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ABSTRACT

The Impact of Group Work on Social and Emotional Learning in EFL
Classrooms: An Experimental Study

CEYRAN, ilkay
MA Thesis
Department of Foreign Languages Education
Department of English Language Education
Supervisor: Prof. Dr. Emrah CINKARA
June-2024, 122 pages

The importance of social and emotional learning skills for students has been widely
acknowledged. In this regard, this study examined the impact of group work on Social
and Emotional Learning (SEL) skills in an EFL classroom. The research aimed to
investigate how incorporating group work activities in the classroom affects students’
SEL development and determine gender differences in SEL skills. It also sought to
understand students’ perception of their own SEL skills. The study employed a mixed-
methods approach, combining quantitative and qualitative data collection tools.
Quantitative data was collected through pre- and post-tests using a validated SEL scale
(SELLS), while qualitative data was gathered through student interviews. The
participants of the study were 8" grade students from two different classes in a
secondary school in Gaziantep, Turkey. The findings indicated that group work had a
positive and significant impact on students’ SEL skills in the EFL classroom. Through
the collaborative tasks, students demonstrated improvements in areas such as
communication, problem-solving, coping with stress, and self-esteem enhancing
skills. Moreover, it was found that there was no significant difference between genders
in terms of SEL skills, which indicated the impact of group work on SEL skills was
consistent regardless of the gender. The study also revealed that students perceived
group work as an enjoyable and beneficial approach, enhancing their participation in
the classroom. Students reported increased self-confidence and empathy, in addition
to their SEL skills. These findings highlight the importance of incorporating group
work to enhance SEL skills, promoting students’ overall holistic development.

Keywords: Group work, Social and Emotional Learning, Collaboration
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OZET

Yabana Dil Olarak in_gilizce Simiflarinda Grup Calismasinin Sosyal ve
Duygusal Ogrenmeye Etkisi: Deneysel Calisma

CEYRAN, Ilkay
Yiiksek Lisans
Yabanci Diller Ana Bilim Dali
Ingiliz Dili Egitimi Bilim Dal1
Tez Danismani: Prof. Dr. Emrah Cinkara
Haziran-2024, 122 sayfa

Ogrenciler igin sosyal ve duygusal 6grenme becerilerinin énemi yaygin olarak kabul
edilmektedir. Bu dogrultuda, bu ¢alisma grup calismasinin yabanci dil olarak Ingilizce
siniflarinda Sosyal ve Duygusal Ogrenme (SDO) becerileri iizerindeki etkisini
incelemistir. Arastirma, sinifta grup ¢alismasi etkinliklerine yer vermenin 6grencilerin
SDO gelisimini nasil etkiledigini arastirmayr ve SDO becerilerindeki cinsiyet
farkliliklarmni belirlemeyi amaglanmustir. Ayrica dgrencilerin kendi SDO becerilerine
iliskin algilarii anlamaya calismistir. Calismada nicel ve nitel veri toplama araglarini
birlestiren karma yontem yaklasimi kullanilmistir. Nicel veriler, gecerliligi
kanitlanmis bir SDO 6lgegi (SDOBO) kullanilarak &n ve son testler aracilifiyla
toplanirken, nitel veriler 6grenci goriismeleri yoluyla elde edilmistir. Caligmanin
katilimcilar1 Gaziantep'teki bir ortaokulun iki farkli sinifindan 8. simif 6grencileridir.
Bulgular, grup calismasmin &grencilerin yabanci dil sinifindaki SDO becerileri
lizerinde olumlu ve anlaml1 bir etkisi oldugunu géstermistir. Isbirligine dayal: gérevler
aracilifiyla Ogrenciler iletisim, problem ¢6zme, stresle basa c¢ikma ve Ozsaygi
gelistirme becerileri gibi alanlarda gelisim gostermislerdir. Ayrica, SDO becerileri
acisindan cinsiyetler arasinda anlamli bir fark bulunmamistir; bu da grup ¢alismasinin
SDO becerileri iizerindeki etkisinin cinsiyetten bagimsiz olarak tutarli oldugunu
gostermektedir. Caligma ayrica 6grencilerin grup ¢alismasini eglenceli ve faydali bir
yaklasim olarak algiladiklarin1 ve sinifa katilimlarini artirdigini ortaya koymustur.
Ogrenciler, SDO becerilerinin yan: sira 6zgiiven ve empatilerinin de arttigi
bildirmislerdir. Bu bulgular, 6grencilerin genel biitiinsel gelisimini destekleyerek
SDO becerilerini gelistirmek icin grup calismasimnin énemini vurgulamaktadir.

Anahtar Kelimeler: Grup calismasi, Sosyal ve Duygusal Ogrenme, Isbirligi
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CHAPTER I

INTRODUCTION

1.1 Presentation
The introduction chapter includes the statement of the problem, the purpose of
the study and statements of research questions, significance of the study, assumptions

of the study, limitations of the study, and definitions of key terms.

1.2 Statement of the Problem

In the field of education, the significance of achieving proficient social and
emotional development is widely acknowledged due to its impact on students’
physiological well-being, social interactions, and academic proficiency, thus serving
as a predictor of success (Celik & Erbay Cetinkaya, 2022), and the process by which
social and emotional competencies are developed is known as social and emotional
learning (Domitrovich et al., 2017). Social and emotional learning (SEL) is defined as
“the capacity to recognize and manage emotions, solve problems effectively, and
establish positive relationships with others, competencies that clearly are essential for
all students.” (Zins & Elias, 2007, p. 234). So, it can be inferred that possessing strong
social and emotional (SE) skills can be beneficial for children’s development.
Furthermore, collaborative learning provides opportunities for students to engage in
more language, think critically, and improve their communication skills through
structured social interaction in a supportive environment (Lin, 2015). That’s why, in
language classrooms, group work significantly contributes to the development of
learner interaction and socialization (Ababneh, 2017). Students involved in group
work may have the chance to teach their peers and learn from them, while it may foster
their independence and courage in language learning (Alfares, 2017). Several studies
(Al-Yaseen, 2014; Azizinezhad et al., 2013; Laal & Ghodsi, 2012) show that

collaborative learning helps students improve their academic success and language



skills. Moreover, when it is compared to individual learning, students take on the
responsibility and ownership of their own learning through active engagement and
interactive participation in the learning process (Amalia, 2018). However, there is a
lack of research on whether group work specifically improves SEL skills of students
in English as a Foreign Language (EFL) classrooms. The reason there is a lack of
research is that researchers may mostly focus on academic success and language skills
development (e.g., Namusoke & Rukundo, 2022; Taqi & Al-Nouh, 2014; Vrioni,
2011). However, the focus of the studies should not be only on academic issues, and
educators should also focus on SE skills of their skills, which leads to SEL. According
to Denham and Brown (2010),

Students learn alongside and in collaboration with teacher and peers and must be able to
utilize their emotions to facilitate learning; it is becoming ever clearer that SEL. must be given
the attention required to maximize not only children’s success in social relations and personal

well-being but also their broader school/classroom adjustment and academic success (p. 652).

As understood, SEL can be crucial for seeing and educating students as a
whole. That’s why teachers should not neglect the importance of students’ SE states.
Moreover, while participating in group work, students have the chance to use the target
language more in groups, and they will be exposed to new ideas and different
perspectives; therefore, they will gain confidence linguistically and cognitively (Pyun,
2004).

In sum, to enhance students’ SEL skills and language skills in the classroom at
the same time, utilizing group work may be beneficial. When students experience a
sense of belonging within a group and have the freedom to freely express themselves,
they may be more likely to engage in the learning process. Furthermore, this inclusive
and supportive environment may also contribute to their SEL skills development.
Accordingly, this study may provide better insights into educating students as a whole,
which may be one of the most desirable things in the education system. This study
specifically focuses on the notions of group work and students’ SEL skills because, no
matter how commonly group work may have been used in English as a foreign
language classroom, there is limited empirical evidence on its impact on students’ SEL
skills. The scarcity of research in this area highlights the need for further investigation

to better understand the relationships between group work and SEL skills.



1.3 Historical Background of Social and Emotional Learning

Over the past century, interest in SE development among schools and
researchers has increased gradually, and “Promoting Social and Emotional Learning:
Guidelines for Teachers” (Elias et al., 1997) played an important role in the
introduction and establishment of the field of social and emotional learning (Hoffman,
2009; Osher et al., 2016). SEL involves the practical utilization of knowledge, abilities,
and tendencies that enable individuals to regulate their emotions and behaviors,
establish goals (Ibarra, 2022), and manage their social lives in a way that empowers
them to handle the challenges of life, such as initiating and nurturing relationships,
adjusting to the intricate demands that arise from developments, and overcoming
everyday problems (Aksoy & Gresham, 2020). In this regard, as stated by Mahoney et
al. (2020), the emphasis on core competencies of SEL is “intrapersonal skills and
attitudes (i.e., self-awareness and self-management), interpersonal skills and attitudes
(i.e., social awareness and relationship skills), and making ethical and principled
choices in personal and social situations (i.e., responsible decision-making)” (p. 5).

On a theoretical basis, according to Bracket and Rivers (2014) and Ross and
Tolan (2018), the emergence of SEL is, to some extent, rooted in the scientific
investigation of emotional intelligence (EI). Salovey and Mayer (1990) defined EI as
a “subset of social intelligence that involves the ability to monitor one's own and
others' feelings and emotions, to discriminate among them, and to use this information
to guide one's thinking and actions.” (p. 189). For a brief overview, social intelligence
includes comprehending oneself, others, and the surrounding social context
(Kaukianien et al., 1999) and building relationships with others (Boyatzis et al., 2019).
On the other hand, EI involves the comprehension of strategies for managing internal
emotional conflicts and the ability to cultivate positive relationships in their social
environment (Praditsang et al., 2015). Therefore, the primary domains of EI can be
classified as self-awareness, self-management, social awareness, and relationship
management based on the definition of EI (Goleman, 2001). Furthermore, Goleman
(1996) sees EI as “a different kind of intelligence” because it is largely unrelated to
academic intelligence. Moreover, Salovey and Mayer (1990) state that through the
practical use of EI, a person can be better at problem solving because the process of
recognizing and stating the problems may be linked to their own emotional encounters;
hence, this potentially results in behaviors that demonstrate consideration for and

respect for one’s own inner experiences as well as those of other individuals.



According to Elksnin & Elksnin (2004), SEL emerged as an additional intervention
approach aimed at cultivating emotional intelligence. Besides, another study stated that
the SEL concept emerged specifically for the research and practical implementation of
emotional intelligence within educational contexts, acknowledging the crucial role of
SE factors in promoting academic success (Elias, 2004).
In addition to emotional intelligence, the studies of Kabak¢1 (2006) and Ibarra
(2020) mentioned that multiple intelligence by Gardner and social learning theory by
Bandura also affected the development of SEL. As for multiple intelligence theory,
Gardner formulated a framework with eight intelligence types: visual/spatial,
verbal/linguistic, musical/rhythmic, logical/mathematical,  bodily/kinesthetic,
naturalistic, interpersonal, and intrapersonal (Barrington, 2004). However,
intrapersonal and interpersonal intelligence are more relatable to SEL among the other
intelligences (Ibarra, 2022). Also, in one of the studies, it is stated that these two
intelligences laid the groundwork for emotional intelligence (Wood, 2020). Gardner
describes intrapersonal intelligence as “having an understanding of yourself, of
knowing who you are, what you can do, what you want to do, how you react thing,
which things to avoid, and which things to gravitate toward.” (Checkley, 1997, p. 9).
On the other hand, interpersonal intelligence involves the capacity to comprehend
others (Gasong & Toding, 2020), and it focuses on how people communicate with
others (Jerusalem & Hudtohan, 2021). In this respect, social and emotional learning
builds upon students’ inherent capacity to comprehend themselves and others
regarding interpersonal and intrapersonal intelligences (Taylor & Larson, 1999).
Moreover, social learning theory asserts that the acquisition of knowledge is
facilitated through social interactions, which emphasize the significance of observing
others’ behaviors as a means of developing similar ones (Nabavi & Bijandi, 2012). In
other words, learning takes place within a social context through interaction,
observation, and imitation (Tatlioglu, 2021). Moreover, when students and teachers
interact in a collaborative learning environment, it helps learners develop cognitive
functions through observation (Demirbas & Yagbasan, 2005). In this regard, the
majority of SEL programs that were designed for young children draw on social
learning theory, and teachers utilize modeling, storytelling, puppets, and visual aids to
illustrate and teach targets through explanations, demonstrations, and discussions

(Bierman & Motamedi, 2015).



In terms of grounding SEL, in 1994, the Fetzer Institute organized a meeting
that brought influential experts in education research and practice together, which led
to the creation of SEL as a term and the foundation of CASEL as an organization
(Newman & Dusenbury, 2015). Established in 1994 by a group of people, including
author of Social Intelligence and Emotional Intelligence David Goleman, the
Collaborative for Academic, Social, and Emotional Learning (CASEL) was founded
with the aim of promoting the integration of high-quality SEL into education, spanning
from preschool to high school (CASEL, 2003), and it is an evidence-based
organization for SEL. Moreover, reaching out to all children from different cultures
and educational opportunities and supporting them with rich educational opportunities
that focus on academic, social, and emotional skills by promoting a culture-sensitive
environment are stated as the other goals of CASEL (Aydin, 2023). Since its
foundation, it has established itself as a key player in the creation of a comprehensive
framework that facilitates the teaching and application of structured SEL (DePaoli et
al., 2017).

To sum up, in this section, the background of SEL is discussed with a particular
emphasis on emotional intelligence, multiple intelligences, specifically interpersonal
and intrapersonal intelligence, and social learning theory. These elements collectively
affected the emergence of social and emotional learning, and CASEL led to the

evidence-based development of SEL.

1.4 Purpose of the Study

The main purpose of this study is to investigate whether group work has an
impact on SEL skills in EFL classrooms. The focus skills are problem-solving skills,
communication skills, coping with stress skills, and self-esteem enhancing skills.
Additionally, the study seeks to examine potential gender differences in SEL skills
among male and female students in EFL classrooms. Furthermore, it aims to gather
deeper insights into students’ perceptions regarding the impact of group work on their

SEL skills. This study seeks answers to the following research questions:

In this regard, this study seeks to find answers to the research questions below:
1. Does group work in EFL classrooms affect students’ social and emotional

learning skills?



2. Do male and female students differ in terms of social and emotional learning

skills in EFL classrooms?

3. How do students perceive the impact of group work on their social and

emotional learning skills?

By addressing these research questions, this study aims to provide valuable
insight into the impact of group work on SEL skills, including potential gender

differences and students’ perceptions.

1.5 Significance of the Study

This study might provide new insights to enhance students’ SEL skills with
group work activities and their ability to work together as a group in EFL classroom:s.
As a starting point, this study will take place in a foreign language classroom, and
language can be seen as a social and active practice. That’s why it should always be
actively used. In line with this notion, Tomasello (1992) states that the acquisition of
language cannot occur without social interaction. Moreover, Labov (1971) also
mentions that language is what human beings use to talk about their opinions, needs,
and feelings in social contexts. In terms of social context in an educational setting,
students have a chance to enhance their self-esteem and improve their social skills
through involving collaborative activities with peers because they can engage in
interactions that enable them to cultivate social skills, support one another’s
achievement, and establish both personal and professional connections, which also
leads to the creation of positive social development (Johnson & Johnson, 1999). Long
and Porter (1985) also highlight that collaborative learning is likely to enhance the
motivation of students and establish a favorable emotional environment. Moreover,
the result of a study that was applied to compare group work with teacher-fronted
activities showed that learners had a lot more opportunity to practice speaking the
target language and interact directly through group work activities (Pica & Doughty,
1985). Thus, it can be concluded that group work is one of the best methods to use the
language actively, share ideas, and improve students’ social and emotional skills.

Furthermore, in SEL, it is important to provide a supportive and caring
environment because this environment offers a secure and safe learning and social
environment, which promotes students’ self-awareness, social awareness, self-esteem,

positive self-perception, and healthy interpersonal connections (Usakli & Ekici, 2008).



Moreover, Usakli & Ekici (2008) also state that students need to learn to collaborate
because the ability to work together influences the development of positive social
interactions and the management of conflicts. As it can be clearly seen from the
mentioned studies, SEL. and group work in educational settings are related and
complementary terms. Nevertheless, there is a lack of studies in the EFL field on how
group work affects students’ SEL skills, so this study may contribute to this limited
but growing research area. Also, this study will focus on the SEL skills, specifically
problem-solving, communication, self-esteem enhancing, and coping with stress
skills, which can be seen as primary skills in real life. That’s why the results of this
study can be beneficial in real-life as well as educational settings.

In addition, if EFL teachers apply more group work in their classroom, students
not only improve their SE skills, but they can also get ready for the real world, such as
their future jobs (Elias, 2014). Moreover, as identified by CASEL’s framework, the
responsible decision-making competence of SEL involves problem-solving skills for
both individual and social problems (2020), and the present study can provide insights
into the impact of group work on problem-solving skills. Additionally, social
awareness, another competence in SEL, means the ability to take perspective and
empathize with others (CASEL, 2013). Hence, students may learn to give importance
to different perspectives and find solutions that work for the whole group through
group work activities. Furthermore, there is self-awareness competence, and it
includes maintaining a well-grounded sense of self-confidence (CASEL, 2013).
Hence, group work activities in this study, which are planned to see the impact of them
on students’ SE skills, can also be a guide to finding out whether group work affects
students’ self-confidence or not. If the group work affects learners’ self-confidence
positively, students can see that they can contribute to the work of a group. In addition
to other competencies, self-management competence deals with the management of
emotions (CASEL, 2020), so seeing the impact of group work on coping with stress
skills can be beneficial for teachers, especially EFL teachers whose students may have
language learning anxiety. As the last competence, relationship skills include
communicating effectively (CASEL, 2020). Based on the competencies, this study will
specifically focus on SEL skills such as communication, problem-solving, coping with
stress, and self-esteem enhancing skills, and group work can be an effective method as
it combines these skills and provides opportunities for students to develop and practice

them. For instance, through collaboration, they may enhance their communication



skills by actively sharing and discussing ideas. Moreover, in group work, students
work together and overcome challenges, which may improve their problem-solving
skills. Besides, students can develop coping strategies for managing stress and build
self-esteem through active participation and contribution to the group work.

In conclusion, the utilization of group work in EFL classrooms has the potential
to yield positive outcomes, leading to the development of students’ SEL skills. The
findings of this study may indicate that group work positively impacts these skills.
Consequently, if the results of this study align with the desired outcome, it may serve
as a helpful model for EFL teachers who aim to cultivate students’ SEL skills. This
may also provide insights and guidance on how to apply group work to their teaching

in order to positively affect their students’ SEL skills.

1.6 Assumptions

There are a number of assumptions that can be made in this study. First, group
work activities that are planned by the researcher will be consistently applied in an
intended experimental classroom over an 8-week period. Second, it is assumed that
when the researcher applies the planned activities in the experimental classroom,
students will actively participate and equally take part in each activity. Third, it is
assumed that changes in SE skills that are found by using the pre-test and post-test
scales in the study can be directly attributed to the active participation of students in
group work activities. Forth, it is assumed that the interview questions will be
answered honestly and ingenuously by the students. Fifth, it is assumed that an 8-week
period of applying planned group activities will be adequate for any observable
changes in students’ SEL skills. Another assumption of the study is that the results of
the scales and interview questions will be analyzed and interpreted reliably. Finally, it
is assumed that the researcher has the necessary skills to apply group work activities

in the experimental classroom and to collect the needed data correctly.

1.7 Limitations

Similar to numerous other research endeavors, this study has a number of
limitations. The first limitation of the study is the number of participants because this
study will be conducted with 8" grade students from two different classes (one

assigned as the control group and the other as the experimental group) in a secondary



school located in Gaziantep, Turkey. That’s why the generalizability of the results to

a broader population can be affected.

Second, students take four classes of English lessons at school per week, and
group work activities will take place only in two classes per week. Therefore, the
frequency of group work activities may be inadequate, which may affect the results of
the study.

Third, the result of the study is limited because it relies solely on self-report
data obtained from students through a survey and a limited number of interviews with
students, and self-reports are prone to inaccuracies resulting from diverse sources

(Paulhus &Vazire, 2007).

1.8 Definitions
These section provides the definition of key terms used in this study.

Social and emotional competences: An umbrella concept that is crucial for
the overall success of children in both their academic pursuits and personal lives

(Domitrovich et al., 2017).

Social and emotional learning: “SEL is the process through which children
and adults acquire the knowledge, attitudes, and skills associated with the core areas

of social and emotional (SE) competency.” (CASEL, 2008, p. 1).

English as a foreign language: It refers to learning English as a non-native
language that is exclusively taught in formal education and is not commonly practiced

in everyday community contexts (Quimosing, 2022).

Group work: “a tool where social relationships are established among
members and where direct communication allows the creation of norms, roles and
responsibilities in order to achieve some goals or purposes through mutual

collaboration” (Chapparro M., 2011, p. 168).
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CHAPTER 11

REVIEW OF LITERATURE

2.1 Presentation

This chapter includes the relevant literature on SEL, the core competencies and
skills of SEL, the importance and assessment of SEL, the effects of SEL interventions
on students, teachers’ perceptions, and SEL and school climate. In addition, the
relevant literature on group work, collaborative learning, the definition of group work,
the benefits of group work, group work in the EFL context, the challenges of group

work, and key considerations for effective group work are also included in this chapter.

2.2 Social and Emotional Learning

Social and emotional learning refers to the developmental process by which
individuals cultivate skills, perspectives, and understanding needed to regulate
emotions, establish and accomplish goals, experience empathy, and build and sustain
constructive interpersonal relationships in addition to making responsible choices
(Ahmed et al., 2020; CASEL, 2013; Elias et al., 1997). That’s why it is an evolving
area of emphasis within the field of education (Wong et al., 2014), because schools
that recognize the SE needs of their students discovered that SE skills could be taught
and acquired in a manner similar to traditional academic subjects (Elbertson et al.,
2009). In addition, Elias (2003) mentions that “Social-emotional learning is sometimes
called ‘the missing piece’, because it represents a part of education that links academic
knowledge with a specific set of skills important to success in schools, families,
communities, workplaces, and life in general.” (p. 7).

Furthermore, the nature and path of an individual’s life are primarily dictated
by their efficiency in interpersonal relationships (Johnson & Johnson, 2009). This can

be supported by the explanation of SE by Elias et al. (1997) as they state:

Social and emotional competence is the ability to understand, manage, and express the social

and emotional aspects of one’s life in ways that enable the successful management of life tasks
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such as learning, forming relationships, solving everyday problems, and adapting to the

complex demands of growth and development (p. 2).

A study notes that, by their nature, schools are social environments, and
students can learn by collaborating with teachers, peers, and families, so learning
happens through social interaction (Zins et al., 2007). Moreover, it is also noted in the
same study that emotions can affect the ways students learn and achieve by either
hindering or helping. That’s why schools should recognize the importance of SE
factors and integrate them into the educational process for the benefit of students.

In its simplest form, SEL is teaching learners how to understand and control
their own emotions and actions in ways that are beneficial for both them and the people
around them, which also helps them succeed in education, the workforce, human
relations, and being involved in society (Jones & Doolittle, 2017). Moreover, SEL
programming comes from the belief that ideal conditions for learning occur when there
is a collaborative relationship that includes meaningful, encouraging, and demanding
conditions (Bridgeland et al., 2013). Organized conditions with this relationship lead
to people supporting one another’s achievements (Johnson & Johnson, 2009).
Accordingly, one of the main goals of education is to provide learners with the skills
that are necessary to interact with their surroundings and develop useful skills, which
include cognitive, physical, and social growth (Ulvay & Ozkul, 2018), and this aim
may be supported by SEL.

When the statements of these studies are taken into consideration, SEL concept
can be defined as “an approach that teaches individuals to recognize, regulate, and
express the social and emotional aspects of their lives so they can successfully manage
life tasks.” (Norris, 2003, p. 314).

All in all, the emphasis of SEL is on cultivating required traits for being
successful in any area of life, including the academic field (Jones & Carter, 2020);
therefore, it can be stated that positive growth is an area of emphasis for social and
emotional learning (Ross & Tolan, 2018). Briefly, it can be concluded that social and
emotional learning allows learners to develop a range of skills to succeed in their

personal and professional lives.

2.2.1 Core Competencies of Social and Emotional Learning
Collie (2020) defines SE competence as “effective management of

intrapersonal and interpersonal social and emotional experiences in ways that foster
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one’s own and others’ thriving” (p. 77). Also, the elements of SE competence enable
a child to have effective and sustainable positive connections with peers, and the effect
of these connections can be seen through emotional well-being, which leads to the
child’s overall success (Rose-Krasnor & Denham, 2011). In this respect, SEL
competencies play a vital role in fostering effective communication with peers and
teachers, and strong commitment to school, facilitating the establishment of academic
goals, and increasing enthusiasm to learn, which are all necessary for succeeding in
the school environment (Oberle & Schonert-Reichly, 2017).

SEL competencies are identified by the Collaborative for Academic, Social,
and Emotional Learning (CASEL), an organization that leads and promotes SEL
programming and standards, with five interrelated competencies: self-awareness, self-
management, social awareness, relationship skills, and responsible decision-making

(Bridgeland et al., 2013). CASEL (2013) explains these competencies as follows:

Self-awareness: The ability to accurately recognize one’s emotions and thoughts and their
influence on behavior. This includes accurately assessing one’s strengths and limitations and
possessing a well-grounded sense of confidence and optimism,

Self-management: The ability to regulate one’s emotions, thoughts, and behaviors effectively
in different situations. This includes managing stress, controlling impulses, motivating oneself,
and setting and working toward achieving personal and academic goals,

Social awareness: The ability to take the perspective of and empathize with others from diverse
backgrounds and cultures, to understand social and ethical norms for behavior, and to recognize
family, school, and community resources and supports,

Relationship skills: The ability to establish and maintain healthy and rewarding relationships
with diverse individuals and groups. This includes communicating clearly, listening actively,
cooperating, resisting inappropriate social pressure, negotiating conflict constructively, and
seeking and offering help when needed,

Responsible decision-making: The ability to make constructive and respectful choices about
personal behavior and social interactions based on consideration of ethical standards, safety
concerns, social norms, the realistic evaluation of consequences of various actions, and the

well-being of self and others (p. 9).

According to the CASEL guide (2015), these competencies can be
categorized into intrapersonal and interpersonal dimensions. In the CASEL guide, it
was stated that self-awareness and self-management are aligned with intrapersonal
realms, while social awareness and relationship skills are related to interpersonal

domains. However, responsible decision-making, being a process that includes both



13

individual and social considerations, bridges and incorporates elements from both
dimensions (CASEL, 2015).

In conclusion, it can be said that these competencies encompass a range of
abilities that promote personal and social well-being. With these abilities, learners may
navigate challenges, build healthy relationships, and be successful in various aspects

of life.

2.2.2 Social and Emotional Learning Skills

Even though there are several studies (Crowder et al., 2019; Jennings &
Greenberg, 2009; Jones & Doolittle, 2017; Lantieri & Nambiar, 2012; Oberle &
Schonert-Reichl, 2017; Van de Sande et al., 2019) that agree on CASEL’s
competencies framework, there are different approaches to SEL skills (Kabakei,
2006).

The following table presents a comprehensive overview of the core
competencies of SEL and the skills related to these competencies, which were

identified by CASEL (2020, pp. 17-18).

Table 1.
The Core Competencies of SEL and SEL Skills according to CASEL

* Integrating personal and social identities
* Identifying personal, cultural, and linguistic assets
* Identifying one’s emotions
* Demonstrating honesty and integrity
e  Self-Awareness Skills * Linking feelings, values, and thoughts
* Examining prejudices and biases
* Experiencing self-efficacy
 Having a growth mindset
* Developing interests and a sense of purpose
* Taking others’ perspectives
* Recognizing strengths in others
» Demonstrating empathy and compassion
e Social Awareness Skills » Showing concern for the feelings of others
* Understanding and expressing gratitude
* Identifying diverse social norms, including unjust ones
* Recognizing situational demands and opportunities
* Understanding the influences of organizations/systems
on behavior
* Managing one’s emotions
* Identifying and using stress-management strategies
+ Exhibiting self-discipline and self-motivation
* Setting personal and collective goals
e  Self-Management Skills * Using planning and organizational skills
» Showing the courage to take initiative
* Demonstrating personal and collective agency
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Table 1. (continued)

« Communicating effectively

* Developing positive relationships

* Demonstrating cultural competency

*Practicing teamwork and collaborative problem-
e Relationship Skills solving

* Resolving conflicts constructively

* Resisting negative social pressure

» Showing leadership in groups

* Seeking or offering support and help when needed

+ Standing up for the rights of others

* Demonstrating curiosity and open-mindedness,

+ Identifying solutions for personal and social problems

* Learning to make a reasoned judgment after analyzing

e Responsible Decision- information, data, and facts
Making Skills * Anticipating and evaluating the consequences of one’s
actions

* Recognizing how critical thinking skills are useful
both inside & outside of school

* Reflecting on one’s role to promote personal, family,
and community well-being

+ Evaluating personal, interpersonal, community, and
institutional impact

Moreover, people who have well-developed SEL skills can experience greater
achievement both in academic pursuits as well as socially and emotionally throughout
their lives (Kabakg¢1 & Korkut Owen, 2010), so the importance of the skills should not
be neglected. According to a study that was conducted by Kabake¢1 and Korkut Owen
(2010), SEL skills can be categorized into four skills: problem-solving skills,
communication skills, self-esteem enhancing skills, and coping with stress skills. In
addition, they developed a Social Emotional Learning Skills Scale (SELSS) based on
these skills, which will be used in this study. Moreover, there are other researchers that
support Kabake¢1 and Korkut Owen’s skill groups. For instance, Zins et al. (2007) and
Cohen (2001) exemplify SEL skills as problem-solving and communication skills,
while Pasi (1997) mentions self-esteem and self-control abilities. The present study

will focus on the skills that were emphasized by Kabakg¢1 and Korkut Owen (2010).

2.2.2.1 Communication Skills

Communication serves as a fundamental cornerstone of all human interactions
(Bunglowala & Bunglowala, 2015). There are various definitions of communication.
In one of them, communication is seen as “the art and process of creating and sharing
ideas” (Training, 2010, p. 10). Moreover, children’s ability to engage with others and
get the things they need depends on their communication skills, and children acquire

the necessary skills to comprehend and convey ideas, emotions, and information
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through the developmental stage of communication skills (Gooden & Kearns, 2013).
According to Johnson and Johnson (2004), a person’s life standard is directly
correlated with the efficacy of their social environment and interpersonal relationships
because interpersonal skills serve as a fundamental link connecting all people.
Moreover, being equipped with the necessary social competencies for successful
interaction plays an important role in various aspects of life, including family
dynamics, educational success, psychological well-being, career, and maintaining a
better life (Johnson & Johnson, 2004).

Bulus et al. (2017) stated in their study that communication skills consist of
five skills: “ego-supportive language, active-participative listening, self-
recognition/self-disclosure, empathy, and, I language” (p. 576). As explained by the
researchers, ego supportive language is talking about and explaining both the
sufficiency and deficiencies of a person in an interpersonal relationship by prioritizing
sufficiency, active-participative listening is, as its name implies, actively engaging in
communication with motivation and attention to comprehend the message, self-
recognition/self-disclosure can be summarized as having self-awareness while
creating a strong connection between thoughts and emotions, and sharing personal
information without coercion, empathy can be established by comprehending other
people through their own perspective, and I language is “resending the effects of
unwanted behaviors on the listener to the source of the message” (p. 576). That’s why
it may be important to have these skills while communicating effectively.

In addition, a person can learn to communicate effectively over time with
practice (Vyas & Mehta, 2015). For instance, a child first acquires nonverbal
expressions through observing and imitating (Bigki, 2008). Hall et al. (2019) define
nonverbal communication as “behavior of the face, body, or voice minus the linguistic
content, in other words, everything but the words” (p. 272). Nonverbal communication
includes gestures, facial expressions, eye contact, and paralanguage which consists of
pitch, amplitude, rate, and voice quality in spoken communication (Firica & Firica,
2010). That’s why nonverbal communication should be seen as an inseparable and
integral part of communication skills.

All in all, it can be concluded that communication skills involve both verbal
and nonverbal communication, and they have an undeniable place in the interaction

process. In SEL, it is important to improve children’s communication skills as a whole
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because they enable children to interact with other people, develop emotional well-
being, and express their needs and emotions.

2.2.2.2 Problem-Solving Skills

Problems can be characterized as circumstances or sets of conditions that create
a sense of unease for those confronted with them during any life stage. That’s why
developing proficiency in problem-solving is crucial (Incebacak & Ersoy, 2016). The
problem-solving process is defined as finding the most suitable solution for an
unfamiliar situation that the problem solver has never dealt with before or making a

decision within certain limitations (Woods et al., 1997).

Kabakg1 (2006) explains the steps of problem-solving process as below:
1. Recognizing emotions,

Identifying the problem,

Setting goal,

Finding possible solutions,

Evaluating the outcome of possible solutions,

Choosing the best solution,

Making a plan,

® =N Nk w D

Implementing and evaluating the solution (pp. 37-38).

According to Elias (2003), problem-solving is an important skill in social and
emotional learning for a responsible decision-making process, which involves
participation in a systematic and innovative procedure of examining possible options
that result in accountable and goal-directed actions such as resolving conflicts.
Moreover, Norris (2003) claims that problem solving and decision-making are core

focuses of SEL, and these skills should be nurtured from an early age.

In SEL, once a problem is addressed, an objective is established, and a
resolution devised through problem-solving methods, interpersonal skills become
important for carrying out the plan (Payton et al., 2000). Moreover, listening actively,
confirming comprehension by others and having the capacity to share ideas and
emotions plainly using verbal and nonverbal means establishes the foundation for all
social changes concerning communication (Payton et al., 2000).

Problem-solving skills are related to both EI skills and other SEL skills,
including self-management, social awareness, recognizing and expressing emotions,
rejecting peer-pressure and apologizing, mediation and taking into consideration of the

needs of people in conflict, and communication (Kabakg¢1, 2006).
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As understood from the studies mentioned above, it can be concluded that
students’ problem-solving skills should be improved to prepare them for their

academic, social, and emotional lives, which can be useful in every stage of their lives.

2.2.2.3 Self-Esteem Enhancing Skills

A person’s ability to adapt to society and feel satisfied through their life is
greatly influenced by their sense of self-worth, in particular self-esteem (Hosogi et al.,
2012), and an individual’s personal and subjective evaluation of their own worth as a
person forms the basis of self-esteem (Donnellan et al., 2011). Moreover, the level of
self-esteem can exist at different levels, varying from high to low (Hepper, 2016). It is
also stated by Hepper that high self-esteem leads to the manifestation of positive self-
perfection, whereas low self-esteem results in people experiencing a sense of
confusion or uncertainty about themselves. In addition, Lingren (1991) states that high
self-esteem makes people effective and productive; furthermore, these people possess
the knowledge of their lovability and capabilities, which allows them to refrain from
engaging in destructive behaviors such as belittling others or deeming them as less
valuable people. Moreover, Bos et al. (2006) defines self-esteem as “a central concept
that is related to academic achievement, social functioning and psychopathology of
children and adolescents” (p. 26), which emphasize the importance of enhancing self-
esteem skills in children.

The development of self-esteem in children can be affected by their home,
school, and friends (Lingren, 1991). In addition, growing up in an atmosphere that
fosters the development of self-esteem is especially important for children because
self-esteem facilitates children’s social integration (Hosogi et al., 2012). In King et
al.’s study, it is explained that students who have strong self-esteem can be successful
at school, strengthen their positive relations among school, participate in sportive
activities, develop effective coping mechanisms, and overcome peer pressure, whereas
low self-esteem in students can lead to psychological problems, violence, and poor
interaction skills (2002).

Additionally, the self-esteem level of a person can change throughout their life,
but especially adolescents experience a decrease in their self-esteem due to the
problems that they encounter with puberty (Robins & Trzenis, 2005). That’s why it is

important to enhance their self-esteem skills, which promote psychological and
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emotional well-being, better social relations, and academic success (Ozer & Korkman,
2022).

Enhancing self-esteem skills involve being aware of oneself and others,
recognizing and managing one’s own emotions, appreciating one’s own positive
qualities and strengths, having a positive self-image, and being aware of and
expressing one’s interests and needs (Kabakgi, 2006). According to Canfield (1990),
teachers can use and suggest these strategies to students’ for enhancing their self-

esteem skills:

a. Assume an attitude of 100 percent,

b. Focus on the positive,

c. Learn to monitor your self-talk,

d. Use support groups in the classroom,
e. Identify your strengths and resources,
f.  Clarify your vision,

g. Set goals and objectives,

h. Use visualization,

Take action,

—

J-  Respond to feedback and persevere (pp. 48-50).

As with the other skills mentioned before, self-esteem should be seen as an
integral part of development of SEL, and steps should be taken to enhance self-esteem

skills, which may have many impacts throughout life.

2.2.2.4 Coping with Stress Skills

An unavoidable part of living is experiencing stress on a daily basis (Labrague
et al., 2017). Arising from the challenges in life, stress involves pressure, worry, and
anxiety (Channuwong & Kantatian, 2012). Also, stress can be seen as an imbalance of
body and mind (Rana et al., 2019). However, the impact of stress can be positive or
negative (Prabu, 2015). For instance, low levels of stress may have advantageous
effects on performance, motivation, adaptation, and responsiveness to the environment
(Shahsavarani et al., 2015). On the other hand, high levels of stress may affect the
physical and psychological health and academic performance of students (Shankar &
Park, 2016), in addition to social interaction problems (Rana et al., 2019).

Additionally, schools are seen as a source of stress for students because of
exams and assignments, in addition to SE challenges (Pourrajab et al., 2014). In

addition, the expectation of success, uncertainties about their future, and the
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difficulties that they encounter in the process of adapting to the system may also
contribute to their stress level (Shaikh et al., 2004). As a result, students may
experience anxiety, have concentration problems, and have difficulty remembering
due to stress (Prabu, 2015). That’s why schools should provide support for students to
manage their stress to avoid problems (Pierceall & Keim, 2007).

People may experience different levels of stress; however, the negative
outcomes cannot be overlooked (Prabu, 2015). So, it can be inferred that a student
should learn how to cope with stress to overcome the negativity. Coping with stress
skills involve emotional management, constructive thinking, behavior regulation, and
reducing stress sources (Compas et al., 2001). Moreover, Kabake1 (2006) states some
of the coping strategies as expressing emotions, doing breath exercises, asking for help
from others, using self-talk to calm down, counting from one to ten, doing sports, and
writing down their feelings. Students should choose the most suitable strategy
according to the situation.

In conclusion, every student may experience stress, no matter what the source
1s; however, they may learn how to cope with it. As mentioned above, a low stress
level may be useful to some extent; therefore, it may be important to keep the level
low. In light of these studies, in order to be balanced socially, emotionally, and

academically, coping with stress skills should be taught to students.

2.2.3 The Importance of Social and Emotional Learning

Social and emotional competences are getting more and more essential in a
world that is changing quickly and getting more diverse (Chernyshenko et al., 2018;
Kim & Hong, 2019). The reason why SE skills play such an important role in this
world is that they can influence people’s behaviors and lives and increase the
likelihood of benefiting from formal school education; hence, they enhance their
cognitive ability, too (Miyamoto et al., 2015). Moreover, society needs children who
are raised to be accountable, compassionate, educated, and socially skilled individuals
because these children will turn into cornerstones of society as family members,
neighbors, valuable citizens, and efficient workers (Weissberg et al., 2015), and this
necessitates a focus on SEL because SEL is a process consisting of the acquisition and
application of a wide range of social, emotional, behavioral, and character skills that

are essential for success in a variety of contexts such as education, the workplace,
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relationships, and citizenship (Jones et al., 2017). Moreover, developing these qualities
is the main focus of social and emotional learning, as SEL involves teaching learners
basic real-life skills such as managing their relationships, assignments, behaviors, and
themselves (Norman & Jaimeson, 2015). Furthermore, learners’ SE health is linked to
their academic success (Niehaus, 2012). To put it briefly, developing strong SE skills
is crucial both academically and personally (Norman & Jaimeson, 2015).

In addition, SE education mainly has a more comprehensive approach because
more focus is placed on active learning strategies and the formation of social decision-
making and problem-solving abilities (Elias et al., 1997). SEL also minimizes
disruptive behavior such as bullying and increases learners’ interest in the lesson
(Bridgeland et al., 2013). To summarize, when schools place importance on
systemically addressing learners’ social and emotional needs, learners get better
academically, disruptive behaviors become rare, and positive relationships strengthen;
therefore, learners turn into accountable, effective and caring citizens, which is
essential outcomes for an effective education system (Elias et al., 1997). Nevertheless,
when SEL skills are taught, it should not be aimed at having only positive feelings but
to figure out how all the emotions affect us, either positive or negative, in this way,
learners can empathize and make meaningful decisions without fear or anger (Husaj,
2016).

Cohen (2001) highlights that SEL programs aim to increase students’ drive to
put social abilities, perceptions and principles into practice, and this drive is
strengthened when schools emphasize the natural significance of being responsible,
collaborative, and compassionate, which includes positive emotions generated by
these behaviors or contributing to the betterment of the work rather than relying solely
on adult commendation or external incentives. In the same study, it is also mentioned
that SEL has the potential to benefit three interrelated groups: all children who are in
the standard educational process, students with special needs, and the adults that work
with and interact with children.

In Schonert-Reichl and Hymel’s study (2007), SEL is mentioned as a unifying
framework that comprises various educational movements that are focused on similar
concepts and skills. According to Schonert—Reichl and Hymel, these concepts and
skills include character education, anti-bullying, drug prevention, and school
discipline programs, and SEL offers a cohesive structure that allows these to work

collaboratively towards common goals. Another point that is made in that study is that
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SEL enables the transferability of skills across different subjects and situations by
emphasizing interactive learning methods, and SEL promotes the development of
positive attitudes, behaviors, and cognitive processes by providing the opportunity to
practice these skills.

Furthermore, the integration of SEL programs into the secondary school
curriculum through experiential activities and project-based learning results in the
natural development of 21% century skills (Lindsay, 2013). In addition, Arslan and
Demirtag (2016) state that “Critical thinking skills are expressed in 21st century skills.
Social emotional learning improves students’ 21st century skills so that social
emotional learning also improves individuals’ critical thinking skills.” (p. 282).

In a meta-analysis of 213 schools-based SEL programs involving 270,034
students from kindergarten to high school, it was revealed that students who
participated in SEL programs exhibited notable enhancements in social and emotional
skills, attitudes, behavior and academic performance, which led to an 11 percentile-
point increase in achievement (Durlak et al., 2011).

In light of the studies mentioned above, it can be concluded that SEL can play
an important role in developing personal, interpersonal, cognitive, and 21% century

skills in addition to increasing academic success.

2.2.4 Assessment of Social and Emotional Learning

Social and emotional skills’ assessment has a long history, and a variety of
measurement tools and techniques have been established to assess these skills;
however, assessing them is theoretically harder than cognitive skills (Kankara§ &
Suarez-Alvarez, 2019). Moreover, the reason for difficulties in measuring SEL
outcomes comes from the variety of teaching approaches, even though there is a

general consensus regarding fundamental SE competencies (Frydenberg et al., 2017).

SEL can be assessed for a variety of reasons: to find out students’ needs and
strengths and serve as a basis for curricula and teaching; to see the efficiency of SEL
implementation; to observe the changes in students’ social and emotional development
after the implementation; and to identify whether students fulfill the standards of SEL
(McKown, 2017).

According to McKown (2019), the most common methods of SEL assessment

are suggested as self-report, rating scales, and direct assessment. In his study, McKown
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(2019) explains self-report as an assessment technique commonly applied as a Likert-
type scale, rating scale as a classroom teacher reading the statements about behaviors
and rating their frequencies, and direct assessment (also known as performance
assessment) as students showing their competencies by taking part in a social and
emotional task. Besides these assessment techniques, others’ ratings, observations,
situational judgment tests and biodata can be used to measure SEL (Abrahams et al.,
2019; Kankara$ & Suarez-Alvarez, 2019), as well as interviews (Elliott et al., 2018).
Nevertheless, it is worth noting that assessment tool selection should be based on
cultural sensitivities, too (Denham, 2006).

Jackson et al. (2021) claimed that student surveys where teenagers share their
school-related experiences, behaviors, and beliefs are the most widely used tool for
measuring social-emotional development. Also, these researchers used a survey in
their research about social-emotional development and school climate.

In one of the studies that examines the impact of SEL implementation on social
and emotional development, the researcher used a survey, Likert-type scales, and an
evaluation with the purpose of assessing different aspects of SE development
(Ozdemir Beceren, 2012), while in another study, semi-structured student interviews
and a different type of scale were used to measure students’ SEL skills (Esen Aygiin,
2017).

In conclusion, there are a range of assessment techniques that can be used to
assess students’ SE competence and SEL. However, according to Frydenberg et al.,
(2017), it may be noteworthy that while creating SEL assessment tools in this

developing area, researchers can take these into consideration:

1. Develop a SEL scope and sequence across the full age range preschool to Year 12.

2. Agree on an assessment object — student, cohort, and whole-of-school.

3. Adapt from the existing instruments those which best match the scope and sequence
and the object of assessment.

4. Use a mixture of qualitative and quantitative methods.
Apply the methods in ways that are suitable to the setting, taking into account cultural
and ethical considerations.

6. Avoid the fallacy that it only counts if you can count it i.e. not every social emotional
competence can be quantified to a metric.

7. Recognize and accept the limitations of existing instruments for universal systemic
evaluation. Build a systemic evaluation by aggregating evaluations from units that

are small enough to evaluate reliably and validly e.g. combining multiple measures

such as problem solving skills, empathy etc. (p. 56).
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2.2.5 The Effects of Social and Emotional Learning Interventions on
Students

Educational institutions have integrated SEL interventions into school settings
with the primary goal of enhancing students’ non-academic achievement (Hassani &
Schwab, 2021). Moreover, the efficacy of SEL interventions is clearly observable in
their ability to foster the growth of students’ SE competencies, thereby positively
impacting various aspects of their lives (Grant et al., 2017). In addition, Greenberg et

al. (2017) explain the effect of SEL programs on students as below:

In the short term, SEL programs can enhance children's confidence in themselves; increase
their engagement in school, along with their test scores and grades; and reduce conduct
problems while promoting desirable behaviors. In the long term, children with greater social-
emotional competence are more likely to be ready for college, succeed in their careers, have

positive relationships and better mental health, and become engaged citizens (p. 13).

In a comprehensive meta-analytic study by Payton et al. (2008), which was
conducted to present the findings of research examining the SEL programs’ effects, it
was stated that students who participated in SEL programs experienced notable
positive outcomes in different aspects of their lives. Payton et al. exemplified these
outcomes, including “students’ SE skills; attitudes towards self, school, and others;
social behaviors; conduct problems; emotional distress; and academic performance”
(p- 7).

In addition, in a study examining the impact of SEL intervention on emotional
intelligence, the findings revealed that there was an increase in students’ confidence
in their skills, specifically comprehending and managing emotions (Kothari & Wesley,
2020). Moreover, Ashdown and Bernard’s research to determine the impact of SEL
intervention on 99 students’ SE development, well-being, and academic success
revealed that the intervention increased all participant students’” SE competence, and
it was determined that out of all participants, 57 of them demonstrated a decrease in
problem behaviors and an increase in reading skill (2012).

Furthermore, Green et al. (2021) conducted research with 357 students to
determine the effects of a classroom-based SEL intervention on students’
communication, problem-solving, decision-making skills, and emotional regulation, in
addition to other variables, and the results provided evidence for positive outcomes of

the SEL intervention on each variable in the study. It was reported that 78% of students
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showed improvements in the measured skills, and in 69% of students, there was a
positive improvement in their capability to comprehend their emotions while
effectively managing them.

In another study for improving the process of incorporating immigrant students
with social, emotional, and/or behavioral difficulties into social groups with the use of
the SEL program, it was stated that of the 7 teachers who applied the intervention, 4
teachers observed an increase in the participation of their target students in the
classroom, while 5 of them observed more collaboration between the target students
and the other students in the classroom (Doikou-Avlidou & Dadatsi, 2013). Also, four
teachers reported some positive behavioral changes in target students such as talking
about their feelings more freely; however, positive outcomes were not observed in all
the students.

According to the results of Aradhya and Parameswaran’s study, assessing the
influence of a SEL intervention on core competencies of SEL, all 584 students in the
intervention group demonstrated statistically notable improvement in all SEL
competencies, which implicates the effectiveness of the interventions (2023).

All in all, as mentioned in the articles, SEL interventions positively foster
students’ academic, personal, and interpersonal growth. That’s why it can be
concluded that SEL interventions may play an important role in empowering students

and their holistic development.

2.2.6 Teachers’ Perceptions on Social and Emotional Learning

Teachers’ beliefs toward SE programs, both in general and specifically chosen
programs for implementation in schools or centers, may impact the successful
application of the programs (Collie et al., 2015; Schultz et al., 2010). Consequently,
these beliefs held by teachers regarding SEL also influence the effectiveness of the
curriculum and the development of students’ social and emotional skills (Sibrian,
2020). Furthermore, SEL programs that aim to cultivate students’ emotional
competence require teachers to engage students actively in practices related to emotion
socialization, such as assisting them in gaining a deeper understanding of their
feelings; therefore, emotion beliefs held by teachers are likely to be related to
variations in the extent to which they implement SEL program activities (Hanson,

2012).



25

In one of the studies examining teachers’ perceptions of SEL, the findings
reveal that the most significant advantage, according to 56% of teachers in the study,
is that SEL enables the provision of a comprehensive and well-rounded education to
students (Ee & Cheng, 2013). Furthermore, a study involving 34 teachers from
different branches showed that 88% of teachers expressed agreement regarding the
explicit inclusion of SEL skill development in their state's educational standards, and
94% of teachers agreed that teachers may have the chance to identify and support
young individuals who have experienced trauma with the help of culturally responsive
SEL programs (Huck et al., 2023).

Additionally, another study reveals that the implication of SEL resulted in a
constructive learning environment, fostering better emotional self-regulation for both
teachers and students, according to the majority of teachers; moreover, teachers
perceived an improvement in students’ interaction such as exhibiting enhanced mutual
respect and displaying more positive responses toward teacher instruction (Borner,
2019). Corroborating these notions, Scifres (2021) also provided support, as after three
months of implementation of SEL, out of the seven teachers in the study, the majority
of teachers reported that there was a positive change in teacher-student relationships
and student-student relationships.

Moreover, in two studies, it was stated that teachers recognized that SEL has
positive impacts on three crucial aspects of students’ education, such as fostering a
sense of responsibility for shaping classroom climate, advancement in students’
academic achievement, and improvement in behaviors after the implementation of the
SEL program in their schools (Gage & Thomas, 2019; Jomaa et al., 2023). Also, in
another study regarding language classrooms, of 238 English teachers, 45.4% of them
supported the idea that SEL implementation in language classrooms facilitates
students’ attainment of academic objectives (Daldal & Tuyan, 2024).

In another study of 263 teachers, almost all the participants (98.9%) believed
that SEL has a significant role in both school and life, with 96.2% agreeing that SEL
skills contribute to improved academic achievement (Buchanan et al., 2009). However,
in the same study, it was mentioned that even if slightly more than 50% of teachers
think that implementing SEL curriculum should be the responsibility of teachers, 14%
of teachers held the opposing view that teachers should not be the ones to implement
it. Contrary to the different opinions regarding teachers’ responsibility, in another

study, 66% of 59 teachers believe that all stakeholders, like students, teachers, and
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families, should share the responsibility for implementing and ensuring the long-term
effectiveness of SEL (Zayatz, 2022).

In regards to the implementation of SEL, of the 19 teachers, approximately
43% of them state that there is not enough time to implement or prepare SEL because
of the syllabus they have to cover and their workload (Ee & Cheng, 2013). In addition,
Van Huynh et al. (2018) found out in their research that teachers with fewer year of
experience in schools, specifically 3-5 years, perceived the integration of SEL in the
classroom as difficult, while teachers who have more experience in teaching encounter
less difficulty as they possess higher level of familiarity with the concept of SEL.

In light of the studies, it can be concluded that the majority of teachers believe
that SEL has a positive impact on students’ academic, social, and emotional
development. In sum, as Ferreria et al. (2020) state, teachers generally agree that
schools aim to equip students with social and emotional skills, in addition to cognitive
ability, to foster holistic education, enhance academic achievement, and get students
ready for adulthood. However, it is worth nothing that some teachers hold negative
perceptions regarding the time required for implementation and preparation of SEL,
the question of implementation responsibility and the influence of years of teaching

practice.

2.2.7 Social and Emotional Learning and School Climate

Encouraging all students to develop their potential to the fullest is seen as the
main focus in K-12 education by Darling-Hammond and Cook-Harvey (2018). That’s
why schools play a vital role in fostering SEL (Jones & Cater, 2020). Furthermore,
school climate has a significant impact on shaping the interactions among all
individuals in the school community, such as students, teachers, administrators, staff,
and parents; moreover, through this impact, the school’s goals, norms, and values are
established (Tiirker & Kahraman, 2021), which promotes an environment where
individuals experience a sense of safety in social, emotional, and physical aspects
(Cohen et al., 2009). Also, by looking at school climate, students’ emotional wellbeing
and behavioral tendencies can be foreseen (Maxwell et al., 2017). That’s why it is
important to support strong social-emotional skills in students to create a more positive
school climate (Allbright & Hough, 2020). For instance, the findings of a study offer

evidence that a school-based SEL program facilitates the development of a positive
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relationship between students and school stuff, which helps cultivate a favorable
school climate (Vesper, 2023).

Additionally, in a study comparing two schools based on their implementation
of the SEL program, it was found that the implementation of SEL had a positive impact
on the overall school climate because the school implementing SEL practices provided
a more welcoming and supportive environment for students, teachers, and parents, and
the school actively supported parental and community involvement (Gargan, 2017).
Besides these findings, it was also stated that their disciplinary approach emphasized
facilitating positive development rather than solely considering punishments for
misbehavior.

In a study that is about improving school climate with the help of a SEL
approach called “RULER”, it was revealed that there were substantial increases
observed in teaching quality, relationships among students in addition to the
relationship between students and adults, and respect for diversity in addition to the
discipline and voice of students (Baumsteiger et al., 2021).

Furthermore, Van Vorst (2022) highlights in his case study that school climate
1s enhanced with SEL by encouraging positive connections and student responsibility,
as well as promoting positive teacher-student interactions. Van Vorst also states that
students established meaningful relationships by developing their problem-solving
skills and exhibiting a heightened awareness of others’ needs in the advantageous
environment that SEL created.

All in all, SEL can impact social climate in several aspects; however, if further
studies are conducted using applied research designs to demonstrate the impact of SEL.
interventions on school climate, more empirical evidence can be obtained on this

subject.

2.3 Group Work

Group work is “a learning activity which involves learners working together in
a small team or group to perform a task with the objective is to give more opportunities
for the students to use or practice the language” (Kasim, 2015, p. 99), and in this

section, group work is analyzed in various aspects.

2.3.1 Collaborative Learning
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According to Laal and Ghodsi (2012), “Collaboration is a philosophy of
interaction and personal lifestyle where individuals are responsible for their actions,
including learning and respect the abilities and contributions of their peers” (p. 486).
According to Goulet et al. (2003), collaboration in education includes three
components that can explain the root and some aspects of collaboration up to a point.
Goulet et al. explain these aspects as follows: the first is consultation, which
encompasses activities such as seeking or providing information, giving advice, and
sharing advice; the second is collegiality, which means a friendly environment where
everyone’s knowledge and experience are appreciated; and the third is cooperation,
where group members work together collaboratively to achieve a common goal by
comprehending and leveraging each other’s knowledge.

Accordingly, collaborative learning (CL) is an educational process where
students collaborate to solve problems, accomplish tasks, or build a product while
engaging in social and emotional challenges as they actively listen to diverse
viewpoints while expressing and defending their ideas (Laal & Laal, 2012). In
collaborative learning, learning becomes active as students utilize their existing
knowledge and ideas they already have and use them to generate something innovative
and original (Smith & MacGregor, 1992). Furthermore, in CL, students are given the
chance to communicate with their peers as well as their teachers; hence, they are
encouraged to develop their communication skills and participate in cognitive
processes such as thinking, reasoning, and problem-solving, thereby enriching their
knowledge through questioning, criticism, and other critical thinking activities
(Amalia, 2018). In addition, educational settings that involve students actively in
exploring information and practicing the use of knowledge are more likely to enhance
students’ critical thinking abilities (Snyder & Snyder, 2008). Moreover, a study by
Fung et al. (2016) also showed that collaborative group work develops students’
critical thinking more than whole-class teaching.

In EFL classrooms, collaborative learning creates autonomous learners, so it
puts the responsibility on the teacher to create a good atmosphere while students learn
on their own (Rao, 2019). Moreover, Rao (2019) highlights that this positive and
friendly environment enables teachers to alleviate learner anxiety and capture students’
attention more during the English learning process. For instance, the result of a study

that was conducted to see the effect of collaborative learning on foreign language
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anxiety found that there is a decrease in foreign language anxiety after the application
of collaborative learning (Ha et al., 2022).

In addition, a study that compared collaborative learning with individual
learning in English classes found that students who engaged in collaborative learning
demonstrated higher achievement scores than those of students who engaged in
individual learning, which indicates collaborative learning is efficient while enhancing
English proficiency (Chandra, 2015).

Briefly, it can be concluded that, unlike traditional teaching styles, CL can help
students become more engaged in the learning process; moreover, they may have more

chances to communicate, share, and succeed with their peers.

2.3.2 Definition of Group Work

Group work is defined by Cohen and Lotan (2014) as a group of students’
collaboration and participation in a clearly instructed assignment with no direct control
of the teacher, and the main aim of the group work is to solve a task together
(Irkinovich, 2021). Similarly, Brown (2001) defines group work as “a generic term
covering a multiplicity of techniques in which two or more students are assigned a task
that involves collaboration and self-initiated language” (p. 177). As language functions
as a social construct in facilitating interpersonal connections and communications,
group work provides genuine life experiences that often involve collaborative efforts
and cooperation with others (Ababneh, 2017). Additionally, Do and Le (2019) define
group work as any educational assignment or task that necessitates students to
collaborate in pairs or groups.

According to Jaques (2000), there should be a number of characteristics that a
group should have in order to avoid being just a group of people. To open this up,
Jaques states that being aware of existing as a group, having common purposes,
interacting constantly even when they are not face-to-face, contributing to and
responding to group activities are what make a group a real group formation.

In summary, even though there are several definitions of group work provided
by different researchers, the consensus among these definitions is that group work
consists of collaboration, assigned tasks, and a student-centered technique in

education.
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2.3.3 Benefits of Group Work

Group work in classroom activities serves as an instructional technique aimed
at elevating students’ learning motivation in addition to reducing the anxiety or
apprehension of speaking in front of the entire class; moreover, students’ participation
in group work cultivates a sense of responsibility and autonomy (Ababneh, 2017).

Ur (1999) highlights the various benefits associated with group work, which
include providing more opportunity for practices, cultivating a sense of responsibility
and autonomy, motivating students, and creating a cooperative and supportive
environment. Therefore, it can be concluded that group work may impact both
cognitive and social aspects (Tolmie et al., 2010).

Furthermore, group interaction helps students gain the ability to communicate,
ask questions, resolve conflicts, and take perspectives (Forslund Frykedal & Hammar
Chiriac, 2014). Moreover, while deciphering concepts and details, motivating one
another to gain new insights, and highlighting interesting details, they play the role of
a facilitator in this learning environment (Gillies, 2003). Hence, students may become
more independent since they are encouraged to share their knowledge and learn from
others (Alfares, 2017).

Al-azzawi and Al-Khazali (2019) point out that group work makes completing
tasks easier for students as they break down the problems into smaller components. It
is also mentioned that, along with shortening the time for students to complete the
tasks, group work eliminates the stress factor. Another benefit addressed in this study
regarding group work is that students can fill in the overlooked gaps through the
incorporation of ideas from other students that may not be considered firsthand, which
is beneficial for the thinking process.

In one of the studies, Davies (2009) emphasizes that the effective use of group
work will help students enhance their skills that they can transfer to their real lives and
make them lifelong learners. In addition to this, it is also stated by Davies (2009) and
Godek (2004) that teachers can control a large number of students at the same time
and utilize their teaching time efficiently; hence, this may enhance efficiency and
quality of learning.

Furthermore, group work is recommended for developing students’ fluency in
the target language because it gives more opportunity for practicing and interacting in

the target language (Pica & Doughty, 1985). Additionally, by participating in a group
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activity, students can have more intricate conversations in this social environment
while having a better understanding of character relationships (Irkinovich, 2021).

As per students’ perspectives, group work facilitates the acquisition of more or
varied knowledge and provides them with comprehensive insights into the process of
group work, individual roles within the group. and the behaviors and contributions of
other group members (Hammar Chiriac, 2014).

In the light of the results of these studies, it can be concluded that group work
is a crucial element for students to regulate their emotions, be autonomous learners,

cope with stress, and communicate with their peers.

2.3.4 Group Work in the EFL Context

Besides its value as a technique, small group work has a long history of use in
English as a foreign language (EFL) classrooms; therefore, it has an undeniable place
in English teachers’ practices (Chen & Hird, 2006). For instance, Kog¢’s (2018)
research to investigate the views of EFL learners and teachers on group work in EFL
classrooms revealed that students favor engaging in group activities in the classroom
due to the fact that it increases their comprehension of the subject matter, facilitates
the generation and exchange of the opinions, and enhances their overall learning with
the help of their peers, in addition to the increasing the opportunity to practice target
language with fellow classmates.

In terms of language skills, in a study analyzing reading comprehension
through group work conducted by Rahaman (2014), it was found out that
collaborating, interacting, and exchanging through group work makes text reading
more understandable. It was also observed by the researcher that students were more
eager to participate in the activity, and there was a more student-centered atmosphere
in the classroom.

Regarding writing skills in English, the findings of a study by Shehadeh (2011)
showed that while producing a written work in English as a group, students increased
their lexical and grammatical accuracy as well as their content and organization skills
by collaborating.

Furthermore, speaking skills can also be improved by the use of group work,
since productive collaboration fosters a sense of community and increased familiarity
(Pattanpichet, 2011). Pattanpichet also mentions that as their familiarity and bond

strengthened, students reported a lack of stress, a sense of relaxation, and overall
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enjoyment during the classroom in their feedback, while they experienced a
simultaneous reduction in their anxiety level and perceived threats to their self-image.
Similarly, Liang (1995) found that there was a decrease in the anxiety level of students
while speaking English after group work implementation in EFL classrooms.

As for the reading skills, Pan and Wu (2013) stated from students’ feedback
that students had more opportunity to actively learn in a cooperative reading class by
previewing the text, engaging in interactions with other group members, and providing
mutual assistance and encouragement during group discussion, which increased their
willingness to dedicate more time to the task and enhanced their enjoyment of
cooperative learning activities. As a result of this study, students improved their
reading comprehension, resulting in a higher level of self-efficacy.

In contrast to other English skills, there is relatively little research on the impact
of group work on listening skills. However, Han (2015) explains in one of the studies
that group work creates a sense of safety and fosters a willingness to communicate for
the students; as a result, their language fluency and accuracy are enhanced.
Nevertheless, students in the same group may have disagreements on the difficulty
level of listening material, which can be counted as one of the weaknesses of group
work on listening activities.

From the teachers’ perception, group work helps them overcome two prevalent
classroom management problems since it engages low-achieving students who usually
exhibit off-task behaviors and it also provides a solution to the dilemma of managing
the rest of the classroom while teachers focus intensively on one group (Cohen &
Lotan, 2014). In another study, it is stated that CL facilitates students working in
groups and while working in the groups, students may develop positive feelings
towards their teacher in addition to the fact that group work decreases in workload of
the teachers (Rao, 2019a). Also, it was revealed by Liang (1995) in the findings of the
study that the incorporation of various forms of group work enhanced the diversity in
the lesson; hence, students were more engaged in the activities.

To summarize, it can be explained that group work is proven to be a useful
technique in EFL classrooms. Research studies explained its benefits for a range of
language skills. Through cooperation, communication, and a student-centered
environment, group work improved reading comprehension. Moreover, enhanced
accuracy, organization, and content creation were the benefits of writing as a group.

The sense of belonging, reduced stress level, and increased satisfaction that result from
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productive group work were beneficial for speaking skills. In addition, active learning,
helping each other, improved reading comprehension, and self-efficacy were
supported by collaborative reading activities. While there is less research on the impact
of group work on listening skills, it can foster a healthy communication environment
as well as improve linguistic accuracy and fluency. Furthermore, group work is valued
by teachers for overcoming classroom management problems, engaging
underachievers, and fostering strong relationships. In sum, group work holds a vital
role in EFL classrooms because it fosters efficient language learning and creates a

positive and dynamic atmosphere.

2.3.5 Challenges of Group Work

As mentioned in the paper before, one of the main goals of group work is
solving a problem and accomplishing the objective, and this may cause students to
focus on solving the problem rather than improving their language (McDonough,
2004). In the same study, McDonough (2004) examined whether the pair and small
group activities affected language learning opportunities and found that, during the
group activity, while one student questioned her peer’s language usage, the other

student chose not to address the question and focused on the activity itself.

Motivational issues can also be a concern when doing group work, as some of
the students may be unwilling to participate in the group (Davies, 2009). Davies (2009)
exemplifies these motivational issues such as “free riding” and “social loafing,” and
he differentiates “free riding” from “social loafing” in terms of effort because in the
first one, the student wants an award without an effort, while the latter means a

decrease in effort during an activity because of the feeling of not being noticed.

Moreover, Beebe and Masterson (2015) clarified four disadvantages of group
work in their study. The first disadvantage is that individuals may accept the viewpoint
of the majority and settle for a suboptimal option in order to avoid conflict and
eliminate pressure. The second disadvantage is that if one person dominates the group,
other group members may feel excluded and unsatisfied with the decision-making
process as they are unable to contribute. Another disadvantage that is mentioned in
this study is that some students may avoid contributing to the process because they

could depend excessively on the other group members to complete the tasks. The last
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disadvantage is that accomplishing the tasks as a group can take more time than
performing them individually.

In conclusion, while group work may have a variety of advantages for EFL
learners, it may also have several disadvantages regarding students’ language
performances and participation in the activities. However, considering the benefits
derived from the implementation of group work, it is important not to avoid because

of the challenges they present.

2.3.6 Key Considerations for an Effective Group Work

In group work, students can be more motivated and engaged in addition to
being critical thinkers and creative, while teachers can assign more challenging and
authentic tasks, which implicates group work effectiveness for both students and
teachers (Rezaei, 2018). That’s why it is important to arrange group work as
effectively as possible.

In one of the studies, Burke (2011) emphasizes the importance of optimizing
group size, as a group with a large number of students leads to limited opportunities to
contribute to the group. Moreover, in this study, it is also explained that the
assignment’s aim, the educational goal, and the abilities expected to grow through
group work should all be understood by students, and teachers must primarily ensure
this. Furthermore, Burke explains that fostering a group’s ability to work through and
resolve conflicts is an essential process in group work. Another point that is
highlighted in this study is the evaluation part after the group work. Opportunities must
be given to students to assess themselves, and the teacher must be certain about how
they will evaluate the group work, too.

Moreover, Felder and Brent (2001) explain that some students may feel
unhappy about working in a group, as they may be unable to select their partners.
However, Felder and Brent suggest that the teachers can express to their students the
rationale behind using group work and the benefits of group work at the beginning of
the process. In addition to these statements, it is also mentioned that it should be
clarified by the teacher that students will not be able to choose their groups in real life
—like at work- so, teacher should help students to learn how to work in the group rather
than letting them work individually.

Another point is that the development of student independence and

responsibility for their learning must be the primary goals of effective group work, but
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it should not be forgotten that students will need assistance; therefore, teachers can be
a model and support for group work (Blatchford et al., 2003).

For successful group work activities, a teacher must look for ways to facilitate
students getting to know each other through bonding activities that help reduce social
divides and cultivate trusting relationships among students throughout the education
year (Allen, 2012). Moreover, teachers should empower their students to support each
other on their academic journey by promoting a nurturing environment with a sense of
community in the classroom; hence, students see their class a cohesive group and they
fell invested in their peers’ success as well as their own (Allen, 2012).

To sum up, it can be concluded that the number of students, the role of the
teacher, and the purpose of the group work should be taken into account for an
effective group work implementation, and students should be clearly informed, while

teachers should be actively involved and provide guidance.
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CHAPTER 111

METHODOLOGY

3.1 Presentation

This chapter concerns presenting the research design and the methodology
applied in the present study. This chapter consists of five sections, and these sections
include research design, participants, instruments, data collection tools, the treatment,

and the analysis of the study.

3.2 Research Design

In this study, an experimental research design that incorporates both qualitative
and quantitative methods to answer its research questions is utilized. The study applies
a mixed-method approach, gathering and analyzing qualitative data along with an
experimental method to analyze the impact of group work on social and emotional
learning in EFL classrooms.

While gathering the necessary data, a Social Emotional Learning Skills Scale
(SELLS) was used to collect quantitative data and qualitative data was collected from
the semi-structured interviews regarding the students’ opinions about the process. This
study is a mixed method design because this design provides a comprehensive
understanding of the subject, which broadens and deepens analysis (Wasti et al., 2022).
Semi-structured interviews were utilized to gain a deeper understanding of students’
perceptions of their SEL skills, as Adams (2015) mentioned that semi-structured

interviews in mixed-methods can be used if more detailed investigations are required
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to properly resolve significant issues. That’s why this study used interviews to gain

detailed information on students’ perspectives.

3.3 The Participants

The participants of the study consisted of 8" grade students attending a
secondary school affiliated with the Ministry of National Education in Gaziantep,
Turkey, during the 2023-2024 academic year. The number of participants was 44,
ranging from 12 to 15 years old. 22 students who were eager to participate were in the
experimental group, and the other 22 students were in the control group. The control
group was taught English lessons with standard lesson plans that included lecturing at
first and moving on with standard activities. On the other hand, the experimental group
was taught English lessons with lesson plans that put more focus on group work. The
lesson plans were prepared in accordance with the curriculum, which was designed by
the MoNE in Turkey. Each of the lesson plans consists of different kinds of group
work. For each group work, students were randomly placed into groups; hence, all
students had the chance to work with each other.

In the study, convenience sampling was used. In the social sciences and
education fields, this sampling is commonly used, and it is a practical method because
researchers select easily accessible samples that are readily available to them (Golzar
et al., 2022). However, Dornyei (2007) states that convenience sampling can be seen
as purposeful to some extent because participants are chosen based on some features
related to the research’s purpose. In this study, the participants were chosen from
classes where the researcher teaches English lessons at their current school. In
addition, the students were also chosen according to their eagerness to participate in
the research and the similarities between the experimental and control groups in terms
of English levels and social and emotional manners based on the researcher’s
observations.

In the table below (Table 2), the demographic characteristics of control and

experimental group participants in terms of gender and age are presented.
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Table 2.

Demographic Characteristics of Both Groups

Demographic Control Experimental Group
Characteristics Group (n=22) (n=22)
of Participants

Male 13 13
Gender

Female 9 9

12 2 2

13 3 12
Age

14 13 4

15 5 4

While choosing students for the interview, six students from the experimental
group were chosen randomly. Of the 6 students, 4 students were male and 2 students

were female.

3.4 Data Collection Tools

This present study employed a mixed-methods approach that aimed to reach
quantitative data with the Social Emotional Learning Skills Scale, which was
developed by Kabake¢1 and Korkut Owen (2010) in Turkish language, and qualitative
data with semi-structured interview questions to collect the opinions of students’ about

the process, which were prepared by the researcher.

3.4.1 Social Emotional Learning Skills Scale (SELSS)

The Social Emotional Learning Skills Scale (SELSS) was developed by
Kabakg¢1 and Korkut Owen in 2010. This scale involves four factors. The first factor is
described as problem-solving skills; the second factor is self-esteem enhancing skills;
the third factor is coping with stress skills; and the fourth factor is communication
skills. This scale is made up of 40 statements in a 4-point Likert scale format. Of 40
statements, 11 statements comprise the first factor, 10 statements comprise the second
factor, 10 statements comprise the third factor, and 9 statements comprise the fourth
factor.

The reliability of this scale was demonstrated through the calculation of
Cronbach’s alpha, test-retest, as well as an item analysis procedure. This scale’s items

created an alpha of .88 in total. Also, the test-retest reliability total score over a 3-week
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interval was .85. After the item analysis, an important correlation was found between
items and the total score.

Moreover, Kabak¢r and Korkut Owen stated that the scale measures the
intended social-emotional learning constructs according to the analysis’s results on
validity. For construct analysis, a four-factor structure was supported by exploratory
factor analysis and confirmatory factor analysis. Also, significant correlations were
found between the SELSS score and other established scales measuring related
constructs, and this provided evidence for criterion validity.

In the present study, a pre-test was conducted, which yielded a reliability value
of 0.82. Additionally, a post-test was administered, which demonstrated a value of
0.88. These findings indicate that both tests exhibited the required internal consistency

and reliability in measuring the targeted construct.

3.4.2 Semi-Structured Interviews

Following the application of lesson plans and scale, the researcher prepared six
questions to gather input from participants regarding their experiences and opinions
on the impact of group work on their social and emotional learning. Expert opinion
was obtained on the appropriateness of the interview questions. The questions were
focused on the changes students noticed after 8 weeks of lessons that incorporated
group work activities, and the researcher asked the students to describe how, if at all,
participating in group work activities affected them. Of the 22 students in the
experimental group, six were chosen randomly. These six students were interviewed

by the researcher. The questions are listed below:

1. Has participating in group work activities enhanced your social skills and
ability to collaborate effectively with others? If so, how?

2. Has engaging in group work activities helped you develop a sense of empathy
and understanding for others? If so, in what ways?

3. Has participating in group work activities supported your emotional well-being
and self-esteem/worth? If yes, how? If no, why?

4. How has participating in group work activities influenced your problem-
solving skills? Can you describe a specific instance in which group work
positively or negatively influenced your problem-solving skills and decision-

making skills?
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5. Has participating in group work activities enhanced your communication
skills? Can you describe a specific instance in which group work has improved
your communication skills?

6. How has engaging in group work activities helped you cope with stress? Can

you share any strategies or experiences?

During data collection, individual student interviews were conducted in the
teachers’ room of the school. The interviews involved asking students questions, and
their responses were meticulously recorded. Subsequently, the recorded responses
were transcribed to analyze the data. This method of data collection allowed for a
focused examination of students’ perspectives and insights, providing valuable

qualitative data for further analysis and interpretation within the study.

In addition, following the completion of individual interviews with six
students, all participants from the experimental group were questioned regarding their
preferred group work activity and the rationale behind their choice. This inquiry aimed
to gather insights and perspectives from the entire group, allowing for a comprehensive
understanding of their preferences and motivations. By examining the collected data,

valuable suggestions and implications can be derived.

3.5 Treatment

3.5.1 The Pilot Study

The pilot study was conducted to observe students’ participation in group
activities, gain information about time management and classroom management in
terms of arranging the classroom, and see whether the group work activities could be
implemented in class time or not. The pilot study class consisted of 23 students: 14
female students and 9 male students. After the implementation, it was observed that
group work activities could be applied, and information was gained, especially in terms
of arranging time and classroom management. Also, the researcher took the necessary
precautions to eliminate situations that could cause problems in the main study. The

students in the pilot study were not included in the main study.

3.5.2 Data Collection Procedure
This study was conducted with 8 grade students in a government school. First

of all, the students were informed about the study and process and were asked whether
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they would like to participate in the study or not. After giving enough information to
students, the researcher provided them with the necessary consent forms from
Gaziantep University and the MoNE, and the study was conducted after each student’s
parents approved their kids’ participation.

The study lasted for 8 weeks. As a first step, SELSS was applied to both the
experimental and control groups. The scale was in Turkish, and before answering the
questions, students were given numbers. They freely answered the questions in a
friendly environment. After applying the scale, the researcher started to apply the
lesson plans each week (see Appendix D), which include specific group work
activities, to the experimental group. The number of students in each group was usually
between 4 and 5, and group members were changed randomly for every activity. Each
week, students were assigned different kinds of group work, and the researcher
actively monitored the students during the activities. Before starting the activities, the
researcher gave clear instructions and made sure that all students were clear about the
objectives of the activity. Also, in every lesson plan, there were pre-, while-, post-
activity, reflection, and conclusion parts. All of the lessons started with a warm-up
activity and brief information on the main objective of that day and continued with the
activities.

In the first week of implementation, students were asked to participate in a
Jigsaw reading activity. Firstly, the researcher informed students about jigsaw reading
and highlighted the points that students must be careful about such as active listening
and respectful discussion. Then, the researcher formed the groups randomly. After
forming the groups, the researcher distributed five reading passages that involved
different perspectives and aspects of friendship. Then, the researcher gave students
enough time to read the passages, take notes, and share their ideas about the passage
among their groupmates. Students worked in their groups. Then, the researcher formed
a new group that consists of one member from each group and gave time to students
to share the main points of their own passage and provide a brief summary to the other
group members. In the meantime, the researcher actively monitored the group
members. After each member shared their own points, the researcher facilitated a
whole-class discussion, and each member presented the main ideas, and perspectives
that they learned from their jigsaw group. Students discussed similarities and

differences among the ideas and the researcher wrote the key points on the board.
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Finally, the researcher asked students to give reflections on the jigsaw activity and
emphasized the importance of being open-minded and gaining multiple perspectives.

The second week, students were encouraged to think critically and solve the
problems as a group. As the first step, students were asked riddles to engage them and
get them thinking critically. They were also introduced to some problem-solving
strategies, and the researcher highlighted the importance of breaking down problems
into smaller pieces. After that, students formed their groups, and they were given four
different real-life scenarios about balancing school and extracurricular activities, peer
pressure and decision-making, cyberbullying and online safety, and conflict resolution
with friends. They were encouraged to work collaboratively, and the researcher
provided guidance when needed. After students had enough time to work, the
researcher facilitated a group discussion with the whole class. Each group shared their
problem-solving strategies, processes, and solutions that they arrived at. The other
groups were encouraged to provide feedback, ask questions, and offer alternative
solutions to that problem. In the end, students gave feedback on their experiences,
challenges they faced, and strategies they used. Then, they were encouraged to think
about how they could transfer these strategies to their real lives, and the researcher
summarized the key points, such as the importance of collaboration in order to solve a
problem more effectively.

The third week, there was a collaborative storytelling activity. Each group was
given a storytelling prompt on the same main topic, and the researcher gave brief
information about the importance of active listening, respecting each other’s ideas, and
building upon each other’s contributions during the storytelling process. The
researcher made sure that every student in the group had the chance to participate by
rotating the paper clockwise; hence, each student could add sentences to the story, and
she reminded students of the elements of a story, such as setting, characters, conflict,
and resolutions. After students finished writing their collaborative stories, each group
shared their own stories. Then, students gave reflections on the process of creating
their own story and the stories of other groups. Last, the researcher highlighted the
importance of creativity and the unique narrative that emerged through the
collaboration.

The fourth week, students had a chance to apply problem-solving strategies
that they had learned in previous activities. The lesson started with a warm-up activity

using brain teasers. After forming the groups, the researcher distributed a zebra puzzle
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(a logic grid puzzle) to each group. The researcher made sure that each group solved
the puzzle collaboratively. Each group could solve a zebra puzzle, and the researcher
facilitated group discussion about the strategies used to solve the puzzle. Students gave
reflections on the process and the importance of collaboration while solving problems.

In the fifth week of the study, an explicit introduction was provided to the
students regarding the purpose of the upcoming group activity because students needed
to prepare a PowerPoint slide about their topics before the class. The researcher formed
groups and presented the group presentation topics. The topics were social media and
its impact on teens, healthy relationships and communication, peer pressure and
decision-making, and goal setting and time management. Each group selected a topic
they were interested in studying. Students were given two days to do the necessary
research and prepare their slides. The researcher instructed groups to organize their
research findings while considering an introduction, main points, and a conclusion.
After the preparation time, all groups presented their topic, and each student
participated while presenting. Then, there was a Q&A session where students could
ask any questions related to the topic after each presentation. Finally, students shared
their thoughts and ideas on the presentations and talked about the new things they had
learned.

In the sixth week, the researcher used a peer editing and feedback workshop to
provide constructive feedback and maintain a positive and supportive environment.
Firstly, the researcher presented the process and guidelines to the students. They were
asked to write a well-known dish recipe step by step, stating the ingredients, cooking
tools, techniques, measurements, and cooking instructions. All students were familiar
to recipes and steps because this activity was used in accordance with the curriculum
and students started to write the recipe of a dish that they chose. After writing, students
exchanged their written works with their pairs. The researcher provided a checklist to
all students, which included the main aspects of a recipe, and students started to check
their pairs’ work with the checklist. Then, the researcher formed new groups with two
pairs in each group, and the new groups discussed and gave feedback to their friends’
editing in a positive tone. Then, the researcher started a whole-class discussion on
experiences, challenges, and insights gained from receiving feedback. Also, all the
students discussed the importance of being specific and maintaining a positive tone.
Then, students gave reflections about the feedback they received and summarized the

main points.
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The seventh week, the researcher presented a debate topic. The topic was
‘Online Friendship vs. In-Person Friendship’. Students were informed about the topic
and process. Then, the classroom was divided into two groups. The researcher
instructed the groups to do research and gather evidence, statistics, and examples to
support their arguments. After providing the criteria guideline for the debate format,
the researcher gave students one day to do the necessary preparations and reminded all
students to participate. After the preparation, the next day, the groups started to debate.
A stopwatch was used to ensure that every student had a chance to participate and talk
at the same time. After the debate, students reflected on the different arguments
presented and the effectiveness of persuasive techniques used. All students discussed
the importance of hearing multiple perspectives and how they influence their way of
thinking.

In the last week, students visualized stories by using storyboard templates.
First, a storyboard was introduced to the students and explained the components of a
storyboard. Second, the classroom reviewed the key elements of a story, and the
researcher showed two examples of storyboards. After that, the researcher formed the
groups and assigned a specific scene to each group, such as a mother trying to teach
her kid to cook or a content creator recording a video. The researcher provided blank
templates and guided the students about the sketching, dialogue, and sequencing of the
events. After finishing their storyboards, each group shared their works with the entire
classroom to explain their choices and describe their scenes. Lastly, students reflected
on their thoughts about storyboards and discussed their potential application to the
different fields, such as advertising.

After the implementation of lesson plans, SELSS was applied again to both the
experimental and control groups. Following the scale, six of the students from the
experimental group were chosen randomly for the interview. These six students
answered interview questions in the teachers’ room at school without hearing each
other. The interview questions were designed to collect information about the impact
of the group work on their social and emotional learning. The researcher recorded the
students’ voices with a smartphone. Each student answered the questions in
approximately 4.5 minutes. The answers were transcribed into a Word file by the
researcher to analyze the data.

In addition, after the individual interviews with six students, all the students

from the experimental group were asked about their favorite group work activity and
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the reason why they preferred that activity to provide suggestions for the implications.

The answers were written down by the researcher for additional analysis.

3.6 Data Analysis

In this study, a mixed-methods research design was used, and two different
types of data, qualitative and quantitative, were analyzed. Quantitative data collected
from the pre-test and post-test of the scale were analyzed using IBM SPSS 23.0. Based
on the research questions, the gathered data were analyzed using paired samples t-
tests, independent samples t-tests and ANCOVA. After analyzing the paired sample
test results, an independent sample t-test was conducted to examine the statistical
differences among the groups. However, it was seen that the control group and
experimental group displayed differences in the pre-test, which may affect the results
of the tests; in this regard, the ANCOVA test was carried out for each social and
emotional learning skill. As Jamieson (2004 ) states:

ANCOVA is designed to control for covariates when groups were randomly

assigned, but not to control for naturally occurring group differences. One

application of ANCOVA of particular relevance to psychphysiologists is to
control for baseline (pretest) differences. When groups differ in baseline,

ANCOVA may be used to control for these differences. The usual way to do

this ANCOVA is to use the posttest score as the dependent variable, and the

pretest score as the covariate (p. 204).

As understood from this explanation, ANCOVA controls covariate variables
that may affect the results; hence, it gives more accurate and reliable outcomes. In
addition, before analyzing the data, the assumptions of the t-test and ANCOVA were
met through some measurement (e.g., Levene’s test and Skewness Kurtosis), and the
data distributed normally.

On the other hand, qualitative data was collected through semi-structured
interviews with the students. There were six questions in the interview, and six
students were interviewed. Students were interviewed individually in the teachers’
room of the school. The researcher recorded these interviews with a smartphone and
transcribed the responses into a digital file. In order to gather information about
participants’ perceptions of the impact of group work on their SEL skills, the interview
transcripts were thoroughly reviewed and analyzed in accordance with the quantitative

data gathered from the scale results. During the interview analysis phase, the data
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gathered from participants was analyzed using deductive thematic approach.
Deductive thematic analysis uses the established theoretical framework as a foundation
to interpret the data and guide the research direction (Delve & Limpaecher, 2024).
Moreover, in addition to interviews, the students’ responses in terms of their favorite
group work activity were also subjected to analysis to gain further insights. By
implementing these analytic methods, it was aimed at contributing to comprehensive
understandings of students’ experiences and perceptions within the context of group

work, enhancing the overall findings and potential implications for research.
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CHAPTER IV

FINDINGS

4.1 Presentation

This chapter includes the findings of analyses of data that were collected
through the Social and Emotional Learning Skills Scale (SELSS) and semi-structured
interviews. The quantitative findings were obtained by applying statistical methods to
analyze the numerical data collected. On the other hand, qualitative data were derived
by examining the contextual aspects of the data that were gathered from interviews.
The chapter is structured into sections that align with the research questions that were

focused on this study.

4.2 Findings of the First Research Questions

RQ1: Does group work in EFL classrooms affect students’ social and
emotional learning skills?

The purpose of the study was to present scientific data on the impact of group
work activities on students’ social and emotional learning skills, specifically
communication skills, problem-solving skills, coping with stress skills, and self-
esteem enhancing skills. To answer this question, both the control group and the
experimental group were applied to a scale as pre- and post-test. The scale consists of
40 questions. Of the 40 questions, 9 are related to communication skills; 11 are related
to problem-solving skills; 10 of them are related to coping with stress skills; and the
other 10 are related to self-esteem enhancing skills. In order to provide findings, paired
sample t-tests and ANCOVA were utilized to analyze the data to see whether there
was any statistically significant difference in the groups after 8 weeks. In the tables,

some abbreviations were used, such as communication skills as “Cs,” problem-solving
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skills as “Pss,” coping with stress skills as “Cws,’

“Sees,” and total results of all SEL skills as “TSS.”
First, Table 3 presents the results of the ANCOVA test conducted to determine

self-esteem enhancing skills as

whether there is a statistically significant difference between the groups in terms of all
SEL skills. The covariate used in this analysis was pre-test results, as there were
observed differences between the groups in terms of pre-test scores. The findings of

ANCOVA is presented in the Table 3 below:

Table 3.
Pre- and Post-test Comparison of the Groups on All SEL Skills

Source Type III Sum Df Mean . Sie. Partial Eta
of Squares Square Squared

Corrected Model 7418,345* 2 3709,172 35,235 ,000 ,632

Intercept 40,557 1 40,557 ,385 ,538 ,009

Pre-test 5724,504 1 5724,504 54,379 ,000 ,570

Post-test 5815,996 1 5815,996 55,248 ,000 ,574

Error 4316,087 41 105,270

Total 564791,000 44

Corrected Total 11734,432 43

a. R Squared = ,632 (Adjusted R Squared = ,614)

Based on the data in Table 3, the result of the analysis presented a statistically
significant difference among the groups on the total score of all SEL skills (F (1, 41)
= 55,248, p < 0.05). The mean score for the dependent variable in the experimental
group (M = 118.31, SD =14.83) was significantly higher than that of the control group
(M =105.90, SD = 16.06), which concludes positive outcome of group work.

In addition, Table 4 displays the results of a paired sample t-test conducted to
analyze the pre-test and post-test findings of the control group. This statistical test
aimed to assess whether there was a significant difference in the scores between tests

within the control group.
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Table 4.

Differences between pre-test and post-test results of control group.

N M SD t df P
Pre-Cs 27,09 3,25

22 3,02 21 ,006
Post Cs 2431 4,72
Pre-Pss 33,22 3,74

22 1,30 21 ,208
Post-Pss 31,90 6,53
Pre-Cws 22,04 3,82

22 1,80 21 ,085
Post-Cws 20,45 3,92
Pre-Sees 29,45 6,95

22 ,188 21 ,852
Post-Sees 29,22 7,98
Pre-TSS 111,81 11,46

22 2,30 21 ,032
Post-TSS 105,90 16,06

Table 4 visualizes the results of the paired sample t-test of the control group in
terms of the mean (M), standard deviation (SD), t value (t), degrees of freedom (df),
and p value (p). The results indicated that there was a statistically significant difference
only in one skill; however, there was not a statistically significant difference in other
SEL skills measured in the control group following an 8-week period without any
treatment. Specifically, the results for communication skills showed a statistically
significant difference between the pre-test (M = 27.09, SD = 3.25) and post-test (M =
24.31, SD = 4.72), t(21) = 3.02, p =.006. The mean level of communication skills
showed a significant decrease of M = 2.77 in the post-test. On the contrary, problem-
solving skills exhibited no significant difference between the pre-test (M = 33.22, SD
= 3.74) and post-test (M = 31.90, SD = 6.53), #21) = 1.30, p =.208. Furthermore,
coping with stress skills scores displayed no significant difference between the pre-
test (M =22.04, SD =3.82) and post-test (M =20.45, SD =3.92), 1 (21) = 1.80, p =.085.
Lastly, self-esteem enhancing skills scores also showed no significant difference
between the pre-test (M = 29.45, SD = 6.95) and post-test (M = 29.22, SD = 7.98),
#(21) = .188, p =.852. According to the findings in Table 4, a statistically significant
difference was found in the results of total SEL skills between pre (M = 111.81, SD
=11.46) and post-test (M = 105.90, SD = 16.06), #(21) =2.30, p =.032. The control
group exhibited a significant decrease of M = 5.90 in the post-test.

Another paired sample t-test was utilized to determine whether there was a

statistically significant difference in the experimental group before and after the
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implementation of group work activities during the 8-week period. The results of the

test can be seen in Table 5 below:

Table 5.

Differences between pre-test and post-test results of the experimental group.

N M SD t df P
Pre-Cs 21,22 4,27

22 -7,25 21 ,000
Post Cs 27,04 5,25
Pre-Pss 26,13 4,17

22 -10,07 21 ,000
Post-Pss 34,22 4,92
Pre-Cws 19,40 4,17

22 -6,46 21 ,000
Post-Cws 23,45 4,22
Pre-Sees 29,68 5,14

22 -7,106 21 ,000
Post-Sees 33,59 5,60
Pre-TSS 96,45 12,05

22 -13,184 21 ,000
Post-TSS 118,31 14,83

As seen in table 5, the analysis of the data using a paired sample t-test revealed
significant differences in each of the targeted skills after the implementation over the
course of 8 weeks. Specifically, the results of communication skills showed a
significant increase from pre-implementation (M = 21.22, SD = 4.27) to post-
implementation (M = 27.04, SD = 5.25), which revealed a significant difference
between pre- and post-implementation #(21)= -7.25, p < 0.05. Similarly, problem-
solving skills exhibited a significant improvement from pre-implementation (M =
26.13, SD = 4.17) to post-implementation (M = 34.22, SD = 4.92), #(21) =-10,07, p
<0,05. Furthermore, coping with stress skills scores displayed a significant increase
from pre-implementation (M = 19.40, SD =4.17) to post-implementation (M = 23.45,
SD = 4.22), #(21) = -6.46, p < 0.05. Lastly, self-esteem enhancing skills scores
significantly improved from pre-intervention (M = 29.68, SD = 5.14) to post-
intervention (M =33.59, SD =5.60), #(21) =-7.106, p < 0.05. Moreover, the total score
of all SEL skills demonstrated a statistically significant difference from pre-
intervention (M = 96.45, SD = 12.05) to post-intervention (M = 118.31, SD = 14.83),
1(21) =-13.184, p < 0.05.

When all the results are examined, it can be concluded that all skills were

improved during the implementation of group work activities, but especially problem-
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solving skills and communication skills displayed statistically higher results, as can be
seen from the mean value differences between pre- and post-tests. In sum, these
findings provide strong evidence of the effectiveness of the intervention in promoting
and enhancing the participants' social and emotional learning skills.

To determine the differences between the groups in terms of SEL skills,
ANCOVA was run to control the covariate that may affect the results. Firstly, table 6
below shows differences among the groups in terms of communication skills results in

the post-test, while controlling pre-test communication skills results with ANCOVA.

Table 6.

Pre- and Post-test Comparison of the Groups on Communication Skills

Source Type I Sum DF Mean . Sig. Partial Eta
of Squares Square Squared

Corrected Model 468,800 2 234,400 14,545 ,000 415

Intercept 41,149 1 41,149 2,553 ,118 ,059

Pre-Cs 386,982 1 386,982 24,013 ,000 ,369

Post-Cs 372,240 1 372,240 23,098 ,000 ,360

Error 660,745 41 16,116

Total 30150,000 44

Corrected Total 1129,545 43

a. R Squared =.,415 (Adjusted R Squared = ,386)

The result of the test revealed that there is a significant effect of group work
activities on communication skills while controlling for the influence of the covariate.
After adjusting for the covariate, the analysis demonstrated a statistically significant
difference in communication skills between the groups (F (1, 41) = 23,098, p < 0.05).
The mean score for the dependent variable in experimental group (M = 27.04, SD
=4.72) was significantly higher than that of control group (M = 24.31, SD = 4.72),
indicating a notable difference between the two groups.

Table 7 presents the findings that highlight the differences in problem-solving
skills between the groups, providing insights into the potential impact of group work

on students’ problem-solving skills.
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Pre- and Post-Test Comparison of the Groups on Problem-Solving Skills

Partial
Type III Sum of Mean ]
Source Df F Sig. Eta
Squares Square
Squared
Corrected Model 694,448 2 347,224 18,432 ,000 473
Intercept 11,537 1 11,537 ,612 438 ,015
Pre-Pss 635,334 1 635,334 33,727 ,000 ,451
Post-Pss 514,771 1 514,771 27,327 ,000 ,400
Error 772,347 41 18,838
Total 49581,000 44
Corrected Total 1466,795 43

a. R Squared = ,473 (Adjusted R Squared = ,448)

According to Table 7 presented above, there is a significant finding in assessing

the problem-solving skills of groups while controlling the influence of the covariate.

After adjusting for the covariate, the analysis demonstrated a statistically significant

difference in the problem-solving skills between the groups (F (1, 41) = 27,327, p <

0.05). The mean score for the dependent variable in the experimental group (M =

34.22, SD =4.22) was significantly higher than that of the control group (M = 31.90,

SD = 6.53), indicating the group work’s positive effect on problem-solving skills.

Table 8 presents a comparative analysis of the group’s coping with stress skills

among students, aiming to assess the potential impact of the intervention on this

particular skill set.

Table 8.

Pre- and Post-Test Comparison of the Groups on Coping with Stress Skills

Partial
Type III Sum
Source Df Mean Square F Sig. Eta
of Squares
Squared
Corrected Model 356,982? 2 178,491 16,597 ,000 447
Intercept 125,533 1 125,533 11,673 ,001 ,222
Pre-Cws 257,982 1 257,982 23,989 ,000 ,369
Post-Cws 212,016 1 212,016 19,714 ,000 ,325
Error 440,927 41 10,754
Total 22006,000 44
Corrected Total 797,909 43

a. R Squared = ,447 (Adjusted R Squared = ,420)
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Based on the data in Table 8, it can be concluded that the implementation of
group work activities had a significant impact on coping with stress skills. The analysis
presented a statistically significant difference among the groups on coping with stress
skills (F (1,41) =19, 714, p < 0.05). The mean score for the dependent variable in the
experimental group (M = 23.45, SD =4.22) was significantly higher than that of the
control group (M = 20.45, SD = 3.92), which concludes a positive outcome of group
work.

Table 9 depicts the results of the ANCOVA analysis conducted to compare the
groups’ performance on self-esteem enhancing skills, while controlling for the pre-test

results.

Table 9.
Pre- and Post-Test Comparison of the Groups on Self-Esteem Enhancing Skills

Type III Sum ) Partial Eta

Source Df Mean Square F Sig.

of Squares Squared
Corrected

1418,736° 2 709,368 36,913 ,000 ,643
Model
Intercept 51,835 1 51,835 2,697 ,108 ,062
Pre-Sees 1209,281 1 1209,281 62,927 ,000 ,605
Post-Sees 190,688 1 190,688 9,923 ,003 ,195
Error 787,901 41 19,217
Total 45614,000 44
Corrected Total 2206,636 43

a. R Squared = ,643 (Adjusted R Squared = ,626)

The results of the test indicated that there is a significant difference in the post-
tests of groups in self-esteem enhancing skills. The analysis demonstrated a
statistically significant difference (F (1, 41) = 9,923, p < 0.05). Aligning with other
skills’ results, self-esteem enhancing skills also showed significant differences among
the groups. The mean score for the dependent variable in the experimental group (M
=33.59, SD =5.60) was significantly higher than that of the control group (M =29.22,
SD =7.98).

All in all, based on the analyses of two groups, it can be stated that the findings
provide valuable insight into the impact of group work implementation in EFL

classrooms. The first step involved conducting a paired sample test to determine the
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changes within each group. The results demonstrated a significant difference in all
SEL skills in the experimental group after the implementation of group work activities,
indicating that these activities had a positive impact on all measured variables. On the
contrary, the control group did not show any significant changes except for
communication skills, which resulted in a statistically significant decrease in mean
levels after 8 weeks.

Moreover, to gain a deeper understanding of the differences between the
groups, ANCOVA tests were conducted. Prior to these tests, an independent sample t-
test was initially performed to determine the differences between the groups; however,
it was realized that the groups exhibited differences in the pre-test. That’s why
ANCOVA was conducted to control the pre-test results of the groups, which could
potentially influence the findings. The results of the analysis revealed that there was a
statistically significant difference for each skill, which concludes the significant effect
of the implementation of group work on all skills when compared to the control group.

Briefly, these findings highlight the effectiveness of group work in enhancing
targeted skills, as evidenced by the significant differences found between the

experimental and control groups.

4.3 Findings of the Second Research Question

RQ2: Do male and female students differ in terms of social and emotional
learning skills in EFL classrooms?

The second aim of the study was to investigate whether there is a statistically
significant difference in students’ social and emotional skills according to their
genders. In the quantitative data gathered from the scale, students also stated their
gender while answering the questions on the scale. In order to determine whether there
is a statistical difference or not, independent sample t-tests were utilized. These t-tests
were conducted to examine findings separately within the groups and, subsequently,
for all the female and male students who participated in the study. In addition, the
independent sample t-test that was conducted for the experimental group gave further
information on whether group work’s effect differs in terms of gender.

Table 10 displays the findings of the t-test conducted to examine gender
differences within the control group in terms of social and emotional learning skills.
This statistical analysis aimed to determine whether there were significant differences

in the SEL skills between males and females within the control group.
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Table 10.

T-test results of gender differences in the control group

Gender N M SD t df p
Pre-Cs Female 9 28,88 3,14
2,389 20 ,027
Male 13 25,84 2,79
Pre-Pss Female 9 35,88 3,17
3,406 20 ,003
Male 13 31,38 2,95
Pre-Cws  Female 9 21,11 3,95
-,952 20 ,353
Male 13 22,69 3,75
Pre-Sees  Female 9 32,88 4,48
2,073 20 ,051
Male 13 27,07 7,49
Post-Cs Female 9 26,11 4,13
1,527 20 ,142
Male 13 23,07 4,85
Post-Pss  Female 9 34,66 4,60
1,721 20 ,101
Male 13 30,00 7,14
Post-Cws  Female 9 20,22 4,24
-,226 20 ,824
Male 13 20,61 3,81
Post-Sees Female 9 31,89 4,13
1,325 20 ,200
Male 13 27,38 9,54
Pre-TSS  Female 9 118,77 7,93
2,700 20 ,014
Male 13 107,80 11,25
Post-TSS  Female 9 112,88 10,20
1,782 20 ,090
Male 13 101,07 17,89

In light of these results, it can be concluded that students in the control group
had a statistically significant difference in communication skills in the pre-test between
female (M = 28.88, SD = 3.14) and male (M = 25.84, SD = 2.79), #(20) = 2,389, p
=.027. In problem-solving skills, there is also a significant difference in the pre-test
between female (M = 35.88, SD = 3.17) and male (M = 31.38, SD = 2.95), #20) =
3,406, p =.003. However, as seen in the other pre-test results, there is no significant
difference among genders in the other skills. On the other hand, the results of the post-
test indicate no significant difference in any of the SEL skills of the students in the
group. When the total score of all skills in the pre-test is examined, it can be seen that
there is a significant difference between females (M = 118.77, SD = 7.93) and males
M =107.80, SD = 11.25), #20) = 2,700, p =.014. However, in the total score of all

skills in the post-test, there is no significant difference between the genders.
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Another independent sample t-test was conducted to investigate whether there

is a significant difference among the genders in the experimental group, and the

findings are presented in Table 11.

Table 11.

T-test results of gender differences in the experimental group

Gender N M SD t df p
Pre-Cs Female 9 21,77 3,52
,493 20 ,627
Male 13 220,84 4,82
Pre-Pss Female 9 24,33 3,00
-1,767 20 ,092
Male 13 27,38 4,51
Pre-Cws  Female 9 20,22 5,35
,753 20 ,460
Male 13 18,84 3,23
Pre-Sees  Female 9 28,55 5,24
-,848 20 ,407
Male 13 30,49 5,14
Post-Cs Female 9 26,55 4,74
-,356 20 ,725
Male 13 27,38 5,73
Post-Pss  Female 9 32,88 6,13
-1,063 20 ,300
Male 13 35,15 3,89
Post-Cws Female 9 24,55 4,74
1,017 20 ,321
Male 13 22,69 3,83
Post-Sees Female 9 32,11 6,05
-1,032 20 314
Male 13 34,61 5,26
Pre-TSS  Female 9 94,88 10,31
-,498 20 ,624
Male 13 97,53 13,42
Post-TSS  Female 9 116,11 16,39
-,571 20 ,574
Male 13 119,84 14,13

By analyzing the presented data in Table 11, it can be concluded that there is

no statistically significant difference between genders before and after the

implementation of group work, indicating gender did not play a significant role in

influencing the development of SEL skills within the experimental group.

After examining the gender differences within the groups, an independent

sample t-test was conducted to investigate the difference in terms of gender among all

participants in the study. The findings are demonstrated in Table 12.
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Table 12.
T-test results of gender differences of all students in pre-test and post-test
Gender N M SD t df p
Pre-Cs Female 18 25,33 4,88
1,369 42 ,178
Male 26 23,34 4,62
Pre-Pss Female 18 30,11 6,65
,422 42 ,661
Male 26 29,38 4,26
Pre-Cws Female 18 20,66 4,58
-,079 42 ,937
Male 26 20,76 3,95
Pre-Sees  Female 18 30,72 5,23
1,055 42 ,298
Male 26 28,76 6,53
Post-Cs Female 18 26,33 4,32
,697 42 ,489
Male 26 25,23 5,65
Post-Pss Female 18 33,77 5,34
,666 42 ,509
Male 26 32,57 6,21
Post-Cws  Female 18 22,38 4,92
,552 42 ,584
Male 26 21,65 3,89
Post- Female 18 32,00 5,02
451 42 ,654
Sees Male 26 31,00 8,40
Pre-TSS Female 18 106,83 15,18
1,066 42 ,292
Male 26 102,26 13,05
Post-TSS  Female 18 114,50 13,35
,794 42 ,432
Male 26 110,46 18,47

Based on the interpretation of the results presented in Table 12, the findings
indicate that there is no statistically significant difference between genders in terms of
the pre- and post-test results of SEL skills. This implies that both male and female

students within the groups exhibited similar levels of SEL skills.

4.4 Findings of the Third Research Question

RQ3: How do students perceive the impact of group work on their social and
emotional learning skills?

Six students from the experimental group were interviewed individually to
gather qualitative data. To examine qualitative data gathered from the semi-structured
interviews, the researcher transcribed the recordings, and since the interviews were
conducted in students’ native language, researcher translated the interview responses

into English. In order to present accurate information, the researcher read the texts
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multiple times. The qualitative data was examined in accordance with the quantitative
data of the experimental group, which is represented in the tables in Research Question
1. In this regard, deductive thematic analysis was used in the interpretation of the data.
According to the findings of the quantitative data, students in the experimental group
enhanced their communication skills, problem-solving skills, coping with stress skills,
and self-esteem enhancing skills. The students who were interviewed supported these
findings with their statements. In this section, the responses were examined based on
the skills and the researcher generated four codes based on skills that were focused on
SELSS and theoretical framework.

It’s worth noting that, to ensure the privacy of the students participating in the
study, their real names were not disclosed. Instead, pseudonyms were assigned to each
student. The pseudonyms used in this study were Volkan, Harun, Kiibra, Aleyna, Efe,

and Aziz.

4.4.1 Communication SKkills

The results of the quantitative data demonstrated a statistically significant
difference in the communication skills of the students within the experimental group
following the implementation of group work. Supporting this finding, Kiibra expressed

her perspective on the matter as follows:

Group work improved our communication skills. Because I'm talking to someone in front of

me. We're usually four in groups. I'm talking to three people. They're talking to me. We're

discussing their ideas. And at that moment, our communication is already developing. So if I'm

going to give you an example, our communication skills are like this. For example: let's say I

have a friend. That friend of mine is telling me something in front of me, he's saying an idea,

and I'm arguing with him in a good sense. So that's already improving my communication

(skills).

Kiibra’s response highlights that group work gave students more chances to
communicate with each other in a classroom context, and the students felt freer while
explaining their ideas and discussing them with friends. While expressing a similar
perception, Efe also added that they were able to express themselves clearly and freely
to each other. In addition, Harun gave a specific group work example that helped him

improve his communication skills, which was group presentation. Harun also

explained:
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The presentation enabled us to exchange ideas with others. We all spoke together as a
community. [ mean, there was a presentation of ideas. ... If it weren't for it (group work), we'd

be lonely. We would not enter society if we were alone. I mean, it was like that, teacher.

Similar to Kiibra, Harun also mentioned that group work helped them to
interact and present their ideas, which contributed to their communication skills. In
addition, doing group work enabled them to be a part of society, according to Harun.
In SEL teaching, the skills that are aimed at enhancing students’ involvement in society
are seen as important elements (Jones & Doolittle, 2017). That’s why this perception
supports the notion of group work’s contribution to communication skills and overall
SEL skills.

Moreover, as stated by Ratka (2018), empathy is linked to developing
communication skills. Of the six students, all of them stated that they enhanced their
empathy level with the help of communication skills through collaboration. Kiibra

explains the support of group work in enhancing their empathy as follows:

Of course, it improved because the person in front of me said something different, I said
something negative, and my friend said something positive. He puts me in his place, and I put
him in my place. So we can empathize together. So if I'm going to take an example from a
friend of mine, he's Kemal (the name of another student). His ideas are very different, and my

ideas are very different. But when we're in the same group, we can communicate very well.

Volkan, Efe, and Aziz also mentioned similar perceptions of group work’s
impact on their empathy level. Moreover, Aleyna shared her personal experience
regarding the change in her attitude towards other people’s emotions. She explained
that “I didn’t care about my friends’ feelings before,” but after participating in group
work, she stated that she cares about them. When asked about his perceptions of group

work’s effect on his empathy level, Harun responded by saying:

Let’s say a friend got hurt in front of me. He fell. These group works helped me understand the
trouble within him. ... We're collaborating with a few people, for example. We could think

about what's inside the team in front of us; I mean, we could think of their inner feelings.

As stated by Efe, even if the students in the same group had different opinions
and perspectives, they were able to reach a common discussion with the help of
empathy, which is seen as the main purpose of group work.

In summary, all students improved their communication skills with active
participation and collaboration in the group work, and this also helped enhance their

empathy towards their friend’s opinions.
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4.4.2 Problem-Solving Skills

Another significantly increased SEL skill in quantitative data analysis is
problem-solving skills, and qualitative data gathered from interviews aligned with this
result. While interviewing, all students indicated that group work improved their
problem-solving skills. When asked about group work’s impact on his problem-

solving skills, Volkan responded as follows:

It affected my problem-solving skills, and if you ask me how it affected me, if I was solving
problems, I was only solving them by myself, without consulting people. But now I'm asking

my friends or my family, so I choose a more positive direction.

Furthermore, Aziz mentioned that his problem-solving skills improved through
group work, as he learned to look at the things from different perspectives by listening
to the other group members in group work. Aleyna also explained that, with the help
of her friends, she managed to solve problems by going piece by piece instead of

focusing on the whole problem. Moreover, Efe stated:

My friends and I can now deal with problems more easily. Everything that happens there (in
problem-solving activity) is usually different. By reaching to the most general conclusion, we
can solve that person's problem there, or we can conclude the case, or even if it's bad, we can
get a better outcome with my friends. We're having a sweet debate there without being rude.

We come to a common conclusion, and we write on that paper, we take notes.

All in all, according to the statements of the students, all of them improved
their problem-solving skills in various ways following the implementation of the group
work. To exemplify these improvements, it can be said that when students try to solve
a problem, they are more likely to get help from people around them. In addition to

this, they also learn to look at things from different angles while solving a problem.

4.4.3 Coping with Stress Skills

Consistent with the quantitative findings, the qualitative results also
demonstrated improvements in coping with stress skills. As mentioned by the students,
their participation in the group work not only developed their coping skills but also
contributed to their emotional well-being in the process. For instance, Efe said that his
relationships with his friends got better thanks to group work, and group work helped

him cope with stress. Efe stated as follows:
I was able to express myself openly there, and my friends did not pass any negative judgments
on me in the same way. I didn't make any negative judgments about them, either. We made a
joint decision between us and prepared for such a respectful framework. And in this way, no

one had any stress there anymore.
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Moreover, Aziz mentioned that even when they felt stressed, they had fun
during group work because talking to their friends helped them relieve their stress. He
also noted that they wanted to do more group work because they could laugh and have
fun with their friends, which indicates an increase in their emotional well-being. In
addition, Kiibra expressed that doing something with her friends is her favorite thing;
that’s why group work related to the English lesson affected her mood well. When
asked about the group work’s impact on her coping with stress skills, Kiibra also

explained:

... I usually get very stressed when I go to the blackboard. No matter what lesson it is,
especially in English. You know, because I'll say the sentences wrong or something... (In the
group work activity) I go up to the blackboard with my friends, and they stand behind me and
support me. And I can also do something on my own. For this reason, it helped me cope with

stress.

Volkan expressed that he was too stressed to share his opinions with other
people. However, after the group work, his stress level lessened, which also reduced
his sadness. Volkan also mentioned that doing group activities made him happier
because he doesn’t like doing things alone. Furthermore, Aleyna mentioned that her
friends helped her when she faced challenges and couldn’t complete the task needed
for group work, which resulted in an increase in her happiness. Also, she added that
she used to get so stressed that her words were getting mixed up; however, she is not
stressed anymore because she and her classmates got to know each other better. Harun

replied to the question about his coping with stress skills as follows:

...At first, I was very stressed in English lessons. It doesn't matter whether in Turkish or
English; I was very stressed in all of them. But it seems as if these group studies have reduced
my stress considerably. I can share my experience and strategy as follows: In English lessons,
I made mistakes in tests; that is, [ made too many mistakes due to stress. After the group work,

I reduced my mistakes a little more. I can say my strategy has increased...

It can be concluded from Harun’s response that he improved his coping with
stress skills with the help of group work; moreover, his coping skills also had a positive
impact on his academic success.

All in all, all students expressed the positive impact of group work on their
coping with stress skills. Furthermore, coping with stress skills had positive outcomes

for some students’ emotional well-being, and academic success.
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4.4.4 Self-Esteem Enhancing Skills

Aligning with the results gathered from the scale, the improvement in students’
self-esteem enhancing skills was also seen through their responses to the questions.
For instance, Kiibra said that group work supported her self-esteem because her friends
respected her decisions during the process, which also affected her self-confidence.
Even though all the students stated an increase in their self-esteem enhancing skills,
they attributed this improvement to the increase in their self-confidence after the group
work. In this regard, Branden (1992) defined self-esteem as “confidence in our ability
to think and to cope with the basic challenges of life and, confidence in our right to be
happy, the feeling of being worthy, deserving, entitled to assert our needs and wants
and to enjoy the fruits of our efforts” (p. 9). Harun explained that he didn’t understand
English before the group work, but it helped him understand better, which improved
his self-confidence. Moreover, this confidence led him to believe in himself in later
stages of his life.

In addition, Efe mentioned that his self-confidence improved because the group
work included situations that were related to everyday life, and he thought that by
finding a common solution to them, they may have resolved something that occurs in
their daily life. That’s why, engaging in group work made it easier for him to look at
the things more comfortable, and determined, which helped him become more
confident. Moreover, Aleyna also explained that group work affected her self-esteem,
and she started to believe in herself more on academic issues. This also affected her
self-confidence.

In sum, students’ perceptions were positive about the group work in enhancing
their self-esteem skills. The students recognized the positive changes in their self-
esteem and confidence as they reflected on their experiences.

After conducting interviews with the students, each student answered a
question about their favorite group work activity and the reason behind their choice.
Among the 22 students interviewed, the preferences were as follows: nine students
explained their favorite activity as Zebra Puzzle, five students stated it as debate, three
students as the group presentation, three students as the problem-solving activity with
real-life scenarios, one student as storyboarding, and one student as story writing with
prompts. Students who preferred Zebra Puzzle stated that it was enjoyable, and solving
it with their friends made it more fun. Additionally, one student highlighted that this

puzzle helped him gain different perspectives. Debate was also preferred because it
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was fun, and students appreciated the opportunity to share ideas and encounter
different opinions. Furthermore, for group presentations, three students expressed that
they had fun in the preparation stage because they had a chance to share ideas after
school. Moreover, three students explained that they preferred the problem-solving
activity because it allowed them to see different ways of solving a problem and learn
new ways to solve it easily. In addition, storyboarding and story writing were chosen
by one student each. They found these activities to be beneficial for developing their
thinking abilities.

Overall, the students’ favorite group work activities differed from each other,
but common themes emerged, including enjoyment, collaboration with other students,

exposure to different perspectives, and skill development.

4.5 Summary of the Findings

This chapter outlined the findings gathered from the study, which aimed to
investigate specific research questions relating to social and emotional learning skills.
The SELSS and semi-structured interviews were utilized to collect the necessary data
for analysis. Through the analysis of the data, the study provided deeper insights into
the impact of group work on the SEL skills of students. The quantitative data revealed
that the implementation of group work had a significantly positive impact on the
students in the experimental group. On the contrary, there was no significant change
in the control group over the 8-week period. In addition, the qualitative data obtained
from the interviews provided additional understanding of the students’ perceptions of
their SEL skills. Interviewed students reported that group work positively affected
their SEL skills. Overall, the findings made a valuable contribution to the field by
presenting the impact of group work in an EFL classroom and students’ perceptions of

it on their skills.
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CHAPTER V

DISCUSSION

5.1 Presentation
This chapter will comprehensively examine the findings of the quantitative and

qualitative data analyses, elaborating on the research questions stated earlier.

5.2 Discussion of the First Research Question

RQ1: Does group work in EFL classrooms affect students’ social and
emotional learning skills?

The first research question in the present study investigated whether the
implementation of group work activities affects students’ social and emotional
learning skills or not. While analyzing the data obtained from the scale, a paired sample
t-test was conducted, and the t-test result of the control group demonstrated no
significant difference between the tests. However, the t-test results of the experimental
group resulted in the opposite direction. The experimental group exhibited a
statistically significant difference between the tests after 8 weeks of implementation
of group work activities. The findings of Dyson et al. (2021) provided support for the
findings of the present study, which aims to investigate group work’s effect on social
and emotional learning outcomes in physical education classrooms, by stating a
positive outcome.

In the present study, the findings of the t-test of the experimental group
demonstrated a statistically significant difference in students’ communication skills,
problem-solving skills, coping with stress skills, and self-esteem enhancing skills after

the group work implementation. Bower and Richards (2006) state that collaborative
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learning facilitates communication skills, and the present study can be empirical
evidence supporting this statement. The communication skills of the experimental
group demonstrated a statistically significant difference in t-test after the
implementation of group work activities. In a study examining the effect of
collaborative learning on communication skills, it was found that collaborative
learning enhanced students’ communication skills, including verbal, vocal, and body
skills (Kusmiarti et al., 2020). Moreover, several studies (Ghavifekr, (2020);
Munawaroh et al., (2022); Wahyuddin et al., (2022)) also provided evidence that group
work has a positive outcome on students’ communication skills, which supports the
findings of the present study. Even if the group work is applied in different educational
contexts, it can be commonly concluded that it positively impacts the communication
skills of the students.

Moreover, according to the findings of the present study, problem-solving
skills exhibited a statistically significant difference compared to other measured skills,
based on an increase in mean levels. This concludes that the implementation of group
work has a notably positive outcome on the problem-solving skills of students in the
present study, which supports the result of the study suggesting collaboration can be
seen as a highly effective factor in problem-solving ability (Lin et al., 2016). The
finding in the present study aligns with the studies that were conducted by Clohessy
and Johnson (2017) and Cooper et al. (2008), which conclude that collaborative
learning improves students’ problem-solving skills. In another study comparing
collaborative problem-based learning with direct instruction learning in vocational
schools, it was found that when students solve problems collaboratively, they improve
their problem-solving skills more, compared to solving problem individually
(Hidayatullah et al., 2020). In light of other studies’ findings, this study also provided
additional evidence that group work contributes to students’ problem-solving skills.
Laal et al. (2013) also mentioned that collaborative learning is beneficial for both
problem-solving skills and critical thinking, which also supports academic
achievement. All in all, it can be concluded that when aiming at improving problem-
solving skills in the EFL context, group work can be an effective method, as supported
in the present study.

Another improved skill in the experimental group is coping with stress skills.
When the t-test is examined, it is clearly seen that there is a statistically significant

difference between pre- and post-application of the scale. In addition to enhanced
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problem-solving skills and communication skills, students also showed improvement
in their coping with stress skills. Aydm and imamoglu (2001) supported the present
study’s significant finding in their study, in which they found a positive relation
between group work and coping with stress skills. However, Karaman et al. (2020) did
not find a statistically significant difference in coping with stress skills after the group
work, stating that the number of the implementations in the study may not be sufficient
to determine the effect. Although there is limited study on the impact of group work
on coping with stress skills, there are several studies (Nayak & Kumari (2018);
Newsome et al., (2012); Tabatabaei et al., (2015); Van Ryzin & Roseth (2021))
indicating group work helps to reduce stress. Moreover, Hashemi (2011) stated that
language learners experience more stress during the standard teaching process,
whereas during group activities, they feel more relaxed. That’s why group work can
be seen as a necessary technique to overcome stress in the EFL classroom and teach
students coping with stress skills, which is also supported by the present study’s
findings.

Following the application of the group work, t-test results also demonstrated
that students’ self-esteem enhancing skills differed significantly from the initial level.
Laal et al. (2013) explain that working in groups has a positive outcome for self-esteem
because students become more involved and responsible in the process and its related
outcomes. Furthermore, the results of the present study are in line with the findings of
Wahyuningsih (2018). Wahyuningsih conducted research to examine the impact of
group work on students’ self-esteem, and the results of the study revealed that students’
self-esteem increased after the group work, and this increase resulted in an
improvement in respect toward oneself and other students, self-confidence, and
language knowledge. Moreover, in Sultan and Hussaisn’s study, comparing the
individual and collaborative learning processes, it was found that group work enhanced
both students’ self-esteem and social skills (2012), and Cakmak Tolan (2023) also
stated an increase in students’ self-esteem after participating in group work. In sum, as
concluded by the findings of the present study, group work also facilitates self-esteem
and self-esteem enhancing skills.

All in all, this study’s findings and the research mentioned above support the
findings that group work has a positive impact on students’ problem-solving,
communication, coping with stress, and self-esteem enhancing skills both in the EFL

classroom and other educational settings.
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5.3 Discussion of the Second Research Question

RQ2: Do male and female students differ in terms of social and emotional

learning skills in EFL classrooms?

The second question’s aim was to find out whether there is a difference
between genders in terms of social and emotional learning skills. The results of
independent sample t-tests displayed no significant difference between the genders in
the experimental group before and after the implementation of group work in the EFL
classroom. Moreover, in the comparison of all students, male and female students did
not show significant differences in SEL skills according to their genders. However, the
test that was conducted for the control group displayed a significant difference in two
SEL skills in the pre-test, as presented in the findings, but in the post-test result, there
was no significant difference in any of the skills within the control group. Moreover,
Rowe and Trickett (2018) analyzed 37 articles about SEL in their study, and they found
out that the results on gender differences changed according to the variables of the
study. For instance, Kabak¢i and Korkut (2008) examined the gender difference
among students in terms of social and emotional learning, and they found out that there
was a difference between the genders, which concluded female students showed better
results than male students. On the contrary, Esen Aygiin and Sahin Tagkin (2017)
stated that the social and emotional learning skills of students do not exhibit any
significant difference according to gender.

In the present study, a significant gender difference in SEL skills was not
observed in independent sample t-tests. To begin with, communication skills did not
exhibit a significant difference between the genders in the experimental group in both
pre- and post-test, whereas in the control group, female students showed a significant
difference only in pre-test findings. However, when all students were compared, no
significant difference between female and male students was observed. Aligning the
findings of the study, Sabbah et al. (2020) examine the gender difference in
communication skills, and they reveal that students did not display any difference in
terms of gender. Moreover, Dalton (1983) also stated in his study that female and male
students did not show any significant difference in communication skills. In contrast
to the findings of this study and the mentioned studies, Graf et al. (2017) conducted
research to analyze gender differences in the communication skills of medical students,
and the results revealed that female students demonstrated significant differences in

terms of communication skills, including empathy and verbal-nonverbal
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communication. In addition, Akar and Akar (2023) also stated a significant gender
difference in terms of verbal and nonverbal communication skills in their study. In
sum, even though studies’ results differ from each other, this study provides evidence
that there is no significant gender difference in the communication skills of students
in the EFL classroom.

Another measured skill was problem-solving skills. In the analysis of the study,
there was no significant difference between the genders among all participants in an
EFL classroom. When looking at the difference within the groups, the experimental
group showed no significant gender differences in terms of problem-solving skills,
while the control group only showed a difference in the findings of the pre-test.
However, in the post-test results, there was no significant difference among genders.
The result of this study aligns with some studies on problem-solving skills. In
Moorthi’s study (2018), the researcher examined the problem-solving skills of students
and revealed that even though the mean level of female students was higher than that
of male students, there was no significant difference between the students’ problem-
solving skills among genders. Moreover, Tiimkaya et al. (2009) revealed that female
and male students did not differ from each other in terms of problem-solving skills
based on gender. The results are also in line with Alver’s study (2005) and Kazu and
Ersozli’s (2008), which support the idea that students do not exhibit differences in
problem-solving skills according to their gender. However, there are some studies that
do not align with the findings of the other studies. For instance, Gallagher et al. (2000)
and Cenkseven and Akar Vural (2006) found that students differed in problem-solving
skills according to their gender, and Gallagher et al. reported that male students
performed better than female students in problem-solving skills, while Cenkseven and
Akar Vural stated that girls displayed better problem-solving skills.

In terms of coping with stress skills, female and male students were found to
show no significant difference in the current study. Moreover, unlike communication
and problem-solving skills, coping with stress skills did not exhibit any significant
difference in any part of the data analysis, which include the experimental group, the
control group, and all participants in the data findings. That’s why it can be concluded
that genders do not differ in coping with stress skills in the EFL classroom. Aligning
with the findings of the current study, Monteiro et al. (2014) also reported that gender

did not affect students’ coping with stress skills significantly.
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However, in another EFL classroom in Iran, Salehi et al. (2017) conducted
research and they found that female and male students showed a significant difference
in coping with stress skills. Moreover, Yaliz (2013) found that there was a significant
difference between genders, and she stated that male students performed better than
females in coping with stress. Besides, Gefen and Fish (2012); Lawrence et al. (2006),
and Madhyastha et al. (2014) also contradicted the findings of the current study by
indicating gender differences.

As in all skills, the self-esteem enhancing skills of students did not show any
significant difference according to their gender, with or without the implementation of
group work. According to Josephs et al. (1992), males and females possess the same
level of self-esteem, but the underlying factor may change. This statement is partially
in line with the result of the current study, because even if the level of their self-esteem
is not the same, they have a similar level. Also, Tung (2011) examined the gender
difference of 7 and 8™ grade students in her study, and she stated that male and female
students did not differ from each other on their self-esteem. In the meta-analytic
research Kling et al. (1999) conducted, it is stated that there is a difference between
male and female on the behalf of males; however, this difference is mentioned as small.
Moreover, Al-Obaydi et al. (2021) studied in an EFL classroom, and they also stated
that male and female EFL students do not show significant differences in terms of their
self-esteem. All in all, it can be concluded that students mostly do not differ from each
other in terms of self-esteem enhancing skills in both the EFL classroom and other
educational settings.

In conclusion, this study presented the findings that genders did not exhibit
differences in terms of SEL skills, including communication, problem-solving, coping
with stress, and self-esteem enhancing skills. Additionally, these findings may indicate
that the group work implementation did not have any positive or negative impact on
the SEL skills of male and female students, which can be specifically seen through the
experimental group’s t-test results. However, there are studies both supporting and not
supporting these findings, indicating a mixed body of evidence regarding the
relationship between SEL skills and gender differences. These differences suggest that
further research is needed to gain a comprehensive understanding of these complex

dynamics.
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5.4 Discussion of the Third Research Questions

RQ3: How do students perceive the impact of group work on their social and

emotional learning skills?

Research question 3 investigated students’ perceptions about the impact of
group work implementation on their social and emotional learning skills. Six students
from the experimental group were interviewed for this purpose. Students’ responses to
the questions provided qualitative evidence for the findings of the quantitative data. In
addition to the SEL skills, students also mentioned that they improved their empathy,
self-confidence, and emotional well-being.

According to students’ perceptions in the current study, group work was
beneficial for the improvement of their communication skills. They explained that they
could clearly express themselves, and through collaboration, they had more chance to
communicate with each other. This result is in line with Kyaw’s study. Kyaw (2019)
conducted a study on the students’ perception of collaborative learning, and according
to students’ perceptions, the biggest increase in their communication skills occurred in
a small group setting. Besides, Sulaiman and Shahrill (2015) also reported in their
study that students acknowledged the benefits of group activities in terms of
communication skills, in addition to their respect for others’ opinions.

In addition to the communication skills, students in the current study also
mentioned the growth of their empathy. The students noted that they started to
understand their friends’ opinions, emotions, and behaviors. Likewise, in one of the
studies, Aronson (2002) also stated that students’ empathy developed with the help of
group work. Aronson organized a jigsaw classroom to make students to work together,
and in this classroom, every 8 week, they changed their group. By changing their group
and getting to know each other better, students increased their empathy. In the current
study, students formed groups randomly, but they had the chance to work with all their
classmates during the process. That’s why the findings of Aronson’s study can be an
explanation for why students improve their empathy. In addition, Dawbin et al. (2021)
conducted a study with male students to find a solution to a real-word problem by
using small groups, and this study’s result showed that students enhanced their
empathy level. In sum, it can be concluded that working together helps students
develop empathy, as seen from the findings of the current and mentioned studies.

In the students’ responses, they clearly stated that their problem-solving skills

were improved after the group work. They started to talk to other people while solving
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problems and learned to look at the things from different perspectives. This result is in
line with Burdet’s study (2003). Burdet studied the perceptions of the students about
group work, and the majority of the students stated that group work increased their
problem-solving ability. In the present study, in one activity, students were given real-
life problems of students in their own age, and they found solution to that problem,
which helped them solve problems collaboratively. Also, like students in every class,
some students couldn’t get along well with each other during the initial part of group
work, but after some time, they resolved their problems and became more
understanding. That’s why, according to this study’s context and students, it can be
safely said that group work provided benefits to students in terms of problem-solving
ability.

Another positively affected skill mentioned by students is coping with stress
skills. While interviewing, students expressed that they used to feel stressed in their
lives and in English lessons because they thought they were insufficient, especially in
English lessons. However, the implementation of group work helped them overcome
their stress to some extent, which led them to be happier in the classroom. Similar to
this study, Benson et al. (2019) also asked about the perception of students on group
work in their study, and students stated that group work lessened their stress level
because they had someone to consult thanks to the group. In addition, working together
led them to become happier, too. These results display the positive impact of group
work on both coping with stress skills and improving emotional well-being.

In addition, students explained the increase in their self-esteem in addition to
the increase in their self-confidence. All interviewed students perceived that group
work helped them be more confident than before, both academically and personally.
In this study, both male and female students expressed an improvement in their
confidence. Moreover, this current study’s result is in line with Sadeghi and Ganji’s
study (2020), because they also observed that doing group work enhanced students’
self-esteem and self-confidence. In another study, asking EFL students’ perceptions of
group work, students perceived group work as a means of increasing their confidence
in expressing themselves openly (Situmorang, 2021). Moreover, in one study using a
panel discussion to examine the development of self-confidence in the English
language education department, students noted that their self-confidence increased

because they could share and discuss their opinions thanks to the opportunity to work
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as a group (Anwar, 2016). However, in Heydari et al.’s study (2013), they revealed
that only female students showed a significant difference after the group work.

All in all, aligning with the results of the quantitative data, students’ perceptions
gathered from interviews revealed that students acknowledged their improvements in
terms of SEL skills after the group work implementation. Moreover, this study
provides potential evidence on the positive impact of group work when it is aimed at
enhancing SEL skills in the EFL classroom. That’s why group work can be indicated

as an effective way of improving these skills.

5.5 Summary

In this chapter, the quantitative and qualitative findings of the study, which
were reported in the previous chapter, were discussed regarding the research questions.
The discussion part involves a comparison of the results with earlier studies on related
topics, stating the similarities and/or differences with this study. These interpretations
of data can provide a foundation for making informed judgments regarding SEL skills

and group work.
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CHAPTER VI

CONCLUSION

6.1 Presentation
The final chapter includes the summary and conclusion of the study, presenting
aims of the research, and findings of analysis in summary. This chapter also includes

implications and suggestions for further studies.

6.2 Summary and Conclusion of the Study

SEL plays an important role in students’ lives because, as Lantieri and Nambiar
(2012) stated, “SEL teaches the personal and interpersonal skills we all need to handle
ourselves, our relationships, and our work effectively and ethically” (p. 29). For this
reason, in order to create socially and emotionally competent students, teaching SEL
skills should be seen as an integral part of the teaching process. In this regard, group
work was implemented in this study to engage students in a more SE classroom
context.

In this study, a research design combining experimental methods and a mixed-
method approach was used to provide answers to the research questions. The
participants were 8" grade students from two different classes. The quantitative and
qualitative data were collected using two data collection instruments. SELLS and
semi-structured interview questions were utilized during the data collection process.
The group work activities included in this study were jigsaw reading, problem-solving
activity with real-life scenarios, collaborative storytelling activity with the help of
prompts, logic grid puzzle-zebra puzzle, group presentation, debate, peer editing and

feedback workshops, and storyboarding with templates.
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The primary goal of the present study was to find out the impact of the
implementation of group work activities in EFL classrooms on students’ SEL skills.
This study aimed to analyze whether these activities affect students’ SEL skills,
specifically communication skills, problem-solving skills, coping with stress skills,
and self-esteem enhancing skills. The findings revealed that group work affected all
students’ SEL skills positively, which indicates the necessity of group work to enhance
these skills.

The second aim of this study was to investigate the gender differences in terms
of these skills by comparing female and male students. And the study’s findings
indicate that students do not differ from each other according to their gender in terms
of SEL skills. Moreover, this finding provides insight into the importance of promoting
gender equality in educational settings by recognizing that both male and female
students can possess and develop these skills at a similar level.

The last purpose was to understand students’ perceptions of group work
activities based on their own SEL skills. Based on the students’ perceptions of their
SEL skills after the group work, it can be concluded that students benefited from the
process in various ways, and some of them expressed that they were still motivated to
participate in the group work if it was possible. The students also explained more
positive changes in addition to SEL skills, such as increased empathy and self-
confidence. That’s why, as understood from all the findings, group work can be seen
as an effective method to improve SEL skills in the EFL classroom.

In summary, it can be concluded from this study that group work has various
advantages, including improvements in students’ communication, problem-solving,
coping skills, and self-esteem skills. As mentioned earlier, adolescents may experience
a decrease in their self-esteem due to puberty (Robins & Trzenis, 2005), and this study
indicated that 8" grade students improved their self-esteem enhancing skills with the
implementation of group work. In addition, Kabak¢1 (2006) stated that one of the
coping strategies is asking for help from others, and in this study, students expressed
that they started to ask for help from others while solving a problem. Regarding all the
positive outcomes of group work in SEL skills in an EFL classroom, educators,
specifically English language teachers, are recommended to implement group work

into their educational program to facilitate their students’ SEL skills.
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6.4 Implications

Results of the quantitative data, examining the impact of group work on SEL
skills in EFL classroom, revealed a significant positive difference in students’ SEL
skills. Aligning with the positive outcomes in the first research question, EFL teachers
who want to improve their students’ SEL skills can include more group work activities
to their lesson plans. Additionally, the perception of students’ demonstrated in findings
of research question 2 also indicated that students also realized the improvement in
their communication, problem-solving, coping with stress, and self-esteem enhancing
skill through group work, which created a positive perceptions about themselves.
That’s why, teachers can also get benefit from group work in their classrooms and
lesson plans to develop these skills of students, and foster their positive perceptions of
themselves in EFL classroom. In addition, this study presented the perceptions of
students, and students mentioned that their empathy, emotional well-being, and self-
confidence also increased in addition to their SEL skills. In EFL classes, students often
make mistakes and their friends can make fun of them. That’s why some students may
hinder themselves participating in an activity because they are not confident enough.
With the implementation of the group work, a teacher may overcome these challenges
as evidenced by this study. Students’ perceptions, feelings and attitudes for EFL
classes may change positively; hence, teachers can also enhance the effectiveness of
the lesson they teach and the classroom environment they are in. Moreover, some
students hate being involved in a group, which is called “grouphate” (Burke, 2011). In
this study, students expressed their favorite group activity, and “Zebra Puzzle” and
debate were the most favorable ones. That’s why teachers may start using these
activities when they want to implement group work in order to avoid this problem.

Besides, the findings of second research question demonstrated that there is
not any significant difference among the genders in terms of SEL skills. In this regard,
teachers can apply the group work in their classroom without considering the influence
of the gender factor. Furthermore, the curriculum designers can design the English
language curriculum with more emphasis on group work to educate students
holistically by focusing not only individual studies but also collaborative learning.
Moreover, the writers of English language textbooks can incorporate more frequent

and various group work in the books to support students’ SEL skills.
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6.5 Suggestions for Further Studies

The present study’s findings demonstrated that group work has a positive and
significant impact on students’ SEL skills in an EFL classroom. While implementing
the group work, students had chance to participate in different kinds of group work
activities that were applied over a period of 8 weeks. The following recommendation

can be taken into consideration for further research:

1. This study provided evidence on the positive outcomes of group work in EFL
classroom in terms of enhancing SEL skills. In a further study, the impact of
individual work on SEL skills can also be assessed.

2. This study included the different types of group work activities. In a further
study, the effectiveness of various types of group work can be examined to find
out which specific activities have the greatest impact on students’ SEL skills.

3. In this study, the improvement in SEL skills through group work was
investigated in a classroom setting. In a further study, the transferability of SEL
skills acquired through group work to the real-life situations and context can
be evaluated.

4. The implementation of group work lasted for 8 weeks and the research was
conducted in a class with 8" graders. Another study can be done with younger

students for longer periods of time.
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Appendix B: Ethics Approval from Gaziantep University Social and Human

Sciences Ethical Committee

T.C.
GAZIANTEP UNIVERSITESI
SOSYAL VE BESERI BILIMLER ETIK KURULU TOPLANTI TUTANAGI
Toplant: No $12
Toplant: Tarihi :06.11.2023
Toplant: Saati + 11:00

Sosyal ve Beseri Bilimler Etik Kurulu 06.11.2023 tarihinde toplanarak yapilan bagvurulan
degerlendirdi ve asagidaki kararlan aldi:

15)Egitim Bilimleri Enstitiist'n@n 20.10.2023 tarih, 399318 sayih ve “Bilimsel ve Egitim
Amaglh (Ilkay CEYRAN)" konulu yazis: incelenmis olup Universitemiz Gaziantep Egitim
Fakultesi Ogretim Uyesi Dog. Dr. Emrah CINKARA'min Egitim Bilimleri Enstitiisti’nde
damsmanhgim yirittiigi Yabanc: Diller Egitimi Ana Bilim Dal: Ingiliz Dili Egitimi Tezli
Yiksek Lisans Programu Ogrencisi llkay CEYRAN'In “The Impact of Group Work on
Social and Emotional Learning in EFL Classrooms: An Experimental Study (Yabanc: Dil
Olarak Ingilizee Simflannda Grup Galigmasinin Sosyal ve Duygusal Ogrenmeye Etkisi:
Deneysel Caligma” baglikli yiiksek lisans tezi galigmasimn Universitemiz Sosyal ve Begeri
Bilimler Etik Kurulu'nca degerlendirilmesi istenmektedir. Kurula yapilan bagvury;
gahigmanin amaci, ySntemi, veri kaynaklan ve veri toplama araglan agisindan
degerlendirilmigtir. Kurulumuza beyan edilen belgelere dayal: olarak yapilan incelemeler
sonucunda bagvuruya iliskin etik aykinlik tespit edilmemis olup adi gegen dgrencinin sz
konusu yliksek lisans tezi ¢aligmasini yapabilmesinin uygun goriilmesine;

Toplantiya katilanlanin oy birligiyle karar verildi.
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Appendix C: Approval from the Ministry of National Education
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Appendix D: Lesson Plans

Lesson Plan 1- Friendship
Title: Exploring Perspectives through Jigsaw Reading
Grade Level: 8th grade
Objective:
e Enhance reading comprehension and critical thinking skills.
e Foster collaboration, communication, and active listening.
e Develop an understanding of multiple perspectives on a topic.
Materials:
o Texts or articles related to a specific topic (prepared in advance).
e Chart paper or whiteboard.
e Markers or whiteboard markers.
Duration: 80 minutes
Procedure:
1. Introduction (5 minutes):
o Begin the lesson by explaining the concept of jigsaw reading to the
students.
e Discuss the benefits of collaborative learning and gaining multiple
perspectives on a topic.
o Emphasize the importance of active listening and respectful
discussion.
2. Topic Introduction (5 minutes):
e Introduce the topic that will be explored through jigsaw reading.
e Provide a brief overview of the topic and its significance.
e Generate interest and curiosity among students by asking thought-
provoking questions related to the topic.
3. Text Selection and Group Formation (5 minutes):
e Divide the class into small groups of 4 students each.
o Assign each group a specific text related to the topic. Ensure that each
group has a different text.
e Provide copies of the assigned texts to each group.

4. Jigsaw Reading (20 minutes):

e Instruct students to read their assigned texts individually, taking notes
on the main ideas, key details, and supporting evidence.

e Encourage students to organize their thoughts and facilitate
comprehension.

5. Expert Groups (10 minutes):

o In these expert groups, students who read the same text will share
their understanding of the text and discuss the main ideas, supporting
evidence, and any questions or clarifications.

6. Jigsaw Groups (15 minutes):

e Regroup students, ensuring that each new group consists of one
member from each expert group.

o Instruct students to take turns sharing the main ideas and key details
from their assigned texts, providing a brief summary to the rest of the
group.

e Encourage active listening, note-taking, and respectful discussion
among group members.
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7. Group Discussion and Synthesis (15 minutes):
o Facilitate a whole-class discussion where each group presents the
main ideas and perspectives they learned from their jigsaw groups.
e Encourage students to compare and contrast the different perspectives
and discuss any common themes or patterns that emerge.
e Record the key points on chart paper or the whiteboard.
8. Reflection and Conclusion (5 minutes):
e Summarize the main ideas and perspectives discussed during the
activity.
o Engage students in a brief reflection on the benefits of jigsaw reading
and gaining multiple perspectives.
e Conclude the lesson by emphasizing the importance of open-
mindedness and understanding different viewpoints.
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Lesson plan 2- Friendship

Title: Critical Thinking and Problem-Solving
Grade Level: 8th grade
Objective:
e Develop critical thinking skills through problem-solving activities.
o Foster creativity, collaboration, and logical reasoning.
o Enhance students' problem-solving strategies and approaches.
Materials:
e Various problem-solving activities for real-life scenarios
e Chart paper or whiteboard.
e Markers or whiteboard markers.
e Dictionary
Real Life Scenarios
1. Scenario: Balancing School and Extracurricular Activities
Description: Kemal is an eighth-grade student who is passionate about both
academics and extracurricular activities. He is part of the school soccer team,
involved in the school play, and also wants to maintain good grades.
However, he finds it challenging to manage his time effectively and feels
overwhelmed.
Problem: How can Kemal balance his schoolwork and extracurricular
activities without feeling overwhelmed or sacrificing his performance in
either area?

2. Scenario: Peer Pressure and Decision Making
Description: Seyma is an eighth-grade student who is faced with peer
pressure from her friends to engage in risky behaviors, such as bullying
younger students or skipping school. She wants to maintain her own values
and make responsible choices, but she feels pressured to conform to fit in.
Problem: How can Seyma resist peer pressure, stay true to her values, and
make responsible decisions without jeopardizing her relationships with her
friends?

3. Scenario: Cyberbullying and Online Safety
Description: Fatma is an eighth-grade student who is being cyberbullied by
some of her classmates on social media platforms. She feels upset, anxious,
and unsure of how to handle the situation.
Problem: How can Fatma address cyberbullying, protect her online well-
being, and promote a positive online environment?

4. Scenario: Conflict Resolution with Friends
Description: Sibel and Hamdi are best friends who have recently been
having conflicts and disagreements. They value their friendship and want to
find a way to resolve their issues and maintain a healthy relationship.
Problem: How can Sibel and Hamdi effectively communicate, resolve
conflicts, and strengthen their friendship?

Procedure:
1. Introduction (5 minutes):
o Begin the lesson by discussing the importance of problem-solving
skills in various aspects of life.
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o Explain that students will be participating in a critical thinking and
problem-solving workshop to enhance their analytical and logical
reasoning abilities.

o Emphasize the value of creativity, collaboration, and perseverance in
solving complex problems.

. Warm-up Activity (10 minutes):

o Start the lesson with a short warm-up activity, such as a quick riddle
or brain teaser, to engage students and get them thinking critically.

o Discuss the strategies and thought processes used to arrive at the
solution.

o Highlight the importance of breaking down problems into smaller
parts and considering multiple approaches.

. Problem-Solving Strategies (10 minutes):

e Introduce and discuss various problem-solving strategies, such as trial
and error, working backwards and using logical reasoning.

e Provide examples and explanations of how each strategy can be
applied to different types of problems.

e Encourage students to think flexibly and choose the most suitable
strategy for each problem.

Small Group Problem-Solving Activity (20 minutes):

e Divide the class into small groups of 5 students.

e Provide each group with a problem-solving activity which includes
real-life scenarios.

o Instruct the groups to work collaboratively and apply the problem-
solving strategies discussed to solve the given problem.

e Circulate among the groups, providing guidance and support as
needed.

. Group Discussion and Presentation (15 minutes):

o Bring the class back together and facilitate a group discussion.

e Ask each group to share their problem-solving process, strategies
used, and the solution they arrived at.

e Encourage other groups to provide feedback, ask questions, and offer
alternative approaches.

Reflection and Application (10 minutes):

o Have students reflect on their problem-solving experience,
considering the challenges faced and the strategies that proved
effective.

e Discuss real-life scenarios where problem-solving skills can be
applied, such as in mathematics, science, and everyday situations.

e Encourage students to think about how they can transfer the problem-
solving strategies they learned to other areas of their lives.

Conclusion (5 minutes):

o Summarize the key takeaways from the critical thinking and problem-
solving workshop, emphasizing the importance of perseverance,
collaboration, and creative thinking.

e Discuss the value of problem-solving skills in academic and real-life
situations.

e Conclude the lesson by thanking the students for their participation
and encouraging them to continue honing their problem-solving
abilities.



110

Lesson Plan 3- Friendship

Title: Collaborative Storytelling Adventure
Grade Level: Secondary School (8th grade)
Objective:

e Develop collaborative skills through storytelling.

e Enhance creativity, critical thinking, and communication skills.

o Foster imagination and teamwork.

Materials:
e Chart paper or whiteboard.
e Markers or whiteboard markers.
o Storytelling prompts (prepared in advance).
e  Writing materials (paper and pencils).
Duration: 80 minutes
Theme:

e Friendship
Prompts:

e "In a small town, a group of friends discovers a mysterious map that leads
them on a quest. What does the map reveal, and how does their friendship
help them overcome challenges along the way?"

e "A group of friends with different superpowers finds themselves in a world
where their abilities are needed to save it. How do they combine their powers
and work together to protect the world and strengthen their friendship?"

e "In a school where friendships are divided along cliques and social groups, a
new student arrives and befriends members from different groups. How does
their friendship break down barriers and bring about positive change in the
school?"

e "A group of friends starts a band and dreams of making it big. What
challenges do they face on their musical journey, and how does their
friendship support and inspire them to pursue their dreams?"

e "A group of friends with diverse talents and passions comes together to
organize a charity event for a cause they deeply care about. How do their
individual strengths contribute to the success of the event, and how does their
friendship inspire others to get involved?"

Procedure:
1. Introduction (6 minutes):
o Begin the lesson by explaining the concept of collaborative
storytelling to the students.
o Discuss the benefits of working together, such as generating diverse
ideas and creating a more engaging story.
o Emphasize the importance of active listening, respecting others' ideas,
and building upon each other's contributions.
2. Storytelling Prompts (5 minutes):
e Introduce a set of storytelling prompts.
o Distribute the prompts to the students.
e Explain that each group will select one prompt to build their story
around.

3. Group Formation (3 minutes):
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Divide the class into small groups of 4 students each.
Encourage diverse groupings with a mix of personalities and abilities.

Story Development (18 minutes):

Instruct each group to select one storytelling prompt and begin
discussing ideas for their story.

Encourage students to brainstorm and build upon each other's ideas,
ensuring everyone has a chance to contribute.

Remind the groups to consider elements such as characters, setting,
conflict, and resolution.

Collaborative Writing (15 minutes):

Provide writing materials to each group.

Instruct the groups to collectively write the beginning of their story,
incorporating the ideas they discussed.

Encourage them to take turns writing paragraphs or sections, passing
the writing materials among group members.

Rotating Story Circles (10 minutes):

Have each group form a circle, ensuring everyone can see the story
written so far.

Instruct each group to rotate the story circle clockwise, with each
member adding a sentence or paragraph to the story.

Encourage students to read what has been written before adding their
contribution to maintain coherence.

Story Sharing and Reflection (18 minutes):

Have each group share their completed collaborative story with the
class.

Encourage them to read aloud.

After each presentation, facilitate a brief discussion about the
experience of collaborative storytelling.

Conclusion (5 minutes):

Summarize the key takeaways from the activity, emphasizing the
importance of teamwork, active listening, and building upon each
other's ideas.

Highlight the creativity and unique narratives that emerged through
collaboration.

Conclude the lesson by encouraging students to apply their
collaborative skills in future projects and group activities.
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Lesson Plan 4
Title: Critical Thinking and Problem-Solving
Grade Level: 8th grade
Objective:
e Develop critical thinking skills through problem-solving activities.
o Foster creativity, collaboration, and logical reasoning.
o Enhance students' problem-solving strategies and approaches.
Materials:
e Various problem-solving puzzles (logic grid puzzles)
e Chart paper or whiteboard.
e Markers or whiteboard markers.
Procedure:
¢ Introduction (5 minutes):

» Explain that students will be participating in a critical thinking and
problem-solving workshop to enhance their analytical and logical
reasoning abilities.

o Emphasize the value of creativity and collaboration in solving
complex problems.

2. Warm-up Activity (10 minutes):

o Start the lesson with a short warm-up activity, such as a quick riddle
or brain teaser, to engage students and get them thinking critically.

e Discuss the strategies and thought processes used to arrive at the
solution.

e Highlight the importance of breaking down problems into smaller
parts and considering multiple approaches.

3. Problem-Solving Strategies (10 minutes):

e Introduce and discuss various problem-solving strategies, such as trial
and error, working backwards, drawing diagrams, and using logical
reasoning.

e Provide examples and explanations of how each strategy can be
applied to different types of problems.

e Encourage students to think flexibly and choose the most suitable
strategy for each problem.

4. Small Group Problem-Solving Activity (20 minutes):

e Divide the class into small groups of 4 students.

e Provide each group with a Zebra Puzzle.

o Instruct the groups to work collaboratively and apply the problem-
solving strategies discussed to solve the given problem.

e Circulate among the groups, providing guidance and support as
needed.

5. Group Discussion and Presentation (15 minutes):

e Bring the class back together and facilitate a group discussion.

e Ask each group to share their problem-solving process, strategies
used, and the solution they arrived at.

e Encourage other groups to provide feedback, ask questions, and offer
alternative approaches.

6. Reflection and Application (10 minutes):

e Have students reflect on their problem-solving experience,
considering the challenges faced and the strategies that proved
effective.
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e Encourage students to think about how they can transfer the problem-

solving strategies they learned to other areas of their lives.
7. Conclusion (5 minutes):

e Summarize the key takeaways from the critical thinking and problem-
solving workshop, emphasizing the importance of perseverance,
collaboration, and creative thinking.

e Discuss the value of problem-solving skills in academic and real-life
situations.

e Conclude the lesson by thanking the students for their participation
and encouraging them to continue honing their problem-solving
abilities.
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Lesson Plan 5- Teen Life
Title: Group Presentations about Teen Life
Grade Level: 8th grade
Objective:
e Research and present information about teen life.
o Develop presentation skills, including effective communication and public

speaking.
o Foster teamwork, collaboration, and active listening.
Materials:

e Research materials (books, websites, articles).
e Presentation tools (e.g., PowerPoint, Google Slides) and equipment (smart
board).

Group Presentation Topics:

e Social media and its impact on teens

e Healthy relationship and communication

e Peer pressure and decision-making

e (Goal setting and time management
Duration: 2 days (one for explanation and one for presentations)
Procedure:

1. Introduction (10 minutes):

o Begin the lesson by discussing the importance of studying related
topics about their real-life.

o Explain that students will be working in groups to research and
present information about their topics.

2. Group Formation and Topic Selection (10 minutes):

e Divide the class into small groups of 5 students each.

e Provide a list of topics.

e Instruct each group to select a topic they are interested in studying and
presenting.

3. Research and Information Gathering (out of school time):

e Allocate time for groups to conduct research on their chosen topics.

e Encourage students to use a variety of sources, such as books,
websites, and articles, to gather relevant information.

e Remind students to take notes and organize their findings.

4. Presentation Preparation (out of school time):

e Instruct groups to organize their research findings and create a
presentation to showcase the information.

e Encourage them to consider the structure of their presentation,
including an introduction, key facts or events, and a conclusion.

e Remind students to incorporate visuals, such as images or maps, to
enhance their presentation.

5. Presentation Practice (out of school time):

e Provide time for groups to practice their presentations.

e Encourage them to rehearse their speaking parts, ensure smooth
transitions between group members, and time their presentation to fit
within the allotted timeframe.

o Offer guidance and feedback as needed to improve their delivery and
presentation skills.
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6. Group Presentations (45 minutes):

Allocate time for each group to present their findings to the class.
Set presentation time limits based on the number of groups and
available class time.

Encourage groups to engage the audience, ask questions, and
encourage discussion after their presentations.

7. Q&A and Reflection (10 minutes):

After each presentation, facilitate a brief Q&A session where students
can ask questions about the topic presented.

Encourage students to reflect on the presentations and share their
thoughts on what they learned or found interesting.

8. Conclusion (5 minutes):

Summarize the key takeaways from the presentations, highlighting the
importance of research, effective communication, and teamwork.
Discuss the value of learning from topics and how their impact shape
our understanding of the real —life.

Conclude the lesson by thanking the groups for their efforts and
encouraging them to continue exploring in the future.
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Lesson Plan 6- Teen Life
Title: Exploring Controversial Issues through Debate
Grade Level: 8th grade
Objective:
e Develop critical thinking and persuasive communication skills.
o Foster respectful dialogue and active listening.
e Enhance understanding of multiple perspectives on a controversial issue.
Materials:
o List of controversial topics relevant to the students' curriculum or current
events.
e Research materials (books, websites, and articles) related to the chosen
topics.
e Timer or stopwatch.
e Chart paper or whiteboard.
e Markers or whiteboard markers.
Debate Topic:
e Online Friendship vs. In-person Friendship
Duration:
e 2 days (one for explanation and preparation, one for debate)
Procedure:
1. Introduction (10 minutes):

o Begin the lesson by discussing the importance of debate in
understanding complex issues and developing persuasive
communication skills.

o Explain that students will be engaging in a structured debate to
explore different perspectives on controversial topics.

o Emphasize the importance of respectful dialogue, active listening, and
supporting arguments with evidence.

2. Topic Selection and Group Formation (10 minutes):

e Share debate topic with students

e Allow students to choose the topic they are interested in debating.

e Divide the class into two groups, assigning each group a topic to
debate.

3. Research and Preparation (5 minutes):

e Instruct each group to conduct research on their assigned topic,
gathering evidence, statistics, and examples to support their
arguments.

o Encourage students to use a variety of sources, such as books,
websites, and articles, for a well-rounded understanding of the topic.

o Remind students to take notes and organize their findings.

4. Debate Structure and Roles (5 minutes):

» Explain the structure of a debate, including the roles of the affirmative
and negative teams.

e Assign roles within each group, such as speakers, researchers, and
timekeepers.

e Provide guidelines for the debate format, including time limits for
each speech and rebuttals.
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Debate Preparation (out of school time):

e Instruct groups to organize their arguments and develop a clear
outline for their speeches.

e Encourage students to consider counterarguments and prepare
rebuttals to address opposing viewpoints.

e Remind students to support their arguments with evidence and use
persuasive language to convey their points effectively.

Debate (40 minutes):

e Conduct the debate, following the established format and time limits.

e Allocate time for each group to present their arguments and engage in
rebuttals.

e Encourage respectful exchanges and active listening among the
debaters and the audience.

o Use a timer or stopwatch to ensure equal speaking time for each team.

Reflection and Discussion (15 minutes):

o Facilitate a whole-class discussion after the debate.

o Encourage students to reflect on the different arguments presented and
the effectiveness of persuasive techniques used.

e Discuss the impact of hearing multiple perspectives and how it
influences understanding and critical thinking.

Conclusion (5 minutes):

e Summarize the key takeaways from the debate, emphasizing the
importance of respectful dialogue, critical thinking, and persuasive
communication skills.

o Discuss the value of understanding and engaging with diverse
viewpoints in society.

e Conclude the lesson by thanking the students for their participation
and encouraging them to continue exploring controversial issues.
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Lesson Plan 7- Kitchen
Title: Peer Editing and Feedback Workshop
Grade Level: 8th grade
Objective:
e Enhance writing skills through peer editing and feedback.
o Develop critical thinking and constructive feedback skills.
e Promote collaboration and communication among students.
Materials:
e Peer editing checklist or rubric.
e Chart paper or whiteboard.
e Markers or whiteboard markers.
Topic (which peer editing and feedback will be given):
e Recipe review (instructions, measurements and necessary cooking
techniques and equipment)
Duration:
e 70 minutes
Procedure:
1. Introduction (5 minutes):

o Begin the lesson by discussing the importance of revision and editing
in the writing process.

o Explain that students will be participating in a peer editing and
feedback workshop to improve their written assignments.

o Emphasize the importance of providing constructive feedback and
maintaining a positive and supportive environment.

2. Peer Editing Guidelines (5 minutes):

e Introduce the peer editing process and provide clear guidelines for
giving effective feedback.

o Review the peer editing checklist or rubric with the class, highlighting
the areas to focus on.

e Discuss the importance of providing specific examples and
suggestions for improvement.

3. Pairing and Assignment (15 minutes):

e Divide the class into pairs, ensuring that each student has a partner to
exchange written assignments with.

o Tell every students to write the recipe of a well-known dish step by
step which includes equipment, techniques, measurement and cooking
instructions.

o Tell students to exchange their written works with their pairs.

4. Peer Editing and Feedback (15 minutes):

o Instruct students to read their partner's written assignment carefully,
using the peer editing checklist or rubric as a guide.

e Encourage students to provide constructive feedback by highlighting
strengths and areas for improvement.

o Remind students to offer specific suggestions for revisions and to
provide explanations for their feedback.

5. Reflection and Revision (10 minutes):

o Have students discuss the feedback they received with their partners,

clarifying any questions or seeking further explanations.
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Instruct students to reflect on the feedback they received and make
revisions to their written assignments based on the suggestions
provided.

6. Group Discussion and Sharing (10 minutes):

Form different groups with more students and facilitate another
feedback discussion.

Facilitate a whole-class discussion on the peer editing and feedback
process.

Encourage students to share their experiences, challenges, and
insights gained from receiving feedback.

Discuss the importance of incorporating feedback in the writing
process and how it contributes to improving the quality of their work.

7. Feedback Discussion (5 minutes):

Discuss the elements of effective feedback, such as being specific,
offering suggestions, and maintaining a positive tone.

8. Conclusion (5 minutes):

Summarize the key takeaways from the peer editing and feedback
workshop, emphasizing the importance of revision, and collaboration.
Encourage students to continue using peer editing and feedback
techniques in their future writing assignments.

Conclude the lesson by thanking the students for their participation
and highlighting the progress they have made.
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Lesson Plan 8- Kitchen
Title: Visualizing Stories through Storyboarding
Grade Level: 8th grade
Objective:
e Develop students' understanding of story structure, elements, and sequencing.
o Enhance students' visual literacy and communication skills through
storyboarding.
o Foster creativity and critical thinking by visually representing narratives.
Materials:
o Examples of storyboards from books, movies, or online sources.
Chart paper or whiteboard.
Markers or whiteboard markers.
Blank storyboard templates or paper divided into panels.
Procedure:
1. Introduction (10 minutes):
o Begin the lesson by discussing the importance of visual storytelling
and its impact on audience engagement.
e Introduce the concept of storyboarding as a tool for planning and
organizing narratives visually.
2. Elements of a Story (15 minutes):
e Review the key elements of a story, such as characters, setting, plot,
conflict, and resolution.
o Engage the students in a discussion about the importance of these
elements in creating a compelling narrative.
3. Storyboard Components (10 minutes):
o Explain the different components of a storyboard, including panels,
captions, visuals, and dialogue.
e Show examples of storyboards from books, movies, or other sources
to illustrate how they are used to visually represent a story.
4. Storyboarding Process (20 minutes):
e Divide the students into small groups of 4.
e Assign a specific prompt from a story for each group to work on.
o Instruct the students to identify the key events, characters, and settings
in the assigned section.
5. Creating Storyboards (30 minutes):
e Provide blank storyboard templates divided into panels to each group.
e Guide the students in creating their storyboards by sketching the
scenes, adding captions or dialogue, and representing the sequence of
events, which happens in kitchen.
e Encourage creativity and attention to detail in the visuals and
captions.
6. Presenting and Discussing Storyboards (20 minutes):
e Give each group an opportunity to present their storyboards to the
class.
e Ask the presenting group to explain their choices, describe the scenes,
and discuss how the visuals represent the story.
o Facilitate a class discussion about the effectiveness of the storyboards
in conveying the story elements and engaging the audience.
7. Reflection and Extension (10 minutes):
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e Lead a reflection session where students share their thoughts on the
storyboarding process and its impact on their understanding of the
story.

o Discuss the potential applications of storyboarding in different fields,
such as filmmaking, advertising, or graphic novels.

8. Conclusion (5 minutes):

e Summarize the key takeaways from the lesson, emphasizing the
importance of visualizing stories and the role of storyboarding in the
creative process.

e Encourage students to explore and experiment with storytelling
techniques in their future projects.
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