-test design to explore the impact of the
flipped intervention on EFL learners’ academic performance and its predictors such
as attitudes toward and self-efficacy beliefs in EFL. Within this respect, the data
collected from quantitative sources was analyzed to indicate this probable impact
through t-tests and variance analyses. However, the researcher organized the second
phase in phenomenological design to gain insights about the experimental outcomes
of the study. To facilitate the findings about quantitative results, the data collected
from semi-controlled interviews with the participation of 9 experiment group
students about their flipped classroom experiences was analyzed. These 9 students
were specified by employing the multiple variation sampling to "present multiple
perspectives of the individuals... that differ on some characteristic or trait”
(Creswell, 2012, 208-209). In this respect, 9 experiment group students who
developed differently from pre- to post- academic achievement test were
interviewed. Therefore, 3 of these students were chosen from those whose scores
were the most negatively or least positively developed while 3 other students were
those who moderately changed. On the other hand, the remaining 3 interviewee
students were those whose scores were the most positively changed from pre to post-
test. Each of the interviews was held in the university in a period of 25-40 minutes.
During this period, the researcher asked the participants ten questions, formed after
the review of the related literature, about their flipped classroom experiences, their
attitudes toward and self-efficacy beliefs in EFL. Based on the participants’ consent,

these interviews were realized and the researcher audiotaped by the researcher.

The collected data were analyzed qualitatively by employing content analysis
method. There seems to be no accepted steps to follow to analyze qualitative data.
Yet, such an analysis included "developing a general sense of the data, and then
coding description and themes (also called category) about the central phenomenon™
(Creswell, 2012, 237). Therefore, in the current study, the analysis started with
transcription of the recorded data. Following it, the transcribed data was manually
analyzed. Based on Creswell’s recommendations, the transcribed data was coded.
Then, to provide the accuracy of the codes, the researcher asked the interviewee to

reflect on these codes. These codes, formed with the consensus of the participants,
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were evaluated based on 9 themes. These themes were pre-determined by the
researcher excluding the last question since it was an open-ended one to allow the
interviewee to elaborate on their flipped experience in any way. This ongoing
process of forming codes that sometimes lead to wider codes continued till the
saturation. After it was ensured that no codes would arise and all the codes and
themes were verified, their frequencies were calculated using SPSS 21 for Windows.

The researcher also attempted to achieve the reliability and accuracy of qualitative
results including the themes established based on the interview questions, and the
codes formed based on interviewee’s responses. However, reliability and validity are
addressed in different terms such as trustworthiness, rigor, quality, dependability and
ensured in different ways in qualitative studies (Golafshani, 2003). Therefore, the
researcher followed some common approaches reviewed in the literature to establish
validity and reliability of qualitative findings (Creswell, Miller, 2000; Golafshani,
2003; Guba, Licoln, 1982; Yildirim and Simsek, 2006). First of all, as set by Patton
(1990), the researcher himself is the instrument in the qualitative research. Therefore,
the researcher of the study thickly described the setting, every step of qualitative data
collection and analysis procedures to attain the credibility of the researcher’s
interpretation. On the other hand, to further validate the accuracy of the researcher’s
interpretations, the researcher received feedback from the interviewee and confirmed
the codes formed out of their responses by also achieving the fairness of the
interpretation. This process, also called as member checking (Creswell, 2012;
Golafshani, 2003), did not alter any of the codes since the participant students found
the researcher’s interpretation appropriate. In terms of the dependability or
consistency of qualitative analysis, the researcher used two approaches. First,
through triangulation, the researcher drew on the information obtained from both
surveys and the interviews to judge the quality of the results. Moreover, the
researcher also employed peer debriefing method which is defined by Creswell
(2012) as a process during which the researcher works with impartial colleagues or
experts. They examine collected data, codes, themes and reports and provide
necessary feedback. Based on these feedbacks, the researcher employed Miles and
Huberman’s (1994) formula to document this consistency. Miles and Huberman
(1994) set the final inter-coder agreement rate in qualitative data analysis as 70% or

above. Based on one colleague’s and one expert’s feedbacks, the stated formula
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where Reliability = agreement / [agreement + disagreement] X 100) was performed.
As a result, the pre-determined themes and codes were found appropriate with an

agreement of 92% regarding the themes and 89% regarding the codes.

The results of the qualitative analysis were presented in three folds. The reason
behind it was three-dimensional structure of the interview. In this respect, the first
dimension included first six questions in the interview to reflect on the impact of
flipped classroom on EFL achievement. In other words, first five of the questions in
the interview aimed to explore participants’ perceptions of the role of flipped
classroom in the main components of their EFL performance while the last one
focused on the expansion of it into other courses. On the other hand, the second fold
included two questions about the impact of flipped classroom on their attitudes
toward EFL. The ninth question formed the third fold of the analysis by seeking how
flipped classroom influenced EFL students’ beliefs in their capacity to succeed in

EFL. The last question was used to enrich the responses to the other questions.

Within this perspective, the following table summarizes the results of qualitative

analysis regarding the first six questions in the interview.
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Table 4.22: Categories and Codes for the perception of Flipped Classroom in

EFL
Categories Codes
. Varying . .
Advantages of Flipped eachi Preparation Easyto Systematic
eaching
Classroom ) for class learn approach
materials
N 1 4 3 1
% 11,1 % 445 % 33,3% 11,1 %
Disadvantages of Flipped _ N
Technical Unfamiliar
Classroom
N 8 1
% 88,9% 11,1 %

Impact of Flipped Classroom

on EFL Learning Style

Studying regularly Active participation

N 7 2
% 77,8 % 12,2 %
Impact of Flipped Classroom -
on time to study out of school Positive Neutral
N 8 1
% 88,9 % 11,1 %
Flipping EFL classrooms Positive
N 9
% 100 %
Flipping other classrooms Positive Doubtful
N 6 3
% 66,7% 33,3 %

The first six questions in the semi-structured interview form questioned students’
perceptions of flipping EFL classroom and how it affected the way they study
English. As seen in the table, these questions details the impact of flipped EFL
classroom on academic performance by delving

disadvantages, how it differed students’ learning style and the time they spent out of

into
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school to learn EFL. Within this respect, the table indicates that most of the students,
no matter how well they performed during the term, have positive attitudes toward
flipping EFL classroom. Specifically, nearly half of the students (44,5 %) stressed
that flipped classroom helped them a lot come to school ready for the class. As an

example, they express this advantage of the instruction stating

"Thanks to the presentations | watched and quizzes | took, | always went to

school having studied the subject” (Student 1)

In addition to 1 student (11,1 %) who saw the positive side of flipped classroom
instruction as the use of “a rich array of teaching materials” (Student 4), another
student stated that it made him “study regularly and systematically since” he “knew
what and how to come next” (Student 6). On the other hand, 3 other students (33,3
%) regarded flipped classroom as an instruction that made learning fun and easy by

stating

“By strengthening the relation between students and teacher, it makes us

learn faster in a more comfortable atmosphere.” (Student 3)

In terms of the disadvantages, except for 1 student who said “7 have never been
involved in such an instruction” (Student 3), all the other students (88,9 %) indicated
technical problems such as poor network connection or smart devices as a drawback

of flipped classroom by stating

"1 had some small problems. They are all, of course, about the internet and
computer. Sometimes, | could not see the assigned videos. Sometimes it was

difficult to take the quizzes on my smart phone when there is no computer.’
(Student 9)

Students were explored to think that flipped classroom changed their learning
behaviors in two different ways. Firstly, most of them (77,8 %) pointed out flipping
presentation and homework routine contributed to their learning stating

“It made me study regularly.” (Student 5)
“Before I was studying once or twice for my exams. I was doing this for two
or three days before the exam. | was getting tired a lot. Thanks to this

instruction, studying for 15-20 minutes a day, | learnt everything about the

content and I didn’t need to study extra for my exam.” (Student 7)
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On the other hand, 2 students (12,2 %) thought it helped them actively participate in
the lesson since they had an idea about what they would learn in the classroom. They
stated

“By assigning continuous and little homework, it does not bore the students

and foster student participation in the lesson.” (Student 4)

The fourth question aimed to gain insights about how much time the students spent
on EFL learning out of the school during the term when their course was flipped. As
seen in the table, students’ responses were coded as positive and neutral. On the
contrary to 1 student who stated “I can’t say that I spend much time except for the
homework. ”, 8 students (88,9 %) had positive ideas about flipped classroom thinking
that it helped them manage their time better. Different ideas were expressed as in the

following ways:
“It made me share time to study before I sleep.” (Student 7)

“Since it helped me manage my time better and use it more productively, |
learned a lot in a shorter time. It 50 to 60 % decreased the time | spent out of
school for the lesson.” (Student 6)

“I learn better and I spend less out of school.” (Student 4)

All the students (100 %) reported that they support the idea of flipping EFL
classrooms. They justified themselves in such similar ways as

“It made me learn better” (Student 7)
“It must be used to facilitate student participation.” (Student 2)

“I learned better by spending less time. Thanks to quizzes, | saw my mistakes

and focused on them more.” (Student 8)

In terms of flipping other courses, most of the students (66, 7 %) seemed to be
hesitantly positive. They usually stated their opinions in a way similar to the

following:

“I would like it to be used in other courses as well. But I am not sure if it

works as well as in English.” (Student 1)
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“Yes I want. Because having idea about the course before the classroom

makes it easier and funnier to learn”. (Student 7)

However, 3 of the students (33,3 %) seemed to be hesitant about flipping courses
other than EFL stating

“It may be useful for some verbal courses. But I am not sure about science

and math classes.” (Student 9)
“I would like but it may be illogical for all the courses.” (Student 5)

As seen in the table, these first six questions details the impact of flipped EFL
classroom on academic performance by delving into its advantages and
disadvantages, how it differed students’ learning style and the time they spent out of
school to learn EFL. Based on the results in Table 4.18, it was better understood that
flipped classroom model positively triggered university prep EFL students’ academic

performance and increased the time they spent to learn and study.

In addition to these qualitative results supporting the related quantitative results, the
following table serves to foster the understanding about the impact of flipped

classroom model on attitudes toward EFL as a predictor of EFL performance.

Table 4.23: Categories and Codes for the Impact of Flipped Classroom on
Attitudes toward EFL

Categories Codes
Attitudes toward EFL Positive
N 9
% 100 %
Teaching and learning atmosphere Learning with fun Easy to learn
N 8 1
% 88,9% 11,1 %

The seventh and eighth questions in the semi-structured interview form sought the
impact of flipped classroom instruction on EFL students’ attitudes toward EFL

course from their perspectives. In this respect, students from different achievement
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groups ranging from low to high were asked to elaborate on how flipped classroom
affected their attitudes toward EFL and how flipping course presentation and
assignments differed teaching and learning atmosphere in the classroom. Within this
respect, “attitudes toward EFL” and “teaching and learning atmosphere” themes were
formed. As seen in the table, flipped classroom instruction exerted a positive impact
on all students’ attitudes toward EFL. All the students based this positive change on
its systematic approach to teach that makes it easier for them to learn. This is clearly
certain in the following example responses given by students from three achievement

groups:
“Flipped classroom removed my negative ideas about EFL.” (Student 1)

“I think going to the classroom ready thanks to presentations sent through
Edmodo and extra quizzes contributed to my language development”

(Student 3)

“I am not a person who is into English. But this instruction changed my
perception about EFL since it made it easier to learn English.” (Student 6)

“Normally I am not a student interested in English courses. However, this

’

instruction forced me to participate in the courses and helped me learn.’

(Student 5)

When it comes to how online assignments and higher order in-class activities
differed teaching and learning atmosphere in EFL classroom, most of the students
(88,9 %) stressed fun element in the flipped EFL course. They also seemed to justify
their ideas based on flipping structure of the courses. These students indicated that
teaching the content at home and help them practice on it through online quizzes
reinforced their learning. These all made them find the course funnier and easier to

learn. This was expressed by one of the interviewed students as in the following:

“It made learning funny. Think. Do you feel good when you talk about
something that you know something about or something that you don’t know
anything about? This instruction makes learning funnier and more
comfortable.” (Student 6)

However, only one of the students (11,1 %) did not mention anything about fun
element of flipped classroom. Instead, the student stressed how easy it was to learn

with flipped classroom by stating,
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“Instead of trying to learn the content, we learned by reinforcing. We did not
lose time on unnecessary details and focused on our mistakes. We did more
exercises both individually and in groups. This all made learning English
easy.” (Student 8)

As a result of the responses given by nine students to seventh and eighth questions in
the interview, all the students, no matter how well they performed during the term,
had positive attitudes toward flipping EFL classroom. It stressed it was easy and fun

to learn English through flipped classroom instruction.

The following table, on the other hand, presents the coded qualitative analysis to
enrich the results about the impact of flipped classroom instruction on EFL students’

self-efficacy beliefs.

Table 4.24: Categories and Codes for the Impact of Flipped Classroom on Self-
efficacy Beliefs in EFL

Categories Codes
Self-efficacy beliefs in EFL Positive Neutral
N 8 1
% 88,9% 11,1 %

The ninth semi-controlled interview question aimed to explore EFL students
perceptions about the role of flipped classroom instruction in another reviewed
predictor of EFL achievement, which is self-efficacy beliefs in their talents to
succeed in EFL. In this step, students from different achievement groups ranging
from low to high were asked to give the general sense of the impact of flipped
classroom on their self-trust in their ability to perform overall in EFL without going
into details about four separate skills. The researcher, as seen in the table, coded the
students’ responses as “positive” and “neutral” under “self-efficacy beliefs in EFL”

theme.

As seen in Table 4.20, it can be stated that the qualitative results are parallel to the
related quantitative findings. In other words, the table indicated none of the

interviewees thought flipped classroom instruction made them lose their self-
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confidence in their ability to succeed in EFL. As seen in the table, eight of the
students (88,9 %) reported that flipping EFL classroom encouraged them to be better
EFL learners. On the contrary to those who simply said “Yes, it increased my self-
confidence.”, other students were in line with each other. They stated and justified
this empowering impact of flipped classroom instruction on their self-confidence as

in the following ways:

“Actually, it showed me that English was not that difficult and in this way
helped me gain self-confidence.” (Student 4)

“Since I learned the content much more easily than | thought, it affected my

self-confidence and belief'in a positive way.” (Student 1)

However, as seen in the table, one of the students (11,1 %) did not believe in
empowering impact of flipped classroom on self-confidence in the ability to succeed

in EFL. The student simply stated her response as follows:
“It had no effect on my self-belief in being successful in EFL.” (Student 9)

As a result of the analysis of the response given to the ninth interview question,
nearly all the students from different achievement groups were found to be in the
favor of flipped classroom since they thought it triggered their self-efficacy beliefs in
being successful EFL learners.

In addition to nine semi-controlled questions in the interview, the last tenth question
let them elaborate on flipped classroom in any way they want. Only two of the
students were eager to answer the last question. They expressed their opinions about
flipped classroom instruction in a way that strengthen the qualitative analyses

reached in this section. They elaborated on flipped classroom instruction as follows:

“Flipped classroom instruction is one of the most important and effective
model that must be followed in the classroom not only for students but also
for teachers.” (Student 4)

“Although possible technical problems form the drawbacks of the model, 1
believe that it is very useful for students’ learning and development”
(Student 7)

To sum up, the qualitative analysis in this part sought to deepen the understanding of
the impact of flipped classroom instruction on EFL performance and attitudes toward
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and self-efficacy beliefs in EFL as the predictors of the achievement in it. As a result
of the analyses of semi-controlled interviews with the participation of 9 experiment
group students about their flipped classroom experiences, the acquired qualitative
results facilitated experimental outcomes of the study. In other words, confirming the
results acquired from quantitative sources through t-tests and variance analyses, the
qualitative results enriched the perception of the efficiency of flipped classroom.

To conclude, the qualitative results helped the researcher gain insights about such
advantages of flipped classroom instruction as increasing the time students spend to
prepare for the class and actively participate in the class, development of higher-level
skills. Last but not the least, the results that explore correlation with more positive
attitude toward and stronger self-efficacy beliefs in EFL attract the attention to
flipped classroom instruction as a facilitator of EFL performance while they also

increase the awareness of some technical problems that may hinder its efficiency.
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5. CONCLUSIONS AND IMPLICATIONS

This embedded study grounded in a mixed method research design adopted flipped
classroom model in teaching EFL courses of a prep class at Gebze Technical
University for the whole process of 2016-2017 fall term. Adopting a traditional
lecture based teaching approach in another classroom, the researcher aimed to
examine the effects of flipped classroom model on not only EFL students’ academic
performance but also their attitudes toward and self-efficacy beliefs in EFL. The
necessary data to achieve this aim was collected through implementation of EFL
achievement test, Attitudes toward EFL and Self-efficacy Beliefs in EFL scales as
pre and post-test. The results were enriched through semi-controlled interviews with

nine students from three achievement groups in flipped EFL classroom.

The current chapter of the study draws conclusions about the statistical findings in a
way to stand for the answers of the research questions respectively. In this vein, the
results of the present study are compared with those of the similar studies reviewed
in the relevant literature. From this point, the chapter seeks to provide answers to the
research questions by integrating and synthesizing the issues raised in the whole

study.

On the other hand, the current chapter serves to explore the implications of flipped
classroom model in EFL. In this respect, the first fold covers theoretical, practical
and policy implications for practicing EFL teachers and curriculum designers. The
second fold of the implications, on the other hand, presents direction to prospective
researchers for future research. Eventually, by elaborating on all aspects of the issue,
the chapter aims to carry all concerned bodies to a new level of understanding about

flipped classroom in EFL.

5.1. Conclusions

Dwelling on the quantitative and qualitative analyses run within the scope of the
study, the conclusions of the study are elaborately discussed to answer the research

questions respectively.
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5.1.1. Research Question 1: Is there a statistically significant difference between
pre- and post-test scores of the students in the traditional lecture-based classroom

with regard to

a) EFL Achievement Test,

b) Sub-sections of EFL Achievement test

c) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale,

e) Sub-scales of Self-efficacy Beliefs in EFL?

The main focus of the study was to seek how flipped classroom instruction differed
EFL students’ academic performance, attitudes toward and self-efficacy beliefs in
EFL from pre- to post-test administration. However, the researcher also sought the
effects of traditional lecturing on the variables of the study. Within this respect, the
first research question examined the development of these students in terms of their
EFL performance, their attitudes toward and self-efficacy beliefs in EFL within

control group.

In the first fold, the related results of the study, in this respect, indicated that
traditional lecturing positively differed students’ total EFL performance from pre- to
post-test with a moderate effect size. Moreover, this type of instruction was also
found to have impact on their performance in listening, reading, grammar, and
vocabulary with a moderate to large effect size. Yet, it did not significantly affect
their EFL writing performance. This increase in EFL performance should not be
thought that traditional lecturing is superior to flipped classroom model. Any kind of
instruction can be expected to increase students’ academic performance compared to

their performance before the instruction.

The reasoning behind this increase in EFL performance through traditional
instruction seems to be supported by the results of some other studies conducted with
similar designs in EFL. Similarly, Leis, Cooke and Tohei (2015) compared
development of composition skills of EFL Japanese students in traditional and
flipped classrooms. Since the students in two groups were significantly different at
the beginning of the study, the researchers compared the changes within each group.
This makes the results of the study relevant to the current study. Consistent with the
present study, Leis, Cooke and Tohei (2015) explored the students in the traditional
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group were able to produce significantly higher mean scores with a medium effect
size. This result is also in parallel to the result of another PhD thesis conducted by
Ekmekgi (2014) flipping a writing course for EFL students in School of Foreign
Languages at Ondokuz Mayis University. As a result of pre- and post-test true
experimental design study, Ekmek¢i (2014) compared writing performance of the
students both between and within groups. Within group comparison indicated that
traditional lecturing also positively and significantly differed students’ EFL writing

performance.

In addition to the consistency with the relevant results about positive impact of
traditional lecturing on EFL performance within itself, insignificant difference in
writing performance of the students in the control group from pre- to post testing is
mostly because writing is the hardest skill for EFL learners. This can be justified by
Chamot (2005) who attracts the attention to how difficult it is for EFL students to
write in EFL regardless of their levels. Chamot (2005) elaborates on this by stating
that “beginning level students struggle with finding the words they need and
remembering grammatical conventions, whereas more advanced students find it
difficult to link their ideas with coherence and to produce appropriate target language
discourse” (121).

The second fold of the first research question examined how students’ perception
toward EFL differed as a result of traditional lecturing. The study indicated that
traditional lecturing had a negative impact on EFL students’ attitudes toward EFL
with a medium effect size. A bulk of studies in the literature that shows a strong
relationship between attitudes and language learning performance (Fakeye, 2010;
Gardner, Lambert, 1972; Gardner, 1985; Gomleksiz, 2010; ilhan, Karatas, 2015;
Sentiirk, 2015; Tsiplakides, Keramida, 2010; Rukh, 2014). Yet, this negative attitude
toward EFL, regardless of academic performance, can also be partly explained by
students’ age groups since students are thought to hold more negative attitudes
toward EFL as they get older (Cenoz, 2001). However, it is nearly impossible to
crosscheck these results of the present study because there seems to be no study to
seek attitudes toward traditional EFL classrooms. These studies seem to be grounded
in experimental designs comparing the attitudes between groups not within them.
Yet, Lasagabaster and Sierra (2009) seem to support the attitudinal decline observed

in traditional EFL classrooms. The researchers (2009) compared the attitudes
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students enrolled in the CLIL (Content and Language Integrated Learning) groups
hold toward EFL and those in traditional EFL groups do. Consistent with the present
study, Lasagabaster and Sierra (2009) explored that students in traditional EFL

classroom have less positive attitudes toward EFL.

The third and last fold of the first research question focuses on the impact of
traditional EFL classroom on their self-efficacy beliefs in EFL. The present study
explored that traditional lecture-based instruction model had no significant impact on
neither self-efficacy beliefs in EFL as a whole nor four sub-skill areas as reading,
writing, listening, and speaking. Yet, it is important to state that the means of self-
efficacy in EFL writing, listening, speaking and total scores decreased from pre- to
post-test administration of the scale. Similar to the reasoning about the lack of
studies to crosscheck the results about attitudes toward EFL, it is again not that
possible to find studies in the related literature based on self-efficacy beliefs in EFL.
Most of such studies were experimentally designed to compare the impact of the
intervention between groups. In other words, in EFL, “research studies have
examined self-efficacy in relation to a limited number of variables namely learning
strategies, performance, causal attributions, and language anxiety” (Raoofi, Tan,
Chan, 2012, 61). Despite this, as explored by Ilhan and Karatas (2015), self-efficacy
beliefs, also termed as motivational beliefs, are significantly correlated to attitudes
toward EFL and they are also indicated as strong predictors of academic performance
in EFL (Rahimi, Abedini, 2009; Cotteral, 1999). In this respect, negative attitude
toward EFL among the students in the traditional classroom may trigger lack of
beliefs in their ability to succeed in EFL. This insignificant impact of traditional
lecture-based model on self-efficacy in EFL can be linked some other affective
factors such as lack of motivation (ilhan, Karatas, 2015), high level of anxiety
(Erkan, Saban, 2011), lack of strategy training or use (Khajavi, Ketabi, 2012) and
some contextual factors such as past experiences (Cakir, Alici, 2009), role of teacher
(Moghari et al., 2011) and classroom climate (Greta, 2009).

To conclude, despite lack of studies in the literature to crosscheck the related results
of the current study, the first research question stressed the decline in attitudes
toward and self-efficacy beliefs in EFL. As significantly correlated with each other,
attitudes and self-efficacy beliefs were set as the strong predictors of academic

performance in EFL. However, the traditional instruction still exerted a positive
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impact on EFL performance. This decline in attitudes and self-efficacy beliefs may
be more apparent in the comparison between groups.

5.1.2. Research Question 2: Is there a statistically significant difference between

pre- and post-test scores of the students in the flipped classroom with regard to

a) EFL Achievement Test,

b) Sub-sections of EFL Achievement test,

c) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale and,

e) Sub-scales of Self-efficacy Beliefs in EFL?

The second research question of the study aimed to explore the effect of flipped
classroom intervention on the development of three dependent variables of the study
from pre- to post-test administration. Within this respect, in this phase of the study,
the researcher attempted to shed lights on how flipped classroom instruction differed
the students in the experimental group in terms of their EFL performance, their
attitudes toward and self-efficacy beliefs in EFL from pre- to post-test administration

of the quantitative data collection instruments.

Repeating the similar tests performed for control group, the researcher elaborated on
the impact of the flipped classroom on EFL performance and its predictors. As the
first step of the second research question, the results pointed out significant impact of
flipped classroom intervention on total EFL performance and all its sub-skills with a
large effect size. It was found that only students’ EFL writing performance was
moderately differed by flipped classroom instruction within experimental group from
pre- to post-test administration. This moderate effect size of the intervention on EFL
writing can be explained by Chamot’s (2005) stress on it as the most difficult skill to

improve among EFL students regardless of their levels of language.

The facilitating impact of flipped classroom model on EFL performance is supported
by a number of studies across STEM subject areas across K-12 and higher education
contexts such as science (Bergman, Sams, 2012; Reid, 2016), technology (Davies,
Dean, Ball, 2013), math (Fulton, 2013; Johnson, 2013), in Language Arts (Fulton,
2013) and pharmacy courses (Ryan, 2013). On the contrary to this heavy reliance on
the use of flipped classroom in STEM disciplines in generally K-12 contexts, “little

or no research to date has rigorously studied whether and how flipping the language
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classroom can enhance student learning” (Hung, 2015, 83). Furthermore, there seems
to be a lack of efficient number of studies searching the effect of the flipped
instruction on sub-skills in EFL. Yet, this limited related literature also provides
consistent results with those of the current study that indicate the positive impact of
flipped classroom on EFL students’ performance within experimental classroom.
Engin (2014, 21) is one of a number of researchers who state that research in the
related literature “explored the effectiveness of the flipped classroom model”. Farah
(2014) also proved this positive impact of the instruction on EFL writing. In a master
study conducted in United Arab Emirates K-12 context, the flipped classroom
instruction resulted in significant improvement in writing performance within
experimental group. In another study conducted with adult learners in an ESL course
at a community college in US, Han (2015) explored that adopting a flipped approach
improved students’ both oral fluency and grammar explanations. Similar to them,
Leis, Cooke and Tohei (2015) showed facilitating impact of flipped classroom on
EFL writing performance within experimental group in a Japanese higher education
context. Another quasi-experimental mixed method study was conducted by Webb
and Doman (2016) in two universities in the US and China. The results indicated that
grammar scores in the post-test were significantly higher than those in the pre-test
within experimental group. Hung (2015), on the other hand, compared students’ EFL
performance in three different classrooms termed as structured, semi-structured and
non-flipped classrooms. The results indicated that students in structured flipped
classrooms outperformed those in other two classrooms.

To the researcher’s scope of interest, only 2 of 11 studies in Turkey conducted about
flipped classroom were directly related to EFL. In this respect, the present research
was thought to enrich the related literature through its results gathered from its mixed
method design. As one of those two studies, Ekmek¢i (2014), as a result of his
doctorate study conducted in a higher education context in Turkey, supported the
significant impact of flipped classroom model on EFL writing exploring significant
progress in students’ EFL writing performance from pre- to post-test administration
within experimental group. In the second and the last study conducted in Turkish
higher education context, Boyraz (2014) indicated that the flipped classroom exerted
a significant impact on EFL grammar performance within experimental group with a

large effect size. Although grammar covered only two structures as “reported
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speech” and “passives” in that study, there seems to be a perfect match between the
results of that study and the related ones of the current study. As for achievement
dimension, only one of the studies on the flipped classroom in various disciplines,
reviewed by Bishop and Verleger (2013, 12), was reported to “examine student
performance throughout a semester”. By examining the role of flipped classroom in
EFL for 15 weeks during the whole fall term, the current study fills an important gap
in the literature. Furthermore, the study is proved to be in line with the general
tendency in the related literature that shows triggering impact of flipped classroom
on academic performance across different disciplines in different contexts. This can
simply be attributed to the fact that “technology is the important support to develop
the students learning” (Kitchakarn, 2015, 52) in today’s world where technology has

become an indispensable part of educational settings.

In addition to the consistency with the relevant results about positive impact of
flipping EFL classroom on total EFL performance, the study explored its significant
enhancing role in all sub-skill areas in EFL. Due to the lack of necessary studies to
crosscheck the related results of the study, the studies were limited to those searching
grammar, writing and overall EFL performance. Therefore, this aspect of the present
study is expected to fill in this gap in the literature.

The second fold of the second research question examined students’ attitudes toward
flipping EFL classroom within experimental group. The results of the study indicated
that students’ attitudes toward EFL differed significantly in a positive manner with a
moderate effect size from pre- to post-test administration. Consistent with what was
reported by Webb and Doman (2016), most of the studies on students’ perceptions of
and attitudes toward flipped classroom explored that students are overwhelmingly
positive toward it. In line with them, Bishop and Verleger (2013) elaborate on

positive attitudes toward flipped classroom in various disciplines as follows:

“Despite differences among studies, general reports of student perceptions were
relatively consistent. Opinions tended to be positive, but there were invariably a few

students who strongly disliked the change” (10).

In addition to a number of studies showing positive attitudes toward flipped
classroom across different subject areas (Bergman, Sam, 2012; Davies, Dean, Ball,
2013; Long et al., 2016; Love et al., 2014; Pedroni, Meyer, 2006; Wilson, 2013;
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Zappe et al. 2009), it is a must to evaluate the related results of the study through
similar studies in EFL. Although they are not many in number, they seem to share
the same basis with the tendency in the general literature (Al-Harbi, Alshumaimeri,
2016; Hung, 2015; Webb, Doman, 2016). In similar quasi-experimental designs,
these studies yielded positive attitudinal findings toward flipping EFL classroom in
different contexts through the responses to surveys and interviews. Overlapping with
this body of international studies, the current study proves itself in terms of the

students’ positive attitudes toward flipped learning environments.

To the researcher’s scope of interest that matches with that of the study, there seems
to be only three studies conducted about how students perceived flipped classroom
instruction in EFL in higher education contexts in Turkey (Basal, 2015; Boyraz,
2014; Ekmekei, 2014). Directly related to the current study, through surveys
followed by interviews or open-ended questions analyzed thematically, Basal (2015)
Boyraz (2014) and Ekmekgi (2014) revealed that students hold positive attitudes
toward and made positive comments about flipped classroom in EFL. Revealing the
results in the favor of positive attitudinal impact of flipped classroom similar to those
in the literature, the current study set flipped classroom as a model that enhances
motivation and creates positive attitudes toward EFL by increasing extrinsic, intrinsic
motivation and helping students better manage their cognitive load (Abeysekera,
Dawson, 2015).

The last fold of the second research question examines how flipped classroom
instruction differs students’ self-efficacy beliefs in EFL within experimental group
from pre- to post-test administration. Paired Samples T tests revealed that flipped
classroom instruction significantly differed students’ total self-efficacy beliefs in
EFL in a positive manner with a large effect size. The results also indicated the
similar impact of those students’ self-efficacy beliefs in four skill areas with a
moderate to large effect size. However, to the researcher’s scope, the literature seems
to lack of such a study integrating flipped classroom instruction and self-efficacy
beliefs in EFL. As also set by Raoofi, Tan and Chan (2013), in EFL context, self-
efficacy is largely studied in terms of its relation to “a limited number of variables
namely learning strategies, performance, causal attributions, and language anxiety”
(61). However, most of these studies seem to examine the relation between self-

efficacy beliefs and performance in one of the sub-skills in the target language in

240



different contexts (Abedini, Rahimi 2009; Doordinejad, Afshar, 2014; Erkan, Saban,
2011; Khajavi, Ketabi, 2012; Osman et al., 2016; Tilfarlioglu, Cinkara, 2009;
Todaka; 2013). Within this perspective, the related results of the study serve to
enrich the literature on self-efficacy in EFL by relating it to flipped classroom in
EFL. Despite the lack of studies to back this unique aspect of the study, the study
seems to be in line with the literature on self-efficacy in EFL where it is assigned to
be the predictor of learners’ motivation and academic performance. This significant
impact of the flipped classroom model on self-efficacy in EFL can be attributed to
the personalized learning and teaching atmosphere in flipped classroom. In this
atmosphere, students learn at their own paces, better involved with engaging
activities, their attention are attracted and beliefs in their abilities to succeed are
enhanced through this self-directed learning (Basal, 2015; Hung, 2015; Yu, Zhu,
2016; Zappe et al., 2009). When the significant relation between self-efficacy beliefs
in and attitudes toward EFL is taken into consideration, the chain-relation is easily
understood that flipping EFL classroom forms positive attitude and that improves

self-efficacy as a result of which the process produces satisfied students.

To conclude, lack of studies to crosscheck the results of the current study about the
impact of flipped classroom on self-efficacy beliefs in EFL clearly indicated valuable
contribution of the present study to the literature on flipped classroom in EFL. On the
other hand, the study yielded results similar to most of the studies in the literature. In
this respect, it set flipped classroom as a facilitator of EFL performance, positive
attitudes toward and self-efficacy beliefs in EFL by also dwelling on the significant

correlation between attitudes and self-efficacy as the predictors of that performance.

5.1.3. Research Question 3: Is there a statistically significant difference between
post-test scores of the students in the flipped classroom and traditional lecture-based

classroom with regard to

a) EFL Achievement Test,

b) Sub-sections of EFL Achievement test

¢) Attitudes toward EFL Scale,

d) Self-efficacy Beliefs in EFL Scale and,

e) Sub-scales of Self-efficacy Beliefs in EFL?
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The main purpose of this study was to gain insights about the efficacy of flipped
classroom instruction in improving EFL performance and two most cited predictors
of it as attitudes and self-efficacy. Dwelling on the limitations of a large number of
studies carried out on this issue, the present study suggested valuable results for the
related literature by seeking the impact of flipping EFL classroom on enhancing
performance in all sub-skills and two affective factors as its predictors in a relatively
longer period that lasted a whole term. In this respect, the third research question of
the study was devoted to shed lights on the comparative impact of flipped classroom
instruction and traditional lecture-based teaching on EFL learners’ academic
achievement and its sub-sections, their attitudes toward and self-efficacy beliefs in
EFL. In this respect, Independent Sample T Tests were administered on the two

groups of students’ post-test scores.

Different from the first two research questions that focus on the role of flipped
classroom in EFL within groups, the third research question formed the core of the
current study organized in a distinguished design to elaborate on all aspects of
flipping EFL classrooms between groups in a single study. However, the related
literature includes a large number of isolated studies that focus on one of these three
main aspects of the study. In other words, some of these studies deal with the effect
of flipped classroom model on improving EFL performance in not all but some of
sub-skills in international (Engin, 2014; Farah, 2014; Leis, Cooke and Tohei, 2015;
Hung, 2015; Webb and Doman, 2016) and national contexts (Boyraz, 2014;
Ekmekgi, 2014). On the other hand, some other studies were limited to explore how
this model, compared to traditional lecturing, differed students’ attitudes toward EFL
in international (Al-Harbi, Alshumaimeri, 2016; Hung, 2015; Webb, Doman, 2016)
and national contexts (Basal, 2015; Boyraz; 2014; Ekmekgi, 2014). However, there
seems to be no study that directly relates self-efficacy to flipping EFL classrooms
despite a number of studies that adopt it as a predictor of performance in different
skills in a target language (Abedini, Rahimi 2009; Doordinejad, Afshar, 2014; Erkan,
Saban, 2011; Khajavi, Ketabi, 2012; Osman et al., 2016; Tilfarlioglu, Cinkara, 2009;
Todaka; 2013). Although these studies do not hold three variables within the interest
of the study as a whole in a single study, they still yield isolated results to crosscheck

with those of the current study.
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The first fold of the third research question aimed to enlighten the concerned bodies
about the comparative efficiency of flipped classroom model in EFL performance in
different skills, which stands for the distinguished aspect of the study in the related
literature. As stated earlier, different from the second research question that sought
the impact of flipped classroom on EFL performance from pre- to post-test
administration within the students in the experimental group, this question compared
the difference in EFL post-test performance between flipped and traditional
classrooms. As a result of running six separate Independent Samples T Tests,
students’ EFL performance in all skill areas except for listening was significantly
under the impact of flipped classroom instruction model. Students in the flipped
classroom were found to perform significantly better than those in the traditional
lecture based classroom. While the effect size of the difference in grammar, reading,
vocabulary and writing was found to be moderate, that in overall EFL performance
was explored to be large. These results of the current study seem to expand the
related literature by applying flipped classroom to non-STEM disciplines. In addition
to producing similar results to those studies grounded in non-STEM disciplines
(Davies, Dean, Ball, 2013; Kim et al., 2014; Love, Hodge, Grandgenett, Swift, 2014;
Mclaughlin et al., 2013; Moravec et al., 2010; Reid, 2016; Strayer, 2007; Zappe, et
al., 2009), the present study produced results supported by insufficient number of
studies conducted in international context (Ahmad, 2016; Al-Harbi, Alshumaimeri,
2016; Hung, 2015; Kang, 2015; Roth, Suppasetseree, 2016; Webb, Doman, 2016).
Webb and Doman (2016) also supported contribution of flipped classroom
instruction to EFL learning outcomes. The researchers investigated the impact of
flipped classroom instruction on EFL grammar performance in ESL and EFL
contexts in the US and China. As a result of this experimental study, students in the
flipped classroom were found to have significant difference in gains on grammar
compared to those students in non-flipped classrooms. Kang (2015) also produced
consistent results with the current study in a Korean EFL context by exploring that
the flipped classroom was significantly more effective than traditional lecturing in
improving students’ grammar, vocabulary and overall English performance. Contrary
to this and current study, Al-Harbi and Alshumaimeri (2016) explored that flipped
classroom did not exert a significant difference in students’ grammar performance in
Saudi Arabian K-12 context. Yet, it is important to note that although the difference

was not statistically significant, students in the flipped classroom still outperformed
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those in the traditional classroom. Al-Harbi and Alshumaimeri (2016) attribute this
insignificant difference to some “unique challenges of the Saudi context” (89), On
the other hand, Hung (2015), who aimed to explore the impact of flipping EFL
classroom on performance, attitudes and participation levels in a broader perspective,
also proved the superiority of flipped classroom to semi-flipped and non-flipped
classrooms in facilitating EFL performance. In a post-test-only quasi-experimental
design, Hung (2015) designed classrooms in three different instructional formats:
structured, semi-structured and non-flipped classrooms. As a result of assessing
students’ performance through a lesson assessment that was given in the second
week of each lesson and included “vocabulary quizzes (30%), multiple choice
questions for video comprehension (30%), and an oral presentation or writing
performance (40%)” (Hung, 2015, 87), the students in the structured (totally flipped)
classroom were found to perform significantly better than those in semi-structured
and non-flipped classrooms. In terms of enhancing EFL students’ listening abilities,
the present study produced contrasting results with those of few studies in the
literature (Ahmad, 2016; Roth, Suppasetseree, 2016). In Cambodian and Egyptian
contexts, the researchers adopted one-group pre-test post-test designed study. Despite
lack of opportunity to compare the effect of flipped classroom instruction to that of
traditional classroom on EFL listening due to the mismatch between the designs of
the present and mentioned studies, flipped classroom was found to significantly
enhance university EFL students’ listening scores from pre- to post-test. This
contrast in the results can stem from the difference in the designs of the studies or
participants’ lack of practice in EFL listening since EFL listening includes many

challenges for a EFL student, which can only be dealt with more and more practice.

On the contrary to these studies in the international context, there are fewer studies
conducted on the comparative impact of flipped classroom on EFL performance in
Turkish context (Boyraz, 2014; Ekmekei, 2014). Conducted in a similar setting to
that of the current study, Boyraz (2014) and Ekmek¢i (2014) investigated the
efficiency of flipped classroom in EFL grammar and writing respectively. Both of
these studies dealt with flipped classroom in EFL higher education context. While
Boyraz (2014) organized his study to include two structures in grammar that lasted
for a few weeks, Ekmekgi (2014) applied the model during the whole fall term in

2013-2014 academic year. Despite some of their limitations, these studies also
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validated the results of the present study by statistically proving the superiority of
flipped classroom to traditional lecture based classroom in fostering EFL
performance. Although it does not share the same basis as the current study, it is also
necessary to evaluate one of the recent studies conducted by Kurt (2017) to expand
the related literature in Turkey. Kurt (2017) designed a pre-test post-test quasi-
experimental study to compare the roles of flipped and traditional lecture-based
classrooms in improving self-efficacy beliefs and learning outcomes in a classroom
management course at a university in Turkey. Although it did not produce results
directly related to EFL, Kurt (2017) explored that flipped classroom resulted in

significantly better performance in final exam than traditional classroom.

As a valuable contribution to not only national but also international literature, the
present study compared flipped classroom instruction to traditional lecture-based
instruction to explore its effect on students’ performance in overall EFL achievement
test and the sub-scales of it. As a result, the study was enriched by confirming its
fostering impact on overall EFL, grammar, writing and vocabulary performance
explored by limited number of studies focusing on some of the sub-skills. On the
other hand, the study pioneered to expand the literature by showing its impact on
EFL reading and insignificant effect on EFL listening. This determinant impact of
flipped classroom on EFL performance can “stem from the self-pacing opportunity in
the learning environment” (Kurt, 2017, 218).  Student-centered and more
personalized learning atmosphere in the classroom, flipping instructional design
helped the learners to be engaged in higher-levels of Bloom taxonomy, study on the
video content regardless of time and place through their own pace (Uzunboylu,
Karagozlu, 2015, Zappe et al., 2009).

The second fold of the third research question compared flipped classroom
instruction to traditional lecture-based design in order to explore how it affects
students’ attitudes toward EFL. Within this respect, Independent samples t test
results revealed that students in the flipped classroom held significantly more
positive attitudes toward EFL than those in the traditional classroom with a large
effect size. This large determinant impact of flipped classroom on positive attitudes
toward EFL was found to be consistent with the positive attitudinal findings about
flipped learning in the related literature (Ekmekci, 2014). These positive attitudes

toward flipped classroom instruction are also stated to exist in various disciplines
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other than EFL (Bergman, Sam, 2012; Bishop, Verleger; 2013; Davies, Dean, Ball,
2013; Long et al., 2016; Love et al., 2014; Pedroni, Meyer, 2006; Wilson, 2013;
Zappe et al. 2009). However, there is a “limited amount of research currently
available on flipping, while also exploring the viability of flipping at the tertiary
level with non-native English speaking students” (Webb, Doman, Pusey, 2014).
Despite some minor differences in the study designs and lack of direct comparison
with traditional classroom, the present study is also in line with the general positive
attitudes toward flipped classroom in EFL in international (Ahmad, 2016; Al-Harbi,
Alshumaimeri, 2016; Hung, 2015; Roth, Suppasetseree, 2016; Kang, 2015; Webb,
Doman, 2016) and national context (Basal, 2015; Boyraz, 2014; Ekmekgi, 2014). In
other words, following pre-test post-test or only post-test quasi-experimental designs,
these studies indicated that students’ perceptions about flipping EFL classrooms
were overwhelmingly positive. This positive attitude toward flipping EFL classroom
can be linked to its “potential to cater for motivation and cognitive load”
(Abeysekera, Dawson, 2015, 10). In other words, coming to the classroom ready for
the course, using various e-learning and online materials or resources available and
accessible independently of time and place differed significantly students’ attitudes
toward EFL by engaging them more in the course (Basal, 2015, Kostka and
Lockwood, 2015). Furthermore, positive attitude toward flipping EFL can also be
attributed to the fact that flipped classroom allows students to share their work with
their friends and teachers, get feedback from them at any place and time in addition
to reducing their anxiety by donating them with opportunity to think on their
responses without being under pressure to give an immediate answer (Al-Harbi,
Alshumaimeri, 2016).

On the other hand, distinguished than those studies in EFL or other STEM
disciplines, the current study does not measure students’ attitudes toward flipping
EFL through administering surveys or semi-structured interviews. The study, as a
response to the second fold of the third research question, aimed to compare flipped
classroom instruction to traditional classroom in a pre-test post-test quasi-
experimental design to determine their impact on attitudes toward not flipping EFL
classroom but EFL itself. In this respect, though partly related to those cited studies,
this aspect of the study speaks for itself and promises valuable information to be

taken into account by concerned bodies. The reason behind this is the close
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relationship between positive attitudes toward EFL and achievement in it since
motivation includes learners’ perceptions of the content determining the amount of
academic effort during the process of learning the language (Yurtseven, Alci,
Karatag, 2014).

The last fold of the third research question stood for another pioneering aspect of the
current study. This fold was devoted to compare the effect of flipped EFL classroom
and traditional lecture-based classroom on EFL learners’ self-efficacy beliefs. This
study detailed this contribution to the related literature by seeking this impact on four
sub-scales of self-efficacy beliefs in EFL. As a result of five separate Independent
Samples T tests, the flipped classroom instruction was found to exert a significant
positive impact on not only EFL students’ overall self-efficacy beliefs in EFL but
also those in EFL reading and speaking with a moderate effect size. Despite its
significant impact on all sub-scales of self-efficacy within experimental group, it is
interesting to see its superiority to traditional classroom in only self-efficacy in EFL
reading, speaking and total scores of the scale. This can be attributed to cited
significant correlation between self-efficacy beliefs and attitudes toward EFL (ilhan
and Karatas, 2015). In other words, the positive attitudes can better help EFL
students in the flipped classroom to deal with their EFL speaking anxiety since
flipped classroom can be a reaction to reasons why Turkish EFL students feel
anxious to speak in EFL. In other words, it can clarify some of the reasons listed by
Demir (2015) behind speaking anxiety in EFL such as “speed at which lessons
develop” “feeling unprotected when giving spontaneous” and “peer reactions” (42).
On the other hand, the fact that flipping EFL classroom help the learners to reinforce
grammatical structures better than traditional classroom through online quizzes, short
exams and permanent control of the content might enhance self-efficacy in EFL

reading.

This unique aspect of the study that integrates flipped classroom and self-efficacy in
EFL gains much more importance when the strength of self-efficacy as an affective
factor playing an important role in EFL performance is understood (Yanar, Biimen,
2012). In addition to a large number of studies that set self-efficacy as a strong
predictor of academic achievement (Rahimi, Abedini, 2009), similar to attitudes, it is
determinative on one’s amount of effort performed to succeed in something

(Bandura, 1997). Therefore, self-efficacy in EFL is largely studied in a relation to
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some affective factors, learning strategies or performance in one of the sub-skills in
the target language in different contexts (Abedini, Rahimi 2009; Doordinejad,
Afshar, 2014; Erkan, Saban, 2011; Khajavi, Ketabi, 2012; Osman et al., 2016;
Raoofi, Tan, Chan, 2013; Tilfarlioglu, Cinkara, 2009; Todaka; 2013). Despite this
bulk of studies showing self-efficacy as a strong predictor of EFL achievement, there
seems to be no effort in related literature to relate it to flipped classroom. Within this
perspective, this facilitating impact of the flipped classroom on self-efficacy beliefs
in overall EFL, reading and speaking in EFL over traditional classroom cannot be
crosschecked. Despite that, correlation between attitudes and self-efficacy as strong
predictors of academic performance in EFL (Rahimi, Abedini, 2009; Cotteral, 1999)
can validate the related results. In other words, significant decline in the scores of
attitudes and statistical but not significant decline in scores of self-efficacy within
control group can better explain why flipped classroom instruction was superior to
traditional lecture-based classroom in enhancing self-efficacy beliefs in EFL.
Furthermore, significant positive difference in the self-efficacy scores within the
flipped classroom further increased the gap between groups in terms of self-efficacy
in EFL. On the other hand, features of flipped classroom that tap on self-directed
learning and individualized learning attract the learners’ attention by embedding the
course to technology. Moreover, it fosters their beliefs in their abilities to succeed in
EFL by allowing them to learn the content at their own pace independently of time
and place (Basal, 2015; Hung, 2015; Yu, Zhu, 2016; Zappe et al., 2009).

To conclude, the third research question is unique in terms of expanding growing
literature about the flipped classroom model. To researcher’s scope, to date, there are
no studies in the related literature adopting flipped classroom model together with
self-efficacy and attitudes in a comparison to traditional lecture-based classroom in a
single study grounded in a pre-test post-test quasi-experimental design. By
pioneering to integrate strong predictors of EFL achievement in Turkey to flipped
classroom approach, the related results of the study can be informative for the
curriculum designers and instructors concerned with EFL at universities. In this
respect, flipped classroom can be a remedy to foster EFL students’ academic
performance in higher education institutions by varying their’ learning experiences,

meeting their expectations and tapping on their powers of affective individuality in a
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collaborative and blended learning context where the design of the classroom is

reversed.

5.1.4. Research Question 4: Is there a statistically significant difference in the
retention of EFL achievement test performance between the students in the flipped

classroom and traditional lecture-based classroom?

The fourth research question forms another distinguishing aspect of the research by
comparing the impact of flipped classroom instruction on retention of overall
performance in EFL and its sub-skills to that of traditional lecture-based classroom.
To the researcher’s scope, the related literature includes few studies seeking the long-
term impact of the flipped classroom model on EFL performance. As a result of the
lack of efficient number of studies, these results will be more meaningful when they

are supported by future research.

The result for the current research question was acquired through six separate
Independent Samples T tests after administering EFL Achievement Test as a
retention test two weeks after the post-test session. Deciding on the interval time
between the retention test and post-test based on the responses obtained from
students, the results indicated flipped classroom was significantly more effective than
traditional lecturing in long-term retention of performance in overall EFL and its
sub-skills except for listening with effect sizes ranging from moderate to large.
Although this result speaks for itself, Boyraz (2014) supports the present study by
showing that flipped classroom was significantly better than traditional lecturing at
retention of EFL performance in his study where students were to study on two
grammar structures for a relatively short period. In addition to Boyraz (2014) whose
study was limited to grammar in Turkish context, this significant impact of flipped
classroom instruction in EFL can also be attributed to “increased contribution to the
educational environment” (Uzunboylu, Karagézlii, 146). Chan (2009, 153) states that
“retrieval can enhance long-term retention of tested material” and this is performed
through “the level of integration invoked during encoding and the length of delay
between retrieval practice and final test”. Dwelling on these two factors as the
facilitators of retention in EFL, it is easier to adopt flipped classroom as the
predictors of these two facilitators. In addition to helping students achieve the

content at all levels of Bloom taxonomy (Basal, 2015; Bergmann, Sams, 2012),
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flipped classroom serves for these two variables by allowing students to learn class
content outside the classroom and apply what they learn in the classroom where they
collaborate with their peers and get immediate feedback from their teachers (Zappe
et al., 2009). Flipped classroom instruction can also help learners keep their
performance in a significantly long term by increasing class time for more engaging
instruction (Milman, 2014). Addressing to all the students’ learning styles through
integrating the technology they are already familiar with outside into their
classrooms (Kim et al., 2014). Based on all these cited benefits of the flipped
classroom that integrate the technological world with which the students are already
familiar into their classroom, the flipped classroom seems to enhance both affective
factors such as attitudes and self-efficacy and intellectual dynamics such as

integration and delay that lead to long-term permanence of EFL performance.

To conclude, in addition to a handful of research studies following similar designs
that explored significant impact on student outcomes in different subject areas (Chao,
Chen, Chuang, 2015; Day, Foley, 2006; Koo et al., 2016; Love, Hodge, Grandgenett,
Swift; 2014; Moravec, 2010), the present study provided valuable results to expand
the related literature by noting flipped classroom as a better facilitator of retention of
academic performance in EFL than traditional lecturing.

5.1.5. Research Question 5: What are the EFL learners’ perceptions of their

learning experiences in the flipped classroom?

The major purpose of the current study was to inform a wide range of shareholders in
EFL at higher education institutions ranging from teachers to curriculum designers
and policy makers about a more qualified EFL practice through flipping instructional
phases thanks to the advantages of technology. Taking cited advantages of flipped
classroom model in the related literature into account (Ahmad, 2016; Al-Harbi,
Alshumaimeri, 2016; Basal, 2015; Boyraz, 2014; Ekmekgi, 2014; Hung, 2015; Kurt,
2017; Yu, Zhu, 2016), the last two research questions of the present study were
formed to facilitate quantitative outcomes of the study through implementing a semi-
structured interview form developed by the researcher (see Appendix 11) to nine
students from the flipped EFL classroom. To better understand the issue and come up
with "information rich™ data (Patton, 1990), the concluding two questions aimed to

gain insights about participant EFL students’ self-reported opinions about their
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flipped classroom experience and its impact on two predictors of their EFL
performance such as attitudes and self-efficacy beliefs. Using content analysis
method (Creswell, 2012; Patton, 1990), the researcher transcribed the data, coded it
according to the themes pre-determined by him to stand for each of the questions in
the interview, classified the codes based on the themes and calculated the frequencies
and percentages.

The results of the qualitative analysis of the present study were three-folded because
of three-dimensional structure of the interview. In this respect, the first dimension
stands for the seventh research question by aiming to elaborate on EFL students’
perceptions of flipped classroom and its role on their academic performance in EFL
based on the first six questions in the interview form. This research question of the
study does not promise to come up with unique results to expand the existing
literature. However, it aims to increase the validity and generalizability of the results
that explore learners’ positive views of flipped classroom model within various
subject areas (Ahmad, 2016; Boyraz, 2014; Chen, Yang, Hsiao; 2015; Ekmekgli,
2014; Gilboy, Heinerichs, Pazzaglia, 2015; Hung, 2015; Roth, Suppasetseree; 2016,
Strayer, 2009; Turan, 2015). In other words, tracing students’ perceptions of flipped
classroom through implementing flipped classroom attitude surveys or interviews
following gquantitative procedures is a frequently viewed feature of flipped classroom
literature on both EFL and other disciplines. This is proved by the assertion in
Hamdan et al. (2013) that “a modest amount of research exists from individual
educators who practice the Flipped Learning model and their views on behalf of their
pupils” (12). Hence, the present study served for strengthening the qualitative results
about flipped classroom approach by exploring positive perceptions of flipping EFL
classrooms among EFL students from different achievement groups. These results of
the study confirmed the findings reported in Hung (2015) that design of the
materials, enhancing interaction with teachers and classmates satisfied students to
learn in a funny atmosphere. Consistent with Kurt (2017), the present study indicated
that learners in the flipped classroom regarded “learning in such an environment
helped them gain first-hand experience of the flipped classroom approach” and
“sitting passively and listening to a lecture boring” (218). Being in line with Basal
(2015), the study provides convincing results that flipping EFL classrooms promote

students to preview the learning materials that trigger their participation in the
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classroom. Consistent with Ekmek¢i (2014), the present study indicates that students
regard technical problems such as internet connection as the principal disadvantage
of flipped classroom approach. Despite students’ positive views on flipping EFL
courses, they were explored to be hesitantly positive about the expansion of this
model into other subject areas. This hesitance seems to be consistence with the
results of Reid (2016) that set no statistically positive difference in the evaluation of
flipped chemistry classroom. Moreover, the hesitance about the application of
flipped classroom to other courses is also witnessed in the study conducted by Zappe
et al. (2009) where the students in an architectural engineering course in a higher
education context were found to “prefer that only about half the classes be flipped

and some use of traditional lectures should be maintained” (13).

To sum up, grounded in a phenomenological design, the study took a further step to
enlighten the concerned shareholders about how to maximize the potentials of the
flipped classroom model. Overlapping with studies from different subject areas
including EFL, the study explored that students overwhelmingly held positive views
about flipped classroom (Bishop, Verleger, 2013). Confirming to the results of
various studies in EFL in national and international scope (Ahmad, 2016; Basal,
2015; Boyraz, 2014; Ekmekgi, 2014; Hung, 2015; Kang, 2015; Kurt, 2017; Roth,
Suppasetseree), the researcher explored that these students justified themselves
through its such features that create opportunities to improve their active learning,
engagement and satisfaction with the course by helping them learn at their own pace
in a way to stop and rewind the instructional content independent of place and time.
Finally yet importantly, despite some technical problems that can be easily
eliminated by a careful planning and preparation, flipped classroom was regarded by
students worth applying since it enhances their academic performance in and

engagement with EFL.

5.1.6. Research Question 6: What are the EFL learners’ perceptions of the impact of

their learning experiences in the flipped classroom on their

a) attitudes toward EFL and
b) self-efficacy beliefs in EFL?
The last research question of the study was grounded in the aim to better enlighten

the concerned bodies about the role of flipped classroom instruction model through
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providing “information rich” data (Patton, 1990). This data was acquired through
semi-structured interviews held with nine students from different achievement
groups from the flipped EFL classroom. In this respect, following content analysis
method (Creswell, 2012; Patton, 1990), the researcher attempted to come up with
results to facilitate quantitative outcomes of the study.

Three-dimensional structure of the interview led the researcher to present the results
of the qualitative analysis of the present study in three folds. In this respect, the first
dimension sought to explore EFL students’ self-reported perceptions of flipped
classroom and its role on their academic performance in EFL through the first six
questions in the interview form. Embodied in the seventh research question of the
present study, the researcher solely aimed to serve the related literature to generalize
the results that explore learners’ positive views of flipped classroom model within
various subject areas (Ahmad, 2016; Boyraz, 2014; Chen, Yang, Hsiao; 2015;
Ekmeke¢i, 2014; Gilboy, Heinerichs, Pazzaglia, 2015; Hung, 2015; Roth,
Suppasetseree; 2016, Turan, 2015).

On the other hand, the last research question of the study was grounded in the
remaining two folds of the interview. Based on the remaining questions in the
interview form from seven to nine, the researcher promised unique results that can
expand the limits of the existing literature. This incomparable aspect of this current
research question is clear since students’ perceptions of their flipped classroom
experience and its impact on their academic performance is overwhelmingly studied
through flipped classroom attitude surveys or interviews following quantitative
procedures in flipped classroom literature on both EFL and other disciplines
(Ahmad, 2016; Basal, 2015; Chen, Yang, Hsiao; 2015; Gilboy, Heinerichs,
Pazzaglia, 2015; Johnson; 2013; Koo et al.; Kurt, 2017; Love, Hodge, Grandgenett,
Swift, 2014; McLaughlin et al.; 2013; Reid, 2016). Hamdan et al. (2013) also asserts
“a modest amount of research exists from individual educators who practice the
Flipped Learning model and their views on behalf of their pupils” (12). However, the
current research questions aims to explore self-reported perceptions of the students in
the flipped classroom regarding its impact on their attitudes toward and self-efficacy
beliefs in EFL. These results promise attractive results since e great deal of
importance has been attached to foreign language learners’ attitudes, perception of

learning and teaching, motivation and beliefs in their capacity to succeed as key
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factors predicting achievement (Fakeye, 2010; Gardner, 1985; Gardner, Lambert,
1972; Rukh, 2014; Osman et al, 2016; Sentiirk, 2015; Todaka, 2013). Similarly, a
great deal of effort has been performed by the researchers in national context to
relate successful and unsuccessful EFL performance in Turkey to attitudes and self-
efficacy beliefs (Akkus, 2009; Akiizel, 2006, Basaran, Cabaroglu, 2015; Catal, 2015;
Gomleksiz, 2010; Yanar, Biimen, 2012; Ilhan, Karatas, 2015; Kabaharnup, 2010;
Kanadli, Baggeci, 2015; Kazazoglu, 2013; Kiziltepe, 2000; Ozen, 1979). By showing
the significant correlation between the strength of positive attitudes and self-efficacy
beliefs and EFL performance, the related literature has set attitudes and self-efficacy
as vigorous predictors of EFL performance in both national and international context.
Delving into this significant relation, the researcher aimed to trigger the efficiency of
the flipped classroom model by seeking its impact on these two strong facilitators of

EFL performance.

Unique qualitative aspect of the current research question speaks for itself and this
makes it difficult to crosscheck its results with those of others in the related
literature. In this respect, the seventh and eighth questions in the semi-structured
interview form sought the impact of flipped classroom instruction on EFL students’
attitudes toward EFL course. It was seen that all the students stated that flipped
classroom positively affected not only their attitudes toward their EFL course by
associating this to its facilitating impact on learning and teaching atmosphere.
Although these qualitative results improve and support the insights about the related
quantitative findings, it seems impossible to compare it with similar qualitative
results in EFL. This is grounded in the fact that the related literature has dealt with
students’ perceptions of and attitudes toward flipping their classroom (Al-Harbi,
Alshumaimeri, 2016). Yet, this positive impact of the flipped classroom on their
attitudes toward EFL can be attributed to the fact that it makes them better
understand the content and the availability of a number of online materials and
resources embedded with technology and its potential to tap on EFL students’
motivation (Abeysekera, Dawson, 2015; Obari, Lambacher, 2015). In this respect,
despite contradicting with some few studies that report students’ complains about
excessive out of class assignments and lack of technology (Han, 2015; Kang, 2015),

the results of the current study are satisfactorily supported by the literature (Ahmad,
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2016; Al-Harbi, Alshumaimeri, 2016; Basal, 2015; Boyraz, 2014; Ekmekg¢i, 2014;
Hung, 2015; Roth, Suppasetseree, 2016; Webb, Doman, 2016).

The last dimension of the qualitative results was based on the ninth question in the
interview form to provide insights about the impact of flipped classroom on self-
efficacy beliefs in their capacity to succeed in EFL. As another strongly cited
predictor of successful EFL performance, the students were asked to elaborate on
how their self-efficacy beliefs changed as a result of flipped classroom instruction.
Being in line with quantitative results, the students reported to be in favour of
empowering impact of flipped classroom on their trust in themselves to succeed in
EFL. Despite the lack of studies that can be directly compared to the results of the
current study, some features of flipped classroom such as helping EFL students come
to class prepared and learn the content at their own pace independent of time and
place are thought to tap on their beliefs in their talents to succeed in EFL (Basal,
2015; Hung, 2015; Yu, Zhu, 2016; Zappe et al., 2009).

The remaining tenth question of the interview, on the other hand, aimed to provide
the interviewee with a chance to elaborate on flipped classroom model in any way
they wanted. As a sum of all these interview questions and the responses provided by
the students, the researcher promised valuable results to the wide range of concerned
bodies while shaping and implementing the EFL curriculum at universities in
Turkey. Mixed method embedded design of the study raised its importance since
review of the related literature indicated that nearly all data gathered about the effect
of flipped classroom on attitudes, self-efficacy and academic performance involved
the administration of surveys and few of them examined pre- and post-test scores
(Zainuddin, Halili, 2016). In this respect, enlightening the concerned bodies about
the flipped classroom model through information rich data, the current study has set
that students’ perceptions of flipped classroom regarding its influence on their
academic performance, their attitudes toward not the flipped classroom but EFL and
self-efficacy beliefs in their ability to succeed in EFL are overwhelmingly positive.
In other words, students’ attitudes toward and self-efficacy beliefs in EFL were
significantly promoted after being involved in the flipping EFL classroom compared

to those in the traditional classroom.

Last but not the least, compatible to the general trend in flipped classroom research,

the current study explored flipped classroom model as a significant facilitator of EFL
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performance and its two vigorous predictors, attitudes toward and self-efficacy
beliefs in EFL in Turkey. This impact was found to be exerted thanks to "action
based, authentic, connected and collaborative, innovative, high level, engaging,
experience based, project based, inquiry based, and self-actualizing™ activities
flipped classroom model provides in the classroom (Hamdan et al., 2013, 17) and its
feature “allowing students to control the pace or stream of learning content”
(Ibrahim, Callaway, 2014, 21). Considering all these, the present study, adopting a
mixed method design, committed to delve into the important dynamics of EFL
performance in Turkey. In this respect, associating attitude and self-efficacy as
strong predictors of EFL performance with flipped classroom model, the present
study aimed to propose flipping EFL classrooms as an efficient way of dealing with

failure in EFL in Turkey by better responding the needs of students as digital natives.

5.2. Implications

In the present study, the researcher has discussed how flipped classroom instruction,
a model shaped by the principles of flipped classroom model rooted in
constructivism and blended learning, affected self-efficacy beliefs, attitudes and
academic achievement among EFL students in higher education institutions in
Turkey. In this respect, the present study promises valuable outcomes that guide the
instructors and curriculum designers to come up with a new pedagogical model to
enhance the quality of EFL teaching and learning processes at universities in Turkish

context.

On the other hand, the flipped classroom’s commonly cited superiority to the
traditional approach signals a new trend in student learning and makes it inevitable to
further study this hot call for pedagogical shift. Within this respect, based on the
limitations of current study, the researcher also urges the future researchers to take

the further steps to delve into this issue.

To conclude, this section is designed in two folds. While the first fold covers the
pedagogical implications curriculum developers and teachers to deal effectively with
the major obstacles faced by EFL students at prep schools of universities in Turkey,
the second fold touches on the implications for future research to better understand
all aspects of this facilitating new trend in education.
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5.2.1. Pedagogical Implications

The analysis of the data collected about the role of flipped classroom in self-efficacy,
attitude and EFL performance compared to that of traditional teaching approach led
the researcher to propose flipped classroom model as one of the cure for the
problems of EFL at universities in Turkey. Rooted in the principles of
constructivism, blended learning and differentiated instruction that helps learners
take control of their own learning in an individualized learning environment, the
study pioneers to clearly depict planning and implementation processes of flipping

EFL classrooms at prep schools in Turkish context.

Within commonly cited advantages and disadvantages of flipped classroom in the
literature, the researcher takes the results of the present study into account. As a
result, following suggestions are made for the instructors, curriculum designers and

policy makers to ensure a qualified flipped EFL classroom:

v The findings of this study clearly indicated the significant effect of flipped
classroom model on EFL achievement and self-efficacy and attitudes as its
predictors. The results also set its success over traditional teaching approach.
Therefore, these results in line with those in the literature raise important issues
the implementation of flipped classroom model in EFL. In this respect, standing
for the first and second pillar of flipped classroom that stand for “f” and “I” of F-
L-1-P, teachers must embed their classes with technology both for
implementation efficiencies and motivational factors. However, such integration
requires comprehensive planning of the materials to be used in and out of the
classroom activities with a focus on active learning. Such a planning of flipping
sequences of in the classroom and outside the classroom procedures assigns the

instructors with the followings tasks:

e Flipped classroom model leads to a shift from teacher-centered learning
atmosphere to a student-centered approach where students ‘“can
theoretically pace their learning by reviewing content outside the group
learning space, and teachers can maximize the use of face-to-face
classroom interactions to check for and ensure student understanding and
synthesis of the material” (Hamdan, et al., 2013, 5).This student centered
learning culture of flipped learning loads the teachers with crucial task to
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adopt the students to this differentiated instruction shaped with the use of
a great deal of media that leads to keeping a balance between direct
instruction and scaffolding (Bergmann, Sams, 2012). This process of
adaptation also requires teachers to inform their students about their
shifting roles during the instruction, learning and teaching procedures

including how they will be instructed and use course management system.

First exposure to learning content outside the classroom is the crucial
element of reversed procedures in flipped classroom instruction. This
exposure is realized through videos, screencasts, and narrated PowerPoint
presentations shared through a course management system. However,
teachers are advised to keep those videos in 10 to 15 minutes ideally
(Bergmann, Sams, 2012) since the related literature reported that students
preferred shorter and live in-person video lectures more (Bishop,
Verleger, 2013).

Teachers must take Nielsen’s (2012) warning into consideration and be
careful not to steal students’ time that they can spend socializing with
their friends and families. However, they need to form a balanced
approach to ensure that students watch the videos about the lecture
content. This can be realized by assigning students to submit their
reflections on each of those shared videos, presentation or materials
through completing short quizzes or answering the questions about the
lecture content before they come to their schools (Johnson, 2013).

To ensure that students do necessary preparation for the class by watching
the videos sent through a course management system, teachers are
proposed to adopt an assignment-model where students are briefly asked
about the lecture content through items in different types (Brame, 2013).
Delving into students’ responses to the items in online short quizzes
following each video or presentation content, teachers are advised to give
more productive feedback decreasing the heavily reliance on the lecturer.
In this way, teachers will create "an opportunity for students to use their
new factual knowledge while they have access to immediate feedback

from their peers and the instructor ... and help them learn to correct
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misconceptions and organize their new knowledge such that it is more

accessible for future use" (Brame, 2013, 3).

e Teachers of flipped classrooms are responsible for realizing “f” of flipped
classroom to create a flexible environment by physically rearranging
“their learning space to accommodate the lesson or unit, which might
involve group work, independent study, research, performance, and
evaluation” (Hamdan et al., 2013, 4). Such a concept of flexibility leads
itself to flexibility in the teachers' "expectations of student timelines for
learning and how students are assessed” (Hamdan, et al., 2013, 5).In this
way, the students are ensured to take more control of their learning, which

will trigger their beliefs in their abilities to succeed.

e Teachers must allocate most of the classroom time to enhance higher
order skills among students by providing” individualized support as
students work through the activities designed to help them master the
material” (Hamdan et al., 2013, 4). Within this perspective, professional
teachers in the flipped classrooms are those who "continually observe
their students, provide them with feedback relevant in the moment, and
continuously assess their work by being reflective in their practice,
connecting them with each other to improve their trade, accept
constructive criticism, and tolerate controlled classroom chaos" (Hamdan,
et al., 2013, 6) to foster the development of higher order skills (Strayer,
2012).

v/ Curriculum designers and policy makers also need to take these results into
account and design a qualified flipped curriculum for EFL at prep schools in
Turkish higher education institutions. In other words, policy makers must realize
the “f” of F-L-I-P that stands for the first pillar of flipped learning by creating a
flexible environment. In this respect, policy makers must ensure that the
infrastructure and network systems are suitable for the implementation of this
model. In addition to their responsibilities to install necessary infrastructure in
the classrooms, the policy makers are also given the following tasks to enhance

the efficiency of the model:

259



€C_ %

e Through in-service education, policy makers must ensure “p” of F-L-1-P
by training instructors to efficiently “utilize the affordances of the model
to help students gain conceptual understanding, as well as procedural
fluency when needed” (Hamdan et al., 2013, 6). To foster their efficiency,
instructors can also be trained about how to use such course management
systems as Edmodo, Schoology or Moodle, short video podcasts and
screen casting technologies to record their screen or voices on those

screens.

e To serve for purpose of using intentional content that stands for “i” of F-
L-1-P, instructors must also be provided with a bulk of materials including
pre-recorded videos enriched with various Web 2.0 tools, PowerPoint
presentations voiced or narrated and appropriate short exams. Such an
understanding will result in tailoring the content to support the curriculum
in a collaborative and active learning atmosphere to facilitate
construction, application and synthesis of the content knowledge
(Bergmann, Sams, 2012). All these, in turn, will help the teachers,
depending on the grade or subject matter they teach, “maximize
classroom time in order to adopt various methods of instruction such as
active learning strategies, peer instruction, problem-based learning, or

mastery or Socratic methods” (Hamdan et al., 2013, 6).

To conclude, flipping EFL classroom is more than simply replacing traditional face-
to-face lectures with narrated PowerPoint videos, instructional videos or ready videos
or materials from a wide range of websites. Instead, as a response to the advent of
new technologies that pervade all aspects of today’s life, it is a call for a shift in the
traditional pedagogy by moving large group learning space into the individual
learning space independent of time and place thanks to the integration of some of

those technologies into learning and teaching procedures.

Regarding all these aforementioned issues about the flipped classroom instruction,
the model turns out to be not as a cure for all types of educational problems but a
strong potential to promote learning with a careful and an effective planning that will

also embrace its possible constraints.
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All in all, the present study enlightens the concerned bodies in practice about all
aspects of planning and implementation procedures for flipping an EFL classroom.
In this respect, the present study serves as a proposal for flipped classroom as a
viable pedagogical model that will both respond to learning and teaching needs in the
21st century and boost the psychological predictors of EFL achievement at higher
education institutions in Turkey.

5.2.2. Implications for Further Research

The current research has sought to probe the impact of the flipped classroom
instruction on EFL performance of university students enrolled at English Prep
Schools of universities in Turkish context in addition to its strong affective predictors
as attitudes and self-efficacy beliefs. In this respect, it has aimed to contribute to the
present literature about flipping EFL classrooms. Within the findings and limitations
of this study, this section draws the boundaries of recommendations for further

research.

Foremost, it is a must to take a cautionary judgment about generalizing the findings
of the study since the results of each study are specific to the academic context in
which they are conducted. To the researcher’s scope of study, the significant impact
of flipped classroom on EFL performance compared to traditional teaching approach
was strongly emphasized in the related literature although there seemed no single
study to adopt performance in all skill areas in EFL. On the other hand, there seem
no consistent efforts to indicate its impact on the retention of that performance.
Furthermore, no explicit reference was found to be made to neither its comparative
effect on attitudes toward and self-efficacy beliefs in EFL. These blanks in the
related literature make the replications of this current study following the similar
research design the leading recommendation put forward by the present researcher
since such studies may indicate some results different than those found in this study.
As a result, those probable differences in the results may help the concerned bodies
come up with consistent results to draw general conclusions on the role of flipped
classroom in EFL in higher education institutions in Turkey. Such a comprehensive
understanding of flipping EFL classroom may help us ground EFL instruction in
better empirical research.
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Another implication for further researchers lays in the remarks of Hung (2015) who
drew attention to surplus of research on the flipped classroom in STEM disciplines
and Horn (2013) who emphasized that it was mostly applied in K-L2 education
setting. Based on these points, the related literature needs to be expanded to gain
insights about the impact of flipped classroom on non-STEM higher education
settings (Abeysekera, Dawson, 2015; Hung, 2015). Similarly, these studies have
been implemented with university students and these researches in Turkey were
generally limited to science education, mathematics education and classroom teacher
candidates. Following the assertion made by Bergmann and Sams (2012) that flip
classroom model is theoretically claimed to be applicable in any subject area with
students from different levels, further researchers are recommended to study the
efficiency of flipping EFL classroom at university level by increasing the sample size
with students from universities all around the country. This will also eliminate a
limitation of the current study regarding the sample size since it included students
studying EFL at English Prep Schools of Gebze Technical University in Kocaeli.

The basic implications drawn above based on the limitations of the current study and
the blanks in the related literature aimed to strengthen general conclusion on the
impact of flipping EFL classrooms on academic performance, attitudes toward and
self-efficacy beliefs in EFL. However, to better reinforce understanding about this
recent phenomenon in the pedagogy in 21% century, further research may also

investigate:
v' the efficiency of flipped classroom in specific sub-skills of EFL,

v’ the efficiency of flipped classroom in EFL in a period longer than a semester

with a larger sample,

v’ the effect of different atmosphere and materials on the efficiency of flipped

classroom model.

v’ the effects of flipped classroom on different affective traits other than
attidutes and self-efficacy that are assigned to be predictors of success or

failure in EFL in Turkey,
v' the impact of some other variables on the efficiency of flipped classroom,

v’ the effectiveness of flipped classroom at different educational levels.
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v' the effectiveness of flipped classroom according to different disciplines,

v’ comparative attitudes toward flipping classrooms in different subject areas at

different educational levels,

v the implementation of flipped classroom into classes with unmotivated

students,

v’ the impact of teachers’ computer literacy on the efficiency of flipped

classroom model,

v’ teachers’, parents’ and curriculum designers’ perceptions of flipped

classroom model,

v’ student teachers’ awareness of flipped classroom model as an innovative

instructional approach for change in pedagogy.

To conclude, the present study has yielded valuable results that must be taken into
account by a wide range of concerned bodies to tailor EFL practice in Turkey. On the
other hand, thanks to its unique aspects, the study also contributed to the present
literature about flipping EFL classrooms. Drawing on all the findings reached and
comments made as a result of the study, it is believed that the current study will act
as a sparkle for the further research to expand the understanding about flipped
classroom in order to improve EFL in Turkey.

In this respect, despite conforming to much of the research in STEM context in terms
of the positive outcome of flipped classroom, “no conclusive or generalizable
findings on flip teaching can be derived from the currently available literature due to
insufficient empirical validation across contexts” (Hung, 2015, 93). Hence, further
research needs to be conducted to validate and generalize the results of the study in
order to set major benefits and drawbacks of this new instructional design for use

with different students from different faculties in EFL higher education contexts.
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APPENDICES

Appendix 1. EFL Achievement Test
Sevgili Ogrenciler;

Bu test Ingilizcenin bes farkli boyutundaki basarinizi Slgmek iizere
hazirlanmistir. ki oturumda tamamlanacak olan testte Listening (Dinleme),
Grammar (Dilbilgisi), Reading (Okuma), Vocabulary (Kelime) ve Writing (Yazma)
olmak iizere bes farkli boliim bulunmaktadir. Ik oturumda bu test kitapgigindaki ilk
dort boliimdeki biitiin sorular1 cevaplamaniz i¢in 60 dakikaniz bulunmaktadir. Ikinci
oturumdaysa son boliim olan Writing (Yazma) boliimiinii tamamlamaniz igin 30

dakikaniz olacaktir.

Testin sonuglar1 sizlere daha etkili ve anlasilir bir Ingilizce dersinin
gelistirilmesine katkida bulunabileceginden onemlidir. Bu bakimdan, litfen tiim

sorular1 dikkatli bir sekilde yapmaya ¢alisiniz.

Katilimlariniz icin tesekkiirler

Orhan IYITOGLU
Yildiz Teknik Universitesi

Egitim Programlari ve Ogretim Doktora Ogrencisi

Adimiz:
Soyadiniz:
Cinsiyetiniz : ( ) Bayan ( ) Bay

Lisans Bolimiinuz:
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A)LISTENING (20 PTS.)

I. Listen to the interview with Mr Smith about his lifestyle and mark the
sentences True (T) or False (F). (5x2= 10 pts.)

Mr Smith gets up at 6.30 a.m.
Mr Smith goes to work by train.
Mr Smith has lunch in a restaurant.

Mr Smith usually finishes work at 7.30 p.m.

o r W N E

Mr Smith often goes out in the evening.

Il. Listen to five conversations and complete the following sentences
(5x2=10 pts.)

1) Dan wants to have

2) Sue goes to bed after she

3) Karen goes to the gym

4) Jason’s birthday is on

5) During the week Polly
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B) GRAMMAR (20 PTS.)

I. Circle the correct answer. (8x1= 8 pts.)

1) are her books.
A.This B.That C.Those D.It

2) This isn’t Tim’s camera. It’s
A.your B.my C.our D.mine
3) Is there cheese in the bridge?

A.any B.a C.an D.some

4) Kim studies of all the students in my class.
A.hard B. the hardest C. harder D. more hard

5)Billand Mark __ from 10 a.m. to 6 p.m. every day.
A.work B.works C.worked D. are going to work

6)  Sue __ to study a foreign language?

A. Do...have B. Does...has C. Does...have D. Did ... has
7) I didn’t like the film __ 1 turned off the TV.

A.but B.because C.moreover D.so

8) 1 go to school because | ill.

A.can/am B. couldn't/was C. could/was D. didn't/am
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Il. Put the verbs in brackets into the correct form. (8x1= 8 pts.)

Example:
A: Did you go (you/go) to Spain for your summer holiday?

B: No, I didn’t. I went (go) to Portugal.

1) A (she/like) reading books?
B: Yes, she does. She (love) reading books.
2) A (you/play) football yesterday?
B: No, | (visit) my grandparents.
3) A (they/wash) the car at the moment?
B: No, they (listen) to the news.
4) Al (go) to the theatre tonight.
B: What (you/wear)?

I11. Rewrite the following sentences using the words below. (2x2= 4 pts.)

1) Brain is more successful in history than John.

AS........ a8

2) Although he studied hard, he couldn’t pass the exam.

In spite of
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C) READING (20 PTS.)
Inverness

Inverness is a small town situated in beautiful countryside in the north-east of
Scotland. It is an important centre for visits to many parts of the Highlands, which is
the famous mountainous area in Scotland. Inverness is a small town but it has got an
excellent transport system. There are trains to all the main cities of Scotland
(Inverness - Aberdeen 1.5 hours, Inverness — Dundee 3 hours, Inverness — Glasgow 4
hours, Inverness — Edinburgh 4.5 hours). Dalcross Airport (about 8 miles east of the
town) offers flights to many parts of the country. The buses leaving from Faraline
Park serve the town and the surrounding area. Many of the big banks have branches
in Inverness so changing money is not a problem for tourists. As well as these
essential services, the town has cultural and entertainment facilities. There are
theatres and cinemas, and some hotels organize Highland entertainment during the

summer months.

Inverness is an old town, but there are not many buildings left from the old times.
However, there are still some buildings in the town which are very old, such as the

houses on Douglas Row. And Church Street has some interesting old churches.

Inverness is situated at the northern end of the Caledonian Canal. The canal was
opened in 1822. Sailing boats used the canal to travel between the Irish Sea and the
North Sea. The canal provided a safe and fast journey for them. When steamships
became popular instead of sailing boats, people stopped using the canal for transport
because these steamships were too large and could not travel down the canal.

Nowadays, there are sightseeing trips for tourists down the canal.

There are many good eating places in Inverness. There are plenty of restaurants
and hotels which offer meals to non-residents. They have delicious local dishes at
cheap prices; try some ‘haggis’ and a glass of malt whisky before you leave. There

are also all kinds of sea food.
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I. Mark the following sentences as True (T) or False (F). (5x1=5 pts.)

1) You can see old buildings on Douglas Row and Church Street.
2) People have difficulty in finding a place to change money in Inverness.

3) The transportation to the main cities of Scotland from Inverness is not so easy.

4) Due to the inability of steamships to travel down the canal, people stopped
using the Caledonian Canal for transportation.

5) The writer suggests that visitors to Inverness try some of the local food.

I1. Which of the following information can you find in the text? Put a tick (v) in
the blank of the item if you think it exists in the text or a cross (x) if you
think it does not exist in the text. (5x1= 5 pts)

____a) what the weather is like ____d)what to eat and drink
___b) where Inverness is ___e) population of Inverness

____¢) hotel prices

I11. Read the text and answer the questions. (5x2=10 pts.)

1) What is Highlands?

2) What are the essential services in Inverness according to the text?

3) You can travel to several Scottish cities from Inverness by train. Write the
names of these cities.

4) When did people stop using the canal for transportation?

5) What kind of meals do the restaurants and hotels in Inverness offer to non-
residents? (Give one example)
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D. VOCABULARY (20 PTS.)

I. Complete the sentences with the suitable words in the box. (8x1= 8 pts.)

angry cleverest mixture join

band proud of attic chance

1)
2)
3)
4)
5)
6)
7)
8)

Canl___ the football club?

Don’t missthe _ to visit Paris.

John is very successful in his lessons. His parentsare very _ him.
Thereisa(n) __ inyour house. We use it as a study place.

The Beatlesisa(n) __ from England. I like listening to them.
Amyisthe  of all my friends.

Juliais __ because her children broke the window.

This music is a(n) of rock and reggae.

Il. Look at the word in brackets following each sentence. Complete each

1)
2)
3)
4)
5)
6)

sentence by writing the correct form of the word in the gap. (6x2=12 pts.)

None of his ever worked. (invent)

They waited for the news. (anxious)

The house had large rooms and was very . (comfort)
The teacher warned him about his . (behave)

He is one of the most members of the team. (create)
Nobody really believed his . (explain)
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E. WRITING (20 PTS.)

I. Write a letter introducing yourself and your family to your pen-friend using

the plan below. (20 pts.)

Plan
Introduction
(Paragraph 1) (your full name, age, what you look like, where you live)

Main Body
(Paragraph 2) (your family: names, ages, jobs, what they look like, what they like)

Conclusion
(Paragraph 3) (ask your friend to write back)

Dear .....,
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Appendix 2. Detailed Scoring Key for Achievement Test

A) LISTENING (20 PTS.)

I. Listen to the interview with Mr Smith about his lifestyle and mark the
sentences True (T) or False (F). (5x2= 10 pts.)

1. Mr Smith gets up at 6.30 a.m. F
2. Mr Smith goes to work by train. T
3. Mr Smith has lunch in a restaurant. E
4. Mr Smith usually finishes work at 7.30 p.m. F
5. Mr Smith often goes out in the evening. F

I1. Listen to five conversations and complete the following sentences.
(5x2= 10 pts.)

1) Dan wants to have a cup of coffee and a toast

2) Sue goes to bed after she watches TV / has a shower

3) Karen goes to the gym once every two weeks / twice a month

4) Jason’s birthday is on the thirteenth of June

5) During the week Polly gets up at about eight

e Inexercise I, no points will be deducted for errors of grammar and spelling
as long as it is clear that the correct response was intended by the student.
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B) GRAMMAR (20 PTS.)

I. Circle the letter of correct answer. (8x1= 8 pts.)

1. are her books.
a. This b.That c. Those d. It

2. This isn’t Tim’s camera. It’s

a.your b.my c.our d.mine

3. Isthere cheese in the bridge?
a.any b.a c.an d.some

4. Kim studies of all the students in my class.
a. hard b. the hardest c. harder d. more hard

5. Bill and Mark from 10 a.m. to 6 p.m. everyday.
a. work b.works c.worked d.are going to work

6. _ Sue __ tostudy a foreign language?
a. Do...have Db. Does...has €. Does...have d. Did ... has

7. 1didn’t like the film I turned off the TV.
a. but b. because c. moreover d.so

8. 1 go to school because | ill.
a.can/am b. couldn't/was c. could/was d.didn't/am
Il. Put the verbs in brackets into the correct form. (8x1= 8 pts.)
Example:
A: Did _you go _ (you/go) to Spain for your summer holiday?
B: No, I didn’t. I _went_(go) to Portugal.
1) A:_Does she (she/like) reading books?

B: Yes, she does. She __loves _(love) reading books.
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2) A:_Didyou (you/play) football yesterday?

B: No, | _visited __ (visit) my grandparents.

3) A:_Arethey (they/wash) the car at the moment?

B: No, they _are listening _ (listen) to the news.

4) A:1_am going (go) to the theatre tonight.

B: What _are you going to wear _ (you/wear)?

e Nothing will be deducted for non-grammatical errors or errors in grammar
which is not tested by the item. As an example, “visitd” will be accepted for
“visited”’, without penalty. But no point will be awarded for “/love” instead of
“loves”.

I11. Rewrite the following sentences using the words below. (2x2= 4 pts.)

1) Brain is more successful in history than John.

As........as John is not as successful as Brain in history .

2) Although he studied hard, he couldn’t pass the exam.

In spite of In spite of studying hard, he couldn’t pass the exam.

e Since students are expected to write a grammatical sentence equivalent in
meaning to the one that is given, points will be deducted for the errors of the
grammatical structure demonstrated by the given part of the paraphrase. Again,
nothing will be deducted for non-grammatical errors or for tiny errors of
grammar which is not being tested by the test item. As an example, the correct
answer of 1% question is “John is not as successful as Brain in history”.
Nothing will be deducted when a student answers this question as follow:
“John is not as successful as Brain on history”. But point(s) will be deducted
when the elicited answer of the 2™ question is “In spite of study hard, he

couldn’t pass the exam.”
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C) READING (20 PTS.)

I. Mark the following sentences as True (T) or False (F). (5x1=5 pts.)

1_T

2_F
3_F
H_T

5_T

I1. Which of the following information can you find in the text? Put a tick (\/) in

the Dblank of the item if you think it exists in the text or a cross (x) if you
think it does not exist in the text. (5x1=5 pts)

_X_a) what the weather is like __ d) what to eat and drink

\_ b) where Inverness is

X _ e) population of Inverness

X _ c) hotel prices

I11. Read the text and answer the questions. (5x2=10 pts.)

1) The Highlands is the famous mountainous area in the Scotland.

2) a) It has got an excellent transport system and the Dalcross Airport offers
flights to many parts of the country, etc.

b) There are many banks and changing money is not a problem.

3) Aberdeen, Dundee, Glasgow and Edinburgh.

4) When steamships became popular instead of sailing boats, people stopped
using thecanal for transport.

5) They offer delicious local dishes at cheap prices. Haggis is one example of
this.
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e Since it will make the measurement of reading ability less accurate, errors of
grammar, spelling or punctuation will not be penalized provided that the
student has performed the reading task which the item sets. In the 2" and 5"
questions, students can give some other examples from the text different than

the ones written above.

D. VOCABULARY (20 PTS.)

I. Complete the sentences with the suitable words in the box. (8x1= 8 pts.)

angry cleverest mixture join

band proud of attic chance

1) Canl _join the football club?

2) Don’t miss the __chance to visit Paris.

3) John is very successful in his lessons. His parents are very _proud of _ him.
4) There is a(n) _attic_in your house. We use it as a study place.

5) The Beatles is a(n) _band ___ from England. I like listening to them.

6) Amy is the _cleverest _ of all my friends.

7) Juliais _angry because her children broke the window.

8) This music is a(n) _mixture of rock and reggae.

Il. Look at the word in brackets following each sentence. Complete each

sentence by writing the correct form of the word in the gap. (6x2=12 pts.)

1) None of his _inventions _ ever worked. (invent)
2) They waited _anxiously _ for the news. (anxious)

3) The house had large rooms and was very _comfortable . (comfort)

4) The teacher warned him about his _behaviours . (behave)
5) He is one of the most _creative_ members of the team. (create)

6) Nobody really believed his _explanation . (explain)

¢ In this part, nothing will be deducted for grammatical errors or for errors in

anything which is not being tested by the item. As an example, in 1% and 4™
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questions, students will not be penalized for a missing plural —s. But students
will be penalized for some certain spelling mistakes. To make it more clear,

“anxiousl” is not accepted instead of “anxiously”.

E. WRITING (20 PTS.)

Grammar- range, adequacyand accuracy

__5. Very few errors of grammar.
Mastery of target grammatical structures.

__ 4. Some errors of grammar or word order which do not interfere with
comprehension.

__3. Fairly frequent errors of grammar or word order which affect the meaning of
what is written.

__2. More frequent errors of grammar which causes the test reader to rely on his/her
own interpretation.

1. Very frequent and severe errors of grammar which makes comprehension
virtually impossible.

Vocabulary - range, adequacy and accuracy

__5. Use of wide range of vocabulary and even idioms appropriate to the task.

__4. Minor inappropriacies in use of vocabulary.

__3. Fairly frequent use of wrong and inappropriate words.

__ 2. Use of limited vocabulary

Frequent errors in use of vocabulary which causes the test reader to rely on
his/her own interpretation.

__1. Use of very poor range of vocabulary.
Extreme vocabulary limitations which make it impossible to comprehend.
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Content - relevance and adequacy

__ 5. Writing fully relevant and adequate to the task.
Uses of well developed and supported ideas.

__4. Generally relevant writing with some ideas needed to be developed a bit more.
__3. A mostly relevant letter with some repetition which are limited in details.

__ 2. Anearly relevant letter with more repetition.
Uses of ideas which are often difficult to follow.

__1. A letter which is mostly irrelevant with not fulfilled purpose which makes
comprehension virtually impossible.

Organization - form

__5. Highly organized,; clear progression of ideas into well developed, supported and
linked ideas.

__4. Generally coherent with some inadequate links among the ideas

__3. Fairly frequent lack of organization which requires re-reading of the letter for
the clarification of ideas.

__2. Little or no attempt at connectivity which makes it difficult for the reader to

follow.

__1. Severe lack of organization as a result of which communication is seriously

impaired.

SCORE: Grammar: 5 + Vocabulary: 5 + Content: 5 + Organization: 5
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Appendix 3. Stages of Test Construction

|I. Statement of the problem

In order to learn what progress is being made during the English course in a prep
class at Gebze Technical University, a progress test should be administered before
the course comes to an end. This test is sensitive enough to gain diagnostic
information about students’ progress in listening, reading, writing, grammar, and
vocabulary. By means of this test, we will learn how much students have learnt and
whether they are good at using these skills or not; therefore, the results of the test
should be as detailed and accurate as possible and by looking at these results their
teachers will be able to make necessary changes on the course. Backwash is a serious
consideration. The test must therefore include tasks and topics with which the
students are already familiar and which will encourage the practice of listening,
reading, writing skills and other skills. There is no serious constraint on the
administration and the construction of the test apart from the fact that the test is long
since many abilities are required to be tested. However, some parts of the test can be

administered separately in order to solve this problem.

1. Specifications for the test

a) Operations:
In Part A, listening is the main skill.

Task I. This is a closed ended task since there is no production. Students will
recognize the sentences and identify them as true or false. Listening for specific
information to distinguish is the underlying skill and the cognitive domain is to

analyze.

Task I1. This task is a limited response one and students are required to find relevant
information on the cassette and complete the guided short answers. This task entails
students to recognize, recall, and select the relevant information; therefore, the

cognitive domain is to understand.

In Part B, Grammar is the main skill.
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Task I. This is a closed ended task. The sub-skill is recognizing and applying the
correct grammatical structure. Students are required to choose the suitable
grammatical structures for the sentences. Therefore, the cognitive domains on task

are to understand and apply.

Task IlI. This task is a limited response one since students, based on rules, are
required to change the forms of the verbs given for each sentence in order to
complete them; as a result, the cognitive domain is to apply. The sub-skill is forming

verbs according to the tenses of the sentences in which they are used.

Task I11. This task is a limited response one. The sub-skill is to rewrite a grammatical
sentence equivalent in meaning to the one that is given. Students are required to use
the structures that they have already learnt in different contexts. The task requires the
test takers to rewrite, manipulate and use the given structures in a different sentence;

therefore, the cognitive domain is to apply.

In Part C, Reading is the main skill.

Task I. This task is a closed ended one. The sub-skill is scanning text for relevant
specific information. The cognitive domain is to analyze since students are required

to distinguish the sentences and identify them as true or false.

Task 1I. This one is a limited response task. The sub-skills are scanning the text for
detailed information and making inferences from the clues given in the texts. The
cognitive domain is to analyze since students are required to recognize whether some

specific information exists in the text.

Task 111. This is a limited response ended task. Students are required to answer some
comprehension questions about the text. The cognitive domain is to understand and

the sub-skill is scanning the text for specific information.

In Part D, Vocabulary is the main skill.

Task I. The task is a closed ended one. The sub-skill is choosing the right word for
each sentence from the box. Students are required to understand the meaning of the

sentences and words; therefore, cognitive domain is to understand.

Task II. This is a limited response task. The sub-skills are choosing the right words

for each sentence and using the words in the correct form which suits the sentence
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best. Students are required to modify the words given with the sentences and the
cognitive domain is to apply.

In Part E, Writing is the main skill.

Task 1. This is an open ended task. The sub-skills are introducing themselves and
their families. The cognitive domain is to apply since it is restricted with the
instructions. Students are required to use a variety of vocabulary for making
description and have the necessary skills for organizing a letter for introducing

themselves and their families.
b) Types of the text:

Part A, In this part, there are two parts. In the first part, there is a conversation

between two people who talk about typical life in London. In the second part, there
are five separate dialogues between different pairs. They are authentic-like

conversations.

Part B, In this part isolated items are used. There is no specific context.

Part C, The passage in this part is about a small town called Inverness and it is taken

from a coursebook.

Part D, Isolated items are used again in this part.

Part E, The text is a letter of introduction. Students are guided by a plan of the letter

and this plan was extracted from a coursebook called “Click on 1”.
c) Addressees:

The students are in Prep School at Gebze Technical University. They are in a mixed-
ability class; therefore, their levels are mostly elementary and little to false pre-

intermediate.
d) Topics:

The students’ level and interests are considered important. As a result, a lot of effort
has gone into making the topics as suitable as possible for the students. The listening
section is composed of typical London lifestyle and real-life dialogues. The reading
passage is about a small town called Inverness. The writing section is concerned with

a letter about introducing yourself and your family.
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e) Format and timing:
Part A Listening:

Task I. A true-false task with 5 items and it is closed ended. The conversation lasts 5

minutes. The students will listen to the conversation twice.
e.g. Listen and mark the sentences as True or False.
American families often move house
Time: This task with five items will take 5 minutes.

Task Il. A completion task with 5 items and it is a limited-response activity. Students

are supposed to complete the items when listening to the conversation.
e.g. Listen again and complete the following sentences

Dan wants to have

Time: 8 minutes will be enough for this activity.
Part B Grammar:

Task I. A multiple-choice task with 8 items.
e.g. Circle the letter of the correct answer.
This isn’t Tim’s camera. It’s
A.your B.my C.our D.mine

Time: It will take 6 minutes since students are only expected to circle the

letter of correct response.
Task 1I. A formation task with 4 items.
e.g. Put the verbs in brackets into the correct form.
She (9o) to the theatre tonight.
Time: 6 minutes will be enough.
Task I11. A paraphrase task with 2 items.
e.g. Rewrite the following sentences using the words below.

Brain is more successful in history than John.
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Time: 4 minutes will be enough again.

Part C Reading:

Task I. There is a reading passage with 4 paragraphs and approximately 400 words.
First task is a true-false one with 5 items in order in which relevant information

appears in the text.
e.g. Mark the following sentences as True (T) or False (F).
You can see old buildings on Douglas Row and Church
Street

Time: This activity will take 5 minutes.

Task Il. A task with 5 items about finding the relevant information in the passage.
e.g. Which of the following information can you find in the text?
Hotel prices

Time: It will take 10 minutes.

Task I1. A task with 5 comprehension questions.
e.g. Read the text and answer the questions.
When did people stop using the canal for transportation?

Time: 6 minutes will be enough for the completion of this activity.
Part D Vocabulary:

Task I. A fill-in-the blank task with 8 items.
e.g. Complete the sentences with the suitable words in the box.
Can the football club?

Time: 4 minutes
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Task Il. A word formation task with 6 items.

e.g. Complete each sentences by writing the correct form of the word in the
gap.
None of his ever worked. (invent)

Time: 6 minutes

Part E Writing:
Task. Writing a letter according to the plan on the last page.

e.g. Write a letter introducing yourself and your family to your pen-friend

using the plan below.
Time: 30 minutes
f) Criterial levels of performance:

It is possible for the students to complete all of the tasks successfully since the
students are already familiar with such kinds of tasks, topics, structures and items.
The total score of the test is 100. A score of 45 is sufficient for passing the exam.
However, if a student can get a score of 85, he/she is considered to be successful in

terms of the course’s objectives.

I111. Comments on sampling, item writing and moderation, writing scoring key

and its moderation

In this test, a variety of items, techniques and tasks were used in order to test
students’ achievement in listening, reading, grammar, vocabulary and writing skills.
To achieve content validity and beneficial backwash on both teacher’s teaching
procedures and students’ learning process, we have tried to choose widely from the
whole area of content. Therefore, the test we have prepared, we can claim that,
includes representative samples of the skills that the students have acquired during
the course. Since students are already familiar with format and testing techniques,
which means that it does not put extra demands on them; therefore, we can argue that
the reliability of the test will increase.

In the item writing procedure, many items were written, yet some items were rejected
and others were reworked. In order to achieve a desirable quality in item writing, we

consulted the English teachers at the practice school and we modified some items
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and instructions according to the advice that we received. For instance, the reading
passage was too difficult for the students and it was simplified according to the
students’ level. Moreover, due to the constraint of time, the test constructer should
make sure that the test is not too long. For that reason, some items were deleted. As it

Is clear, considerable time was spent for moderation and rewriting of items.

The scoring key was prepared as detailed as possible in order to attain objective
scoring. To evaluate students’ levels of success in each skill, nothing was deducted
for the errors of the skill outside the confines of what the item tested. After
consulting the English teachers at the practice school, we made necessary changes in
the scoring key. For incomplete answers, we tried to give partial scores. Revised
version of the scoring key was presented to the teachers and they accepted it as a

satisfactory one.
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Appendix 4. Table of Specifications for the University Prep EFL Achievement Test

Skills Objectives & Functions Understand | Apply | Analyze | No of Items | Points %
© | Students distinguish true and false sentences in an audio text. X 5(A.1.) 10
g 20
-3 Students complete the blanks in an audio text. X 5(A.11.) 10
Students identify the correct form of the pronouns in a sentence. X 2(B.1.1,2) 2
Students use the correct quantifiers with countable and uncountable nouns. X 1(B.1. 3) 1
C Students identify correct form of the adjectives to make comparison. X 1(B.1. 4) 1
(18]
£ Students identify the correct tense to complete the sentences. X 3(B.1.5,6,8 3
g 20
5 Students combine sentences by using correct conjunctions. X 1B.1.7) 1
Students identify the tenses to complete the sentences with the correct form of the
X 8(B.11.) 8
verbs.
Students rewrite the sentences by using the given structures and words. X 2(B.111.) 4
o Students distinguish true and false sentences in a text. X 5(C.1) 5
c
T | Students make inferences from a text by using the given clues. X 5(C.11.) 5 20
[5)
@
Students answer wh- questions about a given text. X 5(C.1) 10
> Students identify the best vocabulary item to complete a sentence. X 8(D.l.) 8
(18]
K 20
§ Students modify the words into correct form to complete the sentences. X 6(D.11.) 12
>
(=)
E Students write a descriptive letter about oneself and the family following the X 1(E.L) 20 20
'é instructions. o
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Appendix 5. Kazanim Degerlendirme Formu

Sayin Degerlendirmeci;

Ingilizce Hazirlik 6grencilerinin Ingilizcenin bes farkli boyutundaki basarisini
dlgmek iizere bir basar testi gelistirilecektir. iki oturumda tamamlanmasi planlanan
bu testte Listening (Dinleme), Grammar (Dilbilgisi), Reading (Okuma), Vocabulary

(Kelime) ve Writing (Yazma) olmak tizere bes farkli boliim bulunacaktir.

Bu testten elde edilecek veriler bilimsel bir c¢aligmaya 151k tutacagindan sizden
asagida donem boyunca Ogrencilerinizin kazanmasi gereken kazanimlardan kritik
olarak belirlediklerimizi degerlendirmenizi istemekteyim. Bdylece, Ogrencilerin
donem kazanmasi1 gereken en temel kazanimlari yoklayan kapsamli bir test
gelistirmemize katkida bulunacaksiniz. Bu dogrultuda, sizi en iyi yansitan segenegi
‘1, 2, 3, 4, 5’ kutularindan birine (X) koyarak belirtiniz. Bu derecelendirmede her

rakam asagida belirtilen ifadeleri karsilamaktadir:

1: Tamamen Gegersiz
2: Gegersiz

3: Kararsiz

4: Gegerli

5: Tamamen Gegerli

Katkilarinizdan dolayi tesekkiir ederim.

Orhan IYITOGLU

Yildiz Teknik Universitesi
Egitim Programlari ve Ogretim Doktora
Ogrencisi

orhanmka@hotmail.com
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1 3 4 5
> | Students distinguish true and false sentences in an| 1 2 3 4 5
'€ | audio text.
3
[%2)
— Students complete the blanks in an audio text. 1 2 3 4 >
Students identify the correct form of the pronouns in | 1 2 3 4 5
a sentence.
Students use the correct quantifiers with countable | 1 2 3 4 5
and uncountable nouns.
Students identify correct form of the adjectives to | 1 2 3 4 5
= make comparison.
E Students identify the correct tense to complete the | 1 2 3 4 5
© | sentences.
o . .
Students combine sentences by using correct | 1 2 3 4 5
conjunctions.
Students complete the sentences with the correct | 1 2 3 4 5
form of the verbs.
Students rewrite the sentences by using the given | 1 2 3 4 5
structures and words.
Students distinguish true and false sentences in a| 1 2 3 4 5
o text.
S | Students make inferences from a text by using the | 1 2 3 4 5
§ given clues.
Students answer wh- questions about a given text. 1 2 3 4 S
> | Students identify the best vocabulary item to| 1 2 3 4 5
‘—35 complete a sentence.
Q
S | students modify the words into correct form to
o 1 2 3 4 5
> | complete the sentences.
g:
'S | Students write a descriptive letter about oneself and | 1 2 3 4 5
E the family following the instructions.
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Appendix 6. Basar: Testi Degerlendirme Formu

Sayin Degerlendirmeci;

Bu test, ingilizce Hazirlik ogrencilerinin Ingilizcenin bes farkli boyutundaki
basarisin1 lcmek iizere hazirlanmistir. ki oturumda tamamlanacak olan testte
Listening (Dinleme), Grammar (Dilbilgisi), Reading (Okuma), Vocabulary (Kelime)

ve Writing (Yazma) olmak tizere bes farkli boliim bulunmaktadir.

Bu testten elde edilecek veriler bilimsel bir ¢alismaya 151k tutacagindan sizden ekte
gonderilen belirtke tablosu ve basar1 testini dikkate alarak ilgili testin kapsam ve
goriinlis gecerligini degerlendirmenizi istemekteyim. Bu dogrultuda, sizi en iyi
yansitan segenegi ‘1, 2, 3, 4, 5’ kutularindan birine (X) koyarak belirtiniz. Bu

derecelendirmede her rakam asagida belirtilen ifadeleri karsilamaktadir:
1: Tamamen Gegersiz

2: Gegersiz

3: Kararsiz

4: Gegerli

5: Tamamen Gegerli

Katkilariizdan dolay1 tesekkiir ederim.
Orhan [YITOGLU

Yildiz Teknik Universitesi

Egitim Programlari ve Ogretim Doktora Ogrencisi

orhanmka@hotmail.com

SN | XN N | = | 5=
E Z & £ = | E%
IR o+
SO| O | ¥ | © g0
KAPSAM GECERLIGI 1 2 3 4 5
GORUNUS GECERLIGI 1 2 3 4 5
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Appendix 7. ingilizce ile Tlgili Ozyeterlik inanc1 Olcegi

Sayimn katilimel,

Bu olgek iki bolimden olusmaktadir. Birici bolimde sizinle ilgili bir kisim

degiskenler, ikinci bolimde ise yabanci dil olarak Ingilizce 6grenimi ile ilgili

Ozyeterlik inancinin belirlenmesi ile ilgili ifadelere yer verilmistir. Bu ifadeler

yabanci dil 6greniminin alt boyutlart olan okuma, yazma, konusma ve dinleme

basliklar altinda gruplandirilmistir.

Toplanacak veri bilimsel bir ¢alismaya 1s1k tutacagindan asagidaki ifadelerde sizi en

1yl yansitan segenegi ‘1, 2, 3, 4, 5° kutularindan birine (X) koyarak belirtiniz. Bu

derecelendirmede her rakam asagida belirtilen ifadeleri karsilamaktadir:

1:Bana hi¢ uymuyor
2: Cok az uyuyor

3: Biraz uyuyor
4:0ldukca uyuyor

5: Bana tamamen uyuyor

Katkilarinizdan dolayi tesekkiir ederim.

1. BOLUM

Adimniz:

Soyadiniz:

Cinsiyetiniz : ( ) Bayan ( ) Bay

Lisans Boliminiz:

Orhan IYITOGLU

Yildiz Teknik Universitesi
Egitim Programlari ve Ogretim Doktora
Ogrencisi

orhanmka@hotmail.com
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1. Ingilizce bir metin okudugumda anlayabilirim. 1 2 3 4 5
2. Ingilizce akademik metinler okudugumda 6nemli noktalar1 anlayabilirim. 1 2 3 4 5
3. Okuduklarimi zihnimde canlandirabilirim. 1 2 3 4 5
4. Okudugum ingilizce metnin temasim ya da ana fikrini bulabilirim. 1 2 3 4 5
5. Ingilizce bir metinle ilgili sorulari cevaplayabilirim. 1 2 3 4 5
6. Okudugum Ingilizce bir metinde anlamini bilmedigim sozciikleri tahmin
. 1 2 3 4 5)
edebilirim.
7. Ingilizce bir metinde aradigim bilgiyi kolaylikla bulabilirim 1 2 3 4 5
8. Ingilizce siavlarimin okuma bdliimlerinde basarili olacagima inantyorum 1 2 3 4 5
YAZMA 112|345
1. lyi bir paragraf ya da kompozisyon yazabilirim. 1 2 3 4 5
2. Ingilizce bir paragraf ya da kompozisyon yazarken dilbilgisi kurallarmi dogru
i 1 2 3 4 5)
kullanabilirim.
3. Ingilizce bir metin yazarken noktalama isaretlerini dogru kullanabilirim. 1 2 3 4 5
4. Ingilizce bir metin yazarken diisiincelerimi tam ve agik olarak ifade edebilirim. 1 2 3 4 5
5. Bir seyi ingilizce yazamadigimda, pes etmek yerine sorunu ¢ozmek icin caba sarf
. 1 2 3 4 5)
ederim.
6. Ingilizce yazarken 6nemli noktalar1 vurgulayabilirim. 1 2 3 4 5
7. Ingilizce bir metni kendi ciimlelerimle yeniden yazabilirim. 1 2 3 4 5
8. Giinliik yasamda kendimi Ingilizce yazili olarak ifade edebilirim (6zgegmis, basvuru
o 1 2 3 4 5
formu, sikayet mektubu vb.)
9. Ingilizce herhangi bir sey yazdiktan sonra hatalarimin farkina varabilirim. 1 2 3 4 5
10. ingilizce yazma ile ilgili verilen etkinlikleri yaparken yardima ihtiyag duyarim. 1 2 3 4 5
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DINLEME

1. Ingilizce konusulanlari anlayabilirim.

2. Dinledigim Ingilizce konusmanin ana fikrini ¢ikarabilirim.

3. Dinledigim bir ciimledeki duygusal vurgulari anlayabilirim.

4. Iingilizce bir konusma dinledigimde bilmedigim sézciiklerin anlanmini tahmin

edebilirim.

5. Ingilizce bir konusma duyduktan sonra duyduklarimla ilgili sorular1 cevaplayabilirim.

6. Ingilizce televizyon kanallariny/ filmleri izledigimde dinlediklerimi

anlayabilirim.

7. Bir konusma dinledigimde resmi dil ile giinlikk konugma dilini ayirt edebilirim.

8. Ingilizce bir okuma parcasim dinlerken duyduklarimi dogru olarak yazabilirim.

9. Iki kisi arasinda gegen kisa bir Ingilizce konusmay1 anlayabilirim.

10. Ingilizce smavlarmin dinleme béliimlerinde basarili olacagima inantyorum.

KONUSMA

1. Giinliik yasamda gerekli ihtiyaglarimi Ingilizce’yi kullanarak karsilayabilirim. (Yurt

diginda oldugunuzu diisiiniin, yer-yon bulma, alig-veris vb.)

2. Bir miilakatta kendimi Ingilizce olarak ifade edebilirim. (Universiteye giris, is

basvurusu vb.)

3. Amaca ve duruma gore resmi ya da resmi olmayan bir sekilde Ingilizce konusabilirim.

4. Iingilizce sorulan sorulara cevap verebilirim.

5. Kargimdaki beni anlamadiginda diisiincelerimi bagka sekilde ifade edebilirim.

6. Anadili Ingilizce olan bir kisinin anlayabilecegi sekilde Ingilizce konusabilirim.
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Appendix 8. Permission to Use EFL Self-Efficacy Belief Scale
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Appendix 9. ingilizce Dersine Yéonelik Tutum Olcegi

Sayimn katilimel,

Bu olgek iki bolimden olusmaktadir. Birici bolimde sizinle ilgili bir kisim

degiskenler, ikinci boliimde ise yabanci dil olarak Ingilizce 6grenimine ve dersine

yonelik tutumunuzu belirlemek {izere ifadelere yer verilmistir.

Toplanacak veri bilimsel bir ¢alismaya 151k tutacagindan asagidaki ifadelerde sizi en

iyi yansitan secenegi ‘1, 2, 3, 4, 5° kutularindan birine (X) koyarak belirtiniz. Bu

derecelendirmede her rakam asagida belirtilen ifadeleri karsilamaktadir:

1: Kesinlikle katilmiyorum

2: Katilmiyorum

3: Kararsizim

4: Katiliyorum

5: Kesinlikle katiliryorum

Katkilarinizdan dolayi tesekkiir ederim.

1. BOLUM

Adinmiz:

Soyadiniz:

Cinsiyetiniz : ( ) Bayan ( ) Bay

Lisans Bolimiinuz:

Orhan IYITOGLU

Yildiz Teknik Universitesi
Egitim Programlar1 ve Ogretim Doktora
Ogrencisi

orhanmka@hotmail.com
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1. Daha fazla Ingilizce bilgisi 6grenmeye merakliyim. 1 2 3 4
2. Ingilizce beynimizi gelistirir ve diisiinmeyi gretir. 1 2 3 4
3. Almam gerekenden daha fazla Ingilizce dersi almak isterim. 1 2 3 4
4. Ingilizce benim icin zevkli ve giidiileyicidir. 1 2 3 4
5. Genellikle okulda Ingilizce 6grenmekten zevk aldim. 1 2 3 4
6. Ingilizce alistirmalar yapmay1 severim. 1 2 3 4
7. Egitimim boyunca alabildigim kadar ingilizce almaya calisirim 1 2 3 4
8. Ingilizce calisirken son derece sakinim 1 2 3 4
9. Ingilizceyi anlamaya calismak beni endiselendirmez. 1 2 3 4
10. insanlar icin diger dersler Ingilizceden daha énemlidir. 1 2 3 4
11. Ingilizce benim en ¢ok korktugum derslerden biridir. 1 2 3 4
12. Ingilizce kendimi gergin ve rahatsiz hissetmeme sebep oluyor. 1 2 3 4
13. ingilizceyi ¢ok calismak igin cok istekli degilim. 1 2 3 4
14. ingilizce ¢alismay1 nadiren severim. 1 2 3 4
15. ingilizce anlamsiz ve sikicidir. 1 2 3 4
16. Ingilizce ok ilgi cekici bir ders degildir. 1 2 3 4
17. Almam gerekenden daha fazla Ingilizce dersi almak istemem. 1 2 3 4
18. ingilizce ¢ok degerli ve gerekli bir derstir. 1 2 3 4

19. Ingilizce becerilerimi gelistirmek ve bu dili daha fazla 6grenmek ) ) 3 4 .

isterim.
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Appendix 10. Permission to Use Attitudes toward English Scale
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Appendix 11. Yar1 Yapilandirilmis Goriisme Formu

1. Ters-yiiz Smif Modelinin (Flipped Classroom) size sagladigi yararlar

nelerdir?

2. Ters-yliz Smf Modeli (Flipped Classroom) uygulanirken karsilastiginiz

sorunlar var midir? Varsa nelerdir?

3. Ters-yliz Simif Modeli (Flipped Classroom) ders ¢alisma aligkanliginizi ve

O0grenme deneyiminizi nasil etkilemistir?

4. Ters-yiiz Sinif Modeli (Flipped Classroom) okul disinda derse genelde

harcadiginiz zamani nasil etkilemistir?

5. Ingilizce derslerinizde bu modelin kullanilmasina devam edilmesini ister

misiniz? Neden?

6. Ters-yliz Sinif Modelinin (Flipped Classroom) bagka derslerinizde de

uygulanmasini ister misiniz? Neden?

7. Ters-yiiz Smif Modeli (Flipped Classroom) Ingilizce dersine karsi olan

tutumunuzu nasil etkilemistir?

8. Ters-yliz Sinif Modelinin (Flipped Classroom) ders dis1 online 6dev yapisi ve
ders i¢i etkinlikleri Ingilizce dersini daha eglenceli mi yoksa sikict mi

kilmigtir? Neden?

9. Ters-yiiz Stmf Modeli (Flipped Classroom) Ingilizce 6grenebileceginize olan

giiven ve inancinizi nasil etkilemistir?

10. Son olarak eklemek istediginiz diislinceleriniz var mi1?
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Appendix 12. Yar1 Yapilandirilmis Goriisme Sorular: Degerlendirme Formu

Sayimn katilimel,

Bu goriisme formu ters-yliz smif modeline (flipped classroom) gore ingilizce
derslerini isleyen ogrencilerin ilgili model hakkindaki deneyim ve diisiincelerini
detaylandirmak iizere hazirlanmistir. Bu baglamda, ilk 6 soru genel olarak ters-yiiz
modelin o6grencilerin ingilizce 6grenme deneyimi ve aligkanliklari tizerindeki
etkisini, bu modelin diger derslerde de kullanilip kullanilmamasiyla ilgili
diisiincelerini sorgulamaktadir. 7 ve 8. sorular ters-yiiz sinif modelinin 6grencilerin
ingilizce dersine kars1 tutumunu nasil etkiledigi lizerinde dururken 9. soru modelin
ogrencilerin  Ingilizce ogrenme ile ilgili &zyeterlik inanglarma etkisini

incelemektedir.

Toplanacak veri bilimsel bir ¢alismaya 151k tutacagindan asagidaki sorularin ilgili
yukarida  belirtilen noktalar1  kapsayip  kapsamadigim1i  degerlendirmenizi
istemekteyim. Bu dogrultuda her soru igin sizi en iyi yansitan segenegi ‘1, 2, 3, 4, 5’
kutularindan birine (X) koyarak belirtiniz. Bu derecelendirmede her rakam asagida

belirtilen ifadeleri karsilamaktadir:

1:Tamamen Gegersiz
2:Gegersiz
3:Kararsiz

4:Gegerli
5:Tamamen Gegerli

Katkilarinizdan dolay1 tesekkiir ederim.

Orhan IYITOGLU

Yildiz Teknik Universitesi
Egitim Programlari ve Ogretim Doktora
Ogrencisi

orhanmka@hotmail.com
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Ters-ytiz Stnif Modelinin (Flipped Classroom) size sagladig: yararlar
nelerdir? 1 2 3 4 5
Ters-yliz Smif Modeli (Flipped Classroom) uygulanirken karsilagtiginiz
sorunlar var midir? Varsa nelerdir? 1 2 3 4 5
Ters-yiliz Stif Modeli (Flipped Classroom) ders galigma aligkanliginizi ve
Ogrenme deneyiminizi nasil etkilemistir? 1 2 3 4 5
Ters-yiliz Smif Modeli (Flipped Classroom) okul disinda derse genelde
harcadiginiz zamani nasil etkilemistir? 1 2 3 4 5
Ingilizce derslerinizde bu modelin kullanilmasina devam edilmesini ister
misiniz? Neden? 1 2 3 4 5
Ters-ytiz Stmif Modelinin (Flipped Classroom) baska derslerinizde de
uygulanmasini ister misiniz? Neden? 1 2 3 4 5
Ters-yiiz Smif Modeli (Flipped Classroom) ingilizce dersine karst 1 9 3 4
olan tutumunuzu nasil etkilemisgtir? 5
Ters-ytiz Snif Modelinin (Flipped Classroom) ders dis1 online 6dev yapist
ve ders igi etkinlikleri Ingilizce dersini daha eglenceli mi yoksa sikici mi 1 2 3 4 5
kilmigtir? Neden?
Ters-yiiz Stmf Modeli (Flipped Classroom) ingilizce 6grenebileceginize 1 9 3 4 5
olan giiven ve inancinizi nasil etkilemistir?
Son olarak eklemek istediginiz diislinceleriniz var m1? 1 2 3 4 5
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Appendix 13. Consent Form

Bashk: "Exploring the Impact Of Flipped Classroom Model On EFL Learners’
Academic Achievement, Attitudes And Self-Efficacy Beliefs: A Mixed Method
Study"

Asagida sunulan arastirmanin gergevesi ilgili calismaya katilip katilmama konusunda
vereceginiz karara yardimci olmasi hedeflenmistir. Bu baglamda, arastirmaya katilip
katilmamakta 0zgiir olmakla birlikte ¢alismadan herhangi bir asamada ayrilma

hakkina da sahip oldugunuzu belirtmek isterim.

Bu c¢alisma "Evde Ders Okulda Odev" ya da "Ters-Yiiz Smf" seklinde literatiirde
son yillarda yer alan bir yaklasimin Yabanci Dil olarak Ingilizce Ogrenimi'nin
tizerindeki etkisini yar1 deneysel bir desen ile ortaya koymayi amaglamaktadir. Bu
etkiyi ortaya koyarken, adi gecen yeni yaklagimin Tiirkiye'de Ingilizce basarismin
yordayicist olduklart siklikla vurgulanan tutum ve Ozyeterlik inancinin {izerideki

etkisini incelemek de ayrica amaglanmaistir.

Bu kapsamda, ilgili ¢calismada ters-yiiz sinif anlayigina yonelik olarak bir donem
boyunca yapilacak 6gretimin dncesinde ve sonrasinda ingilizce basar testi, Ingilizce
dersine yonelik tutum 6lcegi ve Ingilizce ile ilgili 6zyeterlik inanci Olgegi
uygulanacaktir. Calismanin sonunda 6n ve son test puanlari olumsuz, olumlu ve orta
derecede degisen olarak aranizdan secilen toplam 9 kisi ile goriismeler
gerceklestirilecek ve sizin onaymiz ile gorlismeler ¢aligma kapsamindaki yapilacak

analiz ¢aligmalar icin kayit edilecektir.

Bu calismaya katilmadan 6nce yada 6lgekleri doldururken merak ettiginiz herseyi
sorabilirsiniz. Bu c¢alisma siiresince vereceginiz kisisel bilgiler ikinci yada tigiincii
kisilerle paylasilmayacaktir. Ancak doldurmaniz gereken olgeklerin ilk kisminda
adiniz ve soyadiniz istenmektedir. Calismanin amacina ulagabilmesi i¢in bu bilgilerin
birbirleriyle eslestirilmesi gerekmektedir. Bu bakimdan bu boéliimlerde ger¢ek adinizi
ve soyadinizi paylasabileceginiz gibi her 6lgege aynisim1 yazmak kosuluyla takma

isimler de kullanabilirsiniz.

Degerli katilmlarinizla gergeklestirilebilecek bu ¢alisma ile, Tiirkiye' de yabanci dil
olarak Ingilizce 6grenme ile ilgili yaygm olarak goriilen basarisizlik problemi

konusunda farkli kesimlerden tiim ilgililere etkili bir ¢6zlim yolu sunulacaktir.
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Liitfen bu onay formunu imzalaymiz. bu imza ile ¢alismanin amaci ve siireci
konusunda bilgilendirildiginizi ve ¢alismaya katilmayr kabul ettiginizi beyan

ediyorsunuz. Bu formun bir kopyasi saklamaniz i¢in size verilecektir.

Imza Tarih

Orhan IYITOGLU
Egitim Programlari ve Ogretim Doktora Programu,

Yildiz Teknik Universitesi, Istanbul.
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Appendix 14. Application for IRB Approval to Conduct Study
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Appendix 15. IRB Permission to Conduct Study

Evrak Tarih ve Sayisi: 09/09/2016-E.11219

T’C' “ascKkAKCEZI S

;j/ GEBZE TEKNIK UNIVERSITESI REKTORLUGU
&= Yabanc1 Diller Boliimii Baskanh3

TEXNIK ONIVESSITES]
Sayr :46255391-199/
Konu : Doktora ¢alismaniz

Saym Orhan Iyitoglu

llgi  :07.09.2016 tarihli dilekgeniz.

Ilgi dilekgenizde belirmis oldugunuz bilimsel galigmanizi Bolimiimiizde yiiriitmeniz

uygun bulunmustur.
Bilgilerinize rica ederiz.
e-imzahidir
Prof Dr. Erhan DEMIRBAS
Bolim Bagkani V.
Adres GEBZE TEKNIK UNIVERSITES] Cumburiyet Mahallesi, 2254 Sokak, No: 2 Bilgi igin: Ayhan KARATAS
41400 GebzeKOCAELT Unvam- Sef
Telefon:+90 262 605 (18 75) Faks+90 262 654 2731 Tel No: +90 262 6051875
Azwww.ghiedutr
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Appendix 16. Syllabus for the Experimental and Control Groups

WEEK

1
19™ _ 23RD
SEPTEMBER
2
ogT™H_ 3g™H
SEPTEMBER

3
3RD _ 7TH

OCTOBER

4

1OTH _ 14TH

OCTOBER
5

17TH _ 21$T

OCTOBER
6

24TH _ 28TH

OCTOBER
7

315" OCTOBER -
4™ NOVEMBER

8

ZTH _qqTH
NOVEMBER

SUBJECT

Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 1ABC & 2ABC
Practical English is optional
Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 3ABC & 4ABC
Practical English is optional
Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 5ABC & 6ABC
Practical English is optional
Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 7ABC & 8ABC & 9A
Practical English is optional
Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 9BC & 10ABC & 11AB
Practical English is optional
Total hours: 20
ENGLISH FILE ELEMENTARY
UNITS: 11C & 12ABC
Practical English is optional
Total hours: 20
ENGLISH FILE PRE-INTERMEDIATE
UNITS: 1ABC & 2ABC
Practical English is optional
Total hours: 20
ENGLISH FILE PRE-INTERMEDIATE
UNITS: 3ABC & 4ABC

Practical English is optional
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NOTES

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.

ELEMENTARY
EXAM

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.



WEEK

9
14™ . 1g™
NOVEMBER
10

21ST _ 25TH
NOVEMBER

11
28™ NOVEMBER
- 2"° DECEMBER

12
5TH _gTH

DECEMBER

13
12™ _ 16™
DECEMBER
14
19™H _ 93ND
DECEMBER
15

og™ _ 30™
DECEMBER

SUBJECT

Total hours: 20
ENGLISH FILE PRE-INTERMEDIATE
UNITS: 5ABC & 6ABC

Practical English is optional

Total hours: 20
ENGLISH FILE PRE-INTERMEDIATE
UNITS: 7ABC & S8ABC & 9A

Practical English is optional

Total hours: 20
ENGLISH FILE PRE-INTERMEDIATE
UNITS: 9BC & 10ABC

Practical English is optional

FOCUS 2: UNITS 1
(5 HOURS)
LISTENING Q SKILLS 2: UNIT 1
(5 HOURS)

GREAT WRITING 2: UNIT 1
(5 HOURS)

FOCUS 2: UNITS 2
(5 HOURS)
LISTENING Q SKILLS 2: UNIT 2
(5 HOURS)

GREAT WRITING 2: UNIT 2
(5 HOURS)

FOCUS 2: UNITS 3
(5 HOURS)
LISTENING Q SKILLS 2: UNIT 3
(5 HOURS)

GREAT WRITING 2: UNIT 3
(5 HOURS)

FOCUS 2: UNITS 4
(5 HOURS)
LISTENING Q SKILLS 2: UNIT 4
(5 HOURS)

GREAT WRITING 2: UNIT 4
(5 HOURS)
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NOTES

Workbook and
the pack can be
assigned as
homework.

Workbook and
the pack can be
assigned as
homework.

MIDTERM

Workbook and
the pack can be
assigned as
homework.

LEVEL EXAM
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